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Abstract

While Canada is officially a multicultural country, and recognizes the cultural
contributions of its various ethnic minorities, public funds are not allocated to minority languages,
or heritage languages, in the same way that they are to Canada’s two official languages, English
and French (Haque, 2012). Efforts to preserve heritage languages are thus mainly organized by the
respective minority communities, which are particularly concerned about the potential of language
shift and language loss, especially after the third generation. In the context of Greek Heritage
Language Education in Canada, strengthening the learners’ connection to their heritage language
is crucial, as there are now many third-and-fourth-generation Greek heritage language learners
who have minimal knowledge of Greek, and whose only opportunity to learn and practice their
heritage language is in the Greek schools (Aravossitas, 2016). It is therefore essential to find ways
to enhance Greek heritage language education to ensure that the current and subsequent
generations of Greeks in Canada can maintain a connection to their heritage language. It is
undeniable that the most important stakeholders in the context of Greek heritage language
education are the heritage language learners, as they represent the future of the Greek communities
outside Greece. Nevertheless, this study focuses on Greek heritage language teachers instead,
because their attitudes and practices largely shape the learners’ experiences in the Greek schools,

and can either engage or alienate them.

The aim of this study was to investigate how Greek heritage language teachers teaching in
primary and secondary Greek programs in the greater Montreal and Toronto areas self-identify,
and how their identification and ideologies affect their attitudes towards their students and their
instructional practices. My understanding of languaging and identities is informed by critical
poststructuralist sociolinguistics, according to which people’s language practices and identities are
seen as interrelated, socially constructed, and constantly (re)negotiated in people’s interactions. A
basic assumption when designing this study was that the teachers’ identification and ideologies
largely shape their attitudes towards students and ultimately their instructional practices, and thus
these factors must all be examined together. I engaged in a qualitative narrative inquiry, aiming to
provide nuanced descriptions of the participants’ individual experiences and perceptions, and to
shed light on issues related to power and language ideologies. The study’s findings suggest that

Greek heritage language teachers assume the responsibility to help their students maintain a



connection to the Greek language and culture, but sometimes are unequipped to accommodate all
their students’ needs. The findings also suggest that Greek heritage language teachers’ language
ideologies do play a role in how they view their students and what instructional practices they use.
The Greek heritage language teachers prefer conventional teaching methods and strategies, but
when met with student disengagement, they intuitively opt for unconventional methods and
translanguaging strategies, as these are more effective in winning over their students. Indeed, this
study showed that there is merit in using translanguaging in the heritage language classroom. The
thesis closes with a discussion of the study’s implications, with recommendations for the
enhancement of Greek heritage language education in Canada, and with suggestions for future
research.

Keywords: heritage language, heritage language education, minority language education, Greek

language and culture, language maintenance, translanguaging, identities, educational practices,
Montreal, Toronto.



Résumé

Bien que le Canada soit officiellement un pays multiculturel et reconnaisse les
contributions culturelles de ses diverses minorités ethniques, les fonds publics ne sont pas alloués
aux langues minoritaires ou aux langues d’origine (LO), comme ils le sont pour les deux langues
officielles du Canada, 1’anglais et le francais (Haque, 2012). Les efforts de préservation des LO
sont donc principalement organisés par les communautés minoritaires respectives, qui sont
particuliérement préoccupées par le potentiel de changement et de perte de la langue, en particulier
apres la troisieme génération. Dans le contexte de I’enseignement de LO grecque au Canada, il est
essentiel de renforcer le lien des apprenants avec leur LO, car il existe a présent de nombreux
apprenants de la LO grecque de la troisiéme et quatriéme générations qui possédent une
connaissance minimale du grec et dont la seule possibilité d'apprendre et pratiquer leur LO est
dans les écoles grecques (Aravossitas, 2016). Il est donc essentiel de trouver des moyens
d'améliorer I'enseignement de la LO grecque afin de s'assurer que les générations actuelles et
futures de Grecs au Canada puissent conserver ce lien avec leur LO. Il est indéniable que les acteurs
les plus importants dans le contexte de I'enseignement d'une LO grecque sont les apprenants, car
ils représentent 1'avenir des communautés grecques hors de la Grece. Néanmoins, cette étude
s’attache plutot aux enseignants de langue grecque, car leurs attitudes et leurs pratiques fagonnent
en grande partie les expériences des apprenants dans les écoles grecques et peuvent les engager ou

les aliéner.

Le but de cette étude était de déterminer comment les professeurs de LO grecque inscrits
aux programmes de grec a la fois primaires et secondaires de la grande région métropolitaine de
Montréal et de Toronto s'identifiaient et comment leur identification et leurs idéologies affectaient
leurs attitudes envers leurs éléves et leurs pratiques pédagogiques. Ma compréhension du
processus de « langager » et des identités linguistiques est éclairée par une sociolinguistique
poststructuraliste critique, selon laquelle les pratiques et les identités linguistiques sont congues
comme ¢€tant interdépendantes, socialement construites et constamment (re)négoci¢es dans de
I’interaction. Lors de la conception de cette étude, I’hypothese de base était que 1’identification et
les idéologies des enseignants fagonnaient en grande partie leurs attitudes a 1’égard des €leves et,
finalement, leurs pratiques pédagogiques ; ces facteurs devaient donc tous étre examinés ensemble.

Je me suis engagé dans une enquéte narrative qualitative visant a fournir des descriptions nuancées



Vi

des expériences et des perceptions individuelles des participants et a éclairer des questions li¢es
aux idéologies du pouvoir et de la langue. Les résultats de 1’étude suggérent que les enseignants
de LO grecque assument la responsabilité d’aider leurs étudiants a conserver un lien avec la langue
et la culture grecques, mais ne sont parfois pas équipés pour répondre a tous les besoins de leurs
¢léves. Les résultats suggerent €¢galement que les idéologies linguistiques des enseignants de LO
grecque jouent de role a la manicre dont ils voient leurs €léves et les pratiques pédagogiques qu'ils
utilisent. Les professeurs de LO grecque préferent les méthodes et stratégies d'enseignement
conventionnelles, mais lorsqu'ils rencontrent le désengagement des étudiants, ils optent
intuitivement pour des méthodes non conventionnelles et des stratégies de translanguaging, car
elles sont plus efficaces pour convaincre leurs éleéves. En effet, cette étude a montré qu’il y a du
mérite a utiliser le translanguaging dans la classe de LO. La thése se termine par une discussion
sur les implications de 1’étude, avec des recommandations pour I’amélioration de I’enseignement
de la LO grecque au Canada, et avec des suggestions pour des recherches futures.

Mots clés: langues d’origine, enseignement des langues d’origine, enseignement des langues

minoritaires, langue et culture grecques, maintien de la langue, translanguaging, identités,
pratiques éducatives, Montréal, Toronto.
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Chapter One: Introduction

Chapter Overview

In this chapter, I present the historical context of the study and I situate it within the fields of
Heritage Language Education (HLE) in Canada and identity negotiation. I focus specifically on
Greek HLE in Canada, and I explain the need to enhance it in order to ensure the intergenerational
transmission of Greek, and to guard it against language loss. I present the rationale of the study
and the questions that guided it, and I discuss its significance. I also provide some information on
my background as well as the reasons that motivated me to conduct this study. I close this chapter

by offering an overview of the thesis chapters.
The historical context: Canada’s Multiculturalism and Multilingualism

Canada is often referred to as a multicultural mosaic, that is, as a place where people from
different ethnic, cultural, and linguistic backgrounds coexist harmoniously (Day, 2000; Haque,
2012; Kalman, 2010; Porter, 1965; Statistics Canada, 2001). This metaphor has often been
contrasted to the American ‘melting pot’ (Radzinski, 1959), where supposedly the societal
tolerance towards cultural and linguistic diversity is far less evident. However, the reality is that
the Canadian society has not always been as open and tolerant towards ethnic minorities. In the
beginning of the twentieth century, the dominant attitude towards ethnic minorities commanded
that they had to give up their languages and cultures, and conform to British norms. In fact, Harney
and Troper quote a speaker at the 1913 Pre-Assembly Congress of the Presbyterian Church in
Toronto, who argued for a “uniform race wherein the Anglo-Saxon peculiarities shall prevail”
(1975, p. 110). Education was considered as the key for the Canadianization of immigrants, and
educators blatantly strove for the ‘foreign’ students’’ quick assimilation, which dictated the
eradication of their first languages (Anderson, 1918; Black, 1913; Cummins & Danesi, 1990;
Harney & Troper, 1975).

After World War 1I, the British Empire gradually lost its influence and the need to
differentiate the American and the Canadian identity emerged. Multiculturalism served in filling
this ‘identity vacuum’ by mythologizing Canadians’ historical attitude towards immigrants and
making “yesterday’s vices into today’s virtues” (Cummins & Troper, 1985, p. 20; Haque, 2012).
The adoption of multicultural policies at federal level (with the Charter of Rights and Freedoms in
1982 and the Multiculturalism Act in 1988) was admittedly a positive change for the rights of



ethnic minorities (Haque, 2012). The shift from Anglo-dominance to a bicultural (English and
French) hegemony necessitated the official recognition of the two languages as equal (Haque,
2012). This was achieved with the Official Languages Act (1969), which was followed by the
Multiculturalism Act (declared as a policy in 1971, passed as a law in 1988) and the Immigration
Act (1976), whose aim was to promote cultural diversity while determining the role of ethnic
minorities in relation to the two dominant cultures and languages. In 1982, the Charter of Rights
and Freedoms acted as an official provision to support the preservation of the multicultural heritage
of Canadians, while at the same time highlighting that English and French remained the dominant

and official languages (Haque, 2012).

While such policies have led to an understanding of multiculturalism as an inextricable part
of the Canadian identity, distinguishing it from the American identity, multilingualism in both
contexts has been more traditionally perceived in a negative way and has often been understood
as a hindrance to immigrants’ integration into a host society (Grosjean, 2010; Pavlenko, 2014).
Indeed, multilingualism has been examined against monolingual standards and understood through
amonolingual lens for over a century (Gal, 2011). A structuralist perception of language prevailed,
according to which language was viewed as a fixed set of norms used by homogeneous
communities (Canagarajah, 2018). However, the current reality that includes increasing
immigration, globalization, the advance of technology, and the overall contact of languages and

communities, has led to a shift in the way multilingualism is perceived.

Recent research has highlighted the benefits of bilingualism and multilingualism and has
criticized the previous emphasis on separating languages and viewing them as fixed and bounded
(Baker, 2011; Bialystok, 2001; Cummins & Swain, 1986; Grosjean, 1982, 2010; Grosjean & Li,
2013; Lamarre, 2001; Lamarre & Dagenais, 2003; Pavlenko, 2014). In Canada, the influx of
immigrants, which in recent years is estimated to hover around 250,000 people per year (Statistics
Canada, 2016a), has resulted in the creation of multicultural and multilingual communities across
the country. This, in turn, has prompted many researchers to focus on
bilingualism/multilingualism, plurilingualism, translingualism, translanguaging, language contact,
and Heritage Languages (HLs) and language maintenance (Brinton et al., 2008; Canagarajah,
2013; Cummins, 1992; Cummins & Danesi, 1990; Garcia, 2003; Norton 2010, 2013; Piccardo,
2018). It is now argued that cultural and linguistic diversity needs to be respected, and that

immigrants’ mother tongues need to be preserved, as this can affirm their identities, enhance their



learning in the host language(s) and facilitate their integration (as opposed to their forced
assimilation) into the Canadian society (Cummins, 1992; Cummins et al., 2005; Lamarre &

Dagenais, 2003).
Situating the study

The present study fits into the fields of Heritage Language Education (HLE) in Canada and
identity negotiation as tied to language use. In particular, the aim of this study is to investigate
how Greek HL teachers teaching in the greater Montreal and Toronto areas self-identify, and how
their identification and ideologies affect their attitudes towards their students and their
instructional practices. Having read extensively about the efforts of the various Greek communities
in Canada to preserve the Greek language and culture, and being a Greek citizen with an academic
background in Language Education myself, I am particularly interested in investigating Greek

HLE in Canada, and exploring ways in which it can be enhanced.

In Canada, efforts to preserve HLs are mainly organized by the respective minority
communities, which are particularly concerned about the potential of language shift and language
loss. These two phenomena, which I discuss in more detail in Chapter Two, refer to the process
whereby a speech community gradually moves away from a language and adopts another
language, which is associated with higher social prestige and greater dominance. Language loss
occurs when there are no speakers using the minority language, in which case the language is
considered dead (Fishman, 1991; Wurm, 2002). Minority communities are rightly worried, as
research suggests that within three generations, HL speakers tend to identify with and speak solely
the host society’s dominant language(s) (Campbell & Christian, 2003; Valdés, 2001). At the same
time, public funds are not allocated to HLs in the same way that they are to the two official
languages of Canada, English and French (Haque, 2012). That means that the minority
communities themselves are primarily responsible for funding their various needs and finding

ways to preserve their languages.

In the context of Greek HLE in Canada, strengthening the learners’ connection to the HL
is crucial as there are now many Greek HL learners who have minimal knowledge of Greek
(Aravossitas, 2016; Constantinides, 2004; Damanakis, 2010). One important factor that has
contributed to this is the rise of marriages between Greeks and non-Greeks (so-called mixed

marriages or mixed unions). Mixed unions have resulted in a population of Greek HL learners who



often have a minimal knowledge of the Greek language and whose only chance to practice it is
either in day, afternoon, or Saturday Greek schools (Aravossitas, 2016; Constantinides, 2004). As
I explain in more detail in Chapter 3, the reason why I decided to focus specifically on the greater
areas of Montreal and Toronto was twofold; on the one hand, 80% of people with Greek origin
reside in or close to these two metropolises (Library and Archives Canada, 2016). Consequently,
this is where most Greek schools and programs are located. On the other hand, the rationale for
focusing on Greek HL teachers in the greater areas of Montreal and Toronto also stems from my
interest in examining how, if at all, the tension between French and English affects Greek HLE in
Montreal, as opposed to Toronto, where the dominance of English renders this tension less evident.

(Statistics Canada, 2016b).

Another decision that I wish to justify is the fact that I chose Greek HL teachers and not
Greek HL learners as the main focus of this study. It is undeniable that HL learners are the most
important stakeholders in the context of Greek HLE, as they represent the future of the Greek
communities in Canada, and any attempt to enhance Greek HLE should be based on their needs
and realities. Finding ways to motivate Greek HL learners and help them maintain a connection to
the Greek language and culture is pivotal. However, I believe that to this end, HL teachers and
their perceptions are actually the first ones that need to be examined, because it is their ideologies,
attitudes, and positionality towards the learners that affect the learning practice and that can either
inspire or prevent students from investing (Norton, 2010) in the Greek language and culture.
Indeed, research has shown that language teachers’ practices are closely related to their identities
(Norton & Toohey, 2011). It is therefore essential to examine the language teachers’ identity
negotiation and ideologies to better understand their positionality towards the students and their
instructional practices, which can either engage or alienate learners (Blommaert, 2010; Pavlenko,
2003; Tsui, 2007; Varghese et al., 2005). It must be noted that despite the fact that many
researchers by now have stressed the importance of examining HL teachers’ identities to
understand their attitudes towards HL learners and how these affect their language instruction,
teachers’ identities have received far less research attention than language learners’ identities (Kim

& Kim, 2016; Menard-Warwick, 2008).



The guiding questions
The overarching question that guided my study is the following:

e How do Greek HL teachers in Montreal and Toronto understand and/or reflect upon their

teacher identity, their perceptions about teaching, and their instructional practices?
To help me answer this question, I also posed the following sub-questions:
e What are the Greek HL teachers’ perspectives about teaching Greek language and culture?

e What are the Greek HL teachers’ preferred instructional practices when teaching Greek

language and culture?

e How do interactions with Greek HL students affect Greek HL teachers’ perspectives and

practices?

e How does the local educational context affect Greek HL teachers’ perspectives and

practices?

e What similarities and differences can be identified between the responses to these various

questions of teachers teaching in Montreal and teachers teaching in Toronto?
Significance of the study

In this study, emphasis is placed on issues related to Greek HL teachers’ identities and
ideologies, their attitudes towards students, and their preferred instructional practices. Previous
research suggests that the language teachers’ ideologies, attitudes, and practices largely shape their
students’ experiences, and can either engage or alienate them (Blommaert, 2010; Pavlenko, 2003;
Tsui, 2007; Varghese et al., 2005). Enhancing Greek HLE in Canada and improving the Greek HL
learners’ experiences is vital, as for many of them the Greek schools are now their only opportunity

to learn and use their HL (Aravossitas, 2016; Constantinides, 2004; Damanakis, 2010).

Ultimately, it is hoped that after participating in this study and reflecting on their own
ideologies, Greek HL teachers will be able to adjust their practices to further assist Greek HL
learners learn Greek, maintain a strong connection to the Greek culture, and negotiate their own
identities more successfully as members of a minority community in Canada. When I designed
this study, my hope was that by inviting teachers to reflect on their ideologies and practices, they

would be able to share effective strategies that can inform the work of other HL teachers. Indeed,



the participants shared strategies for Greek HLE that they deem to be successful. They also referred
to strategies they had used in the past with little or no success, and they provided strong rationales
for choosing the former strategies and avoiding the latter. This is particularly important, as such a
reflection on instructional practices and strategies can inform the work of other Greek HL teachers

and can ultimately help improve the learners’ experience in the Greek schools.

Aside from the fact that the present study can assist Greek HL teachers across Canada by
presenting successful strategies for HLE, it can also help in attracting institutions and organizations
willing to invest in the enhancement of Greek HLE. Since 2002, the funding that was previously
allocated to HL programs has been significantly reduced, and the minority communities
themselves are now the ones mainly responsible for funding the programs that can help preserve
their languages (Haque, 2012). The present study helps in identifying specific challenges in Greek
HLE that could be combated with targeted actions and funding. Indeed, I believe that the chances
of attracting institutions and organizations willing to invest in a rightful purpose, such as HL
maintenance, increase when the minority communities do not just ask for more funding in general,

but rather are able to identify specific challenges, and present targeted action plans to address them.

Finally, Charles Taylor (1992) has also argued that the non-recognition or misrecognition
of one’s identity “can be a form of oppression, imprisoning someone in a false, distorted, and
reduced mode of being” (p. 25). Indeed, people from minority groups often are not in control of
how their multiple identities are being represented in the public sphere, and eventually other,
dominant groups assign them identities. As Taylor argues, the public recognition of individuals’
identities is a fundamental right, tied to a politics that allows these individuals to be in charge of
what aspects of their identities will be shared with others. Therefore, providing an opportunity for
Greek HL teachers to reflect on their identities and practices serves to empower them, as it gives
them the opportunity to challenge identities that have been assigned to them and to be in control

of how their realities and perspectives are represented.
Locating the researcher in the study

The vast majority of qualitative inquiries nowadays include a self-reflexive section, where
the researcher provides information on their background. This common practice is based on the

understanding that every kind of research is shaped to some extent by the person who conducts it



and their perceptions and understandings. Therefore, being open and transparent about one’s own

biases and the presuppositions they bring to the research is indispensable (Butler-Kisber, 2010).

Personally, I find that I am both an insider and an outsider to the present study. I am Greek-
born and a Greek citizen, and I consider the Greek language to be my mother tongue. All these
proved very significant for the present study. All participants chose to be interviewed in Greek, so
I assume that this is the language they are most comfortable using. Had I not been fluent in Greek,
perhaps some of the nuances of the participants’ views would have been missed. Also, I believe
that the participants found it easier to communicate their perceptions about both Canadian-born
and Greek-born Greeks, assuming that I would understand their perceptions because of my
familiarity with the two groups. In addition, for the past three years [ have been working as a Greek
HL teacher myself, in a Greek Saturday school in the greater Montreal area. I therefore found it
easy to relate to the teachers and their experiences, and I was able to disambiguate some of their
responses when I felt it was needed. At times, I even had to remind myself not to get carried away
by my own beliefs about Greek HLE, and rather to focus on designating the participants’ own
views and voices. | discuss these factors in more detail in Chapter Three, where I analyze my

positioning as a researcher and how I view research in general.

Being a Greek HL teacher myself was a serendipitous opportunity for my research study,
but by no means my only motivation for wanting to work with Greek HL learners in Canada. In
fact, I was always passionate about teaching and languages, and combined these passions with my
undergraduate and graduate studies on Greek Philology (BA), Modern Languages (MA) and
Language Education (MSc). Prior to my arrival in Canada, I had worked as a Greek instructor and
as an English as a Second Language instructor. When I arrived in Montreal, applying for a teaching
position in one of the Greek schools seemed like a reasonable decision, based on my interests and
background. It was not long after I started working as a Greek instructor in one of the Greek
schools in the greater Montreal area that I realized that my students had very different backgrounds
and needs from Second Language (SL) learners. Irrespective of their productive skills in Greek,
all students appeared to have a strong aural competence and were familiar with aspects of the
Greek culture and history. I realized that these were significant tools that I had to leverage to
facilitate the students’ learning. It was at that time that I started researching HLE, trying to find
strategies and activities to engage my students. Indeed, viewing the students’ prior knowledge as

a resource and building on it proved to be very effective for their learning.



I still consider myself as a teacher who is constantly learning from and alongside the Greek
HL learners, and my experience in Greek HL schools made me particularly interested in finding
out how other Greek HL teachers view their role, and how we can further enhance Greek HLE in
Canada. As I explained in the previous sections, I chose to conduct this study in the greater areas
of Montreal and Toronto because this is where the vast majority of Greeks reside in Canada, and
this is where most Greek HL programs can be found (Aravossitas, 2016). Nevertheless, I believe
that the present study can assist Greek HL teachers across Canada, by helping them reflect on their
teaching, and by equipping them with effective strategies for improving Greek HL learning and

engaging Greek HL learners.
Terminology

In this section, I provide definitions for some key terms that are central to the study and
that [ use repeatedly in this thesis. The first term is Heritage Language (HL), which, in the case of
Canada, refers to languages other than the two official languages (English and French) and
Indigenous languages (Cummins, 1992). It must be noted, however, that there is no general
consensus as to the exact definition of HLs, because in their attempt to define HLs, researchers
have placed emphasis on different aspects of them, such as their status as minority languages, or
the familial ties of HL speakers and learners with the languages. A second term that I employ
repeatedly in the thesis is Heritage Language Education (HLE), a term linked to a positive view
of multilingualism, used to describe the teaching of HLs and the respective cultures, in public
schools, private schools, and in community out-of-school programs (Cummins, 1992; Cummins,

2005).

I also use the term multiculturalism to refer to the coexistence of different cultures in the
Canadian societies, which, as was previously discussed, is seen as an intrinsic part of the Canadian
identity (Day, 2000; Haque, 2012; Kalman, 2010). In addition, I often use the terms
multilingualism and translanguaging. The former term is used to describe the coexistence of
various languages in a society, whereas the latter is used to refer to an individual’s ability to draw
upon multiple linguistic resources at the same time in order to make sense and communicate with
others (Garcia, 2009a; Garcia & Leiva, 2014; Garcia & Wei, 2014). Many researchers have argued
that multilingualism can be used to refer to societies as well as individuals (Canagarajah 2009,

2018; Cenoz, 2013; Piccardo 2013). Personally, I use the term ‘multilingualism’ to refer to



societies and designate Canada’s growing linguistic diversity, and the term ‘translanguaging’ to
refer to individuals and highlighting their agency and ability to navigate all their linguistic

resources.

All the aforementioned terms are presented in more detail in other sections throughout the

thesis. In the next section, I present an overview of the seven chapters that make up this thesis.
Overview of the chapters

In Chapter One, I open the thesis by situating the study within HLE and identity
negotiation, and I provide its rationale. I stress the need to enhance Greek HLE in Canada, to
ensure the intergenerational transmission of the language and to guard it against language loss. |
explain why I chose to focus on Greek HL teachers teaching in the greater Montreal and Toronto
areas, and I justify my choice to focus on HL teachers rather than HL learners. I introduce the

guiding questions, I discuss the significance of the study, and I situate myself in it.

Chapter Two is divided into two sections. In the first section, I turn to HLs and HLE. More
specifically, I present the historical context in which they emerged and I focus on debates around
HL terminology. I also present the differences between HL speakers and HL learners, as well as
the differences between HL, Second Language (SL), and Foreign Language (FL) learners. I focus
on the phenomena of language shift, language maintenance, and language loss, and then I turn to
a brief presentation of Greek HLE in Canada. In the second section of this chapter, I present my
theoretical positioning, and I discuss issues related to identity negotiation, languages and
languaging, language ideologies, and language socialization from a critical sociolinguistics

perspective. Finally, I focus on HL teachers’ roles in affirming their students’ identities.

In Chapter Three, I present an account of historical developments in qualitative inquiry to
justify my choice of using narrative inquiry for the purposes of this study. I explain why I did not
opt for one of the other methodological approaches that have been used in similar studies in the
past, such as ethnography or phenomenology. I reintroduce the study’s guiding questions, and I
explain how I recruited participants. I then provide a brief profile for each participant. I also
describe in detail the methods that I used throughout the sessions with the participants, and I

discuss issues related to ethics, transcription, and translation.
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In Chapter Four, I present significant findings from the field texts. The findings are
presented narratively, as my aim is to stay as close to the words of the participants as possible, in
order to designate the uniqueness of each participant’s voice and views. The chapter is separated
into three sections according to the type of field texts that were generated: field texts on identities,

field texts on attitudes, and field texts on practices.

In Chapter Five, I analyze the field texts by identifying major recurring themes. I use these
themes to address the five sub-questions and the overarching question that guided this inquiry. The
findings pertain to Greek HL teachers’ perceptions about teaching the Greek language and culture,
their preferred instructional practices, their attitudes towards learners, and the extent to which their
local educational context affects their perspectives and practices. I identify similarities and
differences in the responses of the participants from the greater Montreal area and greater Toronto
areas, and I analyze the Greek HL teachers’ understanding of their identities and their role in

affirming Greek HL learners’ identities.

In Chapter Six, I discuss and interpret the findings, and I focus on what these findings
reveal about existing problems in Greek HLE in Canada, as well as the possibilities they open up

for its future. I also discuss methodological, theoretical, and pedagogical implications of the study.

In Chapter Seven, I present a summary of the thesis, and I address limitations of the inquiry.
I close the thesis by offering practical recommendations for further directions and by explaining

how I plan to disseminate the findings of the inquiry.
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Chapter Two: Review of Literature
Chapter Overview

This chapter is separated into two sections. In the first section, I present the literature on Heritage
Languages (HLs) and Heritage Language Education (HLE). I present the historical context in
which the field of HLs emerged and I focus on debates around HL terminology. I also describe HL.
speakers and HL learners, and I present the differences between HL learners and Second Language
(SL) learners. I focus on the phenomena of language shift, language maintenance, and language
loss. I then turn to a brief presentation of Greek HLE in Canada. In the second section of this
chapter, I present my theoretical positioning, and I discuss issues related to identity negotiation,
language ideologies, and language socialization from a critical sociolinguistics perspective.

Finally, I focus on HL teachers’ role in affirming their students’ identities.
Heritage Languages and Heritage Language Education
Historical context and definitions

The term Heritage Language (henceforth HL) emerged from bi/multilingual and second
language (henceforth SL) research in Canada, when the country renegotiated its identity after the
gradual weakening of the British Empire, and multiculturalism became an intrinsic part of the
Canadian identity (Cummins & Troper, 1985). In the Canadian context, HL refers to minority
languages, that is, languages other than French, English and Indigenous languages, spoken by
members of minority ethnolinguistic groups (Valdés 2001, 2005). There is no general consensus
as to the exact definition of HLs because the criteria employed by researchers to define them range
widely. Some researchers focus on the status of the HL as a minority language (Bilash, 2011;
Kelleher, 2010), while others emphasize the family ties that a HL learner or speaker has with the
respective HL (Pollinsky and Kagan, 2007; Van Deusen-Scholl, 2003; Wiley, 2005). There is also
ambiguity in the terms used to refer to the languages of minority communities. In Canada and
elsewhere, terms such as ‘ancestral languages’, ‘international languages’, ‘minority languages’,
‘non-official languages’, ‘immigrant minority languages’, ‘community languages’, ‘home
languages’ and ‘languages of origin’ have also been used (Baker & Jones, 1998; Cummins, 2014a;
Extra & Yagmur, 2002; Makarova, 2014; Valdés, 2001; Wiley, 2001; Yeung, Marsh & Suliman,
2000).
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In the Canadian context, the term HL has prevailed. The term was introduced in the 1960s
and came into widespread use in 1977, when the Heritage Languages Program was established in
Ontario (Cummins, 2014a). The term HL was intended to highlight the importance of the ethnic
minorities’ linguistic and cultural heritage for their identification and empowerment, and convince
the wider society that HLs and HL education (henceforth HLE) need to be supported financially
and recognized politically (ibid, 2014a). In the case of the Greek language, the term Greek HL is
only used in Canada. In other settings, the learning of Modern Greek that takes place outside
Greece is referred to with the terms ‘Greek as second language’ or ‘Greek as foreign language’,

and the equivalent term of HLE is ‘Education for the Greek Diaspora’ (Damanakis, 2010).

The term HLE is linked to a positive view of bi/multilingualism, and has been defined as
“developing heritage language learners’ biliteracy in both the dominant societal language and the
heritage language, whether these be indigenous, immigrant, ethnic, second or foreign languages in
any particular context” (Hornberger 2005). In Canada, HL learning can occur both at home
(informally) and formally, in one of the HL programs offered in public schools, in private schools
and in community-supported out-of-school programs across the Canadian provinces (Cummins
1992, 2005). Efforts to preserve HLs are mainly organized by the respective minority communities
in Canada, as they are particularly concerned about the potential of language loss, which is
discussed in one of the subsequent sections of this chapter. The efforts of the minority

ethnolinguistic groups are of paramount importance for the preservation of their HLs.

This is particularly true if one considers the fact that public funds are not allocated to HLs
in the same way that they are to English and French in Canada, based on the argument that
“immigrants ‘chose’, fully informed, to come to Canada and in so doing forfeited all rights to
language and cultural preservation” (Haque, 2012, p. 137). It has been suggested that HL
communities should reconsider their role and instead of just delivering HL programs, also work
on building networks that will allow them to locate and make use of the already existing
community assets and resources (Aravossitas, 2014). In short, ethnic minorities are encouraged to
map all the people, organizations and institutions involved in HLE, ensure that they communicate
with one another and that they all have access to resources which are already available. While this
is an excellent suggestion, the fact that HL programs remain largely underfunded both at federal
and provincial level needs to be emphasized, and minority communities need to keep pressuring

and demanding financial support and recognition.
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Heritage Language Speakers and Heritage Language Learners

HL speakers are individuals who grew up exposed to both the dominant language and the
HL and are able to use and understand their HL to a greater or lesser extent (Montrul, 2010). On
the other hand, HL learners are individuals who receive formal instruction in their HL, as they
“wish to regain, maintain or improve their home language through classroom instruction”
(Polinsky & Kagan, 2007, p. 29). As the focus of the present research study is on Greek HLE, the
term HL learner is employed. Definitions of who is a HL learner vary widely across researchers
and one can identify different criteria for determining a HL learner. Valdés (2005) proposes two
definitions, stating that a HL learner is either an individual who has a personal connection to a
language other than the one that is normally taught at school, or a person who is exposed to a
language other than the dominant language(s) at home and can be considered, to one extent or

another, bilingual.

Similarly, Van Deusen-Scholl (2003), defines HL learners as individuals who have a
personal and cultural connection with a non-dominant language that has been developed by the
way they were brought up by their family. Carreira (2004) distinguishes three criteria for
categorizing HL learners, namely their involvement with the respective minority community, their
personal connection to the language and their proficiency in it. In addition, Polinsky and Kagan
(2007) provide two definitions of HL learners depending on their proficiency. The first, broad,
definition refers to individuals who have a personal connection to the language but are not able to
use it, and the second, narrow definition, refers to individuals who are in a position to use the
language to some extent, but have not mastered it entirely, because of their immersion in the

dominant language(s).

Hornberger and Wang (2008) define HL learners as individuals with familial ties to a non-
dominant language who consciously consider themselves as members of the HL community. In
contrast to the previous definitions that focus on the learners’ proficiency in the HL, this one places
emphasis on the learners’ agency and ties their membership in the HL community with their
identity negotiation (Aravossitas, 2016). Personally, I adopt the last definition, as I consider that
identifying as a HL learner must be determined according to a person’s own personal connection

or rapport to the respective HL and culture.
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Distinguishing Heritage Language Learners from Second and Foreign Language

Learners

HL learners, SL learners and Foreign Language (FL) learners are all terms that refer to the
learning of an additional language other than the person’s first language (L.1) and can thus be easily
confused with one another. Therefore, it is important to clarify the differences among these terms,
as they are not synonymous. A SL learner takes up an additional language to which they are likely
to be exposed in several settings outside of the classroom. For example, a person who chooses to
learn French while in Quebec is a SL learner, as they will most likely be exposed to French in a
variety of settings other than the French classroom. In contrast, a FL learner is a person who
chooses to learn an additional language in a setting where they will most probably not have the
opportunity to be exposed to it outside of the classroom. For instance, a person taking up French

in China is a FL learner (Lightbown & Spada, 2013).

The term HL learner is used to refer to people who maintain their home language through
formal instruction, and have a personal connection or familial ties to it (Carreira, 2004; Cummins,
2005). Research suggests that HL learners have stronger aural competence and more enriched
vocabulary than SL and FL learners, and that they find it easier to understand issues related to
pragmatics in the HL (Kagan & Dillon, 2008; Polinsky & Kagan, 2007; Valdés, 2000). On the
other hand, SL and FL learners appear to face fewer difficulties with spelling in the HL as well as
understanding the language teachers’ metalanguage used to explain grammatical phenomena
(Carreira & Kagan, 2011). Research suggests that for the majority of HL learners, the aural
competence is their strongest modality (Valdés 2000). In terms of their oral production, research
indicates that HL learners ‘‘fall within a continuum, from rather fluent speakers, who can sound
almost like competent native speakers, to those who can barely speak the home language”

(Carreira & Kagan, 2011, p. 371).

Although differences have been identified among the three types of learner, the fact that
the term HL learner is more recent than the terms SL learner and FL learner can lead to confusion
in terms of their use. For example, the terms HL and HL learner are completely absent when
referring to Greek Language Learning (Aravossitas, 2016). The other two terms, SL learner and
FL learner, are still understood as adequate to cover all Greek learners in the diaspora; both learners

of Greek origin and non-Greek origin people.
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Language Shift, Language Loss, and Language Maintenance

As was mentioned above, one of the biggest fears of ethnolinguistic minorities is language
loss. However, in order to understand language loss, one must first examine the phenomenon of
language shift. American linguist Joshua Fishman (1972, 1991, 2001) coined the term ‘language
shift’ to refer to the process whereby a speech community gradually replaces one language by
another, which often is more dominant and is associated with higher social prestige. Indeed, most
minority languages are not considered as prestigious because of their subordinate position within
the hierarchy of languages in the social context in which they are used (Gérin-Lajoie, 2011). The
reasons leading to language shift range from social to economic and political ones, while speakers’
attitudes towards languages (their language ideologies) also play a crucial role in language shift.
Eventually, if there are no speakers of a language left, the language is considered dead. The stages
of language shift and loss were first described in Fishman’s seminal Graded Intergenerational
Disruption Scale (GIDS) (1991). Evaluating and placing an endangered language in one of this
scale’s stages is considered very useful as it best informs action that must be taken to reverse

language loss.

More recently, Wurm (2002) also examined the process of language shift in language
contact situations, and distinguished five levels of language endangerment — that is, five levels that
gradually lead to the loss of a language and its replacement by another, more dominant one. He
notes that a language is potentially endangered when children of a minority community start
showing a preference for the dominant language over the non-dominant one. A language is
endangered if it has no child speakers and is seriously endangered if its youngest speakers are
middle aged. If the only speakers of a language are elders, then this language is considered
terminally endangered, and if there are no speakers using the language, this language is considered
extinct. It must be noted that language loss applies mainly to groups that are taken over or
colonized. Language shift and loss also apply in the case of immigrants, who shift from their home
language to the host society’s dominant language(s), but in their case, if language loss occurs in

the host country, the home language generally continues to be spoken in the home country.

While language shift is a worrisome and common phenomenon in language contact
settings, at the same time it is this very fear that cultivates an eagerness to preserve the non-

dominant language, which has been described as language maintenance. Language maintenance
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refers to a situation in which speakers or speech communities continue to use a non-dominant
language in one or several social spheres despite competition with the dominant language (Baker,
2011). The frequency with which one is able to use the HL in social contexts, both at home and in
the society, contributes to language maintenance. Similarly, the parents’ knowledge of the HL, the
development of a community of HL speakers, and the existence of institutions, organizations, and
programs that can help preserve the HL can also stall the phenomenon of language shift (Baker,
2011; Fishman, 2006; Garcia, 2003; Holmes et al., 1993). Unfortunately, language shift is the norm
in language contact contexts. Research suggests that within three generations, HL speakers tend to
entirely replace the HL with the dominant language(s) of the host society (Campbell & Christian,
2003; Valdés, 2001).

Heritage Language Education in Canada

Jim Cummins (2014a) categorizes educational policies about HLs in Canada into four main
phases. The first is the ‘Pre-1971’ phase, where social policy in all Canadian provinces except for
Quebec was characterized by ‘Anglo-conformity’, and where all languages other than Canada’s
two official languages were suppressed in school settings. The second is the “1971-mid-1980s’
phase, during which ethnic communities’ ‘cultural contributions’ were incorporated into Canada’s
official identity rhetoric at the federal level. The 1971 federal policy, of multiculturalism within a
bilingual framework, meant that English and French were given preferred status over all other
languages, but at the same time, a positive view of multiculturalism was now emerging. Next, the
‘mid-1980s-mid-2000s’ is the phase where HLs were largely neglected by policies, as HL
maintenance was considered to be the responsibility of the parents and not schools. During this
period, schools in most of Canada operated as ‘English-only zones’ or ‘French-only zones’ and
students were not encouraged to use their HLs. Finally, the ongoing ‘mid-2000s-current’ phase is
the period during which there has been a small-scale shift in terms of educational policies about
HLs in Canada. Some positive steps have been taken to help students maintain their HLs and take

pride in their heritage (Cummins, 2014a, p. 4).

It must be noted that education in Canada is under provincial jurisdiction, and thus the
various Canadian provinces have different policies about HLs and HL maintenance. Alberta was
the first province to allow instruction in languages other than English or French in the public school

system. Currently, various bilingual programs in non-official languages are offered by school
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boards in Calgary, Edmonton and all across Alberta. In Ontario, the government introduced the
Heritage Languages Program in 1977, in an attempt to accommodate the ‘ethnic demands’ of HL
speakers, while at the same time minimizing the reaction of people who were openly against HL
teaching in public schools (Cummins & Danesi, 1990). The Heritage Languages Program was
designed to help students in elementary schools maintain their HLs. In 1993 the program was
renamed the International Languages Program, as its focus was now not only to allow HL students
to learn and maintain their HLs, but also to allow any student to learn an international language
(that is, a non-official language) even if they did not have heritage or familial ties to this language.
The program operates on weekends or in after-school contexts, but research suggests that the
bilingual (English-HL) programs in Alberta, that are significantly more intensive — the hours of
instruction in the HL are the same as the hours of instruction in English— are more effective for
students (Cummins, 2014a; Cummins & Danesi, 1990). In Quebec, the government introduced the
PELO (Programme d’enseignement des langues d’origine) program in 1977. The aim of the
program was to encourage students to use their home languages in order to learn French. It must
be highlighted that the fact that French speakers are a ‘fragile majority’ (McAndrew, 2012) in
Quebec, (that is, they are the majority in their province, but a minority in an otherwise English
Canada), has impacted the province’s policies and practices regarding HLE and HL maintenance.
Even though there were disputes over the use of HLs in public schools across most Canadian
provinces, in Quebec, this was particularly evident, as such initiatives were considered a threat to
the preservation of the French language. Some school boards in Quebec continue to prohibit the
use of any language other than French to date. Ontario and Quebec both allow ethnolinguistic
minority communities to found private schools or initiate after-school programs that offer HLs to

students (Cummins & Danesi, 1990; Duff, 2008).

In short, it is evident that there is a lack of consistency in Canada’s multicultural rhetoric
and its policies and practices regarding the maintenance of languages other than English and
French, with the exception of the prairie provinces of Alberta, and to a lesser extent Saskatchewan,
and Manitoba (Cummins, 2014a). Research suggests that the lack of focus, the limited number of
hours of instruction, administrative problems, and the lack of emphasis on cultural aspects related
to the HLs are some of the reasons why some HL speakers question the effectiveness of such

programs. Thus, HL speakers appear to consider programs offered by the various ethnolinguistic
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communities as more appropriate and effective for HL maintenance (Aravossitas, 2016; Cummins,

2014a; Duff, 2008).
Greek Heritage Language Education in Canada

An example of an ethnic minority in Canada that is determined to preserve its language
and culture is the well-organized Greek community (Aravossitas, 2016; Constantinides 2001,
2004; Damanakis, 2005; Georgiou, 2008). Greek immigration to Canada was slow in the
nineteenth century but increased dramatically in the twentieth century due to war, poverty, and
economic hurdles in Greece and Europe. Although in 1911 only 3,650 Greeks were recorded in
Canada, this number rocketed to over 100,000 between the years 1945 and 1971. Today it is
estimated that there are about 250,000 people of Greek origin in Canada, 80% of whom reside in
Quebec and Ontario (Library and Archives Canada, 2016). In 1906, the first Hellenic Community
in Canada was founded in Montreal (which in 2010 merged with the Greek Orthodox Community
of Laval and was named Hellenic Community of Greater Montreal). This was followed by one in
Toronto (1909), one in Vancouver (1927) and one in Ottawa (1929) (Aravossitas, 2016, p. 170;
Georgiou, 2008, p. 260; Vlassis, 1953, p. 52, 66). As early as 1906, Greek Orthodox Churches
were built, and since then, Greek churches, schools and associations have been founded, the role
of which is pivotal in accommodating Greek immigrants’ needs and preserving the Greek

language, culture, customs, and traditions (Damanakis, 2005).

The first Greek day elementary schools were founded in the province of Quebec.
Specifically, an English/Greek day elementary school was founded in 1909 by the Hellenic
community of Montreal, followed by another English/Greek elementary school in 1925. In 1931,
the two schools merged, and in 1970 the school became officially trilingual (Greek-English-
French) and changed its name. The next year (1971), as a result of the political context and
language laws in Quebec, the curriculum of the school changed, and since then instruction has
been mainly carried out in French (62%), and to a lesser extent in Greek (28%) and English (10%)
(Aravossitas, 2016, p. 169). The Hellenic Community of Montreal also invested in the creation of
a Greek secondary school as early as 1981. In 1986, the Hellenic Community of Montreal merged
with the Communauté hellénique de la Rive-Sud de Montréal into the Hellenic Community of
Greater Montreal (HCGM). Since then, the trilingual PreK-6 day school has expanded and it now

consists of five campuses. There are also several Saturday and afternoon programs organized by
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HCGM for the preservation of Greek language and culture. Aside from HCGM, there are also
parishes, private institutions, and organizations that offer Greek courses in the Greater Montreal

arca.

In the greater Toronto area, the first Greek school was founded in 1921 (Aravossitas, 2016).
Toronto’s Greek Orthodox day school was founded in 1996 by the Greek Orthodox Metropolis of
Toronto (Georgiou, 2008). Today, afternoon and Saturday schools also offer supplementary
education in Greek at primary and secondary level, operated by the Greek Community of Toronto
(GCT), Boards of Education, parishes, and community organizations (Aravossitas, 2016;
Constantinides, 2001). The third largest Greek Community in Canada, after Quebec and Ontario,
can be found in British Columbia, with the majority of Greeks living in the city of Vancouver.
Greek HLE in British Columbia is also developed, as students have the opportunity to learn Greek

in both physical and online spaces (Aravossitas, 2016).

The names of the schools have been anonymized in this section and throughout the
dissertation, to protect the anonymity of the participants. A more thorough and detailed
presentation of Greek HLE across Canada can be found in Themistoklis Aravossitas’ (2016)
doctoral research, which focuses on mapping the assets and resources that can help preserve the

Greek language and culture.
Theoretical positioning on identity

The literature on the notion of identity is voluminous; scholars in psychology, sociology,
history, sociolinguistics, education, and anthropology, to name a few, have written extensively
about it, each time focusing on different aspects of identity formation and adopting different
approaches in their inquiries. Personally, I approach the examination of identity negotiation and
construction from a poststructuralist perspective, since I am convinced that a person’s identity(-
ies) 1s not merely an internal process that reaches an end product, but is rather an ongoing and
discursive process, constantly changing as a result of a person’s lived experiences and interactions
with others. In the following sections, I examine identity through a sociolinguistic lens. I aim in
particular to provide a selective presentation of post-structural theories that address issues related
to identity, language, and the interplay between the two. I focus on the close relationship between
language and identity, by drawing on the works of poststructuralist, feminist, postcolonial, and

sociolinguistic theorists, all of whom highlight and build on the conceptualization of both
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languages and identities as discursive, and who refrain from treating these constructs as fixed or
bounded end products. Finally, I examine identity in HLE, the conceptualization of which has been
largely influenced by poststructuralism and the fields of sociolinguistics and second language

learning.
The shift from structuralist to post-structuralist theories of identity

Structuralists, building on the work of Ferdinand de Saussure (1966), argued that the nature
of language is arbitrary in the sense that words hold no meaning on their own, but are
conceptualized consensually by homogeneous linguistic groups that attach specific values to them.
In contrast, poststructuralists, building on the work of Mikhail Bakhtin (1981), view language as
a dialogic process and linguistic communities as heterogeneous groups, where some people have
more power than others, where some are marginalized while others are foregrounded, and where
there is not always a consensus with regard to the social meanings attributed to words. This section
focuses on the latter theorists, and stresses the importance of the discursive, hybrid and

performative nature of language and identity (-ies).

The work of notable French philosopher and social theorist Michel Foucault on discourse
became a central element of poststructuralist thought (1970, 1980). Discourse refers to regulated
language use according to which statements in a given context are either perceived as sayable
(meaningful) or unsayable (meaningless). Discourse is a social system that can be (and often is)
resisted by individuals and groups of people who create ‘counter-discourses’, and reflects the
relational nature of language as well as the power relations embedded in it. Therefore, “language
is not conceived of as a neutral medium of communication, but is understood with reference to its
social meaning, in a frequently inequitable world” (Norton, 2010, p. 350). Likewise, identities are
perceived as discursive constructs in the sense that they are neither static nor fixed, but rather the

outcome of human interaction, and thus fluid, fragmentary, contingent and constantly evolving.

Structuralists considered language as neutral, meanings as universal, and identity as a fixed
and bounded end product. On the other hand, poststructuralists, building on the work of Foucault,
focus on the discursive nature of both language and identity(-ies) and aim to designate the
multiplicity and interdependence of the factors that affect them (ibid, 2010). In Norton’s words,
“every time we speak, we are negotiating and renegotiating our sense of self in relation to the

larger social world, and reorganizing that relationship across time and space. Our gender, race,
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class, ethnicity, sexual orientation, among other characteristics, are all implicated in this
negotiation of identity” (Norton, 2010, p.350). Norton (2010, 2013) successfully argues that the
different discourses in which individuals participate shape the identities that they adopt and
perform on a daily basis. Indeed, performing such identities repeatedly leads individuals to either
internalize them, or to reject them and create counter-identities, resisting hegemonic identity norms

(Ciepiela, 2011).
Gender and Feminist theories of identity as tied to language use

Aside from the discursive nature of identity, gender theorist Judith Butler also highlighted
its performativity. In Gender Trouble (Butler, 1990) she contended that gender is not inherent but
rather performed by people to meet specific expectations set by the society. She maintained that
gender is being constructed while people act it out, and that without the element of performativity
it would not exist. Again, gender identities are understood as in-process constructs, and emphasis
is placed on the individual’s agency. Most importantly, it is argued that since gender is not
biological, but rather a social construct and imposition, individuals can resist gender norms and
can challenge constructed and normative perceptions of femininity and masculinity. In terms of
the relationship between language and identity, Butler stated that gender identities are constituted
by language in the sense that language precedes and shapes gender identity. It is language,
therefore, that shapes how gender is performed and not gender that determines how language

operates.

Feminist scholar Christine Weedon also highlighted the central role of language in the
relationship between the individual and the social. She convincingly maintained that through
language, individuals can construct a sense of who they are, their subjectivity: ‘Language is the
place where actual and possible forms of organization and their likely social and political
consequences are defined and contested. Yet it is also the place where our sense of ourselves, our
subjectivity, is constructed’ (Weedon, 1997, p. 21). Both language and subjectivity are presented
as discursive and in fact as mutually constitutive. People negotiate their sense of self through
language, and it is also through language that they find themselves as either powerful or
marginalized. In Norton’s words, “The use of the term subject is compelling because it serves as
a constant reminder that a person’s identity must always be understood in relational terms: one is

either subject of a set of relationships (i.e. in a position of power) or subject to a set of relationships
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(i.e. in a position of reduced power).” (Norton, 2013, p. 4). In short, Weedon rightly highlights that
people’s subjectivity needs to be understood as a social and discursive construct itself, and
language needs to be understood as the means through which people either gain or lose access to

social networks in a given social and historical context.
Intersubjectivity and Identity

Philosopher Charles Taylor expanded the notion of subjectivity and focused on
intersubjectivity (1992). Building on the Hegelian belief that the self is formed intersubjectively,
Taylor put forth the argument that identity is not constructed from within, but is rather the outcome
of a dialogic process in which we negotiate our sense of self with others. Like Bakhtin, Taylor was
also among the scholars who initiated a shift in the understanding of the self from monologic and
static to dialogic and relational. Taylor challenged views of identity formation that focused on
introspection, and argued that the “other” is indispensable for the definition of the “self”. At the
same time, he understood individuals as active agents in this process, able to reflect on the
interactions between self and other to reach an understanding of their identity. His view of identity
has been criticized for being essentialist (McNay, 2008), because it presented identity as something
that can ultimately be reached and defined. It needs to be clarified, however, that Taylor did not
perceive identity as an end product. He believed that the process of understanding one’s self
through a dialogue with the other continues throughout one’s life, and that self can only exist

within ‘webs of interlocution’ (Taylor, 1989, p.36).
Identity and politics: racial and diasporic identities

Returning to the issue of how power is manifested through language, one must make
reference to the noteworthy work of cultural theorist Stuart Hall on Black diasporic identities. Hall
(1995, 1997) argued that factors such as power, institutions, and politics shape the operation of
language. Language thus becomes a site where power relations are either maintained or unsettled.
Hall understood identity to be an in-process product of history and culture, and stressed the
importance of representation (Hall, 1997). He maintained that representation is linked with power,
and that people who are in powerful positions influence who/what gets represented and who/what
is silenced. Therefore, people must constantly be critical of what is presented to them and challenge
dominant representations which have long been accepted as natural and commonsensical. An

extension of this argument is reflected in his view of diasporic identities, which are described as
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‘unsettling the assumptions of one culture from the perspective of the other (...) forcing us to

rethink notions of identity, culture and place’ (Hall 1995, p. 206).

Hall (1995) also coined the term ‘new ethnicities” with which he proposed a theorizing of
race that does not treat different peoples’ experiences and identities as homogenized. Instead of
using one-sided terms to refer to different ethnic groups, he argued for the need to examine their
unique experiences and representations. He thus concluded that the term ‘black’ is a political and
cultural construct which does not represent accurately the lived experiences of actual people. In
his words: ““The ‘black experience’, as a singular and unifying framework based on the building
up of identity across ethnic and cultural difference between the different communities, became
‘hegemonic’ over other ethnic/racial identities- though the latter did not, of course, disappear’
(cited in Morley and Chen, 1996, p. 442). He was right in highlighting that the use of homogenized
and homogenizing words to refer to whole groups of people can lead to the creation and
perpetuation of stereotypes. He also rightly highlighted the fact that language is powerful and can
be used to misrepresent or silence groups of people. Therefore, adopting a critical stance when

examining language is essential.

On a similar note, Ben Rampton coined the term ‘language crossing’ (1995) which points
to Hall’s notion of new ethnicities. Both Hall and Rampton designate the centrality of language in
the enactment of people’s identity and in the power relations which are manifested through
language and which reflect social inequalities. Language crossing is defined as the adoption of
linguistic styles, conventionally thought to be indicative of a group of people, by outgroups. It is
argued that membership in ethnic or social groups is performed through language, and thus when
an outgroup adopts linguistic styles that are generally associated with a specific group, they blur
and challenge alleged fixed ethnic or social boundaries. In Rampton’s words, language crossing
can be defined as “the use of a language which isn't generally thought to 'belong' to the speaker’
and it often raises issues of legitimacy and interethnic relations, as it ‘involves a sense of movement
across quite sharply felt social or ethnic boundaries and it raises issues of legitimacy that

participants need to reckon with in the course of their encounter” (Rampton, 1998, p. 291).
Postcolonial theories of identity as tied to language use

Homi Bhabha is another scholar who addressed the interplay of identities, culture and

language, particularly from a postcolonial perspective. Bhabha took up Said’s work on Orientalism
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(1978) and focused on criticizing cultural imperialism and essentialist views of identity, language
and culture. In his pivotal work The Location of Culture (Bhabha, 1994), he presented the notion
of hybridity to refer to the emergence of new cultural forms as the result of the interaction between
colonizing powers and colonized peoples. He maintained that colonialism should not be viewed as
something that belongs to the past, because its influence is still present in the ways people
understand identity and culture. He also argued that in the interaction between colonized and

colonizers there are moments of contestation which allow for the creation of a Third Space.

According to Bhabha, it is in this Third Space that colonized peoples can negotiate their
identities through language, or enunciation, and these identities need to be understood as hybrid,
since they are a mixture of the two worlds that come in contact. The Third Space, he advocated,
“challenges our sense of the historical identity of culture as a homogenizing, unifying force,
authenticated by the originary past, kept alive in the national tradition of the People” (Bhabha,
1994, p. 37). He noted that studying different peoples separately does not allow researchers to fully
understand postcolonial culture, which is inherently mixed (hybrid). Several scholars have
criticized Bhabha’s work, arguing that his view of identity is, at its core, essentialist, because
identity is presented as the sum of two cultures (Chandra, 2012; Parry, 1994; Young, 1990, 1995).
This, however, appears to be a misreading of Bhabha’s views, who actually believed that all
identities need to be understood as hybrid, since ambivalence is inherent in human nature. In
addition, he also criticized scholars who view identity as the sum of fixed notions, such as race,
gender, or class, and stressed that identities are influenced by a plethora of factors that need to be

examined in their interaction and not separately.

Sociolinguist Eric Anchimbe (2007) has also focused on language use and identity
negotiation in postcolonial settings. His work examines attitudinal tendencies in postcolonial
settings and investigates the identity conflicts between the ex-colonized and ex-colonizers and how
these are reflected in their language use. He notes that certain linguistic varieties are stigmatized
and others, which are thought of as more prestigious, continue to be imposed on ex-colonized
speakers. Anchimbe shares the opinion that language is central in identity formation and finds a
direct link between linguistic conflicts and identity negotiation. In fact, he argues that not only are
language and identity interdependent, but language can also be used (and is being used) as an

essential element for othering outgroups: “Language thus is a marker of identity. Inasmuch as it
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shuts non-group members out, it could be interpreted within heterogeneous violent and competing

communities as stigma for excluding its speakers.” (Anchimbe, 2007, p.3).
Sociolinguistic theories of identity

Sociolinguists Mary Bucholtz and Kira Hall (2005) view the analysis of identity as a
centrally linguistic phenomenon and propose a set of principles for approaching it. They contend
that identity needs to be understood as a sociocultural rather than a primarily psychological
phenomenon, and therefore a variety of social, cultural, psychological and other demographic
aspects needs to be examined in interaction and not in isolation when analyzing identities. They
argue that language creates identity through indexicality, that is, through linguistic forms which
are semiotically linked to social meanings. In short, they maintain that both language and identity
are informed by and reflect individuals’ ideologies. Language use is thus linked with identity
positions, and it is stressed that the ways individuals choose to speak lead to their categorization
by others. This categorization is based on what is expected by and associated with particular social
groups. Most importantly, Bucholtz and Hall argue that because of its relational nature, identity
will always be partial, in the sense that it is “produced through contextually situated and

ideologically informed configurations of self and other” (2005, p. 605).

More recently, sociolinguist Bonny Norton has argued that in their communication
individuals do not just exchange information with others, but are also constantly redefining
themselves in relation to the social world. Therefore, she claims, language needs to be theorized
as a social practice and identity as a site of struggle that changes across time and space (Norton,
2013, p. 4). She convincingly argues that power relations impact individuals’ access to social
networks and affect whether or not they are heard by others. She also borrows Benedict Anderson’s
term ‘imagined communities’ (1983) to maintain that identities are shaped both by lived
experiences and by the speakers’ imagined futures, and that when individuals choose to use a
particular language they invest in it, in the sense that they hope to become affiliated with specific
(imagined) communities. In fact, she notes, these future communities can be even more powerful
than the real ones, in that they shape the speakers’ investment and become a driving force for them
to reach out to wider worlds (Pavlenko & Norton, 2007, p. 670). Norton describes imagined

identities by stating that: “in imagining ourselves bonded with our fellow citizens across time and
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space, we can feel a sense of community with people we have not yet met, but perhaps hope to

meet one day” (Norton, 2013, p. 8).

From a SL education perspective, Norton maintains that the imagined identities of SL
learners enhance their investment in learning. For instance, she argues, a learner may be highly
motivated in language learning but at the same time have no investment in the practices that take
place in a classroom where they may feel excluded (Norton, 2013, p.6). Norton claims that when
learners invest in the target language they also invest in their identities and reorganize the ways in
which they wish to relate to the social world. And though imagining one’s identity and striving to
reach it is indeed of paramount importance, the reality is that for some people gaining access to
communities and institutions —and thus to imagined identities too- is easier than it is for others. It
is for this reason that many scholars choose to focus their research on the ways in which power
operates within society and on how some people gain access to social networks, while others are
constantly denied access and are marginalized (Cummins, 2000; Fairclough, 2001; Pennycook,

2007).
Identity in SLA and HLE

Until fairly recently, research on Second Language Acquisition (SLA) focused exclusively
on issues related to cognitive and linguistic aspects of language learning (Atkinson, 2011; Leeman
et al., 2011; Ortega, 2009). In the past twenty years, sociolinguistic studies have gained ground
and attention is now drawn to social, cultural, and political aspects of language learning - what has
been often referred to as the ‘social turn’ (Block, 2003; Ortega, 2011). Until then, SL and FL
learning was oriented towards an idealized native-speaker model, and non-native speakers were
evaluated against native-like competence. This model, although still potent, has now been
questioned by numerous researchers who assert that native-like competence is neither attainable
nor relevant to SL learners (Canagarajah, 1999; Cook 1992, 1999; Corbett, 2003; Cummins et al.,
2005; Holliday, 2008; Kramsch, 2011; Pennycook, 1994; Rampton, 1990, Trudgill & Hannah,
2008).

Sociolinguists have researched and written extensively about SL learners’ language use,
that is, about how they actually use the languages they learn and act as mediators to facilitate
communication. Instead of setting native competence as the ideal target, emphasis is now placed

on SL learners’ ability to communicate effectively with their interlocutors, whether native or non-
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native speakers. Cook (1991, 1992) coined the term multicompetence to refer to SL learners’
knowledge of two or more languages, and argued that these languages form a unified system rather
than separate systems. Similarly, Cenoz and Genessee (1998) referred to SL learners’ multilingual
competence, that is, their ability to employ all the languages that make up their linguistic repertoire,
and negotiate their position when interacting with different interlocutors. These two terms have
led to an understanding of the relation between language and identity as intricate. In Vandergriff’s
words: “Because language does more than communicate transactional meaning, any language use
simultaneously communicates a metamessage about who we are; that is, it indexes identity”

(Vandergriff, 2016, p. 90).

As issues related to identity have become central in language research, critical approaches
have also gained popularity (Pennycook, 2001). Critical pedagogy and research focus on the power
relations embedded in languages and seek to raise people’s awareness about the structures of
languages which position individuals in particular social roles, either allowing or denying them
access to social networks (Norton, 2010, 2013; Norton & Toohey, 2011). Critical pedagogy aims
to challenge dominant social hierarchies perpetuated through language, and to question practices
that reinforce these hierarchies and social inequalities (Blommaert, 2010; Heller, 2011). Indeed,
the perennial emphasis on the idealized native-speaker model has often meant that educators
treated L2 learners’ first languages as irrelevant and an impediment to SLA. Critical research and
pedagogy stress that not recognizing the value of L2 learners’ first languages impacts the learners’
sense of self and their learning, and can lead to language loss (Canagarajah, 2004; Cho & Krashen,

1998; Cummins et al., 2005; Wright & Taylor, 1995).

Many of the theoretical underpinnings and methodological designs of SLA research have
been extended to the fairly new field of HLE. In HLE, issues related to identity have been central,
and critical approaches have been implemented to value learners’ HL, allow HL learners an
expanded sense of self, and raise their awareness about coercive relations perpetuated through
language (Martinez, 2003). Trifonas and Aravossitas (2014, p. xiii) assert that “Education in
heritage language (HL) is not just a new dimension in the areas of linguistic and/or pedagogic
sciences; it is linked to the processes of identity negotiation and cultural inheritance, through
language that passes from generation to generation as a tangible legacy of the past that looks
forward to a future.” Indeed, issues related to HLE are inextricably linked to the HL learners’

identity negotiation, since by definition they are people with a personal connection to a non-
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dominant language and constantly have to negotiate their position both in relation to the HL and
to the dominant social networks. Issues related to HL learners’ identity negotiation are therefore

essential and must be accounted for when examining HLE.

Research (Norton & Toohey, 2011; Varghese et. al, 2005) has also suggested a
conceptualization of language teachers’ identities as both in-practice and in-discourse. When
approaching identities through the former lens (identity-in-practice), emphasis is on the actual
practices of the teachers in relation to students, whereas when approaching identities through the
latter lens (identity-in-discourse), emphasis is on language, power and the teachers’ critical
reflexivity, as it is highlighted that identities are discursively constituted. Therefore, the proposed
conceptualization places emphasis on both the instructional practices of the teachers and on their
critical reflexivity and meta-awareness. Varghese and colleagues clarify this distinction: “In
‘identity-in-practice’, teacher agency is seen as action-oriented and focusing on concrete practices
and tasks in relation to a group and mentor(s). In ‘identity-in-discourse’, agency is discursively
constituted, mainly through language, focusing primarily on critical reflexivity” (Varghese et. al,
2005, p. 39). Identities are often divided between assigned and claimed, with the difference being
that the former are identities that are constructed by others and forced on individuals, whereas the
latter are identities that individuals have claimed or chosen for themselves and are the outcomes

of negotiations in a plethora of social settings and interactions with people (Allen, 2006, 2007).

Kanno (2003a) maintains that it is essential that language teachers reflect on their own
presuppositions and ideologies, as these inevitably shape their instructional practices. She raises
the issue that language teachers oftentimes create imagined identities for their students (that is,
they create visions as to where their students should belong) and stresses that they must refrain
from imposing such identities on them, as this can limit their agency. In the case of HL teachers,
this becomes all the more important, as HL learners’ identities and linguistic repertoires are
informed by both the dominant language and the HL, and thus they are more likely to clash with
what are more traditionally and statically considered as legitimate language and social practices.
This can be detrimental, as it can stall the renegotiation, legitimization and expansion of HL

learners’ identities (Blommaert, 2010).
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Affirming and Expanding HL learners’ identities

When examining HLE, identity negotiation is central, as by definition both HL teachers
and HL learners are asked to balance between multiple identities and constantly position
themselves both in relation to the dominant language and culture and to the HL. What becomes
essential, therefore, is to create inclusive and safe learning environments, where all students feel
they belong, have equal opportunities to succeed, irrespective of their proficiency in the HL, and
are equally important. Cummins argues that in multilingual classes, it is the educators’
responsibility to ‘teach the whole child’ (Cummins et. al, 2005). That is, educators must treat all
students’ linguistic and cultural competencies as resources for furthering knowledge and by no
means as impediments. Indeed, he notes, validating the students’ linguistic repertoires is essential
not only for enhancing their learning, but also for affirming their identities. If the teacher fails to
value the students’ competencies, then the teacher becomes complicit with the societal power
relations that perpetuate the recognition of some languages as dominant and prestigious and the

marginalization and social devaluation of others (Cummins, 2014a).

Similarly, HL teachers must acknowledge and build on the students’ competencies and
connect their instructional practices to the HL learners’ realities, to help motivate them. Cummins
mentions several activities and projects that can be used to this end and that actively validate and
make use of the full linguistic repertoire of learners, while also recognizing that competencies
developed in one of the two languages can be transferred and used creatively for the learning of
the other. One such example are dual-language books, which are books which are written by the
learners both in the dominant language and the HL, and which thus legitimize them both and build
on the learners’ metalinguistic awareness (ibid, 2014). Indeed, encouraging HL learners to use all
their linguistic and cultural competencies can affirm the learners’ identities and open up new
identity options for them, as this raises HL learners’ awareness about the fact that linguistic and
cultural identities are neither bounded nor mutually exclusive. In fact, this process of valuing and
renegotiating identities is understood as reciprocal, as the identities of the HL teachers are also

affected and redefined.

Moreover, despite the fact that much attention has been given to the exposure to the target
language that is needed to learn an HL, Tse (2001) argues that it is even more important to create

safe environments where all HL learners feel they belong and are part of a group. For individuals
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who are often marginalized along linguistic and cultural lines, providing them with a sense of
group membership is essential and can positively affect their relation to the HL and to the people
who share it. Other researchers (Carreira, 2016; Kagan & Dillon, 2008; Wu & Chang, 2010) note
that macrobased or top-down approaches are more appropriate than microbased approaches in the
HL classroom, given the fact that most HL learners have an already developed aural competence
in the HL. Macrobased approaches start from the learners’ experiences and background knowledge
of the HL and then move on to teaching grammar and vocabulary. The reverse is true for SL or FL
classrooms, especially at the earliest levels of instruction where learners’ aural competence is
limited and often microbased approaches are used, introducing learners to decontextualized
information first and then moving on to more complex knowledge (Carreira, 2016). By using
macrobased approaches in the HL classroom, the learning is dictated by function or context as
opposed to being decontextualized, and it becomes easier to use authentic material in the HL
classroom. Contextualization and authenticity are seen as appropriate and more likely to motivate

HL learners (ibid, 2016).

In short, research has shown that what is essential in HLE is to create safe environments
that help generate a sense of belonging. This motivates learners and helps them develop positive
attitudes towards the HL and other HL speakers. It is also pivotal to recognize that HL learners
have competencies both in the dominant language and the HL. HL teachers therefore need to be
willing to validate both, so as to empower the learners, help them build on their existing knowledge
and full linguistic repertoire, and develop their metalinguistic awareness. Finally, macrobased
approaches, which start from the HL learners’ experiences and background knowledge of the HL,
are considered as ideal for the HL classroom, as they allow for contextualized learning and the use

of authentic material, both of which motivate learners.
Defining language and languaging

Weber and Horner (2017) offer two competing models to describe language. The first is
the popular model, which “differentiates between ‘languages’ and ‘dialects’, and postulates a
hierarchical relation between them” (Weber & Horner, 2017, p. 35). According to this model,
languages are considered superior to dialects, and in most cases, the term ‘language’ is seen as
synonymous to ‘standard language’. The second model to describe languages is the expert model,

which argues that there is no linguistic difference between languages and varieties, and proposes
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the use of the terms ‘linguistic resources’ or ‘linguistic varieties’ to describe them. Sociolinguists
today challenge the first and adhere to the second model, and stress the fact that language varieties
are categorized as either languages or dialects, based on social, political, and economic -but not

linguistic- criteria.

In the last fifty years, sociolinguists have also highlighted that the practice of naming and
categorizing languages can be traced back to colonial practices of Europeans, trying to create
nation-states associated with distinct languages, and in that way to establish hierarchies tied to
language use (Errington, 2001; Garcia, Flores & Spotti, 2017; Makoni & Pennycook, 2007;
Pennycook & Makoni, 2019). The term nation-state refers to an imagined construct of a state
whose citizens all share the same nation, language, and culture (Anderson, 1983; Garcia, Flores &
Spotti, 2017). Indeed, when sociolinguistics was established as an academic field in the 1960s, it
adopted these positivist, modernist approaches to the study of language and society.
Sociolinguistics at that time viewed languages as bounded entities linked to specific communities,
which in turn were also understood as bounded and homogeneous. It soon became evident that the
vast majority of communities were not monolingual, as people used different language varieties in
their everyday lives. According to positivist modernist sociolinguistics, multilingualism was
understood as ‘double monolingualism’, in that language speakers were understood as members
of homogeneous communities, code-switching between bounded languages. The intended
outcome was diglossia, a phenomenon where a speech community uses two languages; one ‘high
variety’, appropriate for use in formal contexts, and one ‘low variety’, appropriate only for
informal contexts (Coulmas, 2005; Ferguson, 1959; Fishman, 1967). Positivist modernist
sociolinguistics aimed to describe languages in ways that would advocate for linguistic minorities.
It tried to designate the legitimacy of all language varieties and advocated for top-down policies
to address social inequalities. Unfortunately, by not addressing the causes of these inequalities
directly, positivist modernist sociolinguistics failed to bring about positive change, and rather,
“often naturalized language ideologies that were complicit in the continued marginalization of

these very communities” (Garcia, Flores, & Spotti, 2017, p.551).

Critical poststructuralist sociolinguistics emerged after the realization that positivist
modernist sociolinguistics had failed to disrupt social inequalities and the marginalization of
certain language varieties. Largely influenced by the conceptualization of power by Michel

Foucault (1978,1980), critical poststructuralist sociolinguistics moved away from simply
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advocating for language policies, as had been the case until then, and rather focused on the
ideological processes behind such policies and the categorization of languages that leads to the
validation of some and the devaluation of others (Pennycook, 2001). Also, it placed emphasis on
the practices used to perpetuate hierarchies and the ways in which both individuals and
communities negotiate the alleged boundaries between languages, as well as their own identities.
Indeed, unlike positivist modernist sociolinguistics that did not theorize the relation between
language and identity, critical poststructuralist sociolinguistics considered the two as interrelated,
and aimed to understand how individuals construct their identities through their use of language

in their social interactions.

Apart from focusing on how power is exercised through language to create and perpetuate
inequalities and hierarchies, and how individuals negotiate such hierarchies and construct their
identities (Blackledge & Creese, 2010; Blommaert, Collins, & Slembrouck, 2005; Garcia, Flores
& Spotti, 2017; Heller 2007, 2008; Pennycook, 2010; Weber & Horner, 2017), critical
poststructuralist sociolinguists also focused on the notion of language itself. It challenged
structuralist notions of languages as bounded entities linked to nation-states, and moved towards
an understanding of languages as social and political constructs (Weber & Horner, 2017). Besides,
increasing globalization, mobility, and technological advances have challenged traditional
understandings of languages and identities more than ever (Byrd Clark, 2010; Byrd Clark et al.,
2012; Garcia, Flores & Spotti, 2017; Lamarre 2013, 2014). As Byrd Clark and her colleagues note,
“we can no longer look at language, identity, or community as separate categories, nor as stable,
fixed representations. The conception of a nation-state ideology (one language, one culture) does
not hold in today’s globalised world nor does it reflect the social realities of today’s youth” (Byrd
Clark et al., 2014, p.149). Instead of viewing languages as fixed entities that can be clearly defined,
described, and counted, sociolinguists now consider languages as fluid and flexible, and bring
attention to the social and political factors that have contributed to the separation and
hierarchization of language varieties. Instead of focusing on languages, critical poststructuralist
sociolinguistics proposes a focus on languaging or language practices, that is, a focus on the ways
in which individuals use their linguistic resources (Blackledge & Creese, 2010; Garcia, 2009a;

Pennycook, 2010; Shohamy, 2006; Weber & Horner, 2017).

The idea that languages are not bounded entities, but rather historical, social, and political

constructs, or even inventions (Makoni & Pennycook, 2007), can seem very destabilizing, since
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language plays a fundamental role in people’s identification. However, this alternative
understanding of language does not aim to diminish its importance, but rather to raise awareness
about the sociopolitical processes associated with language minorization and to open up spaces for
political and social change. In Pennycook & Makoni’s words, “We do not argue that languages do
not exist but rather that they are not natural kinds, they are not things that exist beyond human

activity.” (2019, p. 59).
Multilingualism and Translanguaging

In this thesis, I use both the term multilingualism and the term translanguaging. 1 use the
former to refer to societies where different languages coexist, but when I want to refer to
individuals’ language practices, I refrain from using the term multilingualism, and I opt for the
term translanguaging instead. Sociolinguistics assumes a positive stance towards multilingualism
and views it as a resource — and not as an impediment — for multilinguals. However, it has been
suggested that multilingualism has been largely shaped by monolingual ideologies (Gogolin 1994,
2002). Critical poststructuralist sociolinguists highlights that until recently, multilingualism was
understood as individuals’ ability to use separate languages (Heller, 2007). As was discussed in
the previous section, this understanding of languages as fixed and countable is linked to
structuralism and nation-state building, and fails to account for the power dynamics embedded in
the hierarchization of language varieties, as well as the specific identity options that become

available to different language users as a result of this hierarchization.

An understanding of languages as fluid and socially and politically constructed is now
suggested, and many sociolinguists are moving away from the use of terms that treat languages as
enumerable entities, such as multilingualism (Unger et al., 2009), plurilingualism (Council of
Europe, 2005), polylingualism (Jergensen, 2008; Magller, 2008), and multiplurilingualism
(Ehrhart, 2010). Emphasis is now placed on finding new terms to refer to language practices in
ways that do not promote the idea that languages are fixed and countable. My understanding is
that among the terms used to describe individuals’ language practices without treating languages
as enumerable, the concept of translanguaging is the most developed one in terms of theory,
methodology, and pedagogy. I employ the term to refer to individuals’ language practices, and
more specifically, to refer to instances where the boundaries between language varieties are

negotiated and challenged. The term translanguaging, was originally coined in Welsh as
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trawsieithu by Cen Williams (1994). Initially, the term was used to describe the pedagogical
practice of students being exposed to input in one language and then producing output in another
(Garcia, 2007). The term has since then been expanded by Garcia (2009a, 2009b), Blackledge and
Creese (2010), Canagarajah (2011b, 2013), Hornberger and Link (2012) and many other scholars.

Garcia extended translanguaging beyond pedagogy to individuals’ everyday realities both
inside and outside school. She associated translanguaging with individuals’ ability to make
meaning by drawing on all their linguistic and communicative resources, and defined it as “the
multiple discursive practices in which bilinguals engage in order to make sense of their bilingual
worlds” (Garcia, 2009a, p. 45). Translanguaging, therefore, challenges the idea that so-called
languages are fixed and bounded, and rather views individuals’ language practices as fluid and
flexible. Scholarship on translanguaging has highlighted the difference in meaning between
translanguaging and code-switching. The two terms are epistemologically different, as code-
switching assumes an external viewpoint to languages (it considers them as separate and bounded),
while translanguaging assumes an internal viewpoint (it views an individual’s linguistic resources
as parts of an integrated system) (Canagarajah, 2011b; Garcia & Kleyn, 2016). Instead of focusing
on languages, translanguaging focuses on languagers (people) and languaging (their language
practices), and recognizes that the boundaries between so-called languages are constantly

negotiated in people’s interactions.

Scholars stress that translanguaging occurs spontaneously when individuals draw from all
their linguistic resources (their full linguistic repertoires) to maximize their communicative
potential (Garcia, 2009a). Williams (2012) describes this as natural translanguaging, in order to
differentiate it from official translanguaging, which is connected to translanguaging pedagogy and
teachers’ explicit strategies to leverage the use of all students’ linguistic resources. In short, while
it is believed that individuals translanguage spontaneously on a daily basis both in formal and
informal contexts, in the context of classrooms, teachers use translanguaging strategically in order
to encourage students to use their full linguistic repertoires in order to make meaning and
communicate (Garcia et al., 2016). Translanguaging therefore places emphasis on individuals’
agency, while research suggests that it also empowers learners by affirming their identities (Garcia
& Wei 2014, Creese & Blackledge, 2010). Finally, it has also been suggested that translanguaging
can lead to more equitable education as it actively challenges social and linguistic inequalities

(Garcia & Kleyn, 2016; Otheguy et al., 2015).
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Language Socialization

Language socialization emerged from the fields of human development and linguistic
anthropology, but also borrows from psychology and sociology, and focuses on both ‘socialization
through the use of language and socialization to use language’ (Schieffelin and Ochs 1986, p. 163).
It is a term used to describe “the process by which individuals acquire, reproduce, and transform
the knowledge and competence that enable them to participate appropriately within specific
communities of language users” (Lee & Bucholtz, 2015, p. 319). In short, it refers to the process
by which individuals gain communicative competence and membership in a given group through
linguistic and social interaction with other more proficient members of this community (Duff,
2007). Through this process, individuals not only gain linguistic competence, but also get to know
the community’s values and traditions. Language socialization researchers consider language as a
‘dynamic social practice’ that is constantly contested by the people who use it (Duff & Talmy,
2011, p.96), and place emphasis on how individuals develop their linguistic and cultural
competence through their daily interactions with others. Scholarship on language socialization
views linguistic and cultural learning as being contextualized and interactional processes (Lee &
Bucholtz, 2015). That is, language socialization places particular emphasis on the context of

interaction and on individuals’ agency.

Initially, research on language socialization focused exclusively on how very young
children acquired their first language, and more specifically on the relation between their language
acquisition and socialization (Ochs, 1988; Ochs & Schieffelin, 1995; Schieffelin, 1990). More
recently, language socialization researchers have broadened their focus and now examine how
older children, teenagers, and adults are socialized by and through language into their culture’s
interpretive frameworks (Bayley & Schecter, 2003; Schecter & Bayley, 2004). Studies now focus
on language socialization in bi/multilingual contexts and especially contexts where individuals
have a choice of either using a minority or dominant language (Lamarre & Dagenais, 2004;
Schecter & Bayley, 2004). Language socialization is not understood as a process where experts
simply pass on ways of acting to novices (Ochs & Schieffelin, 2011). It is a bi-directional process,
where both novices and experts learn from one another (Duff, 2007). It is stressed that individuals
of all ages gain different understandings from socialization activities and make their own choices
as they are being socialized by and through language. Individuals socialize by and through

language in learning spaces like school, home, communities, but research suggests that blurring
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the boundaries between these spaces and allowing individuals to use all their linguistic and cultural
resources can both enhance their linguistic and cultural development and bring about social change

on a larger scale (Lee & Bucholtz, 2015).

In the context of SLE and HLE, the concept of language socialization is essential, as it
facilitates the learners’ language learning, it familiarizes learners to the values of the target
community and it allows them to gain relevant cultural knowledge (Duff, 2007). It is also stressed
that socialization in an additional language does not always lead to the reproduction of a
community’s exact practices. It may lead to hybrid practices, identities and values, as individuals
may partially adopt, contest, or reject altogether some of the target community’s cultural and

discursive practices (ibid, 2007).
Language Ideologies

Linguistic anthropologist Michael Silverstein defined the term ‘language ideologies’ as
“sets of beliefs about language articulated by users as a rationalization of perceived language
structure and use” (Silverstein, 1979, p. 193). Another linguistic anthropologist, Judith Irvine, went
on to provide another definition of the term that places greater emphasis on the sociocultural
aspects that inform language ideologies. In her words, language ideologies refer to “the cultural
system of ideas about social and linguistic relationships, together with their loading of moral and

political interests” (Irvine, 1989, p. 255).

More recently, Blackledge has stressed that research on language ideology initially aimed
to analyze collective linguistic behaviour, whereas later studies on language ideology focus on
“recognising the social positioning, partiality, contestability, instability and mutability of the ways
in which language uses and beliefs are linked to relations of power and political arrangements in
societies” (2000, p 26). In short, language ideology is a term used to designate people’s overt and
covert beliefs about language, which inevitably influence their linguistic choices as well as their
interpretations of others’ linguistic choices and communicative practices. Language ideology is
thus now seen as closely linked to the societal power relations which lead to the validation of some
languages (and their speakers), and the devaluation of others (Blommaert, 1999; Heller, 2007;
McGroarty, 2010; O'Rourke et al. 2015; Woolard, 1998).

Evidently, in contexts where different languages and varieties come into contact, conflict,

discrimination, and exclusion are frequent phenomena. The study of language ideologies shows



37

that language practices are primarily social practices informed by people’s cultural, social, as well
as political beliefs (Blommaert, 1999; Heller, 2007; Shannon, 1999; Woolard, 1998). It is argued
that “ideologies related to language and language use do not exist in a vacuum, conceptually or
temporally; they overlap and continually share social and conceptual territory with other core
beliefs and related agendas that influence decisions regarding appropriate alternatives in education,

work, government policies and so on in an ever-dynamic policy stream” (McGroarty, 2010, p. 3).

Indeed, language ideologies are very powerful, in that they both reflect and produce power
relations. Dixon et al.’s study (2016) on pre-service English language teachers in a public
university in the United States showed that teachers who held traditional views of language
learning tended to demonstrate less supportive attitudes towards English language learners, which
also translated into less inclusive instructional practices. Ajayi’s study (2011) on English as a
Second Language (ESL) teachers in high schools in Los Angeles demonstrates that despite
working in schools that viewed students’ first languages as irrelevant to English learning, teachers
who identified with marginalized groups aimed to connect their practices to the students’ realities
so as to affirm their identities. Lynn (2002) focuses on black male teachers in Los Angeles schools
and argues that they have a sense of “racial obligation and responsibility to the Black community
at large” (p. 126). According to Lynn, the teachers’ experiences as members of marginalized
groups largely shape their sociocultural as well as their teacher identities. Teachers thus view
themselves as positive role models for students, and aim to correct social wrongs by connecting

their teaching to social change.

Kanno’s study (2003a) on ESL teachers in Japan, and Gao’s study (2012) on Chinese
language teachers in Hong Kong, both focus on the identities that language teachers tend to
imagine for and assign to their students. They both highlight that teachers associate least-privileged
students with impoverished imagined communities, thus reproducing societal power relations.
Woolard (1998) examines language ideologies which can affect FLE and HLE, such as the
nationalist ideology that people who share the same national background all speak the exact same
language. This ideology views language as a bounded entity which remains stable and unaltered
by time, place and human interaction. It also views people who share the same national background
as a homogeneous group. Any linguistic variety which does not adhere to the idealized ‘authentic’

HL norm is devalued and its speakers are judged accordingly.
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Therefore, when examining people’s (and especially language teachers’) beliefs about
language, one should be critical of the assumptions underlying their practices as these are often
subtle or even subconscious, and yet very powerful. One needs to be aware of the fact that these
assumptions can be used to maintain and perpetuate social power and domination (Thomson, 1984)
in the name of ‘common-sense notions about the nature of language in the world’ (Rumsey, 1990).
Evidently, such ideologies inform practices that can either enhance language learners’ connection

to the target language and culture, or discourage and alienate them.
Chapter Summary

In this chapter, I focused on the literature on Heritage Languages and Heritage Language
Education, and I presented the historical context in which they emerged. I focused on HL
terminology, and the profiles of HL speakers and HL learners. I presented the phenomena of
language shift, language maintenance, and language loss. I then turned to a brief presentation of
HLE and Greek HLE in Canada. In the second section of this chapter, I presented my theoretical
positioning, and I discussed issues related to identity negotiation, languages and languaging,
language ideologies, and language socialization from a critical sociolinguistics perspective.

Finally, I presented the literature on the HL teachers’ role in affirming their students’ identities.
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Chapter Three: Methodology and Methods
Chapter Overview

Based on the nature and the specific goals of this research, I concluded that the ideal
methodological approach for this study was narrative inquiry. However, narrative inquiry is often
treated with contempt as it does not adhere to positivistic norms, which for a long time were
considered to be superior in terms of guaranteeing rigor in research. Therefore, in this chapter, I
start by focusing on historical developments and recent trends in qualitative inquiry. My aim is to
demonstrate that qualitative research in general, and narrative inquiry in particular, can indeed be
rigorous. | address six main issues with which every qualitative researcher is faced: validity,
generalizability, access and consent, reflexivity, voice and transparency (Butler-Kisber, 2010). I
identify and address each of these issues, and I explore ways to overcome them and ensure rigor

in qualitative inquiry.

Next, [ narrow down my scope and examine previous literature on teacher identities. I explore
phenomenological and ethnographical approaches, which have often been used in similar studies
in the past. I then compare and contrast these approaches to narrative inquiry, and I explain why [
deemed the latter as the most appropriate approach for my study. Next, I turn to the present study,
and I discuss how I positioned myself in the research. I present the questions that guided the
inquiry, and I describe the specific methods I employed to generate field texts (data). I then explain
how I made contact with the participants and how I obtained consent, while I also provide a short
profile for each participant. Finally, I present the timeline of the study and I discuss issues related

to transcription and translation.
Historical developments in Qualitative Inquiry

When considering the history of qualitative research in North America, reference is often
made to Denzin and Lincoln’s (2018, p. 9-10) ‘moments of qualitative research’. They start with
the traditional phase (1900-1950), the period between the beginning of the twentieth century and
World War II, when researchers supposedly aimed at an objective description of other cultures,
but actually provided colonizing perceptions of them and failed to understand the particularities of
the peoples and the cultures that they investigated. Denzin and Lincoln then distinguish the
modernist or golden phase (1950s-1970s), during which the main aim of qualitative researchers

was theory development in ways that could match the rigor of quantitative research. Next, the
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blurred genres phase marks the period until the mid-1980s, when qualitative researchers compared
and contrasted different theories and methods and moved away from categorizing and towards

interpretation of phenomena (narratives and ethnographic descriptions).

The fourth phase is the crisis of representation, expanding from the mid-1980s to 1990,
when it became evident that all parts of research are constructed versions of reality shaped by the
interpretation of each researcher. It became apparent that if two researchers conduct similar
research, their findings will be different, as their interpretations will be different. This, in turn,
raised the issue of researchers situating themselves in their studies and sparked a debate as to
whether traditional means of evaluating research studies are appropriate for qualitative research
and which alternative criteria could be employed for this purpose. The fifth phase is the
postmodern phase (1990-1995), during which qualitative researchers moved away from the so-
called grand narrative and towards local narratives. To this end, participatory inquiry and

experimental writing were foregrounded.

Next, the postexperimental phase (1995-2000), is described as the period when arts-
informed ways were introduced as ways to present lived experience, and issues related to
qualitative research were linked to democratic policies. During the methodologically contested
phase (2000-2004) and the paradigm proliferation phase (2005-2010) qualitative researchers
questioned research methods and what constitutes ‘valid’ research. The fractured posthumanist
phase (2010-2015) involved the need for qualitative researchers to confront the ‘methodological
backlash’ of evidence-based research that questions novel qualitative methods, and an emphasis
on making research accountable to those it serves. The last phase is the ufopian future (2016- ),

where “critical inquiry finds its voice in the public arena” (Denzin & Lincoln, 2018, p.9).
Recent trends in Qualitative Research

In more recent years, new trends have emerged and have brought about new possibilities
as well as new challenges for qualitative inquirers. Multiple and new types of field texts are now
used in qualitative studies, which in turn has led to new ways of analyzing such field texts.
Although interviews and focus groups continue to be widely used, there is a growing interest in
visual and multimodal field texts, including but not limited to photos (Pink, 2012; Prosser, 2011;
Rose, 2012), videos (Heath, 2012; Hindmarsh & Tutt, 2012), films (Buckland, 2009; Etherington-
Wright & Doughty, 2011), cellphilms (Entee, Burkholder & Schwab-Cartas, 2016), music



41

(Kelman, 2010; Knoblauch & Schnettler, 2009), poems (Butler-Kisber, 2011; Sullivan, 2009), and
collage (Butler-Kisber, 2007; Gerstenblatt, 2013).

This widening of what can be used as field texts has resulted in a widening of analytical
approaches, with visual and arts-informed material being used as ways to elicit information, as
field texts and as modes of inquiry. In fact, it is argued (Butler-Kisber & Poldma, 2010; Kerwin-
Boudreau & Butler-Kisber, 2016) that the combination of new forms of analysis, such as arts-
informed inquiry, can provide new dimensions to qualitative inquiry, by offering nuanced insights
and understandings that traditional research cannot provide, as well as both breadth and depth to
qualitative work. It is also asserted that a result of this shift towards alternative field texts and
approaches is that “more and more of the participants and contexts become visible in the data, in
what is processed in the analysis and what is represented in the reports and publications” (Flick,
2014, p. 14). This raises some ethical considerations concerning the protection of people’s
anonymity and privacy (both the participants’ and other people’s who may be in the scene while
the researcher and/or the participants are collecting visual field texts), and designates the need for
an ongoing negotiation between researcher and researched to ensure ethical practices while

conducting research (Butler-Kisber, 2010).

The advent of technology and its presence in qualitative inquiry is not a new phenomenon;
technology has been widely used in all stages of research since the 1980s. In more recent years,
however, qualitative inquiry has been further affected by technological developments. On the one
hand, social networking sites like Twitter, Facebook, and YouTube are now widely used as
sampling methods and for data collection (Blachnio, Przepidrka & Rudnicka, 2013; Cru, 2015).
On the other hand, software programs are now increasingly being used in qualitative analysis,
which has ignited a heated debate among researchers who feel that this enhances the scrutiny of
their work and others who maintain that software distorts qualitative analysis, as it “implicitly
forces its logical and display structure upon the data and the researcher’s analysis” (Flick, 2014,
p. 14). Other arguments put forth by the two sides include the point that computer-aided qualitative
data analysis software (CAQDAS) merely supports the process of analysis and does not actually
do the analysis (like software for statistical analysis) (Friese, 2011; Silver & Lewins, 2014) and
the counterargument that several of the software programs were developed according to grounded

theory, and are thus inappropriate for other qualitative approaches (Flick, 2014).
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Issues in Qualitative Research
Validity

When conducting quantitative research, two fundamental issues to consider are the
reliability and validity of the research instruments. Reliability is the degree to which a research
instrument gives similar results if repeated multiple times (Thomas, 2013). Potential causes of
unreliability are considered the participants’ and the researcher’s error or bias (Robson, 2011). The
second issue that quantitative researchers must take account of, is the validity of their research
instruments, what Golafshani defines as the instrument’s capacity to measure exactly what is
intended to be measured (2003, p.599). There are two main types of validity, both of which are
relevant when undertaking quantitative research: internal and external validity. Internal validity
refers to the extent to which the researcher is able to state that no variables, other than the ones
that they have examined, affect the research problem under study. External validity refers to the

generalizability of the findings to broader contexts (Robson, 2011, pp 87-91).

From these definitions, it becomes evident that both validity and reliability are rooted in
positivist understandings about research. The notion of reliability is argued to be irrelevant to
qualitative research, as it solely concerns measurements (Stenbacka, 2001). And though the need
to evaluate the rigor of qualitative research is essential, qualitative researchers tend to avoid the
term validity itself, as it is rooted in the positivist paradigm. Instead, several other terms have been
suggested to provide an equivalent to the notion of validity, informed by qualitative understandings
about research, such as trustworthiness, truthfulness, quality of the research, authenticity,
genuineness, or soundness of the research (Creswell & Miller, 2000; Mishler, 2000; Salkind, 1997;
Seale, 1999). Mishler (1986) proposes a shift of focus from methods which aim to dehumanize
research, to personal narratives of individuals. He suggests that the assessment of qualitative
research’s trustworthiness should focus on the extent to which people value it and take action based
on its findings. According to him, this not only validates the research, but it also empowers people
themselves. Lather (1986) advocates for catalytic validity, which she defines as “the degree to
which the research process reorients, focuses, and energizes participants toward knowing reality
in order to transform it. [...] Efforts to produce social knowledge that will advance the struggle for
a more equitable world must pursue rigor as well as relevance.” (p. 272). In short, proponents of

catalytic validity argue that critical research should have transformative goals and be judged based
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on the extent to which it leads to social change and advances the interests of less powerful groups

(Lather, 1991; Levin & Greenwood, 2001; Pennycook, 1994).

Reissman (1993) also notes that the trustworthiness of a research study must be determined
by the degree of its persuasiveness, authenticity and plausibility. In order to increase the
persuasiveness of a qualitative research study, researchers must be transparent about the research
process and their role in it. They need to demonstrate that they were able to account for their own
biases and the contextual influences throughout the process, by being reflexive. The length of time
spent in the field, building a close relationship with the participants and the multiplicity of sources
for gathering field texts are also pivotal in presenting a persuasive study. Finally, involving the
participants in the verification of the findings can also increase the trustworthiness of the study.
To ensure that the study is also authentic and plausible, the researcher must stay close to the field
texts when discussing them and providing their interpretations. It is also of paramount importance
to include the voices of all participants and be transparent and detailed in analyzing cases that may
diverge from the rest. Evidently, it is crucial that the research is guided by ethical practices at all

times (Butler-Kisber, 2010).
Generalizability

Generalizability is defined as ‘‘the extent to which what we have found in a particular
situation at a particular time applies more generally’’ (Robson, 2011, p.270). In order to be in a
position to claim generalizability of a study’s findings, a researcher must be certain that the
sampling of the research is representative of the wider population, a term used to indicate all the
possible cases to which these findings could be applied. This has also been termed as statistical
generalization (Yin, 2003). Evidently, this is also a term that applies mainly to quantitative
research and is rooted in the positivistic paradigm. Indeed, it has been argued that generalizability
is irrelevant to qualitative research and other terms have been suggested as equivalents. One such
term is transferability, which refers not to the possibility of generalizing the findings to broader
contexts, but rather to the relevance of these findings to broader populations (Stake, 1994;

Denscombe, 1998).

Another term that has been suggested, perhaps more relevant to qualitative research, is the
term particularizability. Particularizability refers to how a study can resonate (Conle, 1996) with

people in other contexts and provide them with understandings about their own personal
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experiences, which could either confirm their own already established understandings, or offer
them new possibilities. Indeed, qualitative research often involves a small number of participants
and places emphasis on gaining deep insights into these few participants’ experiences and ideas,
as opposed to aiming to quantify these experiences. Generalizability, therefore, is neither relevant

nor desirable to qualitative studies which favor the particular over the general (Donmoyer, 2008).
Reflexivity

Reflexivity refers to the ability of the researcher to acknowledge the ways in which they
influence the research (Sandelowski & Barroso, 2002). Reflexive practice presupposes that the
researcher is willing to consider and evaluate their own assumptions, as well as their actions and
decision making while conducting the study, and acknowledge factors which may affect the
process. In Coghlan’s and Bannick’s words, “systematic reflexivity is the constant analysis of
one’s own theoretical and methodological presuppositions” (2005, p. 6). The researcher is
expected to reflect on and adopt a critical stance towards their own presuppositions and actions
and evaluate the extent to which these affect the research. This process affects not just the research,
but also the researcher, as it presupposes that they critically reflect on and reconsider what they

bring to the study (Holmes et al., 2005).

As Butler-Kisber (2010, p. 19) notes, “What needs to be accounted for and interrogated
(...) is what perspectives are brought to the work and why we see things the way we do. In
qualitative inquiry, no apologies are needed for identity, assumptions, and biases, just a rigorous
accounting of them”. Indeed, reflexivity is not evaluated in the same way in studies informed by
the quantitative and qualitative paradigms. For example, in phenomenology, a qualitative approach
that is however rooted in positivist paradigms as it emerged in the 1950s when the dominance of
quantitative research was undeniable, researchers understand reflexivity as being able to ‘bracket’
or isolate and set aside their biases and assumptions about the focus of their study. Other
researchers, usually those conducting constant comparison inquiry, understand reflexivity as a
constant checking of their methodological and epistemological decisions which may affect the
study. More recently, and with the emergence of feminist and participatory inquiry, reflexivity is
understood as reciprocal, as both the assumptions of the participants and the researcher are
accounted for, as well as sociopolitical influences which may also affect the experiences of the

participants (Dowling, 2008).
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Identity memos, that is, short statements where researchers present themselves, their beliefs
and the ways in which they will account for their presuppositions (Butler-Kisber, 2010; Maxwell,
1996) have been suggested as a way to openly identify and address the researcher’s implicit
assumptions. In addition, reflective memos, that is short statements written throughout the process
of conducting a research study, where researchers monitor their positionality, decision making,
and other external factors that may influence the study, are also useful tools that allow for reflexive
practice, or the researcher’s ‘dialogue with herself” regarding factors that may impact the study

(Butler-Kisber, 2010).
Voice

With the emergence of relational research in the 1980s, that is, research that views both the
researcher and the participants as co-constructors of knowledge, and the study as an opportunity
to reflect both on the Self and the Other (Finlay & Evans, 2009), new ethical issues arose. It became
essential to provide detailed accounts of all the participants’ voices, especially in cases when a
participant’s views significantly differed from those of other participants. By focusing on a small
number of participants and investigating in depth their unique experiences, issues related to power
arise, and it is the qualitative researcher’s ethical responsibility to provide voice to all those who
are silenced by sociopolitical networks, demonstrate how they are marginalized and help empower
them and bring about positive change. As discussed in the previous section, reflecting on and
providing detailed accounts of the researcher’s presuppositions and positionality are equally
essential, as this allows for a transparent and trustworthy process. It is argued (Butler-Kisber, 2010)
that narrative and arts-informed forms of representation provide researchers with the means to
reach nuanced understandings of the participants’ voices and experiences which cannot be gained

by more traditional approaches.
Transparency

Throughout the previous sections, extended reference was made to the notion of
transparency, which is described as “the benchmark for writing up research and the presentation
and dissemination of findings; that is, the need to be explicit, clear, and open about the methods
and procedures used. As such, transparency is recognized as a basic requirement of all qualitative
research. However, in a broader sense, it is of critical importance for every stage of the research

process” (Given, 2008, p. 891). Indeed, as has been shown, transparency is preeminent, not just in
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terms of clearly explaining the methods that one uses, but also in terms of providing a clear account
of all the stages of conducting a research study. And though transparency may seem
straightforward, in practice it is often taken for granted and researchers often fail to provide a clear
documentation of the whole research process. Being transparent, that is, being open and as detailed
as possible, is essential for establishing trustworthiness and persuasiveness in qualitative inquiry.
It also enhances the researcher’s reflexivity, as clearly describing showing each step of the process
makes it easier for them to identify and address issues related to their positionality and assumptions
which may influence the study. Transparency also allows the researcher to disseminate the findings
both with the research participants and with other colleagues, which in turn enables them to
evaluate and verify them. Finally, being transparent is essential as it helps the researcher to act

ethically at all times and give voice to all the participants (Butler-Kisber, 2010).
Research on HL Teacher Identities and Narrative Inquiry

In this section, I am narrowing down my scope and I turn to the HL focus of my research. I present
previous research that has been conducted on teacher identities, and I examine two approaches,
namely ethnography and phenomenology, that have often been used in such studies. After
examining these two approaches, I explain why I deemed narrative inquiry as the ideal fit for this
study. Then, I present some final notes on evaluating narrative inquiry and some ethical

considerations specific to this approach.
Previous research on HL Teacher Identity(-ies)

Research has shown that language teachers’ practices are closely related to their identities
(Norton & Toohey, 2011) and therefore it is essential to examine their identity negotiation to better
understand their educational practices and their positionality in relation to the students, both of
which can either engage or alienate learners (Blommaert, 2010; Pavlenko, 2003; Tsui, 2007;
Varghese et al., 2005). In HL research, although many studies have focused on the HL learners’
identities (Cho, 2000; Dressler, 2010; Hornberger & Wang, 2008; Kanno 2000, 2003b; Lee 2002;
Shin 2009, 2010; Shinbo, 2004; Valdés, 2001; Wiley, 2008) the HL teachers’ identities have not

received the same attention until fairly recently.

An example of an early study which has served as the basis for more recent studies on HL.
teacher identity is Ayers and Schubert’s (1994) study, which focused on helping preservice

teachers make connections between theory and practice by examining stories told by teachers
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which portray them in action and provide insights into their reflections and decision making. The
researchers introduced the notion of “teacher lore” and asserted that teachers’ identities should be
central in language learning research, while they also highlighted the need for professional
development opportunities both for mainstream and HL teachers. Feuerverger (1997) also focused
on HLE teachers and used a narrative inquiry to gain insights into their identities. Her study
demonstrated that, at the time, HL teachers struggled to establish a sense of professional identity
and even had difficulty in claiming a physical space in the schools where they taught, as they felt

that they, just like the HL and the HL learners, were marginalized and silenced.

More recently, a qualitative multiple case study conducted by Wu, Palmer and Field
(2011), focused on Chinese HL teachers in a Sunday school in South Texas. The findings of this
research suggest that HL teachers viewed their job as ‘voluntary’ and considered parents as the
most critical agents in strengthening HL learners’ connection to the HL. In the studies of Lee
(2002) and Lee & Bang (2011), both of which focused on Korean HLE in the USA, the need for
professional development programs appears to be central, as the researchers maintain that only by
investing in the training of HL teachers can one hope to strengthen their professional identities,
which will affect positively both HLE and language maintenance. Similarly, Russell & Kuriscak
(2015) used survey data to examine the attitudes and practices of preservice and in-service high
school Spanish HL teachers in East Central Indiana. The researchers asserted that although HL
teachers deeply understood the challenges of HL learners, they were largely unable to help them
overcome their difficulties and stressed the need for more teacher training through teaching

methods and professional development programs.

Cho (2014) investigated preservice HL teachers in a teacher preparation program in Hawaii
and presented narratives which demonstrated a gradual shift in their views of their own identities
from a priori given and static to negotiated and dynamic. Cho thus urges for a reconceptualization
of HL teacher identity and argues that HL teachers and their experiences should be central in the
effort to enhance HLE. In contrast to the study conducted by Wu et al. (2011) on Chinese HL
teachers, Kim and Kim’s (2016) qualitative study on three Korean HL teachers in two cities in the
United States showed that Korean HL teachers had a strong sense of professional identity. The
three HL teachers had widely different beliefs and attitudes which inevitably affected their

educational practices and the HL learners’ experiences. Kim and Kim stress the importance of
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encouraging HL teachers to reflect on their identities and presuppositions related to their students

as these become evident in their teaching.

In the next sections I focus on phenomenological and ethnographical approaches which
have often been used to examine teacher identities. After comparing and contrasting the two
approaches, I present the reasons why I conclude that narrative inquiry is actually the ideal fit for

my research study, and I explore it in greater depth.
Phenomenological and Ethnographical approaches

Research studies on identity written from a poststructuralist perspective often adopt
phenomenological, ethnographical or narrative designs. As its name would suggest,
phenomenology is the study of phenomena, that is, the study of structures of consciousness, from
the standpoint of those who have experienced these phenomena (Heidegger, 1962, 1972; Husserl,
1931, 1970; Moustakas, 1994; Van Maanen, 1990). In phenomenology, researchers are expected
to bracket their own experiences and presuppositions about the phenomenon that is being studied
and focus on the participants’ views, which will ultimately lead them to the essence or the
‘exhaustive description’ of the phenomenon (Cohen et al., 2000; Creswell 1998, 2018). However,
qualitative researchers have rightly argued that the researcher always affects the research study

that they are conducting, and can never claim to be objective or neutral.

More recent paradigms, such as narrative and ethnographic inquiries, have highlighted this
and have in fact stressed the importance of the researcher reflecting on their biases and being open
about them as opposed to trying to ‘bracket’ them. In narrative and ethnographic inquiries, for
instance, the researcher is given an active role and is viewed as a co-constructor of knowledge, as
it is understood that their interpretation of the field texts inevitably affects the research study. Thus,
each research study is understood to provide a plausible explanation as opposed to the one and
only truth or the essence of the phenomenon that is being studied. Indeed, phenomenology has
been criticized for being heavily influenced by positivism in its conception of and adherence to

the notion of validity (Beck et al., 1994; Le Roux, 2006, Yang et al., 2008).

Ethnography, from the Greek words &0vog [ethnos] (nation, people) and ypapw [grapho]
(write), refers to the systematic study of the culture of a distinct group within a society. In
Creswell’s words, it is a ‘‘qualitative strategy of inquiry in which the researcher studies an intact

cultural group in a natural setting over a prolonged period of time by collecting, primarily,
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observational and interview data’’ (Creswell, 2009, p. 13). Ethnographic methods are naturalistic,
in that researchers work with the research participants in the field for an extended period of time,
which allows them both the role of the ‘insider’ (intimate relation with the research participants)

and the ‘outsider’ (as a researcher) (Denzin & Lincoln, 2018).

There are many variations of ethnography, ranging from realist ethnography (Van Maanen,
1988) linguistic ethnography (Blackledge & Creese, 2010), critical sociolinguistic ethnography
(Byrd Clark, 2010) to feminist ethnography (which is, by definition, critical ethnography) (Stacey,
1988). In all its forms, it is an approach that can indeed provide invaluable insights about a group
of people, as it involves the participation of the researcher in their everyday lives and allows for a
sound understanding of their values, beliefs, customs, ideas and overall worldviews (Denzin &
Lincoln, 2018; Fetterman, 1998; Hammersley & Atkinson, 1995). Ethnography’s ultimate goal is
to provide a ‘thick description’ of a culture in a way that will make it comprehensible to people
who do not share this culture. Another important characteristic of ethnographic research is that it
involves the researcher’s long-term immersion in the everyday lives of the research participants.
In fact, one of the limitations of ethnographic research is that the prolonged fieldwork and contact
between the researcher and the participants can blur their roles (‘going native’) and raise ethical

1ssues.

Comparing and contrasting the different approaches can be enlightening for deciding on
the most appropriate one for conducting a research study. There are many forms of
phenomenological research, but there are some main common characteristics shared by all of them,
such as the understanding that reality can be perceived by studying individual experiences
(Creswell, 1998). One of the most important characteristics of phenomenology is the aim of the
researcher to suspend their presuppositions and biases while conducting the research study. In fact,
phenomenology influenced both ethnography and narrative inquiry in this respect, as it raised the
issue that irrespective of the nature of a research study, the researcher cannot be assumed to be
neutral while conducting it (Butler-Kisber, 2010). However, both ethnography and narrative
inquiry agree that ‘bracketing’ the researcher’s presuppositions is impossible, and instead suggest
that the researcher must be as transparent as possible about the process and the decision-making

involved in a research study (emphasis is placed on reflexivity).
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And while phenomenology focuses on individual experiences, ethnographic research, in
all its forms, focuses on the collective experiences of particular cultural groups. On the other hand,
narrative inquiry, like phenomenology, focuses on personal experiences (focus on the particular),
and like ethnography, involves the development of an intimate relation between the researcher and
the participants and views the researcher as an active co-constructor of knowledge. Narrative
inquiry aims to give voice to people who have been marginalized, provides nuanced descriptions
of the participants’ individual experiences and sheds light on issues related to power,

representation, and voice (Chase, 2005).
Tracing back Narrative Inquiry

Narratives are by no means a new way of thinking, constructing and communicating one’s
experiences. It is rightly claimed that “Human beings have lived out and told stories about that
living for as long as we could talk. And then we have talked about the stories we tell for almost as
long. These lived and told stories and the talk about the stories are one of the ways that we fill our
world with meaning and enlist one another’s assistance in building lives and communities”
(Clandinin & Rosiek, 2007, p. 35). Indeed, narrative thinking is universal in that it has always
allowed people to construct stories that allow them to make sense of their lived experiences, to the
extent that “the emplotment of events into narrative form is so much a part of our ordinary
experience that we are usually not aware of its operation, but only of the experience of reality that
it produces” (Polkinghorne, 1988, p. 160). What is more recent, is the validation of narratives both

as a method and a phenomenon worth studying (Clandinin & Rosiek, 2007).

The roots of narrative inquiry can be traced to the 1920s, when sociologists and
anthropologists from the Chicago School gathered life histories to understand people’s experiences
in other cultures. Two decades later, anthropologists and sociologists moved away from the
collection of these stories, as quantitative methods were favored and ethical issues concerning the
study of human beings arose (Chase, 2005). In the 1960s and 1970s, liberation movements
(emancipation efforts of people of color, women, members of the —-now known as- LGBTQ+
community and other marginalized groups) which brought civil rights to the forefront (Chase,
2005; Riessman, 2008) sparked a new interest for narratives, as ways to provide voice to

marginalized groups.
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Critical Race Theory (CRT), which emerged in the 1970s in the United States, was also
pivotal in this new interest for narratives. CRT challenges the alleged colour blindness of legal
discourse, designates the fact that “racial and racialized categories have been socially constructed
and have become deeply embedded in institutional and social practices” (Crump, 2014, p. 212),
and argues for the creation of counter-narratives or counter stories (Delgado, 1989; Delgado &
Stefancic, 1993) to empower marginalized people, break dominant narratives, and expose the fact
that racism is embedded in society to such an extent that it often seems natural and goes
unchallenged (Bell, 1979; Matsuda, 1996). On that note, Langellier maintains that “Embedded in
the lives of the ordinary, the marginalized and the muted, personal narrative responds to the
disintegration of master narratives as people make sense of experience, claim identities and ‘get a
life’ by telling and writing their stories” (2001, p. 700). At the same time, the sociolinguistic
approach to the study of language marked a shift “from focus on structure to focus on function -
from focus on linguistic form in isolation to linguistic form in human context” (Hymes 1974: 77).
That meant that emphasis was now on how language was actually used in everyday interactions.
Oral narratives became once again the focus of study, and research showed that they have a

structure of their own (Labov & Waletsky, 1997), and are characterized by a set of traits.

Narratives are texts (written, oral, visual or multimodal) characterized by sequence and
consequence. That is, when telling a story, the narrators inevitably select events which are
important to them (and exclude others which they consider less important), as well as organize and
evaluate them. And though they are characterized by sequence, they are not linear or in any
chronological order (Riessman, 2008). They are “regarded as ways of ordering scattered and
temporally dispersed events of our lives” (Taylor, 2006, p. 80). Narratives are also characterized
by intentionality, as the narrator always has to make choices when telling a story and therefore,
narratives are always partial and perspectival (they provide the point of view of the narrator)
(Chase, 2005). Thus, the researcher gains nuanced insights into the participants’ worldviews,
identification and meaning-making structures not merely through the narrative itself, but also from
the participants’ silences, their linguistic choices, and through their sequencing and evaluation of

events (Riessman, 2008).
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The Narrative Turn

Pinnegar and Daynes assert that “we become narrative inquirers only when we recognize
and embrace the interactive quality of the researcher-researched relationship, primarily use stories
as data and analysis, and understand the way in which what we know is embedded in a particular
context, and finally that narrative knowing is essential to our inquiry” (2007, p. 7). They argue that
there are four themes which led to the turn towards narrative inquiry, by which they mean a shift
in the way of thinking when conducting research. The first theme they identify is a change in the
researcher-researched relationship. The research was no longer understood as objective, atemporal,
static and decontextualized, but on the contrary, it was now seen as relational, contextual and
subjective and emphasis was placed on designating the human element. Both the researcher and
the participants were seen as co-constructors of knowledge, and as parties that develop a close
relationship and learn and change throughout their encounter. The second theme they identify is a
turn from the use of numbers to guide research to the use of words, as more appropriate to portray
human experience. The third theme is a shift of focus from the general to the particular, and the
acknowledgement of particularization (as opposed to generalizability) as more appropriate for
providing nuanced insights into lived experiences and human behavior, and bringing about change.
The last theme is the realization that there are numerous ways to know the world, and thus there
can be no “singular truth” which exists in the abstract, outside the constraints of any one research
paradigm. This, in turn meant that the insistence on a single way of knowing was also mistaken,

and new, alternative ways of knowing ought to be investigated.
Narrative Inquiry

Narrative inquiry is described as “a way of understanding experience. It is a collaboration
between researcher and participants, over time, in a place or series of places, and in social
interactions with milieus. An inquirer enters this matrix in the midst of living and telling, reliving
and retelling, the stories of the experiences that make up people’s lives, both individual and social”
(Clandinin & Connelly, 2000, p. 2). Emphasis is thus on people’s life experiences, but most
importantly on the ways individuals perceive them and choose to speak about them (Chase, 2011).
In Riessman’s words, narrative inquiry is a case-centered inquiry that ‘‘examines the informant’s
story and analyzes how it is put together, the linguistic and cultural resources it draws on, and how

it persuades a listener of its authenticity’’ (Riessman, 1993, p. 2).
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This is perhaps one of the most challenging aspects for positivist researchers to accept, that
narrative inquiry is not in search of the (singular) truth, but rather brings attention to the multiple
ways in which people understand the world, order and connect events to make sense of them, and
to situate themselves in relation to cultural discourses (Butler-Kisber, 2010). Indeed, as would be
expected, narrative inquiry has been criticized for being subjective and producing ungeneralizable
findings (Brockmeier & Harré, 2001; Polkinghorne, 2007). However, narrative inquiry does not
make claims about objectivity, but on the contrary, investigates how people make sense of their
experiences, which is in itself subjective. The aim is to give voice to individuals who have been
marginalized, examine how they position themselves in relation to others and how they construct
personal accounts of their own experiences. Narrative inquiry is seen as ideal for providing a
thorough understanding of the narrator’s identity(ies), as, “narrative research projects are grounded
in the idea that identity is organized narratively. How facts, ideas, events, or experiences are
selected, assembled, and formulated into a story may teach us something about the narrator's sense
of self and the culture in which that self is situated.” (Josselson, 2013, pp. 3-4). It is hoped that by
reflecting on these experiences, individuals will learn many things about themselves and that this

process will lead to changed identities and practices.

Narrative inquiry is characterized by temporality, sociality and place, all of which need to
be examined simultaneously by the inquirer. It is characterized by temporality, as the events
narrated are “in temporal transition” (Connelly & Clandinin, 2006, p. 479) in that they refer to the
past, present and future of the people who have experienced them. These events, in short, are
ordered by the narrator in a way that is not chronological. Although they may have taken place in
the past, they continue to affect the people’s lives in the present and can potentially affect their
future too. Sociality is also central in narrative inquiry, as it focuses on the personal (individuals’
feelings, desires and thoughts) as well as the social conditions under which the individuals’
experiences unfold. Accounting for all the social factors that shape the individuals’ experiences
means that narrative inquirers are asked to adopt a critical stance and account for social power
relations that perpetuate inequalities. Finally, place is also essential in narrative inquiry, as it is
argued that people’s identities are closely linked to the events that they experience in a specific
physical place or places, as well as the stories they construct about these experiences (Connelly &

Clandinin, 2006).
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Narrative analysis

Narrative inquirers usually either ‘live the story with the participants’ or ‘start with the
story’ (Clandinin & Connelly, 2000). In the former case, inquirers use multiple field texts, such as
documents, interviews, their own field notes and artifacts, and keep journals where they note
events that occur as they work with the participants, and where they constantly reflect on their
assumptions and actions. Evidently, the analysis is ongoing and iterative and there is a constant
moving back and forth between the field and the field texts. In the latter case, interviews are used
as the main way to elicit narratives of past events (these could be short stories of specific events,
longer stories, stories of identity, or personal accounts of a person’s whole life). It is crucial that
the researcher and the participant develop a trusting relationship and here too, the inquirer works

closely and for a prolonged time with the participant.

Narrative analysis focuses on the participant’s story and aims to understand how they
impose order on their experiences and how they make sense of these experiences and their own
actions (Huberman & Miles, 2002). It is important to note that narratives do not ‘speak for
themselves’; they are not unanalyzed but rather require interpretation when they are used as field
texts in social research. It is argued however, that “there is no single method of narrative analysis
but a spectrum of approaches to texts that take narrative form” (Riessman, 1993, p. 25). Generally,
the analyst creates a metastory by retelling the participant’s narrative and reshaping it, and seeks
to illuminate both aspects about the informant’s identity and about his or her sociocultural context
(Gudmundsdottir, 2001). Therefore, as already discussed, the researcher is viewed as an active
agent and a co-constructor of knowledge, as opposed to a neutral observer. Evidently, researcher
reflexivity is central, as the researcher must constantly reflect on how they affect the process and

what they contribute to it.

Labov and Waletsky’s (1997) narrative structural analysis has been widely cited as a
framework to understand the structure of narratives, most of which are believed to include six
common parts: abstract (a summary of the story), orientation (information on time, place, situation
and participants), complicating action (sequence of events), evaluation (significance and meaning
of the action/ attitude of the narrator), resolution (what finally happened) and coda (return to the
present). However, it is also argued that structural analysis on its own is not always sufficient and

that interactional and performative aspects, that is, issues related to the researcher-researched
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relationship and issues related to how the teller implicates the audience in the narrative and tries

to convince them, also need to be considered in narrative analysis (Riessman, 2008).

Chase (2005) argues that there are five analytic lenses to approach narratives. These five
lenses are not necessarily distinct and in most of the cases researchers shift back and forth among
them when analyzing narratives. First, there is the possibility of approaching them as a distinct
form of discourse, that is, as a retrospective ordering of one’s past experiences, which serves more
as an indication of the person’s point of view than as a chronology. Second, narratives can be
approached analytically as verbal action, in that by telling a story narrators are accomplishing
something; they are creating a version of themselves and a version of reality. Third, narratives are
seen as both enabled and constrained by social resources and circumstances, such as the narrator’s
community, the location, and social memberships, among others. Next, narratives are understood
as socially situated interactive performances, since they are produced in a specific setting, they are
intended for a specific audience and they serve specific purposes. Such approaches to narrative
analysis stress the need to acknowledge that the researcher participates in the construction of the
narrative, and thus accounting for their own voice as well as the participant’s is indispensable. For
the purposes of this study, my main aim was to stay as close to the participants’ words as possible,
and to be transparent about issues related to my positioning in the research process and my

relationship with the participants.
Evaluating Narrative Inquiry

As might be expected, narrative inquiry is often questioned with regards to the ‘accuracy’
of the narratives. Once again, it must be remembered that finding the ‘truth’ is not the aim of
narrative inquiry. On the contrary, narrative inquiry examines how people make sense of their
experiences, how they position themselves in relation to others, and how they construct personal
accounts of their own experiences. Since the whole process of conducting a narrative study
involves a close collaboration between the researcher and the participant, what becomes essential
is to show that ethical practices are adopted at all times, that issues of power and voice are
constantly being considered and that the researcher reflects on and accounts for their positioning
in the process (Clandinin & Connelly, 2000). As with all qualitative inquiry, it is essential that the
researcher is transparent in presenting the research process and reflects on their own assumptions

and interpretations.
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Lieblich, Tuval-Mshiach, and Zilber (1998, p. 173) provide four criteria for evaluating
narrative inquiry. The first is ‘width’, by which they mean how well the researcher shows the
research process so that the field texts and their interpretations can be examined, and how well
they demonstrate that they have considered other possibilities, which they have then successfully
ruled out. The second criterion is ‘coherence’, which refers to how well the parts that make up the
research study fit together, but also how the study relates to other works, either confirming or
disputing them. Third is the criterion of ‘originality’, which refers to the extent to which the story
resonates with other people and their own experiences. The last criterion is ‘parsimony’, which
refers to the aesthetic appeal of the work. Other criteria can be the use of ‘contextualized and
vernacular language’ so that the work is easily accessible by the intended audiences, and the extent
to which the researcher manages to show that they have also contributed to the construction of the
narrative (Barone & Eisner, 1997, pp. 76-77). It is equally important that the researcher designates
the tensions that emerge in the inquiry and does not attempt to minimize them (Clandinin &

Connelly, 2000).

Similarly, Riessman (1993, pp. 65-70) suggests another set of four criteria for evaluating
the quality of narrative inquiry. The first one is ‘persuasiveness’, by which she means the extent
to which the interpretations of the researcher are reasonable and convincing. The second is
‘correspondence’, which refers to the need to take the findings back to the participants and ask
them to verify them. Next, she distinguishes ‘coherence’, which is broken down to global
coherence (the overall goals of the narrator), local coherence (the linguistic devices the narrator
uses in the narrative) and thematic coherence (the development of narratives around a theme).
Finally, she distinguishes ‘pragmatic use’ as the fourth criterion for evaluating narrative inquiry,

that is the extent to which a study becomes the basis for other works.
Ethical Considerations

Since narratives are accounts of the participants’ personal experiences and since narrative
inquiry is highly relational, there are important ethical issues to consider (Clandinin 2006, 2007).
Even after receiving clearance from a research ethics board (REB), inquirers should address ethical
issues which may arise at various stages of the research process. Evidently, the researcher must be
transparent, must pose questions for clarification when needed and must member-check the

information provided by the participants (Riessman, 2008). The researcher must also acknowledge
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that they are co-constructors of the narratives, in that the specific questions they pose, their very
presence and interpretations all affect the process (Polkinghorne, 2005). Although narratives are
not understood as objective accounts, it is essential that the researcher carefully conveys the
participant’s intentions when narrating the stories and respects the uniqueness of the participant’s
voice (Chase, 2011). It is also critical that researchers distinguish between their views and those

of the participants, as they may disagree with their analysis and interpretations (Riessman, 2008).

Moreover, it must be taken into account that the participants are vulnerable when they share
their stories, and therefore creating a relationship based on trust and respect is fundamental in
narrative inquiry (Hatch & Wisniewski, 1995). Taking work back to the research participants is
also advisable, not just to check the accuracy of the findings, but also as a way to ensure the
participants’ privacy and anonymity (Riessman, 2008). This can be further complicated when the
anonymity and privacy of other people who become part of the narratives is at stake. Finally, it is
of utmost importance that the inquirer demonstrates wakefulness (Clandinin & Connelly, 2000)
throughout the research. In their words, “it is wakefulness that in our view most needs to
characterize the living out of our narrative inquiries, whether we are in the field, writing field texts,
or writing research texts and wondering about what criteria to use in a particular narrative inquiry”

(ibid, p. 185).
The present study

In this section, I specifically focus on the present study. I start from positioning myself in the study,
and then I present the questions that guided the inquiry. Next, I present the specific methods that
were used to generate field texts, namely language portraits, photo elicitation, video elicitation,
identity charts, and fieldnotes. I then explain how I made contact with the participants and how I
obtained consent. I present the participants’ profiles and I end the chapter by providing the timeline

of the study, and discussing issues related to transcription and translation.
Positioning myself in the study

The literature on the notion of identity is voluminous; scholars in psychology, sociology,
history, sociolinguistics, education and anthropology, to name a few, have written extensively
about it, each time focusing on different aspects of identity formation and adopting different
methodological approaches in their inquiries (Fishman & Garcia, 2010). Research studies on

identity tend to be mainly qualitative, as their main aim is to gain insights into people’s experiences
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as opposed to quantifying them (Robson, 2011). Apart from the research focus itself, what is
essential to consider is the researcher’s ontology and epistemology, that is, the researcher’s
personal views about the nature of being and the ways in which knowledge is acquired, both of
which necessarily inform their research interests, frameworks, and methodological choices

(Creswell, 2014; Hammond & Wellington, 2013; Henn, Weinstein & Foard, 2009).

Personally, even before reading and reflecting on the literatures on HLE and identity
construction as tied to language use, in which qualitative studies are prevalent, I was well aware
that my research interests and goals are compatible with qualitative inquiry. Qualitative inquiry
challenges the idea of objective and value free inquiry, which has been a hallmark of quantitative
research (Denzin & Lincoln, 2018; Snape & Spencer, 2003; Watts, 2008). Moreover, qualitative
inquiry views reality as socially constructed and context dependent, and places emphasis not on
finding the alleged single truth about what is examined, but on providing a well-supported,
plausible explanation of it (Butler-Kisber, 2010). Therefore, since reality is context dependent,
instead of focusing on what we know about the focus of a research study, qualitative inquiry
focuses on how we have come to know what we know about it, that is, how social experience is
created and how meaning is assigned to it (Denzin & Lincoln, 2018). The focus of qualitative
inquiry on context renders its approach naturalistic, in that phenomena are examined in-context
(in their natural settings) and attention is paid to how human actors view and make sense of

(interpret) them (Golafshani, 2003; Patton, 2002).

Finally, I also find myself influenced by both pragmatist and (mainly) constructivist
perspectives. Butler-Kisber (2010, p. 7) traces pragmatism in the works of John Dewey, William
James and George Herbert Mead and distinguishes the intimate relation between knowing and
doing as its main characteristic. Indeed, the pragmatist perspective views reality as created when
human agents act and not as something independent, that exists somewhere ‘out there’ (Gutek,
2014). Therefore, knowledge comes while one experiences something and, in this way, it is
tentative, temporal and subject to constant change, as people constantly experience new things.
Constructivism, on the other hand, was born out of the works of intellectuals such as Gregory
Bateson, Jean Piaget and Lev Vygotsky and views reality as socially constructed (Butler-Kisber,
2010, p. 7). That is, people create knowledge and meanings based on an interaction between their

experiences and perceptions, and thus these meanings represent their own unique point of view.
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Each phenomenon can thus be approached by different points of view and there is no single reality

(Creswell & Poth, 2018).

Pragmatism influences me in that I envision inquiry as a way of knowing through doing,
and constructivism in that I consider individual experiences, and the ways and forms people
employ to express themselves about these experiences, as valuable constructs for getting to know
an individual’s truth (as opposed to the truth) and bringing about positive change, both on an

individual and a social level.

Being influenced by these two schools of thought, I felt the need to work with members of
the Greek communities in the greater areas of Montreal and Toronto, in the hope of understanding
their views and providing them with an opportunity to reflect on their perceptions, educational
practices and attitudes towards students. I did not view the interviews as a process through which
I would eventually find a so-called truth, but rather as an opportunity to invite teachers to co-
construct with me accounts of their experiences and to reflect on their identification and their

decision-making and attitudes while teaching.

The fact that I am Greek played an important role in the inquiry. Seven out of the eight
participants chose to be interviewed in Greek. The sole participant who initially asked to be
interviewed in English only used English for the first few minutes. He then quickly adopted a mix
of Greek and English, which he maintained in all sessions. I noticed that when the discussion
revolved around an aspect of the Greek culture, the participant would use more Greek, whereas
when he described the working conditions in the greater area of Toronto, he would use more
English. Therefore, being fluent in Greek and familiar with Greek traditions was an asset. Had [
not been familiar with the Greek language and culture, I feel that important information would
have been missed. I return to this observation in the next chapter where I present the research

findings.

Another factor that played an important role in the research was the fact that for the past
three years I have been working as a Greek HL teacher myself, in one of HCGM’s Saturday
schools. This was a serendipitous opportunity for my research study, but by no means my only
motivation for wanting to work with Greek HL learners. Having some experience of the Greek
HLE context allowed me to understand some nuances in the participants’ perceptions and pose

questions that would help disambiguate some of their responses. For instance, because of my
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experience, I asked teachers who work in day schools to comment on the day school’s language
policies or their perception of the supplementary programs’ quality. Both questions yielded
interesting responses, which are presented in the next chapters. In sum, being Greek, and having
some experience as a HL teacher, rendered me both an insider and an outsider to this inquiry and

further allowed me to gain insights into the participants’ views.
The guiding questions
The overarching question that guided my study is the following:

e How do Greek HL teachers in Montreal and Toronto understand and/or reflect upon their

teacher identity, their perceptions about teaching, and their instructional practices?
To help me answer this question, I also posed the following sub-questions:

e What are the Greek HL teachers’ perspectives about teaching Greek language and culture?

e What are the Greek HL teachers’ preferred instructional practices when teaching Greek
language and culture?

¢ How do interactions with Greek HL students affect Greek HL teachers’ perspectives and
practices?

e How does the local educational context affect Greek HL teachers’ perspectives and
practices?

e What similarities and differences can be identified between the responses to these various

questions of teachers teaching in Montreal and teachers teaching in Toronto?
Generating field texts

Once I purposefully selected the participants, I started setting appointments with the Greek
HL teachers working in Greek HL schools in the greater Montreal and Toronto areas. I met three
times with each participant and during these three sessions, the participants were asked to complete
written tasks, engage in oral discussions, respond to visual field texts, such as photos and videos,
as well as create language portraits and identity charts [Appendices D-F]. The different methods
that [ employed are presented in detail in the following sections. It must be stressed that in each
session with the participants, I made sure to combine visual modes of representation (such as the
language portraits, the photo, and the identity charts) with oral discussion. My aim was to provide

opportunities for reflection and then use this reflexive process as the basis for my discussion with
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each participant. This also meant that each discussion was unique, and largely based on the
participants’ experiences and perceptions. Field notes were also used to reflect on the process and
monitor my positionality and decision making. The three sessions for each participant were audio-
recorded. I transcribed the interviews myself, making every attempt to do so within the first 48
hours after each session, when the words of the participants were still fresh in my memory. As
mentioned already, the participants had the choice of using either English or Greek, which is why
all recruitment documents were written in both languages [Appendices Al, B1, C1, DI, El, F1,

G1].

In the first session, participants had to complete four tasks. They were asked to create a
language portrait for themselves and a language portrait for the average Greek Heritage Language
Learner, and then reflect on the two portraits and what they reveal about their identities and the
way they perceive their students’ identities. Then they had to complete a written task, where they
were asked to respond to a hypothetical scenario taking place in the classroom. Finally, an oral
discussion followed, based on the participants’ response to the written task [all tasks are described

in Appendix D].

In the second session, the participants were asked to respond to a photo of the “sculpture
of the Greek immigrant”. The sculpture can be found in Montreal, at the intersection of Park
Avenue and Jean-Talon Street as a tribute of Greek Canadians to the City for its 375th anniversary.
Next, the participants were asked to watch and respond to a video of Greek Independence Day
Parade in Toronto. Both the photo and the video were used as prompts to elicit information and
open up a discussion about the different generations of Greeks in Canada, their stories, and their

connection to Greek language, customs and traditions [all tasks are described in Appendix E].

Finally, in the third session, the participants were asked to complete another written task,
where they had to reflect on a real incident that took place in the classroom, during which they had
to deal with the students’ different levels of familiarity with Greek. Participants were asked to
describe the incident, without using the students’ real names, and refer to the strategies they
employed. Then, an oral discussion about pedagogical strategies and practices followed, based on
the participants’ written responses. Finally, the participants were asked to create two identity

charts; one for themselves in the present and one for themselves in the past, prior to becoming an
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HL teacher. After they finished creating these charts, an oral discussion about identities followed

[all tasks are described in Appendix F].
Language Portraits

In the early 1990s, the German journal Grundschulzeitschrift published an article that
prompted students to color their languages onto two body silhouettes that were provided —one of
a girl and one of a boy. The aim was to allow students to see their languages and reflect on the
emotions that they evoked (Busch, 2018). Later, Krumm and Jenkins (2001) and Krumm (2008),
when working with plurilingual children, used similar silhouettes, or language portraits, to
demonstrate the links between languages, emotions and belonging. Busch (2006) used language
portraits when she was conducting research with teachers in South Africa. She asked the teachers
to map their linguistic experiences onto a body silhouette and instructed them to use a different
color for each language they spoke. Participants were also asked to link each language to a specific
body part and justify their choices. This proved to be an excellent choice, as this creative tool
helped teachers express themselves about their experiences and emotions. As Busch (2010) notes,
“processes that influence language use tend to operate unconsciously and cannot easily be
verbalized. The switch in mode of representation from word to image helps to deconstruct
internalized categories, to reflect upon embodied practices and to generate narratives that are less

bound to genre expectations.” (p. 286).

Prasad (2014) used language portraits when she was working with students in a French
International school in Toronto, in an effort to access their representations of their plurilingual and
diverse identities. Again, this activity yielded rich results and allowed students to reflect on their
multiple identities and language use. Prasad and her team took digital photos of the students, edited
the photos with a photo editing software, and generated a black and white print, onto which
students then mapped their language use and experiences. Prasad wished to engage participants in
creating identity texts that would express their emotions and perceptions about their languages.
Identity texts are students’ creative works or performances that have been created within the
pedagogical space, and when they are held up they mirror the students’ identities in a positive light

(Cummins 2006; Cummins & Early, 2011).

Language portraits have been used extensively for more than twenty-five years in

classrooms and as part of research studies to prompt individuals to reflect on their perceptions of
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languages and emotions. Gogolin (2015) describes the development of language portraits and their
uses in the field of education. The language portrait is an arts-informed tool that allows individuals
to express their individuality in creative ways and reflect on their perceptions of languages.
According to Knowles and Cole (2008), arts-informed methodology is influenced by the arts while
not being based in the arts. In short, arts-informed methodologies use artistic forms while aiming
to provide deep insights and advance knowledge. When using language portraits in a research
study, the researcher attempts to engage participants in data generation (Prasad, 2014). That is,
instead of trying to extract the so-called truth from the participants, the researcher views them as
co-constructors of the field texts. This is perfectly aligned with my understanding of research,

which, as mentioned above, is influenced by constructivist and pragmatist perspectives.

Language portraits were the very first task that the participants of this study were sked to
complete, and functioned as the basis of the entire process. Even when we met for the second and
third sessions with the participants, we often referred back to the portraits and discussed what they
revealed about their identification and their perceptions about languages and language use. I made
sure to always have the portraits with me as a point of reference. Rather than using a pre-made
body silhouette, I provided participants with blank sheets and instructed them to draw their own
silhouette. The reason for doing so was that I wanted to give more freedom to the participants and
allow them to represent themselves and their students in any way they deemed fit. After creating
their self-portrait and the portrait of the average student of the Greek school, I asked the
participants to explain their choices of colors and body parts and refrained from offering possible
explanations myself. Indeed, it has been stressed that it is crucial to prompt individuals to freely
express themselves and justify their choices; only then can the language portrait be a true

representation of the individual’s linguistic repertoire (Busch, 2012; Prasad, 2014).
Photo and Video elicitation

Ethnographer John Collier was the first to use photo elicitation in 1957 (Harper, 2002;
Lapenta, 2011). Photo elicitation is a research method, where photos are used to generate a
discussion in a research interview (Thomas, 2009). The photos or other visual images used can be
produced either by the researcher or by the participants. The photos are shown to the participants
who are then asked to reflect and comment on them (Bigante, 2010). It has been shown that photos

generate rich field texts, as they evoke the participants’ feelings and memories (Harper, 2002).
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Indeed, Harper has argued that photos use more of the brain’s capacity than words alone, and
therefore photo elicitation can generate more “deep and interesting talk” than conventional

interviews (2002, p. 23).

Photo elicitation is believed to minimize misunderstandings, as they offer common
understandings for participants and researchers. In Harper’s words, “photo elicitation may
overcome the difficulties posed by in-depth interviewing because it is anchored in an image that
is understood, at least in part, by both parties. If the interview has been successful, the
understanding has increased through the interview process.” (2002, p. 20). Once again, the
outcome of photo elicitation is seen as the result of a collaboration between the participant and the
researcher in an attempt to make meaning. For the purposes of this study, I used a photo of the
“sculpture of the Greek immigrant”, which can be found in Montreal, at the intersection of Park
Avenue and Jean-Talon Street. The aim was to elicit information and open up a discussion about

the teachers’ views and attitudes towards the different generations of Greeks in Canada.

Similarly to photo elicitation, video elicitation refers to the use of videos in research
interviews to provide information on individuals’ sense making processes and emotions, stimulate
recall, or initiate a discussion on a given topic and provide a basis for reflection (Paskins et al.,
2017; Roth, 2009). There are many ways to use video for research purposes, including
participatory video, videography, the use of existing video data, video interviews and elicitation
and video based fieldwork (Jewitt, 2012). Video recordings have also been used to analyze
professional interactions (Arborelius & Timpka, 1990; Asan & Montague, 2014, Heath,
Hindmarsh & Luff, 2010) and counseling sessions (Henry & Fetters, 2012). Also, video has been
used to examine cultural aspects of everyday life (Pink, 2003), to explore children and young

people’s identities (Marsh, 2004), and to investigate digital cultural production (Gilje, 2009).

For the purposes of this study, I used an already existing video, namely a YouTube video
containing several shots from the Greek parade that was held in March 2018, in Toronto. As with
all videos used in research, it was essential to understand the context of the video’s production, its
story, as well as its original audience and purpose (Jewitt, 2012). I explained to participants that
the video they would watch contained fragmentary shots from the 2018 parade in Toronto, and
that the reason of showing it was to help them recall similar events, rather than to discuss the video

itself. My aim was to use a visual means that would help participants recall details from such
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events (for instance information on clothing, music, number of attendees, among others) and then

discuss issues related to Greek customs and traditions, and their role in Greek HLE.
Identity charts

Identity charts are an educational graphic tool often used to help students reflect on the
multiple factors that shape their identities (Gordon, 2013). The students are instructed to draw a
circle in the middle of a blank page and write a person’s or a group’s name inside it. Then, they
are asked to draw lines around this circle to include personality traits, interests, relationships and
roles that characterize this person. Identity charts are used in classroom settings as icebreakers to
deepen the students’ understandings of themselves, their peers, and other groups, while sometimes
they are also used to help familiarize students with fictional literary characters (San José State

University, 2016).

In this inquiry, identity charts helped teachers visualize the factors that make up their
current identities as opposed to their past identities, as perceived by themselves. This allowed them
to reflect on aspects of their personalities that have remained unaltered through the years, as well
as aspects that have changed either partially or fully after they gained teaching experience. Once
again, this activity was used as an elicitation tool to help teachers visualize and reflect on their
identification and on the changes brought about by their role as teachers. Rather than using this
task as an icebreaker, I decided to use it as a closure activity at the end of the third session, to
discuss issues related to identity formation and the role of the teacher in affirming students’
identities. With this activity, we came full circle and returned to the first activity of the first session,

which also focused on their identities, the language portraits.
Fieldnotes

Based on the way I designed the study, I met three times with each participant interspersed
with intervals of approximately thirty days. Thus, I found it essential to keep reflexive notes both
during the interviews and after them. Keeping notes allowed me to have a journal I could use to
freshen my memory in terms of what had taken place in the previous sessions. Indeed, I often
revisited my notes both before and after a meeting to remember what had been discussed with a
participant and add new information. The notes I kept during the interviews were short, as I did

not want to be distracted from the discussion.
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An exception to this were my notes from the interviews with the first participant from the
greater Toronto area. At the beginning of the first session, the participant asked for information on
the research sample, and when I told her that I would work with eight teachers, she seemed
skeptical about the trustworthiness of the study. When the participant was creating her language
portrait, I wrote: “the participant commented on the sample size and asked me whether eight
teachers make a representative sample. I think she has experience with quantitative research. I
briefly explained why I chose depth over breadth.” (Fieldnotes, translated, January 15, 2019).
Regardless, the participant still wanted to participate in the study, and I was curious to see what
her impression of the process would be at the end of the last session. This is what I wrote after the
last meeting with her: “When we finished, she said she found the process enjoyable and that the
tasks —especially the identity charts- reminded her of the psychology classes she had taken. She
said they were a great chance to think about her identity. I am not sure whether I convinced her
about the merits of qualitative research, but I think the intended aim —to provide an opportunity

for reflection- was fulfilled” (Fieldnotes - translated, March 7, 2019).

I kept detailed notes about the emails I exchanged with the participants and the time and
location of our meetings. I also kept notes about the participants’ non-verbal behavior that could
potentially be used in the analysis of the field texts. For example, if I sensed by the tone of voice
or gestures of a participant that they were particularly interested in a subject, or if I felt that they

were disengaged, I would adapt the questions I asked and keep a short note of it.

Most importantly, the night after each interview, I took notes in which I tried to identify
my own biases and assumptions. I do not believe that it is feasible for a researcher to fully bracket
their presuppositions and biases, but I do believe that there are ways to account for them and try
to minimize them. Here is such an example of my notes after the last session with the first
participant from the greater Montreal area: “She did not create the second identity chart. She
argued that when comparing herself before and after becoming a teacher, she sees no major
differences. She claimed that what made a difference in her identification was starting to work, but
that being a teacher was not her first job. When she said that, I accepted her choice and moved on
with the discussion. Going back to it, I think I was surprised to see her treat teaching and
administrative positions in the same manner. I think my understanding of teaching is different. I

should not let that influence my interpretation of her identity chart. I must focus on her belief that
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people develop sets of skills and traits when they first start working, which then become their

arsenal in any professional situation and job position” (Fieldnotes - translated, October 9, 2018).
Making contact with the participants

To solicit participants from the greater Montreal area, I contacted the General Director, the
Administrative Assistant to the General Director, and the General Director of Supplementary
Education of the Hellenic Community of Greater Montreal (HCGM). To recruit participants from
the greater Toronto area, I contacted the Manager of Education, the Chair of Education, the
Secretary General and the Office Manager of the Greek Community in Toronto. The reason why
I chose to contact these gatekeepers (people who can serve as entry points to a particular
community) instead of contacting participants directly, was because I happen to be a teacher at
one of the HCGM’s Saturday schools in the greater Montreal area, and it was possible that some
potential participants could also be my colleagues. To ensure that they would not feel pressure to
participate in the research, I went through the organizational hierarchy of the Greek schools in the
Greater Montreal and Toronto areas, and sent a letter [Appendix A] to several gatekeepers,
explaining that I needed to solicit research participants, and providing information on the nature
of the research study. I also forwarded the recruitment flyer [Appendix B] and Information Sheet
[Appendix C] to them, which they then had to forward to Greek HL teachers. If the teachers wished
to participate in the study, they had to fill out the Information Sheet and send it to me via email,
along with their contact information. Only then was I in position to contact the participants and

schedule three meetings with each of them.

Once the participants contacted me and expressed an interest in participating in the research
study, I suggested potential dates and places to meet. For participants from the greater Montreal
area, the first choice was my locked office located in the Department of Integrated Studies in
Education, followed by one of the conference rooms in McGill’s McLennan Library or any other
quiet place of the participant’s choosing. For participants from the Greater Toronto area, the
sessions were held at one of the branches of Toronto Public Library, or a quiet café close to the
participants’ neighbourhood, for their convenience. It was highlighted, however, that the research

could not and would not take place on a school’s premises.
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Obtaining consent

The participants of this research study were required to read and sign a written consent
form [Appendix G] at the very beginning of the first session. I read the consent document with the
participants and ensured that they understood perfectly what was required of them. In the written
consent form, there was information about the procedures that would be followed, as well as the
risks and benefits from participating in the study, and their right to withdraw from the study at any
point without any negative consequences for them. The consent form was written in language that
the participants would be able to understand, and at no point was deception used. It should be noted
that all documents were written both in English and in Greek, and teachers could choose to read
the documents, as well as to be interviewed, in their dominant language. The participants were
provided a signed copy of the consent form, which, if they wished, they would be able to keep for
future reference. The consent form also informed participants that the interviews would be audio-
recorded. It was of course communicated to the participants that every effort would be made to
ensure their anonymity and the confidentiality of the field texts they would provide. I also made
sure to remind participants at various times that they could ask for a break if they felt tired, or
could even withdraw from the study, if they felt like doing so. All eight participants willingly

participated in the three sessions.
Participant profiles

In narrative studies, the participant population tends to be small, as emphasis is placed on
meeting several times with each participant to create a strong bond with them and gain nuanced
insights into their perspectives. Building a trusting relationship with the participants is essential,
as the ultimate aim is to understand their stories and designate each participant’s unique voice
(Butler-Kisber, 2010). Although narratives are not understood as objective accounts, it is essential
that the researcher carefully conveys the participant’s intentions when narrating the stories and

respects the uniqueness of each participant (Chase, 2011).

Indeed, in this research, the participant population was relatively small. I worked closely
with four Greek HL teachers who work in the greater Montreal area and four Greek HL teachers
who work in the greater Toronto area (a total of eight participants). While the number of
participants was relatively small, I considered several factors when purposefully selecting them.

First and foremost, I made sure I had participants who taught in different contexts. That is, I
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selected participants who worked at day schools, Saturday schools, and afternoon programs in
different sites in the greater areas of Montreal and Toronto. Some participants worked at more than
one or even more than two Greek schools simultaneously. I also tried to have both part-time and
full-time teachers, as well as both certified and non-certified teachers. Finally, I also wanted to
interview both Greek-born and Canadian-born teachers, and keep myself open to the possibility
that there may be differences in their teaching practices, identification and attitudes towards Greek

HL learners.

Indeed, it was important to have participants from different contexts, to ensure that the
research findings would be as representative as possible of the teaching and learning conditions in
Greek HLE. If I had narrowed myself to the experiences of teachers working in Greek day schools
only, I would have omitted an important part of the Greek HL learning experience in the greater
areas of Montreal and Toronto. Indeed, research has shown that many Greek HL students do not
attend Greek day schools, but rather rely solely on supplementary programs to enhance their
connection to the Greek language and culture (Aravossitas & Oikonomakou, 2017). When I started
thinking about recruiting participants, I had in mind that participants from the greater Montreal
area should be working in of the day, Saturday or afternoon Greek school. Likewise, participants
from the greater Toronto area ideally had to be teachers working either in one of the various
afternoon or Saturday Greek schools, or in the Greek Orthodox day School that operates in the
greater Toronto area. The two Greek communities, HCGM and GCT, have founded many of these

Greek schools but other institutions have also founded Greek schools/programs.

I also wanted to work closely with both full-time and part-time, as well as certified and
non-certified teachers. Many of the people working in supplementary programs are only employed
on a part-time basis and are non-certified teachers. These individuals have been shown to often
feel marginalized (Aravossitas, 2016; Aravossitas & Oikonomakou, 2017). I had to consider the
possibility that this could also affect their instructional practices and attitudes towards students.
Therefore, my aim was to analyze, compare and contrast a number of different types of teachers

who serve in Greek HL programs in the greater Montreal and Toronto areas.

I did indeed manage to recruit teachers from different backgrounds and meeting all the
aforementioned criteria, as I purposefully selected the participants once they had contacted me. In

the recruitment flyer [Appendix B], I made sure to inform potential participants that in order to
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ensure that teachers working in various settings (daily classes, Saturday classes, afternoon
programs, other supplementary programs etc.) were all represented in the study, I would select
only those whose profile was different from other participants. The information sheet and contact
information obtained from teachers who were not selected for the study were destroyed and not

used at all.

The eight participants that I recruited for the study have worked or are currently working
in seventeen different Greek schools or programs; eight schools in the greater Montreal area, and
nine in the greater Toronto area. Thirteen of these schools are founded by the respective Greek
Community, whereas the remaining four are founded by major Greek parishes, institutions, and
organizations. From the greater Montreal area, I recruited two full-time, certified teachers, and two
part-time, non-certified teachers. Three of the participants from the greater Montreal area were
Greek-born and one of them was Canadian-born. Similarly, two of the participants from the greater
Toronto area were full-time teachers, and two were part-time teachers. Of these four participants,
three were certified teachers and one was not. Finally, there were two Greek-born and two

Canadian-born teachers in the Toronto sample (see Table 1).

Full-time Part-time Certified Non- Greek- Canadian-
certified born born
QGreater
Montreal 2 2 2 2 3 1
Area
Qreater
Toronto 2 2 3 1 2 2
Area

Table 3.1: Information on the participants’ backgrounds

To ensure that participants’ identities would not be revealed, I decided not to enclose the
names of the schools they work at or have worked at in the past. When presenting the data in the
next chapter, I will be describing the schools (i.e.: the participant works at a day school/Saturday
school) but I will not be naming them. It should be highlighted that six of the eight participants
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currently teach in more than one school or program. The teachers who were interviewed teach or

have taught in the following contexts:

Greater Montreal area: day school (PreK-6, site 1), day school (PreK-6, site 2), day school
(PreK-6, site 3), day school (PreK-6, site 4), Saturday school (grades 7-12, site 1), Saturday school
(K-6, site 2), Saturday school (K-6, site 4), afternoon program for adults (site 1).

Greater Toronto area: private Greek Orthodox day school (PreK-8, site 5), afternoon credit
school! (grades 9-12, site 5), Saturday school (PreK-8, site 6), Saturday school (K-8, site 6),
afternoon/Saturday school (K-12, site 6), Saturday school (K-8, site 7), afternoon school (K-8,
site 8), afternoon school (K-8, site 8), afternoon school (K-8, intensive three-days-a-week

program, site 8).

In what follows, I present a short profile for each participant, which I was able to create
based on their responses to the Information Sheet and our discussions. To ensure the anonymity

of the participants, I assigned pseudonyms to them.
Participants from the greater Montreal area
Maria

Maria is a 30-year-old female, with four years of experience in Greek HL schools in the greater
Montreal area. Currently, she teaches both at a PreK-6 day school in site 3 and at a Saturday middle
school in site 1. In the past, she has also taught at a K-6 Saturday school in site 2, and a program
for adults in site 1. She was born and raised in Greece, and moved to Canada four years ago. Before
immigrating to Canada, she offered in-home private Greek lessons while she also held
administrative positions unrelated to education. She identifies Greek as her first language and is
more fluent in English than in French. She holds a BA in Psychology. She works part-time for the
HCGM and has not acquired a certificate to teach in Quebec.

George

George is a 36-year-old male, with four years of experience in Greek HL schools in the greater
Montreal area. He was born and raised in Greece and holds a MA in Social Sciences. He has

worked at a K-6 Saturday school in site 2. Currently, he works at a Saturday middle school in site

" Offering credits towards the Ontario Secondary School diploma.
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1. He immigrated to Canada six years ago. Before immigrating to Canada, he was not involved in
education. He identifies Greek as his first language and is more fluent in French than in English.

He works part-time for the HCGM and has not acquired a certificate to teach in Quebec.
Anna

Anna is a 30-year-old female, with six years of experience in Greek HL schools in the greater
Montreal area. Currently, she teaches both at a PreK-6 day school in site 4 and at a K-6 Saturday
school in site 4. She has also taught at a day school in site 2. She was born in Montreal and lived
there until the age of seven. She then migrated to Greece, where she stayed until 2013, when she
returned to Canada. She holds a MA in Religious Studies. She works full-time for the HCGM, and
is certified to teach in Quebec. She identifies French and Greek as her first languages and she is

also fluent in English.
Lena

Lena is a 58-year-old female, with twenty-two years of experience in Greek HL schools in the
greater Montreal area. She teaches at a PreK-6 day school and a K-6 Saturday school, both of
which are located in site 2. She has also worked at a PreK-6 day school in site 1. She was born and
raised in Greece and immigrated to Canada in 1993. She identifies Greek as her first language and
is more fluent in English than in French. She holds a B.Ed. She works full-time for the HCGM,

and is certified to teach in Quebec.
Participants from the greater Toronto area
Stella

Stella is a 50-year-old female, with two years of experience in Greek HL schools in the greater
Toronto area. She works both at a private PreK-8 day school in site 5, and at a PreK-8 Saturday
school in site 6. She has also worked at an afternoon middle school in site 5. She was born in
Toronto and lived there until the age of 17. She then immigrated to Greece and Italy. She returned
to Toronto in 2017. She identifies English and Greek as her first languages. She holds a MA in
Special Education. Before returning to Canada, she worked as a Special Education expert. She

now works full-time at the private day school, and is certified to teach in Ontario.
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Kostas

Kostas is a 26-year-old male, with eight years of experience in Greek HL schools in the greater
Toronto area. He works at a K-8 Saturday school in site 7. He was born and raised in Toronto, and
identifies Greek as his first language. He is fluent in English and has some knowledge of French.
He holds a BSc in Kinesiology and a B.Ed. He works part-time for the GCT and is certified to

teach in Ontario.
Sofia

Sofia is a 47-year-old female, with six years of experience in Greek HL schools in the greater
Toronto area. She currently works at two K-8 afternoon schools in site 8, and a K-8 Saturday
school located in site 7. She has also worked at a K-12 afternoon/Saturday program in site 6 and
another afternoon school in site 6. She was born and raised in Greece and immigrated to Canada
in 2013. She identifies Greek as her first language and has some knowledge of English, but not
French. Before migrating to Canada she was a midwife, and was not involved in education. She

works part-time for the GCT, and has not acquired a certificate to teach in Ontario.

Niki

Niki is a 25-year-old female, with two years of experience in Greek HL schools in the greater
Toronto area. She works both at private PreK-8 day school in site 5, and at a K-8 Saturday school
in site 8. She was born and raised in Greece and immigrated to Canada in 2016. She identifies
Greek as her first language and is more comfortable using English than French. She holds a BA in

Primary Education. She works full-time for the private day school, and is certified to teach in

Ontario.
Timeline

In June 2018, I got ethics approval from the REB, and I was ready to begin my research. I
made first contact with the participants in the beginning of the Fall 2018 term, and conducted three
rounds of interviews with each of them. The interviews were conducted over the span of the Fall
2018 and Winter 2019 terms. The three sessions were scheduled at a time of the participants’
convenience throughout these six months. Each session lasted approximately forty-five minutes
and the interval between the sessions was approximately one month. Ensuring that the intervals

between the sessions were not too long was important, as this would allow the participants and me
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to build on our previous discussions, and establish a trusting relationship. This would allow me to

understand their unique views, which it was then up to me to present as truthfully as possible.

One participant (Stella) asked to do the second and third sessions on the same day, as she
was about to leave town. I accepted her request, and made sure to note down this change. As [ was
conducting the interviews, I was also working on the analysis of field texts that emerged, as I do
not consider the analysis a linear process separated from data collection, but rather as an ongoing
process that involves going back and forth with the participants and constantly checking the

findings and my assumptions. Data collection ended in April 2019.
Transcription and Translation

Even though transcription is a vital part of most qualitative studies, researchers often
overlook the necessity of providing details about the decision-making involved in the transcribing
process. When referring to transcribing, Riessman, argues that “transforming spoken language into
a written text is now taken quite seriously because thoughtful investigators no longer assume the
transparency of language” (1993, p. 12). Indeed, transcription is not a neutral process; on the
contrary, researchers make decisions about what to transcribe and how to transcribe it. That is,
they make decisions about how to represent the interactions that have been recorded and therefore
have an active role in an interpretive process. A transcript is thus merely a representation of an
interaction and it should not be expected that researchers can objectively reproduce an exchange
between interlocutors (Poland, 1995, 2001). And since there are always aspects that are left out,
transcription needs to be understood as a selective process, and transcripts as partial

representations (Bezemer & Mavers, 2011).

Although transcription cannot be seen as a neutral process and transcripts cannot be
understood as objective records, they are still essential tools for research. Researchers are faced
with a dilemma of how to transcribe without jeopardizing the trustworthiness of their inquiries
(Davidson, 2009). Lapadat comments on this dilemma: “If we do not accept the notion of one true
reality that can be uniquely recorded and fully represented in written text, how do we do and
evaluate transcription? The challenge is to move from formulaic application of a transcription
process with origins in positivistic assumptions about language, reality, and the researcher’s role,
to a process that is sensitive to context, reflexive, and constructivist” (2000, pp. 209-210). Indeed,

acknowledging the complexity of transcription, providing details about the decision-making
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involved in it, and accounting for the way the transcription unfolds throughout the research process
are suggested as factors that can contribute to the trustworthiness of a study (Chad & Witcher,
2010).

In addition, it needs to be recognized that the particularities of a study also have an impact
on the process of transcription. As Kvale notes, “the question ‘What is the correct transcription?’
cannot be answered - there is no true, objective transformation from the oral to the written mode.
A more constructive question is: “What is a useful transcription for my research purposes?’ ”
(1996, pp. 165-66). As mentioned above, for the purposes of this study, I tried to transcribe each
interview within the first forty-eight hours after each session. That was essential, as I wanted to
include in the transcriptions non-verbal actions while they were still fresh in my memory. Indeed,
I used brackets to include non-verbal actions and contextual cues. The information that I included
in the brackets were instances of laughing, pausing to think, hesitating, leaning forward (which to
me indicated the participant was engaged in the discussion) and gestures, among others. I also
included information on actions that took place during the interviews, like the participants keeping

notes, designing their portraits and charts, and choosing which colors to use.

One particularity of this research was that there was a lot of language mixing during the
interviews. Even though this was particularly evident in the case of Kostas, who used only English
for a few minutes and then quickly adopted a mix of English and Greek, which he maintained
throughout the three sessions, there were different degrees of language mixing in most interviews.
I felt that this flexible languaging could potentially have analytical significance, as in this case, of
Maria who said “Kt axopa k1 av £xovv yoveic Québécois mdir ayyAucd pkdve peta&d toug.” (Even
if they have Québécois parents, they still speak English to one another). Therefore, I consciously
decided to depict such instances of language mixing in the transcripts, and to keep myself open to

the possibility that they could play a role in the analysis of the field texts.

Finally, another decision that I had to make was whether I would translate the transcripts
from Greek to English. Translation, like transcription, is an interpretive process, highly dependent
on the person who is conducting it and their aims and expectations (Lyons & Coyle, 2007). There
is no perfect translation, just as there is no perfect transcription, but it is essential to acknowledge
that translation is an act of negotiation (Ross, 2010). Although I acknowledge that both the

transcriptions and the translations are shaped by my views, my aim has been to stay as close to the



76

voices of the participants as possible. My aim has also been to make sure that readers who are not
familiar with Greek can understand the interactions that took place during this study. To reconcile
these two sides when presenting the field texts, I decided to use excerpts in the original language
of choice of the participants, followed by an English translation of the Greek segments. Lyons and
Coyle (2007) have argued that placing transcripts in the original source language against their
translated interpretations and constantly checking and re-checking them during the analysis and

synthesis of the field texts can ultimately add more credibility to the findings.
Chapter Summary

In this chapter, I explored historical developments and recent trends and issues in qualitative
inquiry, to demonstrate that qualitative research in general and narrative inquiry in particular can
be rigorous. Then, I presented methodological approaches that have been used in previous research
studies on HL identities, and I explained why I concluded that narrative inquiry best fits my
research study and why I did not opt for other alternatives, such as phenomenology and
ethnography. I provided a thorough examination of narrative inquiry and its effectiveness in
offering nuanced insights about people’s identities, ideologies and practices. Also, I situated
myself in the present study as a (mainly) constructivist researcher. I provided the study’s guiding
questions, as well as information on how I generated field texts. Next, I explained how I made
contact with the participants and how obtained consent. I then presented the participants’ profiles
and provided the study’s timeline. Finally, I referred to issues related to transcription and

translation.
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Chapter Four: Narrative presentation of field texts
Chapter Overview

In this chapter, I present significant findings from the sessions with the eight participants. The
findings are presented narratively; that is, I include excerpts from each participant’s narratives,
and I attempt to designate the uniqueness of each participant’s voice, views, and practices. The
narratives are presented in the original language chosen by the participants (Greek, English, or a
mix of the two). When necessary, an English translation is also provided to ensure that readers

who are not familiar with Greek can understand the field texts.

To present the findings, I have chosen not to follow the sequence of tasks that was used in the
interviews. Rather, I have divided the field texts into three categories, according to the type of
information that was generated. I concluded that this mode of presentation makes it easier to group
together the various field texts on the participants’ identities, attitudes, and practices, as these were
generated through the use of multiple methods, as described in the Methodology and Methods
chapter. The three categories are the following: field texts on identities, field texts on attitudes,
and field texts on practices. In the first category, field texts on identities, 1 include findings on the
participants’ own identities as well as the way they perceive the students’ identities. The field texts
in this category arose from the participants’ language portraits (self-portrait and student portrait)
and their identity charts before and after becoming HL teachers. In the second category, field texts
on attitudes, | include field texts on the participants’ attitudes towards the different generations of
Greeks in Canada, as well as HL learners. These field texts emerged from the photo and video
elicitation tasks. Finally, in the third section, field texts on practices, as the name suggests, I include
findings on the participants’ educational practices. The information was generated from the two

written tasks participants had to complete.

In the next chapter, I analyze the field texts by identifying the common themes that emerged, and
I use these themes to respond to the guiding questions of the inquiry. In sum, in this chapter I focus
on designating the uniqueness of each participant’s views, while in the next chapter I attempt to
bring the field texts together by identifying common themes in the participants’ perceptions and

practices.
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Field texts on identities
Greek HL teachers’ self-portraits

When I first met with a participant, one of the first things we did was go over the answers
they had provided in the information sheet [Appendix C] and briefly discuss their experience
working as a Greek HL teacher in the greater Montreal area or the greater Toronto area. Once I
had a general idea about the participant’s profile and background, that is, once I had some
information on their preferred languages, their education level, their teaching experience, their
immigration story or that of their parents, I asked them to create their language portrait. For this
task, participants were asked to draw a body silhouette and map their languages onto it by using
colored markers. They had to use one color to symbolize each language they knew or wished they
knew, and choose a specific body part of the silhouette that they associated with this particular
language. Once they considered that their language portrait was complete, we engaged in a
conversation about the various associations they drew with languages, their emotions about them,

and their overall language use.

Figure 4.1: Maria’s language portrait
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She is passionate about Greek

Maria decided to use four colors for her language portrait. She associated the languages
she knew to colors, based on her feelings about the languages and her experiences while learning
and using them. She represented Greek with red to demonstrate her passion for the language, and
placed it on the head and feet of the silhouette, to show that she thinks in Greek and still relies on
it.

Maria: To kOxKvo ivor ta eEAMANVIKE yloti elpion Tadlacpévn pe v eEAANVIKY YA®ooo
Kol T0 KOKKIVO gival to ypopa tov mdovs. 'Etol oképropal, oto eAANvVIKG, Kot M

oKy lval 6To KEPAAL, Gpa TO KOKKIVO elval ta eAAnvikd. Kot ota mdoa 0o Bddm
KOKKIVO Y10l £T61, LETAPOPIK(, OVCIOCTIKA GE ALTO oTNPilopat - aKOLL.

Translation:

Maria: I will use red for Greek because I am passionate about the language and red is
the color of passion. I will place Greek on my head, because this is where one’s
thinking occurs, and I think in Greek. I will also use red on my feet because —
metaphorically- I still rely on Greek.

English helps her connect with the students

Maria appeared to have associated English with practicality. She explained that she uses
English in class to connect with her students when there is a failure in communication, and she
chose a natural color, green, to represent it. She placed English on the silhouette’s hands, to

demonstrate that English is a language she uses frequently.

Maria: Kat, 6tmg BAETELS eV £ e0mTEPIKA OpYavVa, LOVO KOPUO Ex® (YEA0) - aALA
Ba PdAw oTig dKpeg, ota ¥épla, oTig ToAdues, 0o oo mpdoivo ki avtd Ba eivon ta
ayyAIKda, yoti auto pe fondd va cuvoedd e toug podntéc otov vdpyel TpOPANa
apeoa. Etval n mo €0koAn YAOGGA Tov 11 HIAOVUE Kot 01 dV0 Kot avTtd pag fondaet
va cvvogBovpe kot Balwm mpdovo, Yot To Tpacsvo ivat 1 VoM, eivat KATL, 0V EEP®.
To ypPNOOTOUD TOPO GOV GUVIETIKO YPDLLOL, GOV KATL TOV LG CUVOEEL.

Translation:

Maria: And, as you see, apparently, I have no organs, I only have a torso (laughs) - but
I will use green to symbolize English and I will place it at the end of my hands, on my
palms, because English helps me connect with my students when there is a problem.
It is the easiest among the languages we speak and it helps us connect. I use green
because it is the color of nature. It is a color that helps us connect.
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She has mixed feelings about French

Maria noted that she was driven by her emotions when she associated French with her
favorite color, orange, and placed it on the silhouette’s heart. She explained that although she used

to like French in the past, now that she lived in Quebec, the language made her nervous.

Maria: Kot 6o BdAw kot otV Kopdid, Tov 0V TNV £X® GTO GYNIA 0ALA TTeG OTL givat
€0 (YéMo), Ba Baiw to moptokaAl ylati givor ayamnuévo pov ypopa. Balo ta
YOAAKA G TOPTOKOAL GTNV KOPOLE YioTi 1) Kopdtd Lov eivat ayy@UEVN Kot TPETEL VoL
nab® KaAvTEP YOAMKA TOpa oL €ipot 6to Keumék kat pLov dpesayv TaAld ToAd Ta
YOAAIKA, ©¢ pobntpa, eivar oyéon picovg-mabovg avth tdpo. Eivar kdtt moAd
oLVVOLCOMUOTIKO Y10 LEVOL TO YOAAMKA TP, V10Tl TpooTadd va. ta. BEATIOcm. Mepikég
QOPES TOL OKOV® KL EKVELPILOUOL, LEPIKEG POPES TOL AKOV® KOl YOUpOLaL, KATWS £TOL.

Translation:

Maria: And I will use orange to color my heart - which doesn’t exist in my drawing,
but let’s say it’s here (laughs). Orange is my favorite color and I use it for French,
because my heart is anxious and I feel I need to improve my French, because I now
live in Quebec. I used to really like French as a student, now it is a love-hate
relationship. Well, right now French is something very emotional for me, because I
feel I must improve my French. Sometimes I get irritated when I hear it, sometimes I
feel happy when I hear it, it depends.

Italian makes her happy

Finally, Maria referred to a language that made her happy, Italian. Once again, she based

her association on her own feelings about the language.

Maria: Ko ta rtadikd wov va ta BdAm; Tao rtalikd o Balm oto Aaipd, Yol Oo 0era
va pabo va o rAdo kaAvtepa. Kot Ba ypnoporomom to kitpvo ypdpa, yroti stvot
xopovuevo ypopa Kot to Itahkd pe kévovv yapovpevn - pov apécovv. IHold ta
pilayo oA KaAOTEPO Kot 1L apEGEL TAPA TTOAD £TG1 OTWS 0KOVYOVTOL KOl LLOV OPECEL
N e®V1 0TOV TO LA,

Translation:

Maria: And where should I put Italian? I will put it on my throat because I would like
to improve the way I speak it. I will use yellow to symbolize Italian, because yellow

is a happy color and Italian makes me happy; I like it. [ used to speak it much better in
the past. I love the way it sounds and the way my voice sounds when I speak it.



81

Figure 4.2: George’s language portrait
Greek is a big part of him

Even though no instructions were given to George in terms of the order in which he should
refer to the languages that made up his linguistic repertoire, George chose to hierarchize them, and
started with Greek. He used blue, a color that has typically been used to symbolize Greece, and

identified Greek as an important part of his identity.

George: Aowmdv Eekvho amd v EAANviK) YAdooa kot Balom to yardalo. To yardlio,
vl £xel onuetorloyikn onuocio yia v EAAGda. Otav oképropor EALGO0 oképTopon
T0 Ypodpate g 0dAaccag, Tov ovpavov, g onpaiog pog. Kot wpotipud 1o yorhdalio
amd 10 Umhe -ey® 0tav okéPtopon EAAGSa o £xm Tavticet pe to yaddalio. Oa to Rala
og 0Aov tov Koppd Kot Loypaeilm Kot v Kapdid pe autd - eivor éva Leydro Koppdrt
LoV 1 EAANVIKT] YADGOO KOl TV 0y OmTo.

Translation:

George: I will start with Greek, and 1 will use light blue to symbolize it because this
color has semantic significance for Greeks. When I think of Greece, I think of the blue
sea, the blue sky, our blue flag. And I prefer this light blue over a darker shade of blue;
when I think of Greece I think of light blue, bright blue. I will color my whole torso as
well as my heart with this color. I feel that Greek is a big part of me and I love my
language.
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He is passionate about French

The second language in the George’s hierarchy was French. He explained that he was
passionate about the language, and referred to the ‘bleu-blanc-rouge’ colors of the French flag.
George, who had also obtained his master’s degree in Paris, clearly had a strong rapport with

French, perhaps even prior to his immigration to Canada.

George: Agvtepn oiyovpa et 1) YOAAIKN, TV omoia B T cvpforicwm e To KOKKIVO,
yoti 0EA® vo 0elE® 10 TABOG LoV Ko TNV aydnT Yo vty T YAwooo. Kot wdd umopd
Vo T0 TanTicm pe to bleu blanc rouge tng yoAlikng onuaiog. To kokkivo Oa to £fala
070 KEQAAL Eilvail 1 okéyn pov yoAlikn. (apécme otopbdvel tov eantd tov) Maiiov
oL, Ba ToApovoa va BAA® Kol UTAE Kot KOKKIVO 0TO KEQPOAL Oewpd OTL €Yo Kot
YOAAIKN Kot EAANVIKY OKEYT).

Translation:

George: My second language has to be French, and I will use red to symbolize it
because I want to show my passion and love for this language. Another reason for
using this color would be the ‘bleu blanc rouge’ of the French flag of course. I will use
red to color my head, because my thinking is French. (Immediately corrects himself)
No, I would use both blue and red for my head. I believe that my way of thinking is
both Greek and French.

He finds English a practical language

George explained that he saw English as a practical language, to which we are all largely
exposed on a daily basis through music, television shows, and movies. George argued that because

of this exposure, people use English extensively.

George: Tpit yAoooa, ta ayyhkd, Oa ta £fala pe kagé, yoti Beopd ot givon to
xpoupa ™S yns. Etvar ynwvo xpodpa, gival 1o ypdpo g vong kot Bewpd to oryyAkd
kaBopd (o YAdooo tpaktiky... Oa 1o EBala ota xépa, yloti eivon TpakTiKy YAOCoO,
vat. Oa ToAovca va e Tt EYOVLE Kot TOAAG akoVo T, ETEWN 1 KLPLOPYN YAOGSH
onuepa givar o ayyAMkd, Ko 1 Kvplapyn KovAtovpo, voplm 0Tl To TEPIGGOTEPQ
epebiopata mov €yovpe onuepa etvor amd ta ayylkd -gite elvar Kivnpoatoypdeog,
HoVG1KT, B¢atpo...0 . Oa to £Pala Aomdv Kot 6Ta ovTId. XPNGYLOTOOVUE KIOANG
Kot TOAAEG EKPPACELS OTA aYYAIKA, omoTe Ba To £fala KOl GTO GTOUN TO KOPE.

Translation:

George: The third language I speak is English and I would symbolize it with brown,
because it is the color of the earth. It is a natural color and I consider English to be a
practical language. And, since English is a practical language, a language I use, I would
color my hands brown. Now, I also want to add here that everywhere we go we listen
to English. It is the dominant language, the dominant culture and most stimuli we
receive are in English, the movies, the music, the theater...everything. Therefore, 1
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would use brown to color my ears too, because I hear English, and since I also use
English phrases, I would color my mouth brown too.

People in Quebec need to be trilingual

George also stated that most people in his immediate circle are trilingual, that is, they are
fluent in Greek, French and English. According to him, this is not merely a coincidence, but rather

a necessity for people from minority communities living in Quebec.

George: Topa 1t va BaAo ota modw; Eaptdton mod Ppiokouat. Ilpocapudlovion
oniadn ta mdd avdroya pe to mepPdAlov mov eical. Ed® eivar moAdypoua, Exovv
KoL TO TPiol YPOUOTO, YloTl Kol €Y® Kol Ol TEPLGGOTEPOL GTOV KUKAO HOV €3(M GTO
Movrtpead gipaote tpiyAwocol. Kot mpénet va ipoote tplydwccot 00.

Translation:

George: Now, what should I use for the feet? It depends on where I am. That is, the
feet adapt to the place you are in and the environment. I think that here, in Montreal,
my feet have all three colors, because I speak all three languages and so do most people
I know here. And we have to be trilingual here.

He wants to learn two eastern languages because of his studies and origin

Finally, George noted that he would like to learn two more languages; Hebrew and Turkish.
He explained that his studies in Social Sciences and Religion made him want to learn the former

language, whereas sentimental reasons drove him towards the latter.

George: Yapyovv Kot KAmoteg YAOGGeC Tov BEA® va pdbom, kupiog avatolkéc. Adym
TOV GTOVOMV oL, Ba 10eAa TOAD va Ldbw efpaikd. OanBeia va daefdacm v [orod
AwBnKn and 10 TpwtoTLTO. OO Ta BAA®, KLPIWG OTNV TTEPLOYN TOL EYKEPEAOL Kol Oal
10 cLpUPoricw pe moptokoii. Etvar avorytd, sivor yapovpevo ypodpa kot Oa yopdpovv
va pébw ™ yAdooa. Eva AL Koppdtt yio AOyoug KoToywyng, Kot GuvoisOnuatikong,
Ba éleya 6Tt givan Ta TovpKika, wov givan kovtd poc. Kot ovtd Oa 1o éRala... emedn
10 cvvaicOnua vouilw eivarl otov eyKEQAAO. ..

Emmanouela: Ztov gyxépoio;

George: Nat, var. Etvon eykepaiun Asttovpyia. Oa 1o épala pe xitpvo. To kitpivo
mov givol Tov AoV.

Emmanouela: Tov fA10 ywati tov cuvoéerg pe v Tovpkia;

George: Tov (A0 10 cVVOE® pe 1o suvaicOnua. Kot Ba to éBala otov eyképaro, yloti
vouilm givon pio eyke@oikn Asttovpyio 10 cvvaicOnuoa. Avt ) yAdcsca Ba ndsia
va ™ pdbo v Adyovg cuvalcONUATIKOUG —ylotl €x® TPOGPLYIKY KOTOY®YN, O
Tammovg Kot 1 yuyld pBave to 22... awtol EEpave kdmoteg AéEelg povo, NTav oAy
pikpoi. Miovoe n yuoytd g UNTEPAG LOL TO TOVPKIKO Kol €0 KOTOW TETOLN
OKOVGLLOTO.



84

Translation:

George: There are some languages that [ would like to learn. These are mainly eastern
languages. I would really like to learn Hebrew, for example, because of my studies. |
would love to read the original text of the Old Testament. I will put this language on
the silhouette’s brain and I will use orange to symbolize it. It is a bright and happy
color, and I would be happy if I could learn the language. Another language I would
like to learn because of my origins, because of sentimental reasons, and because of our
proximity is Turkish. I would place it on my head, because the sentiment lies in the
brain —

Emmanouela: In the brain?

George: Yes, it is one of the brain’s functions. I would use yellow to symbolize it, the
color of the sun.

Emmanouela: Why do you associate Turkey with the sun?

George: I associate the sun with sentiments. And I would place it on my brain, because
this is where our sentiment lies. And there is something sentimental that makes me
want to learn Turkish, because my grandparents were refugees there -they came to
Greece in 1922. They only knew some words in Turkish. They were very young. But,
I have heard my great-grandmother talk in Turkish.

( e
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Figure 4.3: Anna’s language portrait
Greek is no longer her dominant language

Participant Anna admitted that after returning to Canada in 2013, she felt that Greek was

no longer her dominant language, as she had started to have dreams in French and English. She
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chose to represent this change by using two colors on the silhouette’s brain and heart, signifying
that more than one languages affect her thinking.
Anna: Qo EeKVACH HE TA EAMNVIKA Kol Bo (pNOILOTONC® TO UTAE YPAOUA, TOV
ocvvdéetan pe ta ypdpotTa ™ EALGSaG, TS EMnvikng onpaiog. ®a 10 cLUVOECH LIE TO
HLOAO aAAG o oAV yloti oyetileTon pe TO KOUUATL TV ovopvioemv pov. Kat o
AdY0g oL dev TO Ypwpatilem OAo givar 6Tl dev Kuplapyel TAEOV 1 EAANVIKY YADGGO
OTMG KVPLOPYOVGE TOALOTEPD KO ALTO TO £Y® OVOYVOPIGEL KUPIOS amd TOL OVELPA LLOV.
Aev BAéno mo povo eEAANVIKE dvelpa- PAET® kot ayyAukd kot yoAlkd. Kot 1o éym

TPOGEEEL MO €vTova To. 000 TeAevTaia ¥pOVIK - YU OVTO Kol 0ev TO YpOUaTICm
oAdKkAnpo. Topa, Bo Kave to 1510 Kot TNV Kapdtd.

Translation:

Anna: I will start with Greek, and I will use the blue color, because it is connected to
the colors of Greece and the Greek flag. I associate it with my brain, mainly because
my memories are in Greek. And the reason why I do not color my entire brain blue is
that Greek is no longer my dominant language, as it used to be, and this is something
I realize from my dreams. My dreams are no longer only in Greek, I also have dreams
in English and French now. And this has been evident in the last two years; and so |
won’t color my entire brain blue. And, I will do the same for my heart.

Her childhood memories are in French

Anna explained that her childhood memories were in French, as she was born and raised
in Montreal. She identified French as part of her identity, but admitted that when she returned to
Montreal, after having lived in Greece for twenty years, she had to familiarize herself again with
the way people spoke. Interestingly, Anna represented French with red, and justified her choice by
noting that this is the color of the Canadian flag. While red is indeed the color of Canada’s flag, it
is remarkable that Anna chose to associate the French language with the flag of Canada and not
that of Quebec. If she had associated French with Quebec, then she would have most likely
associated it with blue, the color of Quebec’s flag, the Fleurdelisé (the Lily-flowered). Anna
appeared to identify as a Canadian —not necessarily as a Quebecer- and as a Greek, and, based on
her use of both red and blue on the silhouette’s head and heart, she seemed to view these two

languages and cultures as compatible.

Anna: Topa, og TapovE TO YOAAIKE, € KOKKIVO YPDLLOL.
Emmanouela: T'ati k6kkvo;

Anna: A6y® tov 0Tt T0 cLVOEW e TN onpaia ko ovtd. Tnv Kavadwn BéPawa. Ta
YOAAIKA Aouov Ta BAlm 6T0 GTONN Kot 6TOV TTEPiyvpo. Baokd yiati dtav pba Enpene
Vo JUANO® YOAMKE €00 aALG KOl ETPETE VO, GLVTOVICTM LE OVTO TOL AKOVYO YOP®
pov. Kot 6o 10 BéAw kot avtd otn okéyn, yioti Kot o0utd ovViKEL GTO KOUUATL TOV
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AVOUVICEDV POV - dNAadn vidBo Ot givor ot pileg pov. Omote, T0 CLUVOE® e
OVOLLLVIOELG KL EUTELPIES, 10WG TOUOKES 7O TOAD.

Translation:
Anna: Now I’ll turn to French, which I will represent with the red color.
Emmanouela: Why red?

Anna: I use red because of the flag, the Canadian flag. I associate French with my
mouth, because I speak it, and with my surroundings. When I returned here, I had to
speak French, and at the same time, I had to tune in to what everyone else was
speaking. I also associate French with my way of thinking because it is also part of my
memories - [ feel it is part of my roots. So, I associate French with my memories,
mainly those from my childhood.

In her everyday interactions, she uses English

Finally, participant Anna stated that most of her everyday interactions take place in
English. She explained that English is the language that most Greeks in Quebec prefer, and
therefore it is a valuable tool to her. However, she also highlighted that she did not feel English as
close to her as Greek and French, and speculated that the reason for that could be that she learned

English at an older age.

Anna: ['a T ayyhkd o médpo t0 poP mov givor and ta ayomnuéve Lov YPMLLOTO.
Eivan éva ypopa mov ypnoionoud cuyvé, OTmg XPNCUYLOTOLD GUYVEAL KoL To oy YALKA.
Ta ayylkd etvor avtd OV 0aKoV® O GVYVE - £ivot o KOVTd LoV GTov TEPiyLpod LoV,
omote T £ PaAetl mo kovtd. Ki emiong avtd eivat mov mpénet va hiddm, Bo propovoa
vo T 0Tt €ivar Kt avtd mov PAET® O cLYVA, HE TV £Vvola TOV OvVOpOT®V 1OV
CUVOLUA®, €meWN TpoKeltal yo ayyAopmvovg EAAnves. OAn avt) n dwddpaon
ocvvnBog yivetal ota ayyAkd. Ondte €y TO KOUUATL TO TPMOTO -OTL POV EifloL GTO
Kepnéx mpéner vo prildm yoAlikd, oAld o viobo kot kovtd- aAld 1 kadnpepvn
duadpaon yivetar ota ayyikd. Kot oty Kapdid £x® to EAAnvikd Kot To YOAAMKE. v
Kapold avikel To cuvaicOnua, Yy’ avtd. Me ta ayyAlkd dev £xm TéTo1o ETAPT, OV KO
TOL YPNOLOTOLD KaONpepvd, icmg yiati dev ta Eekivnoa amd pikpn OTmg Tig AAAeg 500
yAwooeg. Ta ednvikd kot ta yoAlkd eivor poall yio péva. Kot ta wodw... Tt
cvpuporifovv ta dHo Yo péva; EEaptdton mov mhve Ta mdda -tave Umpoctd 1 micw;
Evtéget, stvon BEPara ko 1 fdon cov ta modwa. Agv EEpw yiati, Lo ECOTEPIKN GOVN
TNyaivel To TOAD 6Ta YOAAKE, 100G Yot Ol TOIKES avVaVGELS LoV, 1| Bdor pov,
elval ovvoedepéva pe to yoAdikd. Not, ondte Bo Loypapicm kot to mdoo pe to
kokKwvo. Kot Bacikd topa oxépropat Ta yépta. (madon)

Emmanouela: Tt 6o copformiov;

Anna: To npaktikd koppdtl. Avtd mov ypeldlopot o cuyvd. Kot kel etvor ta oryyAukcd
- mov Pydalet vonuao.



Translation:

Anna: For English, I will use purple, which is one of my favorite colors, I use it a lot -
and I also use English a lot. English is the language that I use the most; it is what people
around me speak, so it is close to me. It is also the language that I must speak, and I
could even say that it is the language that I see most often. I see people who use English
with me, because most Greeks here are Anglophones. All this interaction takes place
in English. So, since I live in Quebec I must speak French - and I also feel it close to
me- but my everyday interactions are in English. In my heart I will add both Greek and
French, because this is where one’s sentiment lies. I do not have this connection with
English, even though I use it on a daily basis, perhaps because I did not learn it at a
young age as I did with the other two languages. French and Greek go together for me.
Now, I am thinking about my legs... what do legs symbolize for me? It depends on
where they are heading to; do they go forwards or backwards? Well, the legs are also
your basis. I do not know why, but something tells me that French should go there.
Perhaps my childhood memories, my basis is French. Yes, so I will color my legs red.
And now I am thinking about my hands. (pause)

Emmanouela: What would your hands symbolize?

Anna: Something practical, something I use often, and this is English. That is what
makes sense.

Figure 4.4: Lena’s language portrait
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She loves and still uses Greek

Participant Lena began her language portrait by using a typical color, blue, to represent
Greek, her first and preferred language. She used it on the drawing’s heart, mouth and ears, to
show that she loves and still uses the language, despite living in Quebec since 1993.

Lena: A¢ ta tapw and v apyn. Oa kave pio opopen koméra. (oyedtdlel) Aomdv Ha
BaAw v eAAnvikny YAoooo pe yoldllo yiati ) cuvoém pe ) onuoio poc. Kot 0o
KAve To otopa ¢ Komélag YaAdllo yiati ) wAdo molv. Kot Ba o fddo kot ota

OLTIA Y10t TO KOV TO EAANVIKG, KOl 6TV KOpold, yioti v ayond. Etot, moAd ume,
elval 1o TP®TO, TO O CNUAVTIKO, Kot BEA® Vo givat o TOAD amd To GALO YPMOUOTOL.

Translation:

Lena: So, I will start by drawing a beautiful lady (draws). I will symbolize Greek with
light blue, because I associate it with our flag. I will color the mouth blue, because I
speak Greek a lot. And, I will color the ears blue, because I listen to Greek and the
heart, because I love Greek. I want there to be a lot of blue, it is the first one, the most
important, and I want to have more blue than any other color.

She considers French an elite language

When referring to French, Lena described the language as that of an elite. She associated
it with the aristocracy and the knowledge of playing the piano. These images point to previous
times, namely the 18" and 19" century, when the piano was seen as a symbol of social status, since
only the aristocracy could afford it. The piano even stood as a testament to women’s ability to find
a husband (Vorachek, 2000). Clearly, Lena views the knowledge of French as a social status
symbol that she would like to possess.

Lena: To kékKwvo Ba to ypnoipomomo® yio to YyoAkd, yioti elvar 1 YA®GGO TOv
POLOVTICHOD KOl TNG OPICTOKPATIOG.
Emmanouela: Tng apiotoxpariog;

Lena: Not étor 10 PAénw. Oa BdAm to KOLUTE KOKKIVO, KOl TO TEPTYPOUULO TOV
eovotaviov. Eivar g ehit, Tov mdvov, €161 g apiotokpatios. Eiya mael oxoieio
aAAG Oev Ta ToAvEpaba - Ba NBeha va ta A®, Ba pov dpece va ) pdbm T yoArk.

Translation:
Lena: I will use red for French, because it is the language of romance and aristocracy.
Emmanouela: Aristocracy?

Lena: Yes, this is how I see it. I will color the buttons of the dress red, as well as the
outline of the dress. It is the language of the elite, of people who play the piano, of the
aristocracy. I did take some courses but I did not really manage to learn it. [ would like
to learn it.
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She finds English easy

Finally, Lena referred to English, which she described as an easy language, that she uses
for her everyday interactions. Lena once again referred to French and stated that even though she

would like to be fluent in it, she found it more difficult than the other two languages she spoke.

Lena: Topa ta ayylkd 6o ta copporicw pe to pol, ywarti Ta Ppickm moAd gvkoAd.
Kot to poC givon €161 avarappo. Kot Oa ta BdAm ota pdatio Kot oto autid, yioti givot
otov mepiyvpd pov. 'evikd ta kKatadafoive Kot to PA® KoAd - evidéel, Aoyeta amod
mv mpogopd. Kot Ba BdAw k1 €dd - (ypopatilel 1o Kepdil tov okitoov). So, N
EAMMVIKY] YAOooO gival 1 oyammuévn 1oL, 1 UNTPIKN YADOCCH. AALG 1 0yYAIKY] OV
apEcel, TNV EEP®, UTOPD VAL ETIKOVOVO LE TOV KOGHO. Oa BdAm Alyo mopamdve todpo
oV 10 okEPTopal. ®a BdAm pol Ko ot YEPLA, YTl TNV YPNCYLOTOUD, T1 OOVAEV®
mv ayyMxn. Eivar mpoaxtikd to {nmua... H yoddikr opog, pov apécel aAld Exm
TPOPANUa. Agv LoV Tav EVKOAO.

Translation:

Lena: Now, I will use pink to symbolize English, because I find that it is very easy.
And pink is like that, it is carefree. And I will color the eyes and ears in pink, because
this is the language that everyone around me uses. I understand English, and I speak it
well; aside from the accent. And I will also use pink here (colors the silhouette’s head).
So, Greek is my favorite, my native language. But I also like English, I know it, I can
use it to communicate with others. Now that I am thinking about it, I will add some
more pink. I will color my hands pink, because I use English. It is practical. When it
comes to French, I like it, but I had difficulty learning it. I did not find it easy.
1

I\NOHHATIKH rN2ETA
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Figure 4.5: Stella’s language portrait
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She considers Italian a happy language

The first language that participant Stella wanted to add in her portrait was Italian. She
explained that she found the language to be melodious, and so she used a happy color to represent
it, and she placed it on the silhouette’s heart. Knowing that she had only learned Italian for the
needs of her graduate studies in Italy, I was impressed by her enthusiasm for the language, and
assumed she must have had positive experiences using it.

Stella: Qpaia. Aowdv Eexivnoa pe pol ypodpa Kot oty Kopdtd EBaia To 1TaAKAL.
Balw pol ywati sivor pio yA®ooo tpayovdiotn kot yopovuevn Kot to pol sivol
YOUPOVLEVO YPDLLOL.

Translation:

Stella: I started with the pink color, and I used it in my heart to symbolize Italian. I use
pink because it is a melodious and happy language, and pink is a happy color.

She finds Greek difficult to learn

Next, Stella used purple to represent Greek. She placed it on the silhouette’s brain and
explained that she had chosen a dark color, because she wanted to demonstrate the level of

difficulty of the language.

Stella: Ztov eyxéporo Balm ta eAAnvikd pe pop ypopo. Eival kt avtd éva yapoduevo
PO, 0ALG gtvar o oxoVpo amd 1o pol. TTov yua péva deiyvel 6Tt Exet €va Pabuod
dVOKOALNG PEYOAVTEPO OO TOL ITOMKA.

Translation:

Stella: I will put Greek in my brain and I will use the purple color. Purple is a happy
color too, but darker than pink and to me that indicates a greater level of difficulty
compared to Italian.

Her way of thinking is both Greek and English

Aside from Greek, Stella also associated English with her brain, and explained that she
identified both as her first languages. She elucidated that she had learned the two languages almost
simultaneously at a very young age.

Stella: Aowrov. ITaue topa oto eyyAélika, Tov eniong eival 6To POAAD, e TOPTOKAAL
ypopa. Agv EEpm yati, £x® cuvdovdoel To moptokoM pe Tov Kovadd puddiov. Asv £y

AN e&nynon.
Emmanouela: MéAoto. Apa pmaivouv Kot To EAANVIKE Ko T 0y YAKA GTO HVOAO.
Stella: Not. Tig atcOdavopon dALmGTe Kot Tig 000 g UNTPKES oL YADGGEG. Ta aryyAikd

T0 épodo Tp®OTO, o’ OtV YEVWNHONKO, LETA To EAANVIKA - 6YedOV TowTOYXpova. Ta
rtaAkd To Epabo og peyaAn nAkia ylo Tig ovaykeg Tov master’s.



Translation:

Stella: I will also put English in my brain and I will use orange to symbolize it. I do
not know why exactly, I must have associated orange with Canada.

Emmanouela: I see. So both Greek and English go there.

Stella: Yes. I consider them both as my native languages; I learned them both at a very
young age. I first learned English and then, almost simultaneously, I learned Greek.
Then, I learned Italian when I was older and I was doing my master’s in this language.

She considers knowing the braille language essential for her profession

Stella informed me that she had a certificate for knowing how to use the braille language.

She chose a bright color to represent this language, because it allows visually impaired people to

see, and she placed it at the core of the silhouette, because she considered this knowledge as

essential for her job as a special education therapist.

Stella: Ep, va oxe@td Alyo (mavon). Agv EEpm av mailel poro, eyd EEpw kan v braille,
™ Ypoen TV TVPA®V. 'Exm mdpel motonoinon - to master’s pov givol oty €101kN
ay®y”n Kol cuvoLovTal KOS ovtd ta 000. Kot vopilm 01t e101kd Otav €xel ypelaotel
va SOVAEY® e dTopa e TOPA®Oon, eivan epyadeio amapaitnto. Ondte Oa 10 PIA® Kt
avtd. Oa 1o £fala pe Kitpvo, potewvo, Yot Bonddet toug avBpdmovg pésa and ot
™ YA®G G0 va «douvy Kot 10 BAlm 610 KEVIPO TOL CAOUATOC, KAT® Omd TNV Kapdld GTO
oTodYL, OEV UTOP® VA TPOGIopicm aKkpias, yiatl Bempd 6t givar pio yvdorn mov
KOOV e 1GOPPOTEL.

Translation:

Stella: Let me think (pauses). I don’t know if that is relevant, I also know the braille
language, the language of visually impaired people. I have a certification for it. My
Masters is on special education and the two are somehow connected. And, if [ have to
work with someone who is visually impaired, this is a necessary tool. So, I will add
that too. I would use yellow, a bright color, to symbolize this language, because
through this language these people are able to «see». I will place it in the center of the
body, I can’t pinpoint where exactly; somewhere under the heart and in the stomach
area. It is something I know that keeps me balanced.

A negative experience prevented her from learning the sign language of the Deaf

Stella described her unsuccessful attempt to learn sign language. According to her, her tutor

failed to inspire her, and she only managed to complete one of the six ears required to master this

language. Because of this negative experience, Stella associated the sign language with the black

color, and placed it on the silhouette’s feet, at the very end of her body.

Stella: Kot emedn pAdpe yio yYA®GOES, va ava@Eépm OTL glyo EEKIVICEL KOL TN
VONUOTIKY], TNV omoia dgv TNV TeELelwoa, Yol Ogv e eVEMVEE 0 dACKAAOG OV £y
Eivor moAd dvokoAn yAoooa, 0éAel 6 ypovia, kot eyd éxovo povo 1. BéPaia elval
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AGBoc pov mov dev éyata vo Bpw £vav GALO OGGKOAO YLl VO TO GLUVEXIC® KOl VO TO
OAOKANPOO®.

Emmanouela: Zag arofdppove avt 1 epmeipia.

Stella: Noat. Agv Ba énpene. Now O 1o £€Bala ota wOd0L LE Lodpo YpOUO, YT £
doynun eumepio. Efvor oty dkpn. Agv gixe v gukoupio kdnwg va pmet otn {on pov
70 OUOAQ, TTLO GTOYEVUEVOL.

Translation:

Stella: And, since we are talking about languages, I should also mention that I tried to
learn sign language, but I did not succeed, because I was not inspired by the teacher.
It is a very difficult language, it requires six years of studying and I only did one. Of
course, | am to blame for not searching for another teacher, who would help me finish
what I started.

Emmanouela: You were discouraged by this experience.

Stella: Yes, but I shouldn’t have been discouraged. I would add this language in my
portrait, but I would use the black color to symbolize it, because my experience was
not pleasant. [ would place it on my legs, at the very end. It did not have the chance to
enter my life more smoothly, in a more targeted way.

She would like to learn a challenging language

Stella stated that at some point she would like to learn a new language. She had not decided
which language it should be, but she wanted it to pose a challenge to her. Therefore, she wanted
this new language to have a different alphabet than the ones she was already familiar with, and
gave the examples of Russian and African languages. Interestingly, despite being born in Canada,
and having a clear interest in languages, Stella chose not to include French in her portrait. Based
on the fact that she later seemed reluctant to add French in the students’ portrait too, I assumed
that she generally was not comfortable using the language and did not consider it indispensable.

Stella: Kot topa oxépropar ot dev £Bora pio yAdooa mov 0éAm va ndbom. Agv E€pm
va 0dcm dvopa, aAld Ba Beha va pdbw pio yYAdcooo SVGKOAN Tov vo. EEQeVYEL amd
T TUTTKE YPAUUOTO TOV TPIOV YAOGS®OV oL EEPp® NOT. Kdatt evieddg 010popeTiKo.
Towg poowd, 1 kdmola yAdooo mov pAdve oty Aepikn. Ko Oa v éBala pe
KOKKIVO, Yiati gfvor kATt TOV Ba TO KAVM e TOAAN QydmT), oV KOTOQEP® VO TO KAV®.

Kot 0o to €Bala ota dvo pov yépta. [ati vopilm ot Ba mpénet va dSovAéyw moAD,
KUPLOAEKTIKG KO LETOPOPIKA, Yo Vo LAB® ovTni T YADGGO.

Emmanouela: Ziyovpa. Kat yoti 0o 0éAate va elvan kdtt evieAdS d10popeTIKO;

Stella: Eivan pua mpoxinon yio péva, dev £xo acyoindel pe kdtt tétroto, kot Oo 0o
av LA o Kavovpylo YAwooa, va givol KAt TeAelng SlopopeTIKo.
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Translation:

Stella: Now, I am thinking that I would like to add another language, a language that I
want to learn. I do not know which one exactly, but I would like to learn a difficult
language, one that has a different alphabet compared to the three languages I know.
Something entirely different. It could be Russian, or an African language. I would use
red to symbolize this language, because if [ manage to learn a new language, I will do
so with great love. And I will place it on my hands, because I think that I will have to
work a lot —both literally and metaphorically- to learn it.

Emmanouela: Absolutely. Why do you want it to be entirely different?

Stella: It is a challenge for me, something I haven’t done. So if I end up learning
another language, I would like it to be different.

Figure 4.6: Kostas’s language portrait
He likes the sound of Spanish

Participant Kostas chose an interesting way to start his language portrait; he started from a
language he did not know but would like to learn eventually. This language was Spanish, and

Kostas associated it with green, a happy color.

Kostas: Evtaéet. (oyedialer) Aoumdv. Apyilom pe Eva yoapoOUEVO YpOUW, TO TPAGIVO,
oV GLVUPOAILEL TO IOTAVIKA YloTi OV OPEGEL VO TOL 0KOV®, YTl akohyovTol mpaia,
OAAG Oev Ta £x® pabel mpog o mapdv ota 1omavikd. Exm maer dvo popéc lomavia.
Mov apéoet n yhdooa Bacikd, oAdd dev Vv £y pndbet. To éBoia 0T’ avTid, yroti pov
apECEL Vo T aKOV®, Kot 6Ta TOdoL Yiati W apécel 1 pmoia. o 10sha vo pabo
[omavikd.



94

Translation:

Kostas: Ok (he draws). I will start with a happy color, green, to symbolize Spanish. I
like to listen to this language, it sounds good, but for now, I do not speak it. I have
been to Spain twice, I like the language, but I do not speak it. I would like to learn how
to speak it. I colored the ears green —because I like the way it sounds- and my legs,
because I like their football.

He believes that English is top and Greek is the key to all languages

Next, Kostas moved to languages he knew, and went on to make value judgments about
them. He highlighted the importance and dominance of English, by stating that ‘English is top’.
He also stressed that Greek is ‘the key to all languages’, which I understood to be a reference to
the numerous Greek root words that have been borrowed by other languages. This assumption was
reinforced by the fact that Kostas also added that he would have liked to know Latin, which is

another language from which other languages have borrowed numerous root words.

Kostas: Topa, to dAlo ypopoato eivor avtd mov Eépw. To yoralio cvpPoArilel ta
YOAAMKG, TO oKOoUpo UmAE To EAANVIKA —eSoutiog g OAAacoag- Kot T0 KOKKIVO
Kavadwd, eyyréluca. 'Efoia KOKKvVo yia ta aryyAkd yioti To ayyAlka givan top Kot to
KOKKIVO glval £vTovo ypopa. ZEp® OTL 01 YAMOGCES TOL IAA® elvar TOAD onpovTIKEG
- ayyAkd gtvon top, eAAnvikd eivar KAl yio OAeG TIG YADOGES, 10mG TV KOAO va
Nn&epa Aatvikd, aArd EEpw 0Tt Yo va Ta pabw Ba Empene vo mdo maAL oxoAeio, va
dwfalem PpAia kot tétota kot 6ev 10 PAET®.

Translation:

Kostas: Now, let’s focus on the three languages I do speak. I am using light blue for
French, dark blue for Greek — because of the Greek sea — and red for Canadian,
English. T use red for English because it is a strong color and to me English is top. I
know the languages I speak are very important; English is top, Greek is key to all other
languages. It would help if I also knew Latin, but I don’t, and I do not see myself going
back to school to study for a new language now.

French is a useful tool he has but does not really use

Since Kostas chose to make value judgements about the languages he knew and had
included in his portrait, I asked him to comment on the usefulness of French. He appeared to be
more reserved, and commented that French is useful for people who live in Canada. He explained
that he did not use French outside of the classroom, because the majority of people in his circle

preferred English to French.

Emmanouela: Kot ta yoAAikd;

Kostas: Eivar ypriopa av pévelg otov Koavadd. ‘EBaia yardlio yio ta yoAMKd A0y
g yoAlkng onuoiog. Efvon emopevo va E€peic ™) yYA®ooa av pévels ed0. Eyad Eépm
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YOAAIKA, OAAG Oev To ypnowomold &€& omd v TaEn, YTl Umopmd vo To
YPNOLUOTOUO® HOVO LE SVO TPELS AVOP®OTOLS. Me GAOVE TOVE AAAOVG LA Oy YALKA.

Translation:
Emmanouela: What about French?

Kostas: French is useful if you live in Canada. I use light blue for French because of
the French flag. It is natural to know this language if you live here. I know French, but
I don’t speak it outside the classroom, because I can only use it with two or three
people. With everyone else, I use English.

He thinks like a Greek, but his thoughts are filtered through Canada’s political correctness

Kostas argued that his way of thinking was Greek and that unlike other Greeks who live in
Canada, when he visits Greece, he is interested in truly immersing himself in the everyday life of
his family there. He noted, however, that even though he thinks like a Greek and holds Greece in
his heart, he also filters his thoughts through Canada’s political correctness. According to Kostas,

one cannot live in Canada if they do not share this understanding of Canadian mentality.

Kostas: Xta yépia kot oto todwa I put red for English eneidn (o otov Koavadd kot Tov
aicBdvopor Tov Kavaod, kot oto mepmdnpa, og modUe otn yn 1 610 YPAYILO, GTO
touch kot ta PAG®, To LWIAA® TT0 TOAD 0td TIC AAAEG YADOOEG —yloTl WMAG® Kot Tig
1pelg YAoooes. EOd éBala pio ypappn Kokkvo (deiyvel 610 KePAAL TOL GKITGOL) Yo
va ovpPolicet To political correctness tov Kavadd. AALG 1 okéym elvar eAAnvikn. H
YAOooO glvar EAANVIKTY Kot 1) okEWT elvar EAANVIKT oA 6,11 Aeg dev givor ThvTa avTd
nov oképtecatl. Kot vopilm ot kdmoleg popég okeépTopot o moAd cav EAAnvag tapd
oav Kavaddg yi’ avtod etvar pmhe n okéyn Hov, 0AAL £ 00TO TO KOKKIVO TOL KOVEL
perimeter kat oot eivon  Kavadélikn oxéyn. [Nati dnwg oxéprovror ot EAAnveg, dev
vrapyel mepintmon vo {noeig otov Kavaodd. Kot ta eAAnvikd to £xo oty kapdid yoti
otav mam EALGda dev mhw yio T Zavtopivn kat T Mikovo, mao yioti vrapyet Evo
pépog otnv EALGda mov 1o €xm cav onitt. Onwg £xo kot tov Kavadd, aiid vrdpyet
7o oAV otnv EALGOa. Otov punw oto agpomAdvo omiadn oev oképropat topaiio-
KaE-Totydpo. Zkéetopot tn Oela pov, oké@Topat Toug GOV LoV, GKEPTOUOL TOV
OOV OV, GKEPTOLLOL T1 YLOYLA LLOV, CKEPTOLOL TNV KAAVPa, oKEPTOpaL Ta TPpOPata,
oképTopat OAa avtd. Kat yio avtd to €yo oty kapdid pov. IoArol EAAnveg o Aéve
aAAG O0ev to €xovv. ‘Exovv mdetr pa gopd oty EAAGSa kot to kévovv 0¢épa. Tov
Kovaod dev tov €&y oy kapdid. Agv tov £xm. Eivar ) kodvtepn ydpa Tov KOGLOV,
oAAG €xo v EALGSa. Niwbo 'EAAnvoc. AAAG avtd gival To mo onpovtikd mpdypo
v péva (delyver Tl 10 Ke@AAl 6T0 GKiTG0). AVTO TOL GKEPTEGOL OEV LUITOPEIS VOl TO
Kévelg mévta yroti etvon 1 Kowovio €161 OTm¢ ivat.

Emmanouela: Apa €yt Kot Kamotlo opvnTikd ototyeio 1 EAANVIKY 6KEYN;

Kostas: Ziyovpa. Kt av ékavec axpipmg to avtifeto, av £Balec Tnv eAANVIKY okéyn
YOp® omd TV Kavadtkn, kot (ovoeg omnv EALGda dev Ba yvdtav timota. [Ipémet va
€xe1g 1o vevpikod yu vo {noeilg otnv EALGda adlimg Ba 6e ave Adyovo.



Translation

Kostas: I colored my hands and legs red because I live in Canada and I feel the
Canadian influence when I walk, when I write, when I touch something. And I speak
it more than the other languages - because I speak all three languages. Here, on my
forehead, (he points to the top of his drawing) I drew a red line to symbolize Canada’s
political correctness. My thinking is Greek, and my language is Greek, but what you
say is not always what you think. And sometimes I think more as a Greek and less as
a Canadian; that is why my thinking is blue. But I have this red line, Canada’s political
correctness, that perimeters my thinking. Because there is no way to live in Canada if
you only think as a Greek. I place Greek in my heart because when I go to Greece |
don’t just go there for Santorini and Mykonos [popular vacation destinations in
Greece]; I go there because there is a place in Greece that feels like home. Canada feels
like home, but not as much as Greece. When I am in the plane, I do not think about the
beach, the coffee and the smoking. I think about my aunt, my friends, I my grandfather,
my grandmother, the cabin, the sheep, all that. That is why it is in my heart. Many
Greeks say so, but they don’t really have Greece in their hearts. They have been to
Greece once and they make a big deal out of it. Canada is not in my heart. It is not. It
is the best country in the world, but I have Greece in my heart. I feel Greek. But for
me, this right here (points to the forehead on his drawing) is the most important thing;
You cannot always act on your thoughts because of the way society operates here.

Emmanouela: Are you telling me that the Greek way of thinking has some negative
aspects too?

Kostas: Definitely, yes. If you did the exact opposite, so, if the Greek way of thinking
surrounded the Canadian and you lived in Greece, nothing would happen. You need to
be sharp to live in Greece, otherwise people will take advantage of you.

gh ey

Figure 4.7: Sofia’s language portrait
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She loves Greek and associates it with her mother

Participant Sofia chose to start from Greek when drawing her portrait, and stressed that she
loved the language, as she had associated it with her mother who was Greek. She clearly identified

Greek as her first language.

Sofia: Evta&el. Eexvawm pe to oyedidypappa. (oxedialer) Aowmov, to ednvikd Ba ta
éPala otV Kapdld pov, yiati givor 1 UNTPIKN Hov YA®ooo Kot TV oyord. Kot ta
eAMvikd to. cupPoAilm pe yoralio BéPora. H popd pov frav EAAnvida kot tnv
ayamovod Tapa ToAD. Mov apEécouvv ta EAANVIKA, T £X® CTOVOAGEL, Elval 1) YA®GoO
pov.

Translation:

Sofia: OK. I will start with the outline. (draws) I would place Greek in my heart
because it is my mother tongue and I love it. And Greek is blue of course. My mother
was Greek and I loved her very much. I like Greek, I did my studies in Greek, and it
is my language.

Armenian is now her center of gravity

Next, Sofia reflected on her emotions about Armenian. She explained that she had
Armenian origins, from her father’s side, and that despite not learning the language at a young age,
she had realized early on that this was an important part of herself. Sofia explained that her father
was a second-generation Armenian living in Greece, and that his knowledge of the language was
limited. Even though her parents had offered to send her to an Armenian school, she had refused,
and only learned the language at age twenty-three, when she met her husband. She now considered
Armenian as an essential part of her identity, and chose to place it at the silhouette’s core, to

demonstrate its significance.

Sofia: "Efolia to appévika oty KOUMA LoV, e TOPTOKOAL, Y1aTi 1| opuUéEVIKT onpaio
€xel péoa moptoKaAl, aAAd Kupimg yiati To mOPTOKAA LoV €KavE TAVTA EVIVTMOOT),
Omwg kot ta appévika. Eyd appévika dev épaba pucpr|. O pmopmds pov frav Apuévng
yevvnuévog opmg otnv EALGda, mobd va pdbm; Agv néepe ovte K1 awtodg KoAd. HEepa
OumG pécsa pov 6t Ba Empene va pdbw. BéPora pe Eypaye 610 GY0Aelo TO appéViKo
Kot ékharya, ogv NBeda va Tam tote. Otav peydAmaoa, yvdploa Tov GvTpa Lov Tov
nrav Appuévng kot dev Eepe eAAnviKd, ondte avaykdotnka vo pdbw. Moli tov épaba,
pov pidaye apuévika avtdg, eAnvikd eyd. Kot tdpa to éfaia Ta apuévika oto
KEVTPO, OTNV KOG pov (delyvel To oKitco). EEpelg, 1 KOd glval T0 KEVTIPO TOV
avBpomov, poag yapaktnpilel. Exel pov npbe va to Pddm dev E€pw yiati. Towg yati
etvat 10 kévtpo 1ooppomiag tov avBpmmov 1 Kotd. [Tapdro mov dev v £xw pdbet
amd pKpt| Ko Og TN WAA® t000 KoAd. Tdpa pov givor TOAD CNUAVTIKA TO APUEVIKOL.
Kot gvyapiotd 1o Oed mov pndpeca 6tav quovv 23 ypovov kot ta Epada. Tati topa
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B NTav mapa moAv dvokoro. Kot kamwe powdlovv pe to eAAnvikd, €161 Alyo m
YPOLLLOTIKY.
Translation:

Sofia: I placed Armenian on my stomach and I used the orange color, because orange
is one of the colors of the Armenian flag, but mainly because orange always made an
impression on me, just like Armenian. I didn’t learn Armenian when I was young. My
father was Armenian, but he was born in Greece, so he didn’t really know the language
either. But deep inside, I knew I had to learn it. My parents sent me to the Armenian
school, but I remember I did not want to go then, I was crying. When I grew up, I met
my husband, who is also Armenian. At the time, he did not speak Greek, so I was
forced to learn Armenian. So I learned; I was speaking to him in Greek, and he was
speaking to me in Armenian. I placed Armenian in the center, on my stomach (points
to the silhouette). You know, the stomach is the center of the person. It characterizes
us. [ don’t know why I placed Armenian there. Perhaps because this is where a person’s
center of gravity is. And all that, despite not learning it at a young age and not being
perfectly fluent in it. Now, Armenian is very important to me. And I thank God I was
able to learn it when I was around twenty-three years old. Because it would be very
difficult now. And I could say that there are some similarities between Armenian and
Greek, maybe in terms of grammar.

She can relate with students because she struggled to learn English

Sofia then turned to English, a language she had struggled to learn as a child. As she
explained, she felt discouraged when she was trying to learn English, because she compared herself
to her peers, and realized she struggled more than them. She associated the language with a dark
color, as her experience learning it was negative. However, she also argued that because of this
experience, she could now relate to students who faced difficulties in learning languages, which,

in turn, made her a good teacher.

Sofia: Kot v ayyAlwn v éBaio 6to ke@dM pe ypopo uop, yoti eivor duodpecto
TO YPOLO VTO Y10 LEVAL, £TGLTO GKOVPO LMP, Yot ayyAkd mpoondonca va pdbom amod
oAV pikpn ota 10. Ko jpovy mépa modd kain, aArd dev n0eha mdAl va tnyaive yuotl
aicfavopovy 0Tt KAvm AaBN- £y el Yevikd avOpwmog mov dev BEA® v kv Aaon,
teretopovis. Ko emetdn vmpyav dAL0 TolddKia Tov To ETOUPVOV TOL oyYALKE, oAAG
eym dev Nuovv €tot, Lopiotnia. Koty avtd eipon kodn dackdia, emeldn KataraBoive
Tov dAL0 OTav dvokoievetal. ' Edwaoa yia lower, dgv 10 mtfpa, Kot pHetd apydtepa, oTa
38, avaédmwoa kot o pa. To mpa ko vopula o6t €x® pio KoAn dmoyn yio To
ayyAKd, Propovca vo, cuvevvonoo.

Translation:

Sofia: I placed English in my head and I used purple to symbolize it, dark purple,
because to me purple is not a pleasant color. I tried to learn English when I was ten. I
was good at it, but again I felt that I was making mistakes and I did not like that. I am
a perfectionist; I do not like it when I make mistakes. And I struggled, because I could
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tell that some other children found it easier than me to learn English. I think this is why
I am a good teacher now. It’s because I can relate to people who struggle to learn. I sat
for the lower exam, I was unsuccessful, and at age thirty-eight, I sat for it again and
passed. I think I have a good grasp of English, as I can communicate in it.

Despite her initial negative attitude towards English, now she has locked it in her head

Participant Sofia referred to her first impressions of hearing people use English, when she
first immigrated to Toronto. She described her difficulty in understanding people, and her initial
resentment of the language. However, Sofia explained that she eventually managed to overcome
this negativity by studying and using the language and felt that she had now locked English in her
head. This strong statement indicated that Sofia viewed her progress in English as a personal

achievement, testament to her determination.

Sofia: AAAG MpBa €dd kan émaba Eva ok yiati Efyava Em kot dev Kataldfova Tt
Eleyav ot avBpomotr. Milovcav ypryopa, eYd dev glya kdvel eEdoknon, Ko pdAoto
otav éPAema touvieg 1 Akovyd TPoyoLOLd, TO EKAEVO TO. OVTIAL HOV GTO OyYALKE.
[ToAAég popég voula 0t BAEm® TNV tavio oto EAANVIKA. XaUnAmva TNV oy Yo vo,
pnv akovo, yoti 8g pov apécetl va PAET® Tavieg og E€veg YAMGGES, Kot EBAETO TOVG
VIOTITAOLG KoL NTaV 60, Vo PAET® TNV Touvia ot EAANVIKA. AAAG pOa £ Kot Ol
vo pioo, va pdbo. Exava padnpate oto dwadiktvo, apyoa va dwofdlo kot vo
HAQ®.

Emmanouela: Mov ékave eviommon mov ylo to EAANVIKE Kot ta appévika, Polote
YPOLOTO GYETIKA LLE TN oNUOi0 TNG XDOPOS, EVO Y10 T, OyYAIKE BAAATE VO YPOLLA TOV
dev el oyEom He TV oyyAKT| onpoio.

Sofia: Nat. To éxm cvvoéoetl pe kdti duokoro. To okovpo poP eivor oKANPO YpOU
v péva. Kot 1o €Baia 6to Ke@AaAL, yoti motedm 0Tt T0 £ KAEWMGEL TO KEQAAL LOV
otV ayyAkn yAoooo. Kot eneldn EEpm moAd KaAd ayyAkd, Umopd va ypaym Kot
ékBeom -evd ot appéVIKa eV EEP® TOGO KAAA TO Ypamtd Adyo- oAAd Otav PAdm exel
KOALA®, O& UmOpd va. avantOE® Tig okéyelg pov. Ilpoomabd va petappdown and to
EAMMMVIKE Kol KOAAG®, KOt 0 GALOG TIOTEVEL OTL gV EEP® Ay YAKEL, 0ALG EEP® apKETA
KOAQ oy yAUKQ.

Translation:

Sofia: However, I remember that when I came here I was shocked because I could not
understand anyone. Everyone spoke very fast and I had not practiced. When I watched
a movie or listened to a song, [ would close my ears to English. Many times, I thought
I was watching the movie in Greek. I would turn down the volume so as not to listen,
and I would look at the subtitles, so it was as if the movie was in Greek. But I came
here, and I wanted to talk, to learn. I took some online courses, I started studying and
speaking.

Emmanouela: What I find interesting is that for Greek and Armenian you used colors
from the respective flags, but for English you chose a color that has nothing to do with
the flag...
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Sofia: Yes. I have associated English with something difficult to learn. Dark purple is
a rough color for me. And I used it on the head, because I believe that I have locked
English in my head, And this is the reason why I can write an essay in English, whereas
I cannot write in Armenian. But when I speak, I get stuck and I cannot fully express
myself. I try to translate from Greek and I get stuck, and the other person thinks that I
do not know English, but I am actually quite fluent in it.

Figure 4.8: Niki’s language portrait

She identifies Greek as her first language

Participant Niki clearly identified Greek as her first language. She associated it with the

color of the sun, and noted that the first language she thinks in is always Greek.

Niki: Aowov, opaio Eekivdom pe Ta EAANVIKA. Oa ¥pPNGILOTOMGM TO KITPIVO, ETELON|
etvat to ypopa tov AL Kot tvot poTed, Kot o BAkm OA0 TO TOSL LOL GTO EAANVIKA
- U1 GOV TT® Kt OAO TO COUO LOV. Oa ¥PNGIUOTOC® TO KITPIVO KOl Y10 TO KEPAAL LoV,
vt to kitpvo eivan 1 EAAGSa ko lvan mhvta péca 6to KepdAtl pov. Iavta dniadn,
N TPAOTN YAO®CoO Tov okEPTopal elval Ta eAAnvikd. Kot oy xoapdid pov gival ta
EAMMMVIKAL.

Translation:

Niki: T will start with Greek. I will use yellow to symbolize it, because yellow is the
color of the sun and it is bright. I will color my entire leg yellow; perhaps even my
entire body. I will use yellow to color my head too, because yellow stands for Greece
and Greece is always in my head. The first language I think in is always Greek. Greek
is also in my heart.
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She finds English difficult but indispensable

Niki then chose a dark color that she did not like to represent English. She admitted that
English posed a challenge to her, especially when teaching. At the same time, however, Niki
recognized that English is necessary for her communication with the students.

Niki: @a mépo to pmp, T0 omoio gival yuypd xpodLa Kot deV LoV apécel TOGO (YEM)
ka1 Oa 1o BdA® movto, Ba 1o BdAm ota yEpla Kol oTov Kopuod pov. Eival ta ayyikd,
KoL TAVTO e SUOKOAELOVY. Me SUGKOAEVEL VO EKPPOCTA OTtmG Ba Beka, €1d1kd ot

dwaokoAlo pov. AAAG pov ypeldaloviol To oyyAMKA Yoo VO ETIKOIVOVE UE TOVLG
HoONTEG, TOL XPTOLUOTOLD TOAD.

Translation:

Niki: Now, I will take the purple color, which is cold and I don’t really like it (laughs),
and I will use it everywhere. [ will use it for my hands and torso. It stands for English,
because I find it difficult. I find it difficult to express myself in English, especially
when I teach. On the other hand, it is a language that I use a lot, I need to know it to
communicate with students.

She appreciates the Italian language and culture

Finally, Niki turned to a language that she likes; Italian. She chose a color she liked to
represent the language, and placed it on the silhouette’s throat, to signify that she needs to learn
how to speak it.

Niki: Oa npocébeta kar ta Italikd. Zépm Alyo onAaor. Oa ta ERala pe TopToKaAL,
oV LoV 0pécel, oto Aopnd pov. To moptrokoAl eivar Opopeo ypopa, €xet pio

KoLATOVpO Kot pov apéoet. Kat 1o Balwm oto Aapd yroti exel eivat o1 ovntikég yopoég
Kot TpEmet vo Pdbw va tol Ao,

Translation:

Niki: I would also add Italian. I know some Italian. I would use orange to symbolize
it, which is a color I like. Orange is a beautiful color, it is connected to a certain culture
and elegance and I like it for that. And I would color my throat orange, because this is
where the vocal chords are, and I need to learn how to speak Italian.

Greek HL teachers’ perceptions of the average Greek HL learner’s language portrait

Once the participants had completed their self-portrait, we moved to another task. I asked
them to create another language portrait, this time the portrait of the average Greek HL student.
The instructions that were given to the participants were to avoid thinking of or trying to represent
a specific student. Rather, they were asked to think about the most common characteristics shared

by their students and their students’ views about languages. Evidently, these portraits are not the
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portraits that students would have created for themselves, and thus cannot and should not be
understood as true representations of their perceptions and emotions about languages.
Nevertheless, that was not the aim of this task. The aim of this task was to see how the teachers
view the students’ languaging and whether they tend to assign identities to their students, based

on the students’ language skills and profiles.

Maria

Figure 4.9: The student portrait created by Maria
Students make different associations with the three languages than Maria

Maria chose to preface the justification of her choices while creating the average student’s
language portrait, by noting that she would surely use different colors than the ones she used in
her own portrait. She believed that students’ associations and feelings about languages were very
different from her own.

Maria: Eipor oityovpn 6t Oa aAra&ovv ta ypopata, yori vouilo to vidBovv
SLPOPETIKA T OO TAL... OAES OVTEC TIG YADOTEG. EYd mdg vouilm 6tt o vidBovv.

Aowmdv, 0 pécog pabntig HIAAEL Kol TIG TPELS YADMGGES, o€ Kamowo PBabud, aAid
olyovpa T1g AdEL Kot TG TPELS o€ Kdbe mepinTmon.
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Translation:

Maria: I am sure I will change the colors that I have used, because I think that students
have different feelings about all these languages. That is my understanding. First of
all, I think that the average student speaks all three languages; at least to some extent.

English comes naturally to students, unlike French

Maria noted that when students feel relaxed, they choose to speak in English, which comes
naturally to them. She referred to the Greek day school where she works and its policy that forces
students to speak in French while in school. Despite this policy, however, Maria was under the
impression that outside of school students still choose English over French. She added that students
communicate in English with their parents and most likely spend their free time watching

television shows and movies in English.

Maria: Kat, Aowdv, Ba ypnoipono)om 10 Tpdctvo yia o ayyAkd kot Oo to fdio oe
peydao mocootd. AlAéEy®m to TPAGIVO Yiati elvarl £vo ypodUa TG GUOMG, Kot givon
AmOAVTO PLGIKO VO MAAVE ayYAIKA To Todtd £00. Oa 10 PA® 0TO KEPAAL TOL —TOL
ayyAkd- kot 0o 10 BAA® Kol oTO XEPLOL TOV, YTl TO XPNOLOTOLEL TAPO TOAD Ko
oxe0OV avto, dev EEpm av Ba PAr® Kt GAAO, YTl OAOL, aKOWO KO VO U1 T UAGVE
UTPOGTA OV TTOAD TaL Ay YAIKA Y10, S1AQOPOVS AOYOVG, Yo TOPAdELY Lo GTO KaOnUeptvo
oxoAeio emParietar vo PAGVE YOAAIKA To Toudld akOpo Kot 6to dtddepupa —apa,
TOALEG POPEG Epyopan o€ emapn pe padntég mov PAoVY YoAAKd petacd tovg. AAAG
VioBo omd TIg TAAKEG OV KAvouv Otav givol og mepPaiiov eKTOG GyoAeiov, Kot
YevikoTepa, 0TV TOVG PAETM e TOVG YOVEIS Tovg, OTaV TOug PAET® dveTovg, OTL TO
aYYAIKA TOVG elvar ToAD mo PEc GtV KOLATOVPA TOVS Kot To. shows- ot d1dpopeg
oEpég MOV  TopaKoAovOOVV, ot Towvieg Kor Ol avtd glvor  mApa  TOAD
OPLEPTKOVOTTOMUEVA Kot VTTOBET® OTL ToL PAETOVV GTAL ayyAKE. AKOUO KL oV TO EY®
ovvnBicel eyd otV KaONUEPIVOTNTA TOVS VO LUAGVE YOAMKO TEPIGGOTEPO.

Translation:

Maria: I will use the green color to represent English, and I will cover a big portion of
the body with it. I use green because it is a natural color and it is only natural to speak
English here. I will color the head and the hands —because they use it all the time. I
may use some more, because even though they do not use English when I am present,
because for example in the day school, they are obliged to speak in French even when
they are on their break; so, I often hear them speak in French. But, from the expressions
they use when they banter, from when I see them outside of school, with their parents
and relaxed, I have the feeling that they are way closer to English. It is in their culture;
all the shows they watch, the movies, all that is very American-like and I assume they
watch all that in English.

When asked whether students who attend one of the Saturday schools choose English over
French, like their counterparts from the day school, Maria argued that these students use even more

English. She argued that students in the Saturday school are relaxed and choose to communicate
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in English with their peers, even if they have Québécois parents. Interestingly, Maria switched to
French when referring to Quebecers, in what seemed like an attempt to highlight that even students
who would be expected to prefer French, because this is the language most used at home, end up
using English instead. Her choice to switch to French could also be interpreted as indicative of her
own view of Quebecers, as people who prioritize their language, especially over Canada’s other

official language, English.

Emmanouela: 1o cappatiovéd oyolreio 1oydet 10 id10;

Maria: Z10 cofpoatiovo, ayylkd. Ayyaikd. ITdA 1o Bewpd cov pia yohopn oTiyun
tou¢ 10 cafPatiavd. Nat, oto caffotiavd pikdve ayylkd mepiocdtepo petabh ToVg
Kot etvon emeldn etvan yorapd. Ki axodpa ki av Exovv yoveic Québécois madt ayyikd
pddve - peta&d tovg. Eivar cav g YAdcoa oty omoio Kot 6KEGTOVTOL OAAL Kot
ouvvdéovtat pe Toug aAAove. Niwbovv o acealeic. Nuwbovv kdmmg 60Tt OAoL AOVV
AYYAIKA, dpo Kt o0vTd EMAEYOLV VO KAVOLV Kot Ot 10101.

Translation:
Emmanouela: Is this the case for students from the Saturday school too?

Maria: When it comes to the students from the Saturday school, they definitely prefer
English. Again, I think that the Saturday school is a relaxed moment for them. They
use English even more, because they are relaxed. Even if they have Québécois parents,
they still speak in English with each other. It is as if English is a language in which
they think but also use to connect with others. They feel safe using it. They see that
everyone speaks English so they choose to do so too.

Despite not being their preferred language, French works as students’ bulwark

When referring to French, Maria stressed that the average student has some knowledge of
French, because either a family member is a Québécois, or generally, because they are exposed to
French in the broader Quebec society, where French is dominant. Interestingly, Maria
hypothesized that even if students are not proficient in French, they still want to have French in
their linguistic arsenal. Maria even went as far as to argue that students see French as part of their
origin or the origin they would like to have. According to Maria, French helps Greek students in
Quebec feel they belong. Again, one could interpret this statement as being related to Maria’s own
insecurity about her French proficiency, which was evident in her own language portrait.

Maria: ®a BdA® T0 KOKKIVO 6T OO TOVGS Y10l TO YUAAIKE. XT1) O1KY| TOVG Ttepinton
etvar o yoddwd. Kot Balo kokkivo, mov givatl éva évtovo ypopa, ylotl to yoOAAKA
&xovv dvvaun oto Kepmék. Oa BdAm 10 KOKKIVO 0TO TOSOL TOVG Y10Ti TOTEV® OTL
oxe0OV 0 TLTIKOG, 0 LEGOC HOONTAG IMAGEL YOAMKE KATOpPYAS, VOL, KOL TO YOAAIKA £iTE

elval YAWGGO TOL OVGLUGTIKA YPNCUOTOIEITOL LEGO GTNV OIKOYEVELDL TOVG Y1aTi £XOVV
v Topdostypa Eva yovéa Québécois eite emeldn £govv peyordoel oto Keumék kot
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EYOUV OAEG QTEG TIC EIKOVES, TIG YOAMKEG, TO YOAAMKA Aowov elvar pio YAMGGA o
YU avtobg tvan ot pileg mov Ba HBerav va Exovv 1 mov €xovv. Onote T1¢ Palm ota
6o, Kot 06Aovv va €yovv To otiptypa Tov YOAMKOV Ta tepiocdtepa mondid. Kdmwg
€161 OnAadn 1o vidBw. Ot akdpa K1 avtol Tov dev Ta TPOoTIHoHV KATme O 0eiay va
T WAGVE KOADTEPO 1] YEVIKA VoL EEPOVV OTL UTOPOVV VoL TaL LMAGVE.

Emmanouela: I'io tpakticovg Adyovg;

Maria: ['o tpaxtikovg Adyovg oAAd Kot yio va vidBovy 0Tt aviikovv. Aniadn, o Lécog
nafntg €tot vopilm OtL tor €xel o yoAlkd. 't avtodg eivor €va... Bonbave to
OVIKELV.

Translation:

Maria: I will use red for their legs, which stands for French - in their case. I will use
red for French because I see it as a strong color and French is strong in Quebec. I will
color the legs red, because I think that the average student speaks French either with a
family member, for example if they have a Québécois parent, or simply because they
grow up in Quebec and they have all these French images. French represents the
students’ roots; the ones they have or the ones they would like to have. Most students
would like to have French as their bulwark. That is what I feel. That even those who
do not really use French would like to be able to speak it better.

Emmanouela: For practical reasons?

Maria: For practical reasons, yes, but also to feel they belong. This is how I think the
average student views French. For them, French helps them feel they belong.

Students have mixed feelings about Greek

Finally, Maria turned to the way the average student views Greek, and hypothesized that
they must have mixed feelings about it. She argued that the way students see Greek is very
stereotypical —hence, her choice of an obvious color to represent Greek in their portrait- as it is
filtered through what their family and teachers tell them about Greece. She described the students’
relation with the language as a love-hate relation, and explained that they recognize that Greek is

important, but resent the fact that they are forced to take Greek classes.

Maria: Kot 0o BéA® Kot To EAANVIKA TOPOL 0ALAL TU XPOLUO VO XPTCYLOTOMG® Yol TO.
eMviKd; Oa BdAw pmie yioti moted® 0Tl T0 PAETOLY TOAD GOV KATL YPAPIKO Kot
TOAD GYNUOTOTONUEVO TOL EAANVIKA £TG1 OTMG TOVG TEPVIETAL KO 0O TO GYOAELO Kt
a0 TG OIKOYEVELEG TOVG, KOt atd TIG EIKOVEG TOV £xovv. AAAG Bal To BAA® GTNnV Kapdid
- Kol ovTol pwopet var £(ouv avapEKTo GLVOICON AT Y10l TOL EAANVIKA, Glyovpa, Yo
Spopovg AOYovs. Oa YPNCILOTOMoW® £VO TUTIKO YP®dUO TOAD, £tol dev EEpm,
OYNMUOTIKA EVKOAO, TO UTTAE, OAAG Ba TO BAA® Kol 6° VTOVG 6TV KapOld YroTi ciyovpa
ToUg €ivol mOAD onuovtikd cvvarcsOnpatikd kot Eavoriém OtL pmopel va €xovv
avapeto cuvorstnuata yio ovtd, picovg kot tdoovg.

Emmanouela: Kot picovug €;
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Maria: Kot picovg vat. T'ati tovg avaykalovv va mnyaivouv oto oyoAeia, 0K o
cafPatiavd mov dev ivar kaBnuepvOTNTA TOL TTAd10D, vouilm OTL glval YU avTOVg
KATL TOL VO eV €XEL 0L KOAVOVIKOTNTA OGOV 0popd 6TO Tpdypappa tng Cmng Toug,
Hio TEPLOOKOTNTO, AL €lvarl Ko o EETpa pHépa KaTd TV omoia avoykdlovtot va
myaivouv 6to oyoieio Kot olyovpa ovtd dev elvar emhoyr Tovg. Tov pécov pabnt
dev glval olyovpa Ltopd Vo, T0 LITOYPAY®.

Translation:

Maria: And now, what color should I use for Greek? I will use blue to represent Greek,
because I think that the way they see Greek is somehow stereotypical and filtered
through what others tell them about Greece; their family, the school, all the images
they have. Nevertheless, I will put Greek in their hearts. Students too may have mixed
feelings about Greek, for numerous reasons. So, I will use a stereotypical color —too
stereotypical- but I will place it on their heart because they definitely consider Greek
as important. But, again, many students may have mixed feelings about Greek; they
both love and hate it.

Emmanouela: They hate it?

Maria: They hate it because they are forced to go to school to learn it. Especially the
students who go to school on Saturday. Because for them, Greek is not part of their
everyday routine, it is something they do periodically and something for which they
are forced to go to school an extra day. It certainly is not their choice to go to school
six days per week. That I know.

George

Figure 4.10: The student portrait created by George
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Greek is the students’ second language and colors their existence

Even though it was not required or suggested in any way, George followed a specific
sequence when creating the portrait of the average student, just as he had done for his own portrait.
He started from the students’ first language and then moved on to what he believed to be their
second and third language. He argued that the students’ first language, as well as the language they
use the most and in which they think, is English. He then speculated that students identify Greek
and not French as their second language. He argued that Greek influences the students’ worldview,
and that they both love and use it. He explained that he chose to represent Greek with the blue
color, because unlike the neutral color white (the second color that is typically associated with
Greece), blue is vivid and thus more appropriate to represent the great impact that Greek has on

students.

George: MdAota. Oo anotdnmva to yovorkeio gUA0, yati ot o moAlol pabntég etvor
kopitowo mapd ayopia. (oxedialet) H péon pobntpio viwber untpikn v ayyAkn
YADOOO.

Emmanouela: Kot pe moto ypopa 0a ) cvpfoiricers;

George: Ilpdowvo avoikto. INoti kot owtd 10 cuvdcw pe ) edon - iomg Yot Tovg
Byaiver puokd. Oa 10 BAA® oV OfAle Kot 6T oKEYTN - APa GTO GTOWO KOl TO
KEQPAAL. Oa £Aeya OO TO TPOGHOTO - YAPOVUEVO, XAUOYEAUGTO Kot Tpdctvo. H devtepn
YA®GGa Tovg Ba Edeya g eitvar Ta EAANVIKA, doev Ba EBala Ta yorlkd. Oa to £fala
oT0 LATLO, TTOG KOLTAVE TOV KOGHO, KOl Yo TO HEGO HafnTn Kot ot XEPlo. Kot GTo
oo Ko O 1o BdAwm pe pmie yia tov 1010 A0yo pe piv- €ivail GUVOEOEUEVO LLE TNV
EALGOa, To pmhe, T0 YoAAL10, TO XPOUATO TO EAANVIKA. O LTOPOVGH VO GOV M KOl
T0 AEVKO, dAAE TO AeVKG Exel TOAAEG POPEG Kol TO OVOETEPO Péca. Eym, Aéyovtag umhe,
xpopotilo - ypopotiletar n dmapén toug pe v EArada, péocw tov pmie. Ko ta
YéPLOL, YTi TNV XPNOIULOTO00V, OAAL Kol To PBadiopa elvar EAANVIKO tov pEcov
pafntr. AALG Kot 1 Kopotd toug glvan EAANVIKY - ondte TNV PAlo KL avTh UmAE.

Translation:

George: In my drawing, the average student would be female, because most of our
students are girls. (draws) The average student definitely identifies English as her first
language.

Emmanouela: And what color will you use to symbolize it?

George: [ will use light green to symbolize it, because I associate it with nature. Maybe
because English comes naturally to them. I will color the mouth and the brain —because
they speak it and they think in it. Perhaps I could color the entire head green; happy,
smiley, and green. Their second language is Greek, not French. I will use it on their
eyes, the way they see the world, the hands and the feet. And I will use the same color
as before —blue- because blue, light blue, is connected with Greece; it is the color of
Greece. I could also use white to represent Greek, but there is something neutral about
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white. By choosing blue, I am adding color; their existence is colored through blue,
through Greece. I will also color the hands blue, because it is a language they use, and
the legs, because they march using Greek. Also, our students’ heart is Greek, so [ will
color the heart blue as well.

Students know but do not invest in French

When it was time to turn to what he perceived to be the students’ third language, French,
George started by acknowledging the fact that French is the dominant language and culture in
Quebec. Nevertheless, at first he questioned whether all students were familiar with the language.
As he was reflecting on the students’ education, he remembered that according to Quebec’s
language policies, even students enrolled in English schools must learn French, and therefore
concluded that all students must know the language. When asked about his initial questioning of
the students’ French knowledge, he explained that he sensed that students do not use French
outside of school. He provided an alternative explanation, arguing that students learn French but
refuse to invest in it, because no one in their immediate environment uses it. If we consider
George’s passion about French, as evidenced by his self-portrait, this statement can be interpreted
as an indication of his disappointment for students not sharing the same love for French, despite
living in Quebec.

George: O péoog pafntig... dev pmopd va o pe PePordotnta 01t OAoL ot padnTéc
EEpouv yorAkd. Ta modid mov mdve 610 INUOCIO0 GVGTNIO EKTAIOEVONG, TO YOAAIKA
T pofaivovy voypemtikd. To Tondid mov £xovpe eUEIS, TO TEPIGGOTEPO, OKTM OV O)L
EVVIO 0T OEKQL, TAVE GE WOMTIKA oYoAeia Kol Kupiwg mhve o€ KaAd ayyAkd oyoAeio.
Kamowor mwéve ko oe kadd yorlikd PEPara. Ta yorlwd Ba ta ERala ota avTid Kot
otov koplo. [Nati oto Kepmék avtd elvar ta akovspata, ivat 1 kopiopyn KovAtodpa

- 1 YoAAKY|. O koppog deiyvel v kupiapyn kovAtovpa. [Nati akdpa Kot oo ayyAkd
O(OAELD, TMOPO TTOL TO CKEPTOWOL, KAVOLV TPMTO, YOAAKE Kol LETE oy YAIKAL. ..

Emmanouela: [Tapdia avtd pov gimeg 0Tt 0ev EEpet Yahlkd 0 pEGOG pobnTig. ..

George: Nat. 'H apveitar. Apveitor va pmer oty mepoitépo KoOAMEPYELD ALTNG TNG
yA®ocas. 'Exw v aicOnon 611 ta kataiafaivouv adldd dev BEAovv va ta pabovv ce
BaBoc. Kot avtd, €xo v aicOnon Ot €xel va KAVEL [LE TOLG TOMTOVOEG KOl TIG
yoylades. Aniad|, ot yoveig myav oto ayyAlKd, o TammoHs Kot 1 yioyld YoAMKA Ogv
pAdve, Lovo EEPouV oTaoTES AEEEIS OTA AYYAIKA Kot EAANVIKE, 0mtOTE Tailovy HETAED
eEMNVIKOV KU ayyAKov. To yodlkd dev tor ypNOHLOTO00V TO OOl TEPAV TOV
ooAgiov.

Emmanouela: MéAota. Kot 1t ypopa Oa £Balec yio ta yoAlkd;

George: Qo £Bala to pmopvtd. Aev EEpm yiati... givor éva ypdUa TOL HOV OPECEL.
Etvon éva ypdua évrovo pev, devtepo o, Agv glvar kopro.
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Translation:

George: The average student... I cannot say with certainty that all our students know
French. Those who go to public schools do, because it is a mandatory course. But most
of our students go to private schools - mainly prestigious private English schools.
Some of them go to prestigious French private schools. I will put French on the torso
and the ears. Because in Quebec this is what students hear, this is the dominant culture;
French. The torso represents that dominant culture. Because now that I am thinking
about it, even students in English schools have to study French first and then English
in Quebec.

Emmanouela: But you said that the average student does not know French...

George: Or, refuses to learn it. Refuses to invest in learning this language. I sense that
they understand the language, but they do not want to go deeper, to truly learn it. And,
I think all this goes back to the family; the parents chose English, and the grandparents
do not speak French; they mainly use some broken English and Greek. So the student
doesn’t really use French outside of school.

Emmanouela: I see. What color would you use for French?

George: I would use burgundy to represent French. I don’t know why exactly... itis a
color I like. It is a vivid, but secondary color. It is not primary.

Figure 4.11: The student portrait created by Anna
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The students’ core values are Greek even though their first language is English

Anna chose a very interesting way to demonstrate the students’ languages. She drew three
concentric circles in the silhouette’s head and explained that the outer circle stands for French, the
middle circle stands for English and the inner circle stands for Greek. According to her, French is
on the outside because students use French in the broader Quebec society, but not in their
immediate environment. Like the previous participants, Anna explained that in their everyday
interactions, students opt for English, which they identify as their first language. Interestingly,

according to Anna, the inner circle represents Greek, because the students’ core values are Greek.

Anna: Qo Paclotd OTIC TPELS YADOOES -0yYAIKA, EAANVIKA, YOAAIKA -kotl Oo BAiom
avtioToryo ypouaTo. Aowmov, n UnTpikn tovg eivon ta ayydkd. Kpotdo to ida
YPOUATO Yot TPOKTIKOVS AOYOLS (UTAE Yot TO. EAMNVIKG, LoB Yo To. ayyAIKA Kot
KOKKIVO Y1 To YOAALKA). Ta ayyAd etvan  untpikn toug kot eivat avtn pe v omoio
oképtovtal. Kot mov ypnoiponoodv, aArd Kupiog oképtoviol o avtyv. o umovv
olyovpa 610 PLOAD, 0ALG TToG; (Tavon) Ok, dtdke&a kokho. Tati. ..

Emmanouela: Kat’ apydg PAénwm 0T1 £xe1c Kdvel TPELG OLOKEVTPOLG KHKAOVG.

Anna: Nat. O eEmtepikog elvat to YOAMKA, 0 LEGOTOG TO Oy YALKA KO O EGOTEPIKOS TOL
edMnvikd. Ta ayyAkd ivor n untpikn Tovg YAOoo, Le Ty £vvola 0Tt givat 1) YAOooo
OV GKEPTOVTOL, YPNCLULOTO0VV, VIMOOoVV AveTa Kol ETIKOWVOVODV e TOLG AAAoLS. Ta
YOAAIKA elvar 1 YA®GGO pe TNV omoia Bo TPEMEL VoL EMKOVMOVOUY GTO £EMTEPIKO TOVG
mAaicto. AnAadn, oto oyoAeio Ba pAdve ayylkd. Extoc oyoleiov, otnv gupitepn
Kowovia, Ba pikdve yodiud. O kOkAog ot péon, ta eEAANVIKE, £xel va KAveL Ko Le
TO KOUUATL TV a&ldv. AnAadT], To EAMANVIKE, 1| EAANVIKY YADGCGO, £lvol GUVIEIEUEV
ne tig eAMnvikég adiec, T1g owoyevelakég agles. Eival 1o kevipikd, mo pikpd Koppdrt.
Agv Ba édeyo Opmc 0Tt eivon o vrocvVEIdNTO -0€V ivan OTL OV avTihapfavovton Ott
£Youv EAANVIKES a&ieg.

Translation:

Anna: I will use the three main languages for this portrait -English, Greek and French-
and I will use three respective colors. Their first language is English. For practical
reasons, [ will keep the same colors I used in my portrait (blue for Greek, purple for
English, red for French). English is the language they think in. It is the language they
use the most, but most importantly, it is the language they think in. So, it will definitely
go in their brain, but I need to think how I will represent it. (pauses and then starts
drawing) Okay, I chose to use a circle, because...

Emmanouela: I see you used three concentric circles.

Anna: Yes. The outer circle stands for French, the middle one for English, and the
inner circle for Greek. English is the language they think in, the language they choose,
the language they are most comfortable using to communicate. French is the language
they need to use in the broader society. So, for example, in school they use English
[note from fieldnotes: despite the policy to use French in the day school], whereas
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outside of school, in the Quebec society, they may have to use French. The inner circle
stands for Greek, and it is related to their morals and values. Greek is linked to Greek
values, family values. It is the smallest part, the most central. Even though it is small,
it is not subconscious. The students realize their values are Greek.

The students’ languages are interconnected

A unique aspect of this portrait is the fact that Anna drew lines between the three concentric
circles to demonstrate that the students’ languages are in fact interconnected. That is, she claimed
that the students’ knowledge of a language influences the other languages that make up this
student’s repertoire. Anna appeared to be convinced that there are links between the students’ inner
and middle (Greek and English) and middle and outer (English and French) circles, but questioned
whether there is a connection between their inner and outer circles (Greek and French). Even
though Anna was not certain whether all languages are interconnected or not, it is impressive to
see her understanding of the students’ languages and how it resembles the way linguistic
repertoires are understood by proponents of translanguaging. Proponents of this framework
consider all languages as resources, encourage their interchangeable use, and designate the
agentive power of individuals (Blackledge & Creese, 2010; Canagarajah, 2018; Cummins, 2017;
Garcia 2009a, 2009b; Garcia & Wei, 2014; Otheguy, Garcia & Reid, 2015; Palmer et al. 2014).

Anna: AMG Beopd 0Tt peta&d Toug o1 KhKAOL emkotvavolv. (oyedtalet) Agv etvar 6Tt
Eexvael 0 évag KUKAOG Kol TEAELOVEL 0 GALOG. Oemp®d OTL Ta EAANVIKE givor pio
YADGGO KANPOVOLLAS, 0AAG OV Bempd OTL glval vekpn yia avtd to Tondld. Acyeto
amd To WOG TO HAdve, Ogv elvar ovte Eévn ovte Tpitn yAwooa. ‘Eyxet dAlec

witepdtTeG. Agv EEp® KoTd OGO BEPaa To EAANVIKO Koppdtt Pyaivel e (deiyvet
TOV KUKAO TOV YOAMK®OV).

Emmanouela: Apa to eAANVIKA ETKOIVOVOVV LE TO ayYAKE aAAG Ol LE TOL YOAAIKA;

Anna: Nat, vat. Avto dgv 10 Eépw. Kat av v emmpedlovv, dev Eépwm oe Tt fadpo. Kot
TAOPA GTNV KAPOLd, 0V T CLVOIECOVE e TO cuvaicOnua, eivar o ToAD EAANVIKS Kot
ayyAikd. Kot 1o 1010 kot o115 Bdoeig (ypopoatilel ta moda Tov okitoov). Middpe yo
TO0 HEGO OPO, LITAPYOVY Kol TOOLE HE EVTIEAMG GAAN OYEOT UE TIC YADGGES, GAAL O
pésog pabntge vopilm yxet T 600 pnovo oty Kapdid.

Translation:

Anna: However, I also think that the three circles are interconnected. (continues to
draw) It’s not like this is where the one circle ends and the other one begins. Greek is
a heritage language, but not a dead language. Irrespective of the students’ proficiency
in it, you cannot call it a second nor a third language. It has other properties. The one
thing I don’t know is whether Greek reaches this circle (points to the outer circle, used
for French)

Emmanouela: So, Greek comes into contact with English but not French?
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Anna: Yes, yes. That, I don’t know. And even if there is some influence, I don’t know
its extent. Now, when it comes to the heart, their sentiment, I think students mainly
love Greek and English. And the same goes for their basis (she colors the feet). Of
course, this is my idea of the average student; if we focus on individuals, they could
have a very different relation to these languages. But when it comes to the average
student, I think they only have two languages in their heart.

il

Figure 4.12: The student portrait created by Lena

Students only use French for school projects

112

Participant Lena argued that students only use French when they have to, for the needs of

an assigned project or for homework. According to her, students find French tiring, and it is very

rare to hear them use it to communicate with one another. On the contrary, she explained that

English is the students’ preferred language and using it makes them happy. Finally, Lena praised

the students’ pronunciation in English, which outshines that of Greeks of previous generations.

Lena: (oyedialer) Oa BdAm ™ yoAlkn YAdcca povo yio homework. ®a v kdve pof
Kot B ™ PAA® oTa XEpta, Yot To ToudLd Yo vo LANGOVV YOAMKA TPETEL VAL LITAPYEL
Kamolog Adyog epyaciag. To pof éva povvid ypouo kot £xo v aiclnon ot ta
YOAAIKA Kovpdlovv Ta Toudld. Oa pmopovoa vo Ao kot to ykptl. [Taviog poAlg
@Oyovv omd 10 oyoAeio Ta TSl pAGvVE ayyAikd. [ToAd ordvia pikdve peta&d tovg
ot yoAhwkd. To ypnowyomolovv pudévo yio gpyasio. Tnv ayyiikn 6o v kévo pe
KOKKWvVO, Yot elvan yapovuevo. Kot Oa BdAm moAd. Tnv EEpovv v ayyAkn To wodid,
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™V (pNoonoody, PAETOLY TMAEdpacn ota ayyAkd, BAEmTovv PBivieo ota ayyAd,
Kol €vor o €0KOAO 6Ta, TodLdL oG VAL TPOPEPOVY TNV Oy YMKN YADCGO.

Translation:

Lena: (draws) I will only use French for students’ homework. I will put it on their
hands and I will use the purple color. Our students only use French if they have to for
a project. I am using purple because it is a dull color and I feel that French tires
students. I could also use grey. As soon as they leave school, they start speaking in
English. It is very rare to hear students talking to one another in French. They only use
it for their projects. I will represent English with red —because it is a happy color- and
I will use a lot of it. The students know English, they use it, they watch TV in English,
they watch videos in English, and they find it easier to have a good accent in English.

Students do not use Greek that much

Participant Lena acknowledged that students do not use Greek unless asked by their
teacher, in which case they make an effort to put some words together. Nevertheless, she seemed
to appreciate students’ determination to go to the Greek school despite finding the language
difficult to learn.

Lena: Kot dvotuydg, 06Aovpe o BEAovLE, TNV EAANVIKY OEV TNV TOAVYPTGLOTOLOVV

ta odd. Edikd to mondid tpitng yevide. Oa to BdAwm pe pumhe, yoti To xpnoYLoTotovV
povo ota EAANVIKA GYOoAElD KL QVTO 0V TOVG POTNGELS.

Emmanouela: Bélete PAéno to pmhe ota moHda, yloTi;

Lena: To Balw ota moda yati kévouv Tov KOmo va £pBovv 610 eEAANVIKO GYoAeio Ta
ool [lpoosmabovv, aArd dev Toug ivar bkoAo.

Translation:

Lena: Unfortunately, whether we like it or not, our students do not use Greek that
much. Especially the third generation. I will use blue for Greek, because they only use
it in Greek school and only if you ask them to.

Emmanouela: I see you colored the legs blue, why is that?

Lena: I colored the feet because they make the effort to come to Greek school. They
try, but it is not easy for them.

Using French to counter the stigma of the immigrant

While creating the average student’s portrait, Lena referred to a family she knew that
insisted on using French at home to ensure that their children would learn the language and escape
the stigma of being called an immigrant. She described the family’s concern about the fact that
students in the Greek day school used English instead of French, and their expectation that their

children would develop a native-like accent in French. According to Lena, the children of this
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family attended French schools, but ironically, when they graduated from high school, they chose

to attend English universities.

Two important issues emerged from this story narrated by Lena: the fact that some
members of minority communities in Quebec may feel that they are stigmatized as immigrants,
and the fact that in order to counter this stigma, they feel that their children need to sound like
French Canadians. Both these perceptions are aligned with Lena’s own view of French. In her self-
portrait, Lena presented French as an elife language, or in her words, the language of the
aristocracy. Even though she seemed to disagree with the choices of this family, she appeared to
share the view that being fluent in French can distinguish someone in Quebec, and more so than

merely being fluent in English.

Lena: 'Eym ot0o poaid pov pio otkoyévelo povo, aAdd dev gival ovtdg o HEcog Opog.
Avt 1 okoyévelo LIAGEL YOAMKA GTO OTiTL Ko T Tondid nyaivouy 6to kabnuepivo
oxoAgio Yo vo pabovv Tig dAle 000 YAOooeS. Etvat ompavtikd yio ovtols Toug Yoveic
va EEPouV Tal TadLd TOVG KOAG YoAAMKA kot v unv Eexmopilovv and ta yoAridkia. Na
pnv Tovg Aéve immigrants. AAALG povo avtovg Eépw 1ot Kan éxovv mapdmovo yiati
T TOdLA O€ YPNOUOTOLOVV TN YOAAKY] 6T0 Ae@@opeio. «OAo (AGVE ayyAkdy AEve
«BEA® va. uAdve 6oL YOALAKLO.

Emmanouela: Yndpyovv 0épata tavtdotroc.

Lena: Yrndpyovv kot BéPara. Yrdapyovv kot BAovv va pikdve Kot pe Tpo@opd. Agv
@Tavel kav Y’ avtodg va Katalofaivel kot va phdel To mondi. Eépeig yuori; ol ot
"EXAnveg 0@ kpatohooy moAd TV EAANVIKN YA®GGA Kot ta ayyAkd. Aev Béhave ta,
yoAlkd. Tt moAddol mov pBav amd v EALGSa tav avaykacpévol va oteiAovy Ta
Tod1d TOVG GTO YOAAKO GYOAEI0 Kol OVGKOAEDTNKAY VAL TOVS OElyvoLV TO Hadnua.
IMarti epeig oy EAAGSa dev EEpape v yoAlikn YAmwooa. Kot toug €xel peivet Eva
otiypo kot Aéve dgv BEAov e TN YOAAIKN YADGGO. AAAG elvar Kot Alyot mov oképTovtan
Om®g cov eima mpwv- 610 GAAo dkpo. ITov BEAovv yoAAikd povo kol pe mpoopd.
[Taviog and ta modid TG OWKOYEVEWNS, OAOL TTPOTIUNCOYV ayYAIKO KOAAEY10 Kot
navemot)uo. EAeyav «no, no £pabo apKetd yoAAKO».

Emmanouela: Apa tovg anwBodv ta yoAAIKA;

Lena: Yrapyet ka1t povpo, katt okotevo. BéPota maiid ot yahlo@mvot dgv pAovcav
kaBO6A0L T ayyAikd. Topa pkdve, elvar 6Aot diyAwocot. Manke 1 ayyAMkn YAOCoH
péoa.

Translation:

Lena: I am thinking of a family now, that is different, but it is definitely not the average
family. They speak French at home and the kids go to the day school to learn the other

two languages. For these parents, it is very important that their kids know French and
that they are indistinguishable from French kids. They do not want to be called
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immigrants. But these are the only ones I know who think like that. And they complain!
“all the kids speak in English, I want my kids to speak like the French kids” they say.

Emmanouela: So there are identity issues there.

Lena: Of course there are. They even go beyond that; they want their kids to have the
French accent too. You know why? Because Greeks used to only focus on Greek and
English here. They didn’t want to use French. Because many people who came from
Greece had to send their children to the French school and it was difficult for them to
help their kids with the homework. Because back in Greece we didn’t know French.
Interestingly, even these kids, from the family that insisted on French, chose to go to
an English CEGEP or university. They said, “I learned enough French”.

Emmanouela: So they resent French?

Lena: There is something dark about it. Of course, in the past Francophones didn’t
speak English. Now they do, everyone is bilingual. The English language penetrated.

Using English to counter the stigma of the immigrant

Finally, Lena referred to first-generation Greeks who shared the opinion that in order to
assimilate in the Quebec society, they had to hide their identity and Greek origins. She referred to
first generation Greeks in Quebec who use English and avoid Greek altogether, and commented
that as a result of this choice, their children’s Greek is broken. Lena also mentioned that there are
Greeks who have gone as far as to change their surnames in order to hide their Greekness.
According to her, these people act as if they are ashamed of being Greek, and their choices are

detrimental for Greeks living in Quebec.

Lena: Kot vrépyet kot katt dAro. Yrpyov kot EAAnvec mov enedn Nrav apdpemtot,
npbav €60 Kot EKavav O,TL propovsav Yo va ndbovv o ayyAikd. Nowlov tmg ov
HAave ayyMKa 6to omiti Tovg Ba yivouv apiotokpates. Kot ta mondid toug petd phdve
onaotd eEMAnvikd. BAémeig 75apndeg va pikdve ayyAkd kon oyt eAAnvikd. Eyo €tot 1o
eEnyo, voplav Ba apopoiwBovv. 'Eviwbav 6t1 Ba avéBovv Eva eninedo mo ynid amnd
toug GAAovg. TToAdol aAAdlovv kot ta emifetd TOLg Yo Voo un @aivetor Ot givon
immigrants. Aniadn kpvfovv v ebvikdétTa Kol TV TALTOTNTA TOLG. AnAadm
vrpénovtal yio v EALGSa. Eyd avtodg mov datnpovv ta eAinvikd tovg Boopdlo -
vt petd Bo pog edve Adyavo.

Translation:

Lena: And there is something else that needs to be said. When Greeks first immigrated
here, they were illiterate. They did everything in their power to learn English. They
thought they would become aristocrats if they spoke English at home. The result is that
their kids now speak broken Greek. You see Greeks here, who are around 75 years old
and they speak in English and not in Greek. They thought that by doing that they would
assimilate, they would rise above all others. Many change their last names to hide that
they are immigrants. That is, they hide their identity and nationality. That is, they are
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ashamed of Greece. Personally, I respect those who preserve Greek. Because,

otherwise we will be lost.
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Figure 4.13: The student portrait created by Stella

Students love English and find French difficult

Participant Stella started the portrait of the average student by placing English in the
silhouette’s brain and heart, noting that students identify as English native speakers and that this
language represents their hope for the future. On the contrary, she commented that students find
French difficult to learn and do not view it as favorably as English, because they feel that this

language is forced on them. According to her, French is a tool that students do not really use, but

have it anyway.

Stella: Qpaia, dpa kdve 10 codpa. (oxedtdlel) Aowmdv, N UNTPIKY TOVG YAOCOH Eivot
o, ayyAMkd. Oo ta A pe mpdovo, yiati avt eivon n eAmida tovg. Eivon  untpuen
TOVG YAMGGO KOt LE VTNV TOPEVOVTAL.

Emmanouela: Apa yia cog to mpdotvo ivor to ypdpo g eEATidog;

Stella: Nou, ™g eAmidag Toug ko gival Kt avtd mov avoiyel to dpopo yuo ™ Lon Tovg,
elvar 1o Eexivnud toug. Kot Ba 1o BdAm 610 pookd kot v Kopdid, yloti ta ayamwovv
To OYYAKE Ko lvan Kot 1 k€W Toug ayYAKn. Oa BdAm Kot Ta yoddikd. O to BAim

HE KaQE, yoti KAT®g To SUOKOAEDOLV, KATOL €ivol LITOYPEMTIKA VO TO, KOVOLV. ..
Enredn etvan emionun yAocca tov Kavadd, to pabaivovv enionua 6to mpdypapLiLo.
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Eivon BéPata Aryotepec and T1g dpeg Tov ayyAMkadv. Oa ta fodo ota yEpia Tovg, yioti
elvar éva epyaieio To 0moio devV 10 TOAV-EMAEYOVV, GALG £V TACT TEPITTMGEL TO £XOVV.

Emmanouela: Meta&d tovg ta maidid Tt YAOGGo PAAVE;
Stella: Ayylikd. Movo.
Translation

Stella: Ok, so I start by drawing the outline (draws). First things first, their first
language is English. I will use the green color to symbolize it, because it is their hope.
It is their first language, and the language they use.

Emmanouela: So, for you green is the color of hope?

Stella: Yes, the color of hope, the color that opens up a path in their life, their
beginning. [ will put English in their brain and in their heart, because they love English
and their way of thinking is English. I will also add French in the portrait. I will use
brown to represent it, because French is difficult for students, they are forced to learn
it. It is one of Canada’s two official languages, so it is a mandatory course. Of course,
they spend more hours learning English than French. I will put French on the student’s
hands, because it is a tool to them. They do not really use it, but they have it anyway.

Emmanouela: What language do they use when they speak to one another?
Stella: English. Only.
If students could kick away Greek, they would gladly do so

When Stella reached the point of adding Greek to the student’s portrait, she appeared to be
somewhat cynical. She argued that students are not positively inclined towards Greek, and placed
Greek on the silhouette’s feet. When asked to justify her choice, she explained that she felt that if
students could kick Greek away, they would gladly do so.

Stella: Xta oo Oa pmodve to eEAANVIKE, YTl givor eAdyiotol owTol mTOL TOVG
apécovv. Ta pabaivouv kupimg emedn tovg TECEL N OKOYEVELD VL KPATHCOVY TNV

ETOLQT).
Emmanouela: Kot 1t onpaivel 611 praivouv ot moda;

Stella: Ot av pmopovcav va ta dSuwv&ovv Ba Toug Epryvay o KAwTold Oa 1o Ekavay.
Ta Balw pe pmrie oxovpo. [Nati dev £xw ocBavOei 0Tt eivon KTt yapovpEeVo Y1’ aVTOVG.

Translation:

Stella: I will put Greek on their feet, because the students who like Greek are very few.
They mainly learn it because they are forced to do so by their family. The family insists
that they maintain some kind of connection to Greek.

Emmanouela: What does this mean? Why on the feet?

Stella: Because if they could kick it away they would. And I will use dark blue to
represent it because I sense that Greek is not pleasant to them.
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Students of different ethnicities prioritize languages differently

Finally, Stella referred to the fact that in the Greek Orthodox day school where she works,
there are students of different origins. She explained that while being an Orthodox Christian is a
prerequisite for being admitted in the school, being Greek is not. Therefore, there are many
students who identify as Orthodox Christians and have Russian, Ukrainian, Romanian, or
Bulgarian origins among others. Stella argued that such students of different ethnicities most likely
prioritize languages differently than the average Greek student. She went on to explain that they
each prioritize their own language of origin, and decided to place the students’ heritage languages
on the silhouette’s feet, using the same color that she had used for Greek. In short, even though
her first comment was that students of different ethnicities prioritize languages differently, she
eventually chose to group what she called the ancestral languages together, thus implying that HL
learners view their HLs in similar ways. Stella stressed that students are forced by their families to
learn these languages, and hypothesized that students associate them with something dark and

unpleasant (she wrote “Greek, Romanian, Bulgarian, Russian -dark part” next to the silhouette’s

feet).

Emmanouela: ITiotebete O0T1 mpémer va pmel KATL GAAO GTO TOPTPOITO 1 €)EL
0AOKANP®OEL;

Stella: Zxéptopatl 0Tt LVIAPYOLY dAPOPES EBVIKOTNTES GTO GYOAELD, KO OVAAOYOL LE
v €Bvikdtnta Tov Kabevog £xovv Kou o€ TpotepaldTNTA pio GAAN YADGGA. Ag move
TOL POVUAVAKLO £XOVV TO. POLUAVIKA, T BOVAYapKLIa £xOVV TO. BOVAYAPIKE, OAAG dEV
VILAPYEL VO GTOTIOTIKO el OOTE Vo T OTL 0 HEGOG padng elvar omd ™ Povpavia
N ™ BovAyapio 1 and ™ Pocio. Av propodoa va Bdro kdtt o NTav 10 ‘YAdooo
KATOy®YNg Tov €miong etvot VTOYPEMTIKN Otd TNV 0KOYEVELDL. ANAddN O,TL IoYVEL LUE
T EMANVIKG Y10 TOL EAANVAKLOL IGYVEL KO Y10l TIG AALEG YADGGES KATOYWYNC.

Translation

Emmanouela: Right. Is there something else that needs to be added, or is the portrait
finished?

Stella: I think about the different ethnicities in the school where I work, and I think
that based on their ethnicity they prioritize different languages. For example,
Romanians prioritize Romanian, Bulgarians prioritize Bulgarian, but there is no
statistical sample in order to say that the average student is from Romania, Bulgaria or
Russia. I guess I could group these languages together as ‘ancestral languages’,
languages that students are forced by their family to learn. Just like Greek students
have to learn Greek, they have to learn their respective ancestral language.
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Figure 4.14: The student portrait created by Kostas
Students from mixed marriages are not fully Greek

Participant Kostas began creating the portrait of the average student of the Greek school
by referring to students who have only one parent of Greek origin. He stressed that mixed
marriages lead to children who are not fully Greek, since they are half Greek and half another
culture. Kostas stressed that he knew only a few students whose parents were not both Greek, but
noted that this was still a possibility that needed to be presented.

Kostas: (oeo1dler) Aowrov. To kitpvo yua o Kivélika, to podpo yio tig AQpkovikég
YADOGESG, TO UTAE Y10 TAL YOAAKE, KOt KOQE Yo GALEG AGLATIKES YADGGES EKTOC OO

ta Kiwvélwka. Kvpimg pe Bdon ™ onuaio ta éBara. Toti o pécog pabntg kamoteg
Qopés gtvar odc EAAnvag 1 pion EAAnvida, kot picdg 1 pion dAAn KovAtodpa.

Emmanouela: Otav £govpe pekto ydpo evvoeis;

Kostas: Nat. So, to moudi dev givon full EAAnvoc. Yrdpyer nepintwon apov sipoote
otov Kavadd va givon omd mixed marriage.

Emmanouela: BAénw 011 £fareg Kamoleg YADOGOEG EKTOG TOL GMOUATOG TOL TALSLOV.
Tt

Kostas: I'arti eivon to average Greek student. Kot to average Greek student pnopet va
elval oed-uco, eivatl omdvio oALd pmopei va etvat. Xta 200 moudid tov oyoAeiov, iomg
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ta 5 givar involved og mixed marriage. AALG eivar kot ot pio TBavotTa, dev ivat
uovo mondd pe 0vo yoveig EAAnvec.

Translation:

Kostas: (draws) OK. I am using yellow for Chinese, black for African languages, blue
for French and brown for all other Asian languages aside from Chinese. I have chosen
the colors based on the flags for most of these languages. Sometimes, the students in
our school are half Greek and half another culture.

Emmanouela: When there is a mixed marriage you mean?

Kostas: Yes. So, this child is not a full Greek. Since we live in Canada, it is possible
to have mixed marriages.

Emmanouela: I see that some of the languages are outside the student’s body. Why is
that?

Kostas: Because this is the average student. The average student may be half and half,
it’s a possibility, but it is rare. Out of the two hundred students in our school, maybe
five students are involved in a mixed marriage. It is one possibility, not all our students
have two Greek parents.

Students think in English, but hold Greek in their hearts

Kostas then turned to the three main languages that all students in the Greek school speak;
English, French and Greek. He explained that the students’ way of thinking is Canadian or English,
while at the same time, students love Greek and are influenced by the Greek culture. He
acknowledged that the oral component of Greek is hard for students to master, despite the fact that
they are still exposed to the language. When referring to French, he noted that just like him, most

students know the language, but do not really use it outside of the classroom.

Kostas: Eneidn o pécog pabnmg eivor tpitg 1 t€tapmng yevids, £xet kovodElikn
okéyn, ayyAkn okéyn. Kat 1o 1610 Tpdypo mov ékova Kol 6To S1kd oV TOPTPOLTO -
natdve otov Kavadd, ypdoovv 6t yAdooa eivar involved og abAnpata Kt dha avtd
kavadélika. 'EBaia to yolalio mov cupforilel ta eAAnvikd otn pot yoti popilovv
TO EAMANVIKA QOyNTA, Kot ot pdtie, yorl PAémovv v EAAGOa Kot Tov EAAnViGuo.
‘Exovv 10V eAnvicpd oty kapold, aAdd n okéyn tovg eivar Koavadélikn. Emiong
éPora yordllo kot ota ovTid Enedn akobv axkopa eEAAnvikd. EAAnvikd, oyyAucd ot
yoAlkd. Nopilw avtd puddet o pécog panmge. Eredn pabaivouy kot yodAikd Ao ta
noudd. Kdmola mnyaivouv kot og French immersion kot piddve o moAv, aAdd Ola to
ool okovve yoAlkd. Kot o péoog pabntig akovel ayyAMkd Kot YOAMKA, OAAQ
Myotepo edhnvikd. Kor dev ta pkdet 16c0. They eat Greek but they do not speak
Greek. The oral component is very hard to get because there is very few people who
use it. It’s like me; I know French for example, but I don’t speak it outside the
classroom, because I can only use it with two or three people.
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Translation:

Kostas: And because they are either third or fourth generation, their thinking is
Canadian, English. And, like I did in my portrait too, the students have their feet on
Canada, they write the language, they are involved in sports and all this is Canadian. I
used light blue to symbolize Greek and I colored their nose blue, because the students
smell the Greek food, and their eyes, because they see Greece and the Greek culture.
They have Greece in their hearts, but their way of thinking is Canadian. I also used
light blue for their ears, because they still hear some Greek. They hear all three
languages; Greek, English and French. I think the average student speaks these three
languages. All of them learn French too. Some of them go to French immersion schools
and use it more, but all students hear French. And the average student hears more
English and French than Greek. And he or she doesn’t speak Greek that much. They
eat Greek but they do not speak Greek. The oral component is very hard to get because
there is very few people who use it. It’s like me; I know French for example, but I
don’t speak it outside the classroom, because I can only use it with two or three people.

Greek is a proud culture therefore Greekness will not cease to exist

When referring to the way students view Greek, Kostas argued that there is a lot of pride
in the Greek culture, and therefore predicted that the next generations of Greeks will continue to

maintain some connection to the language.

Kostas: Ed® mépa (deiyvel oty kapdid Tov okitoov) mavia Bo vrdpyel eAAnviopdg
Bewpd oe Oha To OO, EMEWN £lvol GaV KOLATOVPA EAANVIKT], CAAL 1| OKEYT TOVG
Oa etvon Tavto KavadElum.

Emmanouela: Z11g emdueveg yeviég Oa vapyey;

Kostas: Eya 0o édeya vor. T'oti eyo vopilom 6t 0 eAAnvicopdg mévta Ba vrapyet. Etvon
pio KovAtovpa mov eivar oAV proud. Kot n mepnedvia avtr dev pevyet. Topa o€ déka
veviég, 0ev EEpw, umopel. AMAG ko o Kavaoélog tpitng yevidg Aéel I am one third
Greek. Agv EEpwm av 10 €xelg axovoel 60 6to Movipeal, oAdd oto Topdvto mhvta T0
Aéve. Kot av dgv v £govv ot 1101, TNV OOKTOVV QTN TNV TEPNPAVL, YLoti EEpovV
OTL M EAANVIKTY KOVATOVPQ gfvol KOVATOVPO HeYOAN Kot glval wpaio TPy vo EYELS
KTt EMANViKd 6to DNA cov.

Translation

Kostas: Here (he points to the heart on his drawing) there will always be room for
Greekness, but their thinking is Canadian.

Emmanouela: Do you think this will also be the case for the next generations?

Kostas: I think that there will be room for Greekness in the next generations too. It will
not cease to exist. The Greek culture is a very proud culture. And this pride cannot
fade. Now, after ten generations, I don’t know what will happen. But the third
generation Greek-Canadian says I am one third Greek. I don’t know if you have heard
it in Montreal, they say that a lot here in Toronto. Even if they don’t have it at first,
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they all acquire this pride, because they know that the Greek culture is a big culture
and it is beautiful to have something Greek in your DNA.

Third-generation Greeks have no gpilotiuo

While Kostas stressed that Greeks are proud of their origins, he also noted that third-
generation Geeks, that is, the students who are currently enrolled in the Greek schools, have no
piAétio’. According to Kostas, the reason why third-generation Greeks do not have gidéziuo, in
other words the reason why they are not fully immersed in Greek values, is that their way of
thinking is Canadian. Kostas explained that in the Canadian society, notions like piAdTL0 are not
valued. On the contrary, Kostas described the Canadian society as materialistic, and argued that
even if students have @iAotipo in their hearts, the fact that they are brought up in this society makes

them devalue such virtues.

Kostas: AAG 0 o va o Kot Katt dAAho. Edo mépa (deiyvel 1o okitoo) dev vdpyet
pumie ot okéyn ywri oev vapyel eLoTo. Nopilm Ot o pécog pantig dev €xet
1660 EULOTIHO -0 EAANvac mpdtng 1 8€0tepng yevidg vopilm Ot €xel TOAD Topamave
euotipo. Nopilw emedn oty Kowvovio mov {odue, £d® otov Kavadd, to eridtipo
dev &xet a&lo. Edm kortdpe moog Ba Bydiet ta Aeptd, moog Ba £xel o kaAvTEPO OmitTL
Kot OAoL avTd, oAAG To va gloat AElog dev Exet akia. Agv E€pw, elvar moAD dVGKOAO va
e&nynoeig Tt etvar to eradTIpo. Aginel avto. Every man for themselves, you know what
I mean?

Emmanouela: Kot BéBata. Eépeig 1 pov kdvel evtdmwon; Tlog kot 1o @rddTtipo 10
tonofeteig oTo HLOAO;

Kostas: (mavon) Aev EEpw. Etot pov Bynke. (avaonkaoveton oty kopékia) [epipeve,
nepipeve. Na cov o kdtt; Nopilo 1o Bprika. Edd 10 kOkKivo, ot okéyn, cupforilet
otL M okéyn tov Todlwv givor Kavadélkn. v Kavadélikn oxéyn oev vmapyet
YDOPOG Y10l PIAOTILO. TNV Kopotd £faia kot To umAe, yioti vopuilom o1t 6ot ot EAAnveg
&xovv éva Greek aspect. Kat to @ulotino pmopet va etvon exel péca. Mmopel va unv
etvat, oAAd pmopet kot vo glvar. AALG av VIEApyEL 6TV Kapdd, PEXPL Vo ThEL GTO
poord, mov oképtetal mwhvia Kavadélka, ydvetal. Nopilw ot | kotvovia dev Balet
a&ilo oto erddTipo. Kt emedn dev falet a&ia, avtd dev maet péypt £dm (deiyvel To puadod
T0V oKitoov). Kt apov dev maet exel, dev yivetat.

Translation

Kostas: But I want to add something else too. Here (he points to the head in his
drawing) there is no blue, their way of thinking is not blue, because there is no
euoto. I think that the average student does not have so much @iAdtipo; the first or
second generation Greek has a lot more. I think this is because in the society we live

2 OW\dto [philotimo] is a Greek word, which is believed to be impossible to adequately translate into
another language. It is a notion that describes a complex array of virtues that characterize honorable
people and distinguishes them from others.
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in, here in Canada, @uAdtipo is not valued. Here we are interested in who will make
the most money, who will get the best house and all that; being honorable has no value
here. It is very hard to explain what giAdtipo is. It is nowhere to be found here. Every
man for themselves, you know what [ mean?

Emmanouela: Sure. You know what I find surprising? How come you placed ¢iAdtipo
in the head?

Kostas: (pause) I don’t know. That’s how it came out... (leans forward in his chair)
Wait, wait. You know what? I think I found it. Here, I used the red color for the
student’s brain, because their thinking —all students’ thinking- is Canadian. But there
is no room for iAot in the Canadian way of thinking. In their heart, I used the light
blue color, because I think that all Greeks have a Greek aspect. And there could be
some @AOTo in there. Maybe there is, maybe there isn’t. But even if they do have
@udTIpo in their hearts, by the time this reaches their brain, which always thinks in the
Canadian way, it is lost. The society here does not value @uAotyo. And because of
that, it never reaches this part (points to the silhouette’s brain).
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Figure 4.15: The student portrait created by Sofia
Students do not love Greek, but being exposed to it early on can help them learn it

Sofia chose to draw a blue flag to represent the way students view Greek, whereas in her
own portrait, she had drawn a blue heart. Sofia explained that she chose to draw a flag in this case,
because she did not believe that students truly love Greek. She did however stress a substantial

advantage that these students have, that can facilitate their learning of Greek; their exposure to the
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language even before being born. Indeed, it has been shown that babies pick up their mother’s
words while in womb (Moon et al., 2013), a fact that participant Sofia may have known from

having worked as a midwife.

Sofia: Aowmdv, Ba Baro to eEMAnvikd pe yordllo ypodua, TaAl Adym g onpaiog. O
T0 fAA® og oynuo onuaing, Oyt kapdids, yiati dev ta ayondve toco mohd. Kot o ta
BaAw oto avti Tovg, emeldn Oewpd —icmc emedn sipon Ko poio- Ot givor TOAD
ONUOVTIKO OTL OOTA TO TSI YEVVIOUVTOL KOl £(OVV TO GKOVUGUO TOV EAANVIKOV.
Mmropel va. unv EEpouvv v eAAVIKN YADOGGA, aAAd TNV £xovv akovoel. Epuéva pov
gKove KOAO anTo -€y® OTOV NUOLV LIKPY| TO AKOVYO TO OPUEVIKA Ot T Y1Oyld LoV,
Mmropei va un 1o pilaya, oAld to akovyo. ‘Eleye o mommovg pov 1otopieg amd ™
vevoktovia -giye €pbel ota 15 otnv EALGSa- kot nfeda tdpa moAd vo KotaAdPm Tt
éheye. Ta moudid Aowmdv £d® €Yovv o EAANVIKA GTO 0T TOVS -£XYOVV TOV TATTOV, TN
yuywd, moAd onuoavikd. H yhodoosa avt eivar pésa tovg, €ivar 6to avti tovg, v
&yovv axovoel. 'Eotm kot autéc ot mévie AéEelg eMnvikd mov piyvovv EOPaitca ot
YOVEIC aVAULESH OTO Oy YAIKA givort EAANVIKO dkovoa, stvat Tépa TOAD onpavTikd yuo
ta wodd. Ko gfvon dkovopa and ) piepa, eivor mipa modd onpovtkd. Kot to Aéw
oVTO 6T OO ~TOVG AEW TNV EYETE LECO GOG TN YADGGO, TPENEL VoL TN fyGAOVUE 0O
70 OWTi.

Translation:

Sofia: [ will represent Greek with light blue, because this is the color of the Greek flag.
However, in this portrait, I will draw the shape of a flag and not the shape of a heart,
because students don’t love Greek that much. I will put Greek near their ear, because
I think —perhaps because I am a midwife- that it is very important that these children
are born and have already been exposed to Greek. They may not know Greek, but they
have heard it. That was very helpful for me; when I was young, I heard my
grandmother speak Armenian. I did not speak it, but I was exposed to it. And my
grandfather, he used to narrate stories from the genocide —he came to Greece when he
was 15- and I truly wanted to understand what he was saying. So, children here have
Greek in their ears; they have the grandparents, this is very important. This language
is inside them, in their ears, they have heard it. Even these five words of Greek that
their parents throw here and there count; it is very important for the kids. And they
have heard Greek from inside the womb, this is very important. And this is something
I tell students; I tell them ‘you already have this language inside you, now all we need
to do is drag it through the ear’.

Students see no reason to learn any language other than English

According to Sofia, an opinion shared by many students is that the only language worth
learning is English. This is not surprising, as unlike Quebec, where French is the only official
language, in Ontario English is the dominant and by far the most used official language (Statistics
Canada, 2016b). Sofia argued that the fact that English has become an international language,

shared by most people in Ontario, but also across the world, discourages students from learning
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other languages. In fact, she admitted that if she were in their position, she would probably also
share this view, as she would be able to communicate with everyone in her first language, and

would therefore find no reason to invest time and effort in language learning.

Sofia: Topa, Balom To ayyAikd pe kOKKivo oty kapotd. To kékkivo to EBaia Oyt Adym
™G onpoiog, oAAG AOY® TG ayamng Tov EXOLV Yo T ayyAKd. Agv gival povo 0Tt ta
ayamovv. Exovv kot pio awoyn 6t apod EEpovv Ta ayyAkd, dev yperaletor va pdbovv
Timote AALO. AVGTLYMG VTN TNV AmoYN TNV £YOLV OAOL €00, Kavelg dev Tpoomadel.
IToA¥ Atyor dvBpwmotl mpoomabovv Kot £xovv ovorytd poord. IMati Ta oyyAikd eivon
international yAdooa, dev yperdletor va EEpelg kdtt dAlo. Av uovv ot B€on Toug,
0710 M® etlkpvd, oev Ba pdborva kopio GAAN YAdooa. ot va pdbm; Aeov 6Aog o
KOGHOG pAdet ayyhkd. Agv Ba ékava kKaBoiov kémo -0a ERala v evépyeld pov og
Kdtt GAro. Tati va pdbo pio GAAN YA®coa; Aeobd 6Aot Adve ) yAdooa pov. Kot
etvar éva B€pa coPapod £dm, GAoL 01 HAGKALOL TPETEL VAL TO £XOVV VTOYT) TOVG TIGTEV®.

Translation:

Sofia: Now, I will put English in their heart, and I will use the red color. I used red not
because of the flag, but because of the students’ love for English. It is not just that they
love this language. They also have this perception that since they know English, they
do not need to learn anything else. Unfortunately, everyone here shares this opinion.
They do not make any effort. Very few people try to learn and are open-minded.
Because English is an international language, you don’t really need to know anything
else. If I were one of them, I probably wouldn’t want to learn any other language either.
Why bother? Everyone speaks English. I would put my energy into something else.
Why learn another language? Everyone else speaks my language already. This issue is
something that all teachers need to keep in mind.

Students eventually realize the benefits of learning other languages

Despite her concern about students not finding a reason to learn a language other than
English, Sofia argued that by learning French, students are hoping to create a better future for
themselves. She characterized French as a ‘key” language that can increase the students’
employability, and concluded that eventually they realize the importance of learning both French

and Greek.

Sofia: Ta yodhwd ta €Bada pe Tpdovo kot Eypaya “KAedl” dimAa, ylotl To YOAAKA
Ta, ypetdlovrat, eivor AN pa Yhoooa tov Kavadd mov ivoal mohd onuavtikn, mpénet
va ™ pdbovv, kot givar To KA1 Yo va Tovg avoi&el mOpTeg 6 eToupeieg, o€ SOVAELES,
oto onuocto. I'a epdc, otnv EAAGSa, to KAl etvan Tar aryyAikd. I't” avtovg givon ta
YOAAIKA, Kavel kadd va ta EEpovv. To £Raia pe mpactvo yiati eivor To ypopH TG
eamidog kot pobaivoviog yoAlkd eAmilovv o€ KATL KOADTEPO - EMOAYYEAUOTIKO
WAGVTOGS.

Emmanouela: Avto dev épyetan Opuwg Atyo o€ avtiBeon pe avtd mov gimate mpv Ot TO
ond1d oev £xovv Adyo va LaBovv GAAN YADOCOO TEPQ OO TOL Oy YALKAL;
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Sofia: Nou vopifm 61t teMkd PAETOVY TV XpNOUOTNTA TOV YOAMKOV. OTtmg kot 0Tt
mpEneL vo, LdBovv Kot EAANVIKE, £6T® Y10l VoL WAT|GOVY GTOV AoV KOl 6T Yioyid.

Translation:

Sofia: [ used green to symbolize French and I wrote “key” next to it, because they need
French. It is Canada’s second official language and it is very important, it is the key to
their success; it can open doors when it comes to finding a job, working in companies,
finding a job in the public sector. For us, in Greece, English is the key. For them, it is
French. It is good for them to know the language. I used green to symbolize it because
this is the color of hope and by learning French, they hope they will have a better future
- jobwise.

Emmanouela: But doesn’t that contradict what you said before about children not
wanting to learn another language aside from English?

Sofia: Yes, I think that they eventually recognize the usefulness of French. They also
realize that they must learn Greek, even if it is just so that they can speak with their
grandparents.

Niki

Figure 4.16: The student portrait created by Niki
Students love English and Greek

Participant Niki noted that English is by far the students’ preferred language and the one
they use the most. At the same time, however, she acknowledged that students also love Greek.

Unlike participants Stella and Sofia, who felt that students do not love Greek, participant Niki
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claimed that students may not use the language, but make every effort to learn it, as they hold both

Greece and the Greek language in their hearts.

Niki: Qpaio o ypnoyoromaom to UTAE yloti Tovg apécel avTo To Ypdpa. Oa 1o BaAw®
070 KEPAAL, GTO TPOCMOTO, YTl Etvan Eva ypodpa Tov ayoardve. Kot to pmhe cvopoiilet
TO OYYMKGO, 7TOL TO Oyonmdve. AVTA ¥PNGLOTOI0VV GTO OTiTl. AV KATOW GTIYUN
YPNOOTOLOVV EAANVIKG €lval e TN Yoyl Kol TOV TOTToL, 0AAG 0 Kavovag gival To
ayyAkd. Kot 0o ta oo kot ota yEpta, ET10n T XEPLOL EIVOL LEGO EMKOIVOVING -TOL
KIVELG, T KAVELG, EMKOWVOVEIG pécm avtav. Kot ota todio Oa BdAiwm to 1010, yiati avtd
TOV KIvOUV, UE T ayYAIKA Oa méve paxpid. Opmg otov koppd mov eivar Kot 1 Kopdid
Bo ¥PNOYWOTOMG® TO KITPVO TOL E€ival POTEWVO YPOUA YLo. TO EAANVIKE, YTl
Tpoypatikd vopilm mwg ta mondtd 0EAovy va pdbovv. Mropel va piddve ayyAkd, oAAd
0éLlovv va pabovv ta eAAnvika. ITictedvm ot ayomdve v EALGSa Kot Tar EAANVIKA.

Emmanouela: Apa, ta eAANviKA to ayomdve Kol To 0KOUVE amd T Yoyl Kol TovV
AoV, OAAG GTNV KAONUEPIVOTNTA TOVS XPNGUYLOTOLOVY TOL ALY YALKA.

Niki: Nou, elvon 1 tpdtn 100G YADOGGO. AVTH HIAGVE KOL LLE TOVG YOVELG TOLGS. AVt
YPNOUOTOLOVV OAN TOVS TN HEPOL.

Translation:

Niki: OK. I will use the blue color because I feel they like it. I will put it on their head,
on their entire face, because it is a color they love. And blue symbolizes English,
because they love it. This is what they use at home. If at some time they use Greek, it
is to communicate with their grandmother and grandfather, but the rule is for them to
use English. I will also color their hands blue, because the hands are a means of
communication; you use them, you move them, you communicate through them. I will
also use the same color for their feet because they move with English; this is what will
take them far. However, [ will use yellow, a bright and happy color, on their torso —

this 1s also where the heart is- to symbolize Greek, because I truly believe that students
want to learn it. They may speak English, but they want to learn Greek.

Emmanouela: Ok, so they love Greek and they hear it from their grandparents, but in
their everyday interactions they use English.

Niki: Yes, it is their first language. The language they use with their parents. The
language they use all day long.

Students of different ethnicities prioritize languages differently

Similarly to Stella, Niki referred to the Greek Orthodox day school in which there are
students of various ethnicities. Niki hypothesized that students of other origins prefer French to
Greek, whereas Greek origin students prefer the latter. Unlike Stella, Niki chose not to include
other heritage languages in the student portrait, and simply noted that they most likely prioritize

languages differently.
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Emmanouela: TTpénet va pmet kétt GAAO 610 TOpTPOito 1 £YEL OAOKANPWOET;

Niki: Towg ta yoAlkd. Aev EEpm. Ba umopoVGaV Vo, LTOLV GE £VOL LUKPO HEPOG TOL
ke@aA100. Ta Balw pe moptokaAi.

Emmanouela: Eineg 611 0o umovv o€ éva pukpd koppdtt tov kepaiov. Marti;

Niki: Z10o kafnpepivd oyoreio mov SovAed®, Ta TOdLY PAGVE KoL TIC TPELS YADOGEC.
Ao to vmaymyeio péypt to grade 8 kdvouv Kal TIg TPELS YAOOGES, OTOTE pobaivouy
yoAAka Bélovtoc kot pn. BéPaia onueiwce 011 610 oYoAElo g £YOLUE KOt
Boviyapdxia. ITictevm ot o Bovdyapdiia Oo TpoTioHy To YOAAKE 0md T EAANVIKAL,
eVo To eEAANVaKi Bo TpoTipovy Ta EAANVIKd. Koatdhapeg Tt evvom;

Translation:

Emmanouela: Is there something else that needs to be added to the portrait or is it
complete?

Niki: Perhaps I could also add French. I could put it in a small area in their brain. |
would use orange to symbolize it.

Emmanouela: You talked about a small area in their brain. Why?

Niki: In the day school where I work, all students speak all three languages. From
kindergarten until grade 8, they study all three languages, so they learn French whether
they want to or not. Note, however, that there are also students of Bulgarian ancestry
for example. I think that these students prefer French to Greek, whereas Greek origin
students prefer Greek. You see what [ mean?

Participants’ identity charts, before and after becoming HL teachers

The participants were also asked to create two identity charts; one to describe themselves
in the present, and one to describe themselves before becoming teachers. This activity was used as
an elicitation tool to help teachers visualize and reflect on their identification and on the changes
brought about by their role as teachers. The participants were asked to work on the two charts
simultaneously, and once they felt they had completed them, they were invited to explain what
they had included in each chart and discuss the evolution of their identities. This task was used to
help teachers reflect on their teacher identities and on aspects of their personalities that have either
remained unaltered through the years, or have partially or fully changed after they gained teaching

experience.
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Figure 4.17: The identity chart of participant Maria
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Maria chose to create only one identity chart, as she felt that being a teacher had not

radically changed any of her character traits. In her identity chart, she included her various roles

(daughter, sister, granddaughter, employee, student, researcher, and writer), some of her interests

(love for movies, love for books, love for plants) and some aspects that she felt characterize her

(born and raised in Athens, communicative, judgmental, Greek). She explained that entering the

job market had brought about changes in her personality, but since being a teacher was not her

first job, she could not isolate any changes that were brought about specifically by her role as a

teacher. She argued that the traits that characterize her today were developed when she started

working in other administrative positions, but that as a teacher she now has to combine all the

different traits that she demonstrated in previous positions.

Maria: Eipon ko daokdra, oev EEpm kdTt GALO Bepelddeg mov dAhaEe mépa and To
OtL oAl £yva dookdAa. ATd dtav dpyioa vo SOVAEL® Vo, dAAL Oyl oG daoKAA. X
OAEG TIG OOVAELEG EMpene vaL elpLon KOl VTOUOVETIKY. AALG £meld| mapdAinAa elyo Kt
GAAOVG POAOVG, TOAAL TTPAYUOTO TTOL TP ATO AALEG OOVAEIEC, TO (PN OLLOTOinCa
LETE KO 6TV TOpEial LoV G dAoKAAN. ANAOY| ETPETE VAL EILOL ETKOIVOVINKT] -T)LLOVV
TAVTO EMKOVOVIOKT, 0TO T0 e€epedhivnoa HEGH amd TIg SOVAELES, Kot suveyilm va To
eepevvo pécsa and ™ dvackora. Kanwg €161 y1” avtd dev pov Epyeton kdtt dAro.
Ag vioBo 0Tt kAt €xel aAAdEer. 'H kol opyavotikn, og movue. ‘Enpene va eipon
OPYOVOTIKT KOl G€ TOAAEG AAAEG OOVAELES. Agv EEP... Elval OVGLOCTIKE, MG dacKAAa,
VIoOw 6Tt amhd avadeiytnKoy yopaKTNPIoTIKG LoV Hallkd Tov o€ GAAEG OOVAELES
pmopet va yperaldtav va eiplot Lovo opyovaeTiKn, EVO MG O0CKAAN TPETEL VAL ETLOL KO
opyoavoTikn. Eipot opyavotiky, kot yperaletor, aAAd To £kavo Kot Tpiy.
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Translation:

Maria: I am a teacher; I don't know of any other fundamental change in my life other
than the fact that I simply became a teacher. Since I’ve started working in general, yes,
but not as a teacher. In all my jobs, I had to be, let’s say, patient. But since I had other
roles at the same time, I utilized many things from previous jobs in my course as a
teacher. I needed to be communicative - [ always was, but I explored this trait through
working and I continue working on it through teaching. I can't think of anything else.
I don't feel anything has changed. I’m also organizational. I needed to be in other jobs
I used to have. I don't know... As a teacher I feel that some of my traits emerged more
massively. That is, while in other jobs I only needed to be organizational, as a teacher,
I need to be organizational on top of other things. I am organizational because I need
to be, but I also used to do this before.

When discussing issues related to people’s identities in general, Maria seemed to question
those who find that people can change radically. She argued that a change in one’s identity might

appear radical simply because we were not observant enough from the beginning, and missed it.

Maria: Nopifw 6t1 pmopel va @avel KATL 6€ PLEPIKES TEPMTMOGES MG PCIKN aAdayn,
YTl dev TPocEovE, dev To okdaPovue Kot dev 10 eEgpevvode PoPepd. Aniadn,
vrapyovv dvBpwmotl mov dev Tovg Eyovv d00el o gukapieg va avadeyBovv Yo va
SWUOPPOCOVY  SLAPOP  YOPAKTNPIOTIKG TOVG Kot Eoevikd Ppiokovtalr ce €va
nePPAALoV OOV UTOPOLV Va. avBicovV Kot PAETELS pia TEAEI®G GAAT TPOCOTKOTNTA.
AMG avTtd Kot TaA dev Ba To Katnyoplomoovoa g pior pilikn aAlayr. Eivon pio
aAlayn, OAAG vrpye 0 omOPog, amAd o AvOpwmog Ocv giye Ppebel oTic cwOTEG
ovvOnkeg.

Translation:

Maria: I think sometimes a change may appear to be radical, because we’re not being
too observant, we don't explore this issue that much. I mean, there are people who have
not been given the opportunities to grow and develop their characteristics and suddenly
they find themselves in a context where they can bloom and then you see a totally
different personality. But I wouldn't even describe this as a radical change. It is a
change, but the seeds were already there, this individual just needed to find
himself/herself in the right conditions.

Finally, when referring to the teacher’s role, Maria noted that teachers must help students
be flexible, because our surroundings change constantly and it is essential that people are able to
adapt to these changes. Once again, she stressed that she did not believe in radical changes
regarding people’s identities, and suggested that the teacher’s goal should be to help students find
their best version of themselves.

Maria: Ae vopilm 011 Ba €npene vo pag anacyoiel 1660 avtd, 660 10 OTL TPETEL VoL

eEeMooopaote, yoti cuvéyeta to TEPPAAAOV aALALEL YOP® HOG KO TPETEL EUEIS OC
exmondevTikol va fonbovpe toug padntég pog, va toug tpoetotpdlovpe YU avtd, va
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TOVG KOVOVLE TPOGOPUOGTIKOVG Kol VO, EIHACTE Kat ot 1d101 TpocappooTtikol. ['evikd
00 aVTO elvarl KeQoAUIMOES Yo €vav dvOpwmo. Na givol TpocaprocsTikdg Kot va
BonBdet kot tovg dAAovg va ivorl Tpocappootikol kot va eEglicoovtatl. Topa prlikég
OAAAYEG... UTOPEL KATO10G VO POVEL EMKOWMOVIOKOS VO TPV NTOV TOAD YOUNA®V
TOvoV, eneldn Ppédnke otic KatdAnieg cuvOnkeg dnwg tposina. Ilpénet va fonbodue
EUELG G EKTTAOELTIKOL TOVG AALOVG VO, BPicKOVV TOV KAADTEPO EQVTO TOVG.

Translation:

Maria: I do not think we should be focusing on this, but rather on the fact that we need
to grow, because our context keeps changing and we, as teachers, need to help our
students and prepare them for this, to help them to become flexible and be flexible
ourselves. All this is very important for a person; being flexible and helping others
become flexible and grow. Now, on radical changes... One can appear to be
communicative while he/she used to be very low-key, simply because he/she found
himselt/herself in the right conditions, as I mentioned earlier. As teachers, we need to
help others find their best version of themselves.

George
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Figure 4.18: The before (left) and after (right) identity charts of participant George

When creating the identity chart for himself in the past, George included some important
milestones of his life (his bachelor’s, his master’s, his decision to pursue a PhD, his application
for law school, his admission in law school, and his cohabitation with his father), and his main
roles (man, son, brother). He also included some more information that he felt characterized him
(Greek-born, resident of a specific area in Athens [the name of the area has been blurred to
preserve George’s confidentiality], Christian Orthodox, supporter of the sports clubs AEK and
PAOK). The two things that remained unaltered in his second chart were the fact that he is a man
and a Christian Orthodox. Interestingly, being a son was replaced by his role as a husband. He
explained that before immigrating to Canada, he was immature, whereas now he had assumed his

responsibilities as a husband and felt more mature. George also included his feelings about Greece
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(missing the homeland, 5.5 years of absence from Greece), as well as his feelings about the Greek
culture (realization of my cultural and linguistic heritage, proud teacher of Greek, Saturday school
as an incentive to maintain a connection with my homeland and my culture). He included aspects
related to his immigration to Canada (immigrant, citizen of the world, in search of permanent job,

based on my skills, professional).

In addition, he added two aspects that he believed characterized his identity; he described
himself as down-to-earth, and noted that he had a triple linguistic identity. Interestingly, George
chose not to include this information in his first chart, even though he was trilingual before
immigrating to Canada. It can be suggested that while in Montreal he gets opportunities to use all
the languages that make up his linguistic repertoire, which perhaps was not the case when he was
in Greece and France. Finally, George had a realization after creating and reflecting on his two
identity charts. He realized that his teacher identity was intertwined with his other multiple
identities, and he admired the way these two identity charts visualized his progress in different
aspects of his life.

Emmanouela: Yndpyovv ctotyeio Tov yopaktmpo 6ov mov £xovv aALEEL TP TOV
&ywveg 6a0KalOG;

George: Oy, avtd mpobmnpyav. Noi, otabepd. Nopilw o xoppog kébe yopoaktipo
elvar évag, oAAd popel va epmiovtiotel. ' Exel moAAég ekpavoels. Epmiovtileton mavta
o€ oyéon Ue 10 TEPPAAAOV, TN YADGGH —TtavTa, TAVTa.

Emmanouela: MdMota. Avtictouyo motevelg 0Tt 0 04oKaA0g umopel vo emAovTicEL
TNV TOVTOTNTA TOV pobnth;

George: Befaimg. E&aptdror Opmg amd tov ekmadevtikd kot T pefddovg tov.
Nopifow opwg 011 mpémet va mpoomadovpe YU ovtd. avralopor 6t 6ot £govpe ®G
KOpto pEAMUG pog vo to mETOYoLUE awto. (mavor) Topoa to PAéne avtd to
Swypappoto kot PAéne pio mopeio eelktik). BAEmw pia e£€MEn tdpa mov T
BAérw. Xvvewdntomoid Ot pmAékovror OAa pali - dev givor povo molog eipol mg
dAOKAAOG. AVTO GLVELINTOTOINGA LOALS LLE AVTY| TNV KATAIVOT).

Translation:
Emmanouela: Have any of your personality traits changed since you became a teacher?

George: No, these pre-existed. They are fixed. I think the foundation of an individual’s
personality remains the same, but it can be enriched. It has different expressions. It is
enriched in relation to your surroundings, the language - constantly.

Emmanouela: I see. Do you believe that a teacher can enrich a student’s identity?

George: Of course. But it depends on the teacher and the methods used. I think we
should all try to do this. I imagine we all want to achieve this. (pause) Now that I notice
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these charts again, I see an evolutionary course. I see some progress by looking at
them. I realize everything blends in, it is not just who I am as a teacher. This is what |
just realized by reflecting on these.

Anna

Figure 4.19: The before (left) and after (right) identity charts of participant Anna

When creating the first chart, to present her identity before becoming a teacher, Anna
included her role as a student and listed several traits that she felt characterized her (peace maker,
good listener, patient, responsible, stressed, well-organized, and having a traditional way of
thinking). She also included three desires that she had, namely the desire to discover herself, the
desire to discover her strength and her desire to share her knowledge. Next, when she turned to
her current identity chart, she included her unaltered personality traits (well-organized,
responsible, patient, good listener), her various roles (feacher, wife, student), and her aspirations
(make money, become more confident, trust more myself, meet new cultures, make social
connections, create a family and write a book). Finally, she now differentiated between her old
family —her parents- and her new family, the one that she has created with her husband and aspires

to grow.

Anna found that she had changed since she became a teacher, but noted that these changes
were not radical ones. She explained that she assumed she had some specific character traits, but
never had the opportunity to practice them before entering the class. Therefore, according to her,
her role as a teacher allowed her to expand her pre-existing traits.

Anna: Ag vioBo 6t Exm aALGEEL TOAD, amAd VIOO® 0Tt £ TteplocOTEPT eumepio. Me
v évvola 0Tt £y Eavadel pio cuumeplpopd, TV Ex® EAvavTLeTOmioel Kot EEpm Tt

umopel va macel. AAAG YevikOTtepa, OTL EXEL VO KAVEL 0G TOVUE e vTevBouvotnta, 0,TL
néepa yuo epéva o€ BepnTikd ninedo 1o €100 PeTd o€ Qapoyn, OTaV £Y1vo SaGKAAA.
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Emmanouela: Apa miotevelg 6Tt avtd to Pacikd YopaKTnpIoTIKd To eiyec omd Tptv;

Anna: Noat kot omAd Tpa To £X0 KOAMEPYNOEL TEPICCOTEPO KOl OE EMMEDO TAENG.
Onwg e&éMEa ko ™ pebodoroyia pov. Anradn Bewpovca ot £xelg o Pifiio ko
dudokel, apa eicot 04cKaA0G. TNV mopeia £ida OTL Oev givor £TG1 TaL TPAYUATA.

Translation:

Anna: I don't feel I’ve changed that much; I just feel I have more experience. Meaning
that I've seen certain behaviors, I’ve dealt with them before and I know what will work.
But in general, with regard to responsibility, everything I knew about myself
theoretically I also saw it applied practically, once I became a teacher.

Emmanouela: So, you believe that you already had all these basic traits before?

Anna: Yes, and I've expanded them more in class. The same way I expanded my
methodology. I used to think that if you have a textbook and you teach, then you're a
teacher. Then I realized it wasn't exactly like that.

Anna also referred to her role as a mediator and noted that she has found this trait
particularly important for maintaining balance in the classroom. She stressed the importance of
non-verbal cues, such as maintaining eye contact with the students, showing respect for them,
using a soft voice and listening to what they have to say. According to her, all these cues make

students feel they are equals with the teacher, and ultimately help her gain their trust.

Anna: Kot cav yapakmpag gipor covifmg vt mov dapesorofet, eipon dniadn n
peace maker - kot 0010 pe fondnoce.

Emmanouela: Avté nog o forince oty 14&n;

Anna: Mg v évvouwa g 1soppomiog. AKOU Kot 1] ¢®VH HoL O0Tav LAA®, 0Tt AL®
pe éva cvykekpipévo puopd, ot kortdlm Ta Toudld péca oto patie Ota WAL®, 0Tt
delyvm Tov amoutoOUEVO GEPAGIO —Y1OTl TPAYHATIKE TO KOV®, KO TOVG TO OElyvm 0Tl
T0. 0KOV®- TPOSTAO® va. VidBouv 0Tt ellacte 160dVuvapol. Mg evolapépet oA Kot 1M
£vvola TG OIKOOGUVIG - 0L LLE TN VOLUKT €vvola, 0ALA e TNV £vvola Tov fairness, Kot
BAémw 611 M epapproyn AV avT®V Tailel peydaho poro 610 dOaKTIKO YDpo. Nidbw
OTL ekelvn ™ otiyun €xo peydAn €vBovn, mov dev €xel Vo KAVEL HOVO LE TO V.
LETAODC® YVMOOT], OAAL EYEL VO KAVEL KOt LE TO KOUUATL TG Tondeiog. Ta pn AeKTikd
unvopata icmg £govv kot peyarvtepn Papdtra. Kot av Exeig va kdvelg pe epnpovg,
awtd glvar axopa o onpovTiko yotl stvor Wwitepa evaicOntotl oe 6o avtd. ‘Exouvv
OVOIKTEG KEPOIES KO TOL TLAVOVY OAOL VTA - OGO O KOAG €lc0n e TOV €0VTO GOV, TO
BAETOLY AVTO KOl TO EUMIGTEVOVTOL.

Translation:
Anna: I am usually a mediator, I am a peacemaker - this has also proved helpful.
Emmanouela: How did this help in class?

Anna: To maintain balance. Even the tone of my voice, my pace, the fact that I look
children in the eyes when I’'m speaking, that I show them the necessary respect -



because I do listen to what they're saying and I show it to them, I'm trying to make
them feel that we're equal. I’'m very interested in the sense of justice - not in the legal
sense, but in terms of fairness, and I see that applying all these really helps in teaching.
I feel a sense of responsibility, not only to transfer knowledge but also in terms of
offering a well-rounded education. Non-verbal cues are perhaps more important. And
when you deal with adolescents, this is even more important because they are
particularly sensitive with regard to this. They do catch on everything - the more
confident you are, the better they see this and trust you.
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Even though Anna could not identify any radical changes in herself, she argued that it is

possible for individuals to acquire new traits, as identities are based not only on one’s core

character, but also on that person’s experiences.

Lena

Anna: H tavtdémra matdel 6tov xopaktpo, oAid ytiletor mave Kot oty gumelpio.
Me Baon avt) v gunepio PAERES KO TOV YOPpOKTNPO GOV. (Tavon) Oewpd Oti
pmopovv vo. mpootefovv kol véa ototyeio mov dev elxec mpwv. Kémow kovodpyta
TPAYUATO TTOV OEV VITNPYOV TTPLV.

Translation:

Anna: Identity is based on one's character, but it is also built in experience. Based on
this experience, you get to see your character. (pauses) I think you can acquire new
traits that you did not have in the past. Some new things that did not exist before.
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Figure 4.20: The before (left) and after (right) identity charts of participant Lena

In her first identity chart, Lena included six aspects that characterized her; having no

patience, having no knowledge of children psychology, being meticulous, not accepting criticism

and being selfish. In her second chart, Lena included traits that she now had, and which were

testament to her maturity: experience, patience, understanding, love for children, more meticulous,

happier person. Clearly, Lena felt that being a teacher had changed her identity in positive ways.
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She reflected on the aspects of her identity that changed since she became a teacher, and argued
that teaching made her more understanding towards others, and less self-involved. Most

importantly, Lena explained that teaching showed her how to love children and care for them.

Lena: Aev n€epa moALd yia ta Tondid. Ae yvopila v yoyoroyia tov toudiwv. [Ipa
TOAAY eumepio. dddokoviac. Me tn OwdackoAa dpyoo va dafalo  moAy
neplocotepo. BéPata opyavaotiky uovy ki amd mprv. Mropel va un srapalo, oArd
opyavotikn uovv. Kot épaba va ayord kot ta moudid. Tpelaivopon va gipat pe to
o0 -TpeAaivopal Yoo TV oydmn tovg. Tovug eiyo aydmn Kt omd TPV Kol TP TLo
noA0. Emiong dev eiya vmopovn 6om €y topo. IIpénet va €xeig vmopovr|. TToAAn
vropovn. Kot katavonon. Katavonon kot yio ta mondid aAdd Kot yio GOVadEAPOS -
&xo pdbet va katovod. Tt GAlo; A! 'Hpovv o moAd yio Tov €00t OV -GKEPTOUOVY
™V KoAomépact] pov. Topa cképTopat Tt va 0O GTo Todld, TL Vo KAve Yo vo
naBovv kaAvtepa. 'Hpovv o modd eymictpia. Agv 0eha va pe kpivouv, dev dexdpouvv
v kprtikn. Nopla 6t quovv téheta. Topa déyopan kprtikn kabe pépa. I'evikd, M
dwaockaAia pe kével yapodpevn. Me yniovel og dvlpwmmo.

Translation:

Lena: I did not know much about children. I did not know anything about children's
psychology. I acquired significant experience by teaching. Teaching got me studying
more, even though I already had good organizing skills. I may not have studied, but I
had organizing skills. And I learned how to love children. I love being with children,
I enjoy their love. I loved them before, but even more so now. Also, I wasn't as patient
as I am now. You need to be patient. Very patient. And understanding. Understanding
with children and your colleagues, I have learned how to understand. What else? Oh!
I used to care more about myself, having a good time. Now I am thinking of ways to
support children, ways to make them learn. I used to be more selfish. I did not like
being judged; I would not tolerate any criticism. I thought I was perfect. Now I am
being judged every single day. Teaching makes me happy. It elevates me as a person.

When asked about people’s identities, and whether or not they remain stable in the course
of the years, Lena argued that people do not change altogether, but some of their traits can be
slightly altered. According to her, what changes when one becomes a teacher, is not that person’s
identity, but their sense of responsibility towards the students.

Lena: Noa cov o kdti; O dvOpwmnog dev arrdler. AAowdvetot. AALGCeL TOAD Alyo.
ELdyota. O dvBpwmog dev umopel vo ahdaéel tAnpws. Kot dev pmopeic va adddEerg
Kdmolov dAlo, Tapd uoévo av €xel BEANON o 1d10¢ va aArdéel. TTdvtmg yio va yupicm
oTO OlYPALLLOTO, aVTO TOV AAAALEL OTa Yivesal 0doKaAog elval 1 vBHVN. OEAm va

pmraivo oty téén kot va diveo 1o 100%, vo PAET® Ot péver kdtt ota moudid. Iati to
ayan® avtd Tov Kdve. AdoKkovtag Bprko ToV dVTO LoV,

Translation:

Lena: You wanna know something? People do not change. They are altered. Very few
things change. Really very few. People cannot change completely. And you can't
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change someone else, they need to be willing to change. But, going back to the charts,
what changes once you become a teacher is the sense of responsibility. I want to enter
a class, give 100% of me, and see that children benefit from that. Because I love what
I am doing; I found myself in teaching.

Stella

Figure 4.21: The before (left) and after (right) identity charts of participant Stella

In her first identity chart, Stella presented a rather negative image of herself. She included
her roles (daughter, sister, friend, granddaughter) and some of the character traits that she felt
characterized her in the past (lacking empathy, having difficulty in understanding others, being
non-cooperative, being strong-minded, being ignorant, being indifferent for others’ problems and
being self-centered). In her second chart, both her roles and her character traits changed in a
positive direction. She now described herself as a daughter, a mother, a wife, a real friend, a
colleague, a teacher and an educator. She also believed that she now was cooperative, helpful,
supportive, interested in others, educated on various levels, and that she had great empathy, and

the ability to understand others and find alternatives.

Stella argued that her studies in Special Education and her working experience led to these
changes in her worldview and identity. She highlighted that everything she had learned affected

her as a person in general, and not merely as a professional.

Stella: ZEexivnoe oamd v ekmaidevon amd TO TAVEMICTAUO, &EEAYONKeE, Kot
KOPLPDONKE UE TIG GTOVIES TOV €KV TNV €101KN aymyn. Kot to amokopvempa fpde
otav dovAeva pe Toudld pe eykepaAkn tapdivon. Olo avtd mov Epaba pe Bondnoav
YEVIKA oav dTopo, Oyl LOVO GTO. ETOYYEALOTIKA.
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Translation:

Stella: It started out with my studies in University and it grew. It peaked with my
studies in special education. The most important part was when [ worked with children
suffering from cerebral palsy. All the things I learned helped me as a person in general,
not just as a professional.

Stella explained that she viewed herself not just as a teacher, but also as an educator.
According to her, an educator is responsible for the students’ well-rounded education, and not just

for imparting knowledge to them.

Emmanouela: I'pdyate eniong kot ‘madaywyos’. Avto yia €0dg £xet Ao Bapog amd
TO Vo TElTE OTL €10TE OOOKAAL,;

Stella: Nou, eivar dtapopetikd. H daokda, pe T oTeEV £vvola Tov OpoL EXEL VAL KAVEL
LLE TO YVOOTIKO KOUUATL -va pabet To modi va ypaeet, va dtafdalet. O madaywydg €xet
va Kavel pe aéieg, pe tov TpdmMo TOL TOV HOBAIVEL VO PEPETOL KOt LE TO TOPASELYLLOL
TOV, OAAG KOL [LE TNV OVTIUETAOTIOT O10POPOV TEPIGTATIKAOV PLEGH GTNV TAEN, ONANON
LLE TO VO TOL dglyver Tt £xel onuacio kot Tt Oyt Elvat dtapopetikd, kot o 0velooTiKo,
Kot o dvokoro. Eivan pia evpitepn vvoua.

Translation:

Emmanouela: You also wrote ‘educator’. Does this carry a different weight than saying
you are a teacher?

Stella: Yes, it is different. A teacher, in the strict sense of the word, has to do with
imparting knowledge - teaching the child how to write and read. The educator teaches
values, they teach children by the way they act, by the way they handle incidents in
class. In short, by showing what is and what is not important. It is different, more
substantial and harder, it is a broader concept.

Stella also argued that an individual’s traits can change radically, and suggested that people
are not meant to remain stable but need to constantly keep evolving.
Stella: Oro pmopovv va aAraEOVY, va yivouy Kot and dompa povpa. Eipon g dmoyng
011 0 AvBpmmoc TpEmel whvta va Exet pio eEEMEN, £oTm Ko amepoeddyiot. [ péva,
N otacwotnta glvan Bdvartog, ce omolodnmote topén. Ae pmopel va gioar o idtog

avBpomog ota 20 kot ota 40. Mmopet Kdmola yopaKInplioTKd vo, LEVouy availoimta,
av 0gv aoyoAN0eig va ta eEeMEELS, AALA YEVIKDG TPEMEL VOL LIThpyEL P EEMEN.

Translation:

Stella: Everything can change radically. I believe a person should always be evolving,
even at a minimal level. To me, not changing is death, in any sector. You cannot be
the same person at 20 and 40. Some traits may remain unchanged, if you do not take
the time to grow them, but in general, there should be some growth.

Finally, when asked about the educator’s role in helping students shape their identities,

Stella argued that they must help students develop their critical thinking and constantly provide
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food for thought. She highlighted that teachers cannot change the students’ identities themselves,

but they can motivate them to change.

Stella: O dALog umopel va Gov dMGEL TO KIvnTpo Vo GALAEELS, VO G€ KAVEL va O€1G Hia
AN mhevpd ov dev giyeg del. AAAGL VoL GOV TEL ‘“KATGE KAT® TOpa O pdbelg avtod’
OyL avTd dev yiveTar.

Emmanouela: Kot nog propodv ot tadaywyoi va fondncovv tovg pabntéc toug va
GYNUOTIGOVV TIG TAVTOTNTES TOVG;

Stella: Mrmopovv va 8étovv mpoPAnpatiopois - oe oxéon pe Béuata Bpnoxeiag, pe
Oénota 1otopkng Ko €BviIKNG TowTdTNTOC, VO TOVG PAAOVLY OTn dtodKacion v
OKEPTOVTOL KATL TOV OKOVV, VO TO KPIvOuv, Kol VO KOTOAYOUV GE VOl O1KO TOVLG
ocoumépacpa, vo enegepyaloviol TG TANPOPOPiEg TOL OEYOVTIOL, VA TO YAYVOLV
TOPATAV®, VO, YAYVOLV SLAPOPES TTNYEC, VO Un dEXOVTOL OUAoNTO KATL TOL AKOLV 1)
dwfalovv.

Translation:

Stella: Others can provide you with the motivation to change, to help you see another
side of yourself that you had not noticed. But they can't force you to learn something,
it’s impossible.

Emmanouela: And how can educators help their students shape their identities?
Stella: They can give them food for thought - on issues related to religion, historical
and national identity, get them in the process of applying their thinking process in
whatever they hear, consider information, reach their own conclusions, process

incoming information, look into things, seek out different sources, not accept anything
they may hear or read.

Kostas

Figure 4.22: The before (left) and after (right) identity charts of participant Kostas

Kostas used his real name in the center of his two identity charts, and to protect his

anonymity the name has now been blurred. In his first chart, Kostas listed a number of his interests,
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character traits and roles. Interestingly, he decided to demonstrate the most important aspects of
his identity by capitalizing them. He explained that his family, and his friends were very important
to him, as was the fact that he is Greek. He also valued his social life and community involvement.
In addition, he found school in general and his grades in particular to be very important. Kostas
also added aspects of his identity that were not capitalized, such as the fact that he worked in
various positions, he played soccer, he traveled, he was trying to figure out his identity and was

eager to explore new opportunities.

In his second chart, Kostas followed the same strategy and capitalized the most important
aspects of his identity. Once again, he stressed that his family, his social life and the fact that he is
Greek, remained essential for him. He also chose to capitalize some new aspects, centered around
his role as a teacher and an HL speaker (values/morals, role model at all times; role of
responsibility, life stresses, how to maintain Greek Heritage outside of school?, How to inspire
the youth of today?). He then also added some of his interests, habits and concerns (¢ravel, soccer,

always watch what I say and do, so much to do so little time).

One of the aspects that Kostas presented as essential in both his charts was community
involvement. He explained that aside from the fact that being involved in the community helped

him professionally, he also felt the need to support the community and the Greek culture.

Kostas: To community involvement jtav onpovtiko yi’ avtd tov n0sha va kdvo. And
that was very different from the things my friends did when we went out and the things
1 did when I went out; it was a different social life.

Emmanouela: Apo to community involvement giye va Kavet pe ta moyyEALOTIKA.

Kostas: Nouw aArd Oyt povo. ‘HBeha va kdveo mpdypota mov €xovv oyéon He TV
KovAtovpa poc. To va myaivo oty mapéhaocn dev fonbovce pe to emoyyeALOTIKA,
aAAd M0ela va To kdvo. I did not want to lose my language but also Oa n6eha va Aéw
TG gipon TEPNEAVOS Kot TS VTOsTNPilm TNV KOLVATOVPO.

Translation:

Kostas: Community involvement was important for what I wanted to do. And that was
very different from the things my friends did when we went out and the things I did
when I went out; it was a different social life.

Emmanouela: So you associate community involvement with your professional life.

Kostas: Yes, but it is not just that. I wanted to do things related to our culture. Going
to the parade did not help me in terms of my career, but I wanted to do it. I did not
want to lose my language and also I would like to think that I am proud and I support
our culture.
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Kostas stressed that as a teacher, he feels he has to be a role model at all times. He explained
that he takes the responsibility of teaching the Greek students very seriously and wants to find

ways to get more young people involved with the community.

Kostas: I am always a role model. For the students, but also for everybody else.
[Mopaderypa. Tldo kot ta mive, yivopor Aiopa. I think T am not allowed to do that
anymore, because now | am a teacher. Eipot ddokalog 6ta Tondid LoG. VTapyovy mo
TOAAG Gryym TOPO ®¢ SAGKAAOG, Kot 1 oKEYT Lov givatl Tdpa how to inspire the youth
of today. I1®g pmopeig va eUmveNCELS KATOLOV TOL OEV £XEL OXECT UE TNV KOWOTNTO,
va aoyoAn0el pe tov EAANVIcHO; AT To TGO TOOLE TOV £YOVV TTAEL OTO EAANVIKO
oyoleio, poévo dvo €xouvv £pbet va dwdcovv. Toca moudd amopoltovv KAbe ypdvo,
vt pévo 2; How can we get the youth va acyoin6et; I think we need an incentive,
vt yperalovron Kot yprpota yio va toug eépels -Eirape, n oxéyn etvanr Kavadwm
dev Ba to kévovv eBehovTikd.

Translation:

Kostas: I am always a role model. For the students, but also for everybody else. For
example, going out and getting drunk; I think I am not allowed to do that anymore,
because now | am a teacher. I am a teacher for our children. There are many things
that stress me out now that I am a teacher, and all I think about is how to inspire the
youth. How can you inspire someone who does not have a connection to the
community and make them care about the Greek culture? From all the students that
have attended the Greek school, only two have returned to the schools and taught as
teachers of Greek. We have so many graduates, why are there only two teachers? How
can we persuade the youth to get involved? I think we need an incentive, because it
takes money to bring them; as I said before, they think like Canadians so they will not
do it for free.

Finally, Kostas stressed the need for teachers to inspire students to be involved in the
community and help preserve the Greek culture.
Emmanouela: Mmnopeic vo fondnoeig €60 va dapopwBodv ot tavtdtTeg TV
pantov; H 115 d1popedvouy fovot Tovg;

Kostas: Agv Eépw. Nopilw mpémet va 10 €xelg pécsa cov. AAAG Kot amd Toug YOVels.
Mmnopet dpmg 0 SAGKAAOG VO EUTVEVGEL -Va. EUTVEVGEL TOVG HOBNTES VO 0o OAT 000V
HE TOV EAMMVIGUO, va acyoAnBovv pe tnv Kowotnta, va acyoAnfodv pe tov
ebedovtiopd -Kon petd o EpBouvv kot ta VTOAOTA.

Translation:

Emmanouela: Is it possible to help shape the students’ identities or do they shape them
on their own?

Kostas: I do not know. I think you must have it in you. It also comes from the parents.
But the teacher can inspire students to care about the Greek culture, to be involved in
the community, to volunteer; and then the rest will follow.
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Figure 4.23: The before (left) and after (right) identity charts of participant Sofia
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In her first identity chart, Sofia included her roles (sister, mother, aunt and midwife) and

some traits that characterized her (dogmatic, altruistic, tolerant, impatient, real, communicative,

happy and psychologist). In her second chart, she only focused on her role as a feacher, and listed

the traits that she felt characterized her in the present (communicative, happy, fair, permissive,

selfless, kind, lenient, and patient). When juxtaposing her two identity charts, Sofia concluded that

after immigrating to Canada and working as a teacher, she had become more conciliatory and

patient. She also found that she had become more polite in Canada, which as she explained, was

not necessarily a positive change.

Sofia: Topa £xovv aAAdEel oAV ot opilovtég pov. Edeya kdti o€ pia yovaika kot g
éheya avtd eivar, tedeiooe. Eleya avtd eivor 1o cwotd, téhog. Topa eipot mo
owAroktikn. Topa oto OSdypoppo ywo 1o HETE, €y Yphwel ‘dackOra’ Kol
“DTOUOVETIKT) , Yol NToV OVGKOAO Yia péva va Yive TOG0 VTOHOVETIKY. Agv giyo 1660
TOAA VITOHOVT]. Y TOY®PNTIKY], ®G dUGKAAN, TOAD “VTOY®P® TOAD OTaV PAET® OTL TO
ondl empével, yoti kotoiafoive v youyoroyia Tovg, Exm pabel va vroymp®. Agv
NUOVV TAVTO, LITOYWPNTIKT, EX® YIVEL TOPA OC daoKdAa. Ki gvyevikn dev uovv 1660
TOAD —ayeVNG dEV OLV TTOTE OAAG OEV NLOVV TOGO EVYEVIKN OGO it TOPA. AVTA M
EVYEVELD LE KOKOAMVEL.

Emmanouela: Avté €yt va kdvel pe m Aoyikn tov Kovadd;

Sofia: Nai, var givar ToA0 TV OOV €00. Agv Bempd 6TL fonBdel avtd, aAld Tpémer
va gloat €161 €.

Translation:

Sofia: My views have changed. I would say something to a woman and be like, that is
it, end of story. This is the right thing to do, end of story. Now I am more conciliatory.
In the “after” chart, I have written ‘teacher’ and ‘patient’, because it was hard for me
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to become so patient. [ was not very patient. [ am permissive as a teacher; I cave when
a child insists, because I understand children's psychology, I have learned to back
down. I was not always like that; this has changed since I became a teacher. I was not
very polite - I was not rude either, but I was not as polite as I am now. This politeness
makes me freeze.

Emmanouela: Is this politeness connected to Canadians’ mentality?

Sofia: Yes, people are very formal here. I do not think that is helpful, but this is the
way they expect you to be.

Sofia also argued that people’s identities change over time based on their experiences.
However, she noted that another person cannot change you unless you are willing to change

yourself, and therefore teachers can help students, but they cannot change them.

Emmanouela: QOgwpeite 011 1 TovtdoTTO TOL AVOpDOTOL £ivan KATL TOL OAAALEL 1)
TOPAUEVEL 10101

Sofia: AMGCet, BéPara. [Tepvarvtog Ta xpovia aArdlel o avBpamog. Etvat dvvatov va
elpon 0 1010¢ dvBpmmog TOpa pe 6,1t uovy ota 25; O Pacikdg xapaKTPos sivat Evag
aALG T Stapopa ototyeia aArdlovv. Kar eaptdror amd Tic epmeipieg kot to fudpotd
cov.

Emmanouela: MdAiota, dpa 1o uopatd cov pmopodv va oe arrdEovv. Kdmoilog
dAAog dvBpwmog pmopel va oe aALAEEL;

Sofia: Oyt Kavévac. Mropel va oe fondnoet, aArd Oyt va oe ahddEel. Av dev BEleg
€oV 0ev o€ aAAdlel kavelc. Ta modakio £xovv £va KEPAKL LEGO TOVS KO O OAGKOAOG
propel va o UTVEDCEL VoL ovyouV Ta 1010, TO KEPAKL, OAAL OYL VO TO vy oLV Ot 13101
v ta odrd. Kot kémora kepid dev avafovv TeAKd.

Translation:

Emmanouela: Do you believe a person's identity can change or does it remain the
same?

Sofia: It certainly changes. Time changes people. How can I be the same person as the
one | was at 25? Your character remains the same, but its elements change. And it
depends on your experiences.

Emmanouela: So, your experiences can change you. Can another person change you?

Sofia: No. Nobody. They can help you, but they cannot change you. You can only
change if you want to do so yourself. Children carry candles inside them and teachers
must inspire them to light up their own candles, not light them up for them. And some
candles don't light up.
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Niki

Figure 4.24: The before (left) and after (right) identity charts of participant Niki

In her first identity chart, Niki included her roles (student, daughter, girl, psychologist) and
two character traits (insecure and not knowing what I liked). In her second chart, she only included
her role as a teacher and a ‘mom’ for her students, but added more traits that characterized her in
the present (independent, fiery, patient, well organized, and tired), as well as two emotions that

described how she felt for her students, namely love and pride.

Niki elucidated that teaching was very rewarding for her, as she could see her students

benefit from her teaching and this was clearly a driving force for her.

Niki: Topa éxovv aArdEer moAld, eivor moAD KoAvtepa. Niwbw 0Tl tOpa eipon
dackdra pe OAN v évvora g AEENG. N1dBm 0Tl KAve KaAO G€ KATO10VE avOpdTOLG,
PAénw odlayég oto monddkio pov. Ta PAénew wabnuepvé va aAralovv kot va
pabaivoov and gpéva. Kt avtd givor 1o koo pe ) dwdackario -0gv o PAERELS TOPOL
avtd ToLv aAAALEL. Oa ToVg PdabeLg KTt Ko O 6TO TOHVE HETA amd Alyo Kopd. Ba pov
10 TETAEOLV Kol Ba T ‘amd epéva givar ovTo’.

Translation:

Niki: A lot has changed now, it is much better. Now I feel like 100% a teacher. I feel
I help some people; I see changes in my students. I see them changing every day and
learning from me. This is the good part about teaching; you do not see the actual
change right away. You teach them something and they will repeat it some time later.
They will just throw it out there and I will think, “they took this from me”.

Niki believed that people’s identities are shaped by the person’s core character and the
people they surround themselves with; namely their parents, friends, and acquaintances. She did
note, however, that parents are the ones who play the most important role in a child’s upbringing

and development.
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Niki: "Exeig kdmota xopaktnpiotikd Kot anid otav Bpickelg ovtd mov e peyoahdvovy
Kol SLUVOUMVOVY, YivovTon o peYGAa. AALL 1 GTOPYT| KoL 1 QYA Yol T Toudld OgV
etvat KatL mov 10 £yovv OAOL. OEAM va o, TpEmet va ta Exelg eSapyns. Mmopel eniong
va og emmpedoel Kot o OGAAoG. T'evikd vopilw Ot1 6000 onuovtikd sivor o
YOPOKTNPLOTIKA IOV €xelg eEapyns, AAAo TOGO givarl Kot o mepiyvpog cov. Eivar ot
YOVEIC GOV, 0 TPOTOC TOV PEYAAWGES, Ol (pilol Gov, ot avOpwmotl mov yvopilelg -OAa
nepvave. Nopilm Aomdv 0Tt o1 yoveic kot ot d4oKaAol eivat TP TOAD GNUOVTIKY
emppon. Kot ot piror BERata. AAAG vopilm dti ot yoveig eivat 0 TpAOTOG TOPAyOVTOC.

Translation:

Niki: You have some traits and you simply find out what you want and they are
enhanced and strengthened, they are enlarged. But affection and love for children is
not a common trait for everyone. I mean, you need to have these from the start. You
can also be affected by others. I think it's two-sided, the traits you start out with and
the influence of your surroundings. Your parents, the way you grew up, your friends,
the people you know, everything affects you. So, I think parents and teachers are a
very important influencing factor. And friends too, of course. But I think parents are
the most important ones.

Field texts on teachers’ attitudes
Photo elicitation

In the second session, the participants were asked to respond to a photo. For the purposes
of this activity, [ used a photo of the “sculpture of the Greek immigrant” [ Appendix E], which can
be found in Montreal, at the intersection of Park Avenue and Jean-Talon Street. The aim of this
task was to elicit information and open up a discussion about the teachers’ views and attitudes

towards the different generations of Greeks in Canada.
Maria
There is a gap between former and new immigrants

When asked to comment on the photo, Maria identified a gap between first-generation
Greeks and people who have immigrated to Canada more recently. According to her, her
generation 1s viewed as different by previous generations of Greeks who prefer to keep their
distances from them.

Maria: ['a péva etvon kétt To Tapoynpévo avtod kot EEvo cav ewova. KatoroPaivo
OTL ywo KAmowvg ovtd glval kdtlt To WOAD owelo Kl avtd pE KAVEL KOTOG
cuvaloOnuotikd va vimbo mepiepya- oev EEpm, dtapopa cuvaicOnuata pov Pyalet

avTtdg 0 daympopos. [ati eyd petavdotevoo Tpdoeata Kot dev Exm Kapio oxéon e
QLT TNV EIKOVA.



146

Emmanouela: @swpeig 611 Toug petavdoteg mov npdav yopw oto 1950, toug exppdlet
oVTO TO AYOALO,;

Maria Ziyovpa. Eivol k4t 10 oA owkeio, motevm. AAG o0TO gUEVOL LE KAVEL VO
V0w mepiepya. AnAad|... vor etvar avTd 10 YAouo LETAED TOV VEOV LETAVACTMOV KoL
TV TaAotepwv. Tlov ciyovpa 610 d1kd TOLG TO PHLOAS VEapyeL. [a péva Kot yuo )
OIKN MO TN YEVIA YEVIKOTEPQ, QTN 1M €KOvVa dgv givan otkelo ko vopilm 6t ot
ToAOTEPOL PAETOVTAG LOg Vo epYOUOCTE TEAEIMG dLopopeTIKOl, 0LTO pog Bdlet og pia
SLOLPOPETIKT TAELPAL.

Emmanouela: Anpuovpyel evogyopévmg Evav avioywvicpo;
Maria: Not. Ao tn 01K1| ToOvg TAEVPAL.
Translation:

Maria: To me there is something outdated and foreign in this image. I understand this
may be very familiar for some people and this makes me feel strange - [ don't know, I
feel various emotions with this separation. Because I have immigrated recently and I
have nothing in common with this image.

Emmanouela: Do you believe that this statue expresses immigrants who arrived here
around 19507

Maria: Certainly. I think it would be something very familiar. But this makes me feel
weird. I mean... Yes, it is the gap between younger and older immigrants. And I’'m
sure that’s how they think of it. For me, and our generation in general, this is not a
familiar image and I think the older generations think we are very different and this
puts us on different sides.

Emmanouela: It creates a rivalry?
Maria: Yes. From their part.
Former immigrants are unwilling to help newcomers

Maria’s own biases became evident when she was asked to compare and contrast the
difficulties Greeks faced in the past to those new immigrants have to face today. She presented

Greeks of previous generations as unwilling to help newcomers.

Emmanouela: @cwpeig 6Tt elvan o 0Kk0oAeg 01 GLVONKEG Y10 TOVS PLETAVAGTEG G LLEPTL;

Maria: (mavon) Oyt Ae pmopeig va Kavelg avaypoviopovs. AALeG SuGKOAIES VPOV
TOTE KL GAAEG TOPOA. AVTO TOL SLPOPOTTOLEL TO TOTE LE TO TOPO, Eival OTL TOTE, Yo
OAoV TOV KOGLLO Ko TavToL, 1) {m1 TaV TOAD T10 TEPLOPIGLEVT KO TTLO GLUYKEKPILEVN.
Kot 1 mopeia evog petavaot 101e NToV ToAD mo Tpodtayeypoppévn an’ 6,Tt GNUeEPa.
Avtd eivanr kou koAd kol kokd. Tote €pyoviav aypdupatol, @Toyoi, pe ddpopo
CLYKEKPIUEVOL EUTOOID KO OEOOUEVO, KO ETMEITO. AKOAOLOOVOE 0L CUYKEKPIUEVT
nopeia. Ot Tep1ocOTEPOL £EPTIOENY KATOEG EMLYEPTCELS, GCUYKEKPIUEVO GTNV EGTINGT,
£KOVaY KOO0l YP1LLOLTOL, DINPYE KoL TOAAT] OPOSALPLYT, ELEVOV OYPALLLLOTOL OL TTLO
ToALOL KOl £YOVV oL GUYKEKPIUEVT TTopEia. XN onuepivn €moyn, umopel va EpOeig
TOAD HOpPOUEVOS, Kot va PBpebeig va dovdedelg epydtng kot Yo Kamoloug Adyovg va
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ouvveyioelg va 00VAEVELS epyatng Yia mhvta. Kot va £pbeig am’ to ymptd cov ympig va
EEPELg ayYAIKA Kol YOAAIKA Kol €EMEWDN GOV YOUOYEANGE 1) TOYN N €VOG GLYYEVNG VOl
Bpebeig va mhovtices- n {on eitvon ToAD mo avoyytr). AAAG vopilom Ot exelvol pog
BAémovv ¢ avBpdmovg mov Ba Ta Bpovue mo evkora. Kot icwg va BELovv va pog
dvokoréyovv ) Lo YU avTo.

Emmanouela: Apa dev vrdpyer avtd mov Aéue mn aAinioPondeln avdupeco oe
opoebveig;

Maria: Yrdpyet. AAG avto e€apTtdrol amd TV TPOoSOTIKOTNTO TOL KOOEVOC.
Translation:
Emmanouela: Do you believe that things are easier for immigrants today?

Maria: (pause) No. You cannot be anachronistic on this. There were different
difficulties then and different now. What differentiates the past with the present is that
then, for all people and everywhere around the world, life was very limited and
specific. And an immigrant’s course then was pretty much more predetermined than it
is today. This is both good and bad. In the past, immigrants were illiterate, poor, with
certain obstacles and facts and then they followed a certain course. Most of them
started up businesses, mostly in dining, they earned some money, there was much tax
evasion as well, they remained illiterate and most of them had a specific course. Today,
you can arrive and be well educated, and find yourself working as a laborer for various
reasons, or continue working as a laborer forever. Or you can come from your village
without speaking English and French and you may be lucky, a relative may help you
make money, life is much more open. But I think they see us as people who had it all
very easy. And perhaps they want to make our lives a little more difficult, because of
this reason.

Emmanouela: So there is no solidarity among people from the same country?

Maria: There is. But it depends on each person's personality.

George

First-generation Greeks had to face difficulties related to the particularities of Quebec

George identified trilingualism as the main difficulty first-generation Greeks had to face in
Quebec. He referred to the particularities of Quebec, namely the coexistence of French and
English, as well as the separatist movement that emerged in the 1960s in Quebec, which reminded
Greeks of their own Civil War (1946-1949).

Emmanouela: @élo va kottd&elg avtr| T ¢mTOYpOOio Kol VO LoV TTEWS Tl GKEPTEGOL.
Eépelg Tt givor avto;

George: BePaimc. Nat, givar kaBapd o epyopndc tov tpdtov EAAMvev otov Kavadd.
Aglyvel epooveg ™V andyveon TG eYKATAAEWYNG TG Mog maTpidos -0l EKQPACELS
TOVG 60V AEM T pov PBydlovv- Kot amd TNV GAAN TNV TPOGHOVI] Kol TNV EATION Yo TN
véa Tatpida. Aelyvel v ayovio TOug Yo T0 LEAAOV.
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Emmanouela: [Toteg moteelg 0Tt oV ot SUGKOAIES TOV E1YE VO OVTILETOTIGEL VT
n Yevid;

George: H yAwooa. BéBawa. Tati dev pihodoav ypt ayyikd, dev piloboov YoOAAKA.
To poptio Tov petavdom Nrav peyorlvtepo oto Kepméx, yiati eiye va aviypetoniost
Kot TV Tpkmaccia -6gv Ntav povo 1 drylwoacia. ‘E&tpa dyyoc, £€tpa eoPoc, £&tpa
avao@aAela. Xty mopeio PEPata TPOEKLYOV Ol YVOOTEG OOCTACTIKEG TAGES UE
amoTEAEG O, VO VIODEL v Tn T oPia, avTh TN ddoTacn Kol HEca Tov, Yati dev nEepe
Po¢ To. ToV TheL... o 'EAAnvag €xel ko to Argoopd péco tov and v EAAdda, to
Qépovpe otV wotopia pag, giye kol To TPOSPATH YEYOVOTa ToLv Epgeuiiov... Eépelg
elye Kol TIG UVNUEG TIG OKEG TOL Kol TIC EPAEmE €0 -OLOOTAOT), OYYALKT-YOAAIKN
KOVATOUPO. .. TopOAL aVTd, Be@p® OTL TO YAMGGIKO HTAY TAVTO TO KUPLo {RTnua.

Translation:

Emmanouela: I want you to look at this photograph and tell me your thoughts. Do you
know what this is?

George: Sure. Yes, it is clearly the arrival of the first Greeks in Canada. It shows the
despair of abandoning your country - this is what their expressions are telling me - and
on the other hand being hopeful for your new country. It shows their anxiety for the
future.

Emmanouela: What difficulties do you think this generation had to face?

George: Again, language. Certainly. They could not speak English or French. An
immigrant's burden was greater in Quebec, because they had to deal with trilingualism,
not just bilingualism. Extra stress, extra fear, extra insecurities. Along the way, the
usual separatist tendencies emerged and so immigrants felt this fear, this dissociation
of not knowing where to turn... Greeks have this dissociation tendency; we carry it in
our history, due to the recent events of the Civil War... They had their own memories
and they were reminded of them here, from this dissociation between the English and
French cultures... Despite all that, I believe the language was the main issue.

Second-generation Greeks viewed themselves as different from Anglophones and Francophones

George explained that second-generation Greeks did not have any language-related
problems, but they did have identity issues. According to George, they could sense that they were

different from Anglophones and Francophones, and this created an identity issue for them.

George: H de0tepn yevid oev €xetl 10 TpOPANUO TNG YADGGAGS. ZUYKPIVOVTAG OU®G TOV
€00TO TOVG e T VTOAouma yoAAdkia 1 ayyAdkia tov Keumék, éfAemav kot PAETOLV
SapopeTIkd otdTovg. BAEMOUY 0TL dAAN elvar ) YADGGO TOL LIAGVE GTO GTTiTL O1 YOVELG
Kot GAAN gtvon 1 YA®GGa Tov TePBAAAOVTOG. Apol AUTOUATMOG VITAPYEL EVAG SLYOoHOG
péoa Tovg -Exovv BEpato TanTdTNTOC.

Translation:

George: The second generation did not face the issue of learning the language.
However, when comparing themselves with Quebec's French-speaking or English-
speaking children, they saw and still see they had a different status. They see that they
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speak one language at home with their parents and another one when outside their
home. So, there's a dissociation there - an identity issue.

Third-generation Greeks are fully integrated

Finally, George argued that third-generation Greeks are fully integrated, and do not have
to face the difficulties that previous generations had to face. However, he noted that a sense of
responsibility not to desert the Greek language is passed onto them, and highlighted the importance

of the grandparents’ role in this mission.

Emmanouela: Kot petd ov mape axopo mo KOTo®, ov OTACOVUE ONANST GTOLG
ONUEPIVOVS HoNTEC;

George: Not €60 0édet culnon. Agv umop®d va amovio® omdivta. [otl aeevog,
vat, arcBdvovtan kavadeldxia, yioti etvor yevvnuéva €0, axobve amd Tovg YOVElS o
TOAD ayYAIKA GTO OTitl, OTOTE LIAPYEL TAOTION €KEL - O VimBovv EEvol ¢ TPog TO
nepPaAlov. AALG €00, VIapPYEL avddovon evog dAlov Bépatoc. Ymbpyet avdykn va
unv Eexdoovpe TNV EAMANVIKY. YTApYeL 0T 1 TEPNPAVIO, 1| TEPNPAVIO YU OVTES TIG
piles. Ed® vopilm elvar o mammovg kot 1 yloyld mov Kpatdve t oxéon Covtavi pe v
EXAGOQ.

Translation:
Emmanouela: And if we take it one generation onwards, reaching today's students?

George: Yes, there is much to be said about this. I cannot give you a definitive answer.
On the one hand, they do feel Canadian, they are born here, they mostly listen to their
parents speaking English at home, they are not different in this respect - they do not
feel like foreigners. But another issue emerges. There is this need not to forsake the
Greek language. There is this pride, the pride they feel for their roots. I think the
grandparents keep the relationship with Greece alive.

Anna
First-generation Greeks’ decision to immigrate was the beginning of our history

Anna found that the sculpture of the Greek immigrant truthfully portrayed the beginning
of a new era for Greek immigrants, and speculated that the first-generation Greeks must have had

mixed feelings about leaving their homeland and beginning a journey to the unknown.

Anna: T kdnoto Aoyo pov Pyaiver éva yapdyero. Nuwbw o0tt glvar 1 wotopio pag,
oniaon amd exel Eexvnoape 6ot Eivar pe pio pdévo Baritco oo xEpt ko 0ev vapyet
xopa ota TPOdcORA Tovs. [Ipopavdg eedyovv and to omitt Tovg, Tave o pio GAAN
xoOpa. Agv vdpyetl OMAad To YapdYEAO, 0ALL 0VTE Kol Tpopepn OAlyM, TovAdyIoTOV
omwg to avtilapPavouat ey®. Etvar pia mopeio oto dyvmaorto.
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Translation:

Anna: For some reason, it makes me smile. I think it is our history; this is where it all
began. There is only one luggage that they are holding, no joy in their faces. They are
obviously leaving home to move to another country. They are not smiling, but they are
not too sad either, at least that is the way I see it. It is a course to the unknown.

Bill 101 was a positive change for Greeks

Anna referred to Bill 101 and its effects for Greeks in Quebec. Bill 101, or the Charter of
French Language, was brought into law in 1977 in the province of Quebec and declared French as
the province’s official language. One of this language law’s regulations mandates that children of
immigrants receive instruction in French, unless their parents are Canadian citizens and received
the majority of their elementary school education in English, either in Quebec or another province.
This language law led to the weakening of the English-speaking community in Quebec, as many
English institutions closed or lost a substantial portion of their power. The overall decline of
English-speaking communities in Quebec, that was brought about as a result of Bill 101, led many
English speakers to leave the province (Haque, 2012). While many English speakers viewed this
law negatively, Anna, who was born in Montreal and had first-hand experience of the effects of
Bill 101, seemed to have a different opinion. She explained that the majority of second-generation
Greeks went to English schools, as Bill 101 was not in effect yet. As a result, they were never
comfortable using French, which, in turn, led to their limited social mobility. Anna explained that
since Bill 101 came into force, the new generations of Greeks have a closer connection to French,
and, as a result, their social mobility is greater.

Anna: H dvokoMa pe m yAwoca ag modue, unopet va ioyve aAld peypt vo move
oyoAeio. BéPata avtég etvar o1 yeviég mov Epabav ayyAkd, A0y Tov 4Tt vIpyE TOTE
Kol 0 vopog oto Kepuméi 011 0motog oev £xel oxéom e o YOAMKA OgV TAEL GE YOAAMKO
oxoAgio. Apa ftav pia yevid mov ayylovynonke. Kot fjtav pia yevid amopokpuopévn
amd 10 YoAlko koppdtt. Kot iocmg avtdg ftav kot o Adyog mov Epevay oto Brjpato
TOV YOVIOV -0KOAOLONGOV O GUVINPNTIKA TIG CTPOUEVEG OOVAEIEG TV YOVIDV TOVG.
Ady® ™ YAOOGOS O€ LTOPovGV aKOUO VO fYouV 6T YOAAIKN KOtvevia Kot dgv lyov
ouvavaoTpoPés. Topa, n Tpitn Kot Tétaptn YeVIA, Bempd OTL ayyAIKA Kot EAANVIKG

elval o1 Pacikég Tovg YAMOOoES, dALG UTOPOLV KOl KIVOOVTAL KOADTEPO OTN YOAAIKN
Kowmvia, AOy® Kot ToL VOOV oL GAAAEE -Tav 16YVPAS TAPAYOVTOG.

Translation:

Anna: The language difficulty may have been there, but only until they started going
to school. These are the generations who were taught in English, because there was the

law in Quebec, that people who were not connected to French in some way could not
attend a French school. So an entire generation was educated in English. And this was
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a generation that distanced itself from the French part. Perhaps this is the reason why
they followed their parents’ footsteps: they followed the jobs their parents had set up.
Due to the language issue, they could not emerge into the French society, and they did
not have any contacts. Now, for the third and fourth generations, I think English and
Greek are their primary languages, but they are also better prepared for the French
community, ever since the law has been changed - this was a strong factor.

First-generation Greeks should be viewed as role models
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Lena commented that first-generation Greeks, who came to Canada and managed to face

all difficulties on their own, should be viewed as role models. She juxtaposed their experience to

young people who immigrate to Canada nowadays, and highlighted the fact that the two

experiences are very different.

Lena: NiwBw 611 avtol ot 'EAAnveg (deiyver v potoypapio) frav moAid dvvarot.
®avralopor tov €0vtd pov va £phw €00 pe pia Paritoa, yopic va EEpm ) YA®GOA,
Yopic vo &o kavéva cvyyevh, toug Ppiokw mapa moAH dvvatovc. Ta&idevav
epoopddeg olOKANpeg pe ta mhoio, yopig €va dordaplo. Epydviovcav yw va
avVTIKPOOOVV £vay VEo KOG o Kot dev giyav timota. OUEAMNveg exelvol Tpémet va givat
napadetypa. BéBato tdrpa to wodid wov Epyovron eivar teleimwg aAlmg. Ta mondid mov
gpyovian topa elvar popeopéva. Alheg ovvOnkes. Ildvimg, avt) n potoypagio pe
Aomet epéva.

Translation:

Lena: I feel that these Greeks (shows the photograph) were very strong. I imagine
myself coming here with just one piece of luggage, not knowing how to speak the
language, without any relatives - I think they were very strong. They would travel for
weeks by ship, without a dollar on them. They would come to face a new world and
they had nothing. Those Greeks should be role models for us. Of course, young people
coming in today are very different. Today's youth is educated. The conditions have
changed. Well, this photograph makes me sad.

It is a lot easier to teach Greek native speakers than Greek HL learners

Lena was asked to compare and contrast students who are Greek native speakers and Greek

HL learners, and stressed that the differences between the two groups are significant. She explained

that HL learners often find it difficult to understand Greek, and argued that one of the difficulties

that teachers are met with is to ensure that these students do not understand just how much easier

it is to work with native speakers.

Lena: Avtdg mov givon 0evtepnc Ko Tpitng YeVIds dev kataAafaivel. Me tov mpatng
vevidg Ba kdvelg €vo pabnpa kot Ba welg va elya Kt dGAlovg té€totoug. Ki avtn givon kot
po SuskoAia yio TN 0aoKAA -vo un o€ KatoAdfel To mondi. No punv kataAdfet 6t 6ov
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Byoaivel To pabnuo téAeta pe Toug TPMTNG YEVIAG KL O)L e TOVG GAAovc. [ati dev apket
0,TL TIEIC - TPEMEL VOL TOVS TO LIOYPOUUIGELS. APoD dev kataiafaivovv. Agv glval To
id10. Elvan mo gvxoo yio T dackdAa, HETA @evyel TOAD ypiyopa to padnua. Eivol
GAAN eumepio.

Translation:

Lena: Second-and-third-generation students do not understand. With first-generation
students, you can deliver a good lesson that makes you wish there were more of them.
This is a challenge for teachers; the children must not understand that. They must not
understand that the lesson is going great with first-generation students, but not with
the others. It is not just saying something; you need to emphasize it. They do not
understand. It is not the same. It is easier for the teacher with first-generation students;
there is great flow in the lesson then. It is a different experience.

Stella
Second-generation Greeks were already fully integrated

Stella, a second-generation Greek herself, explained that her generation was already fully

integrated in the Canadian society and faced no discrimination whatsoever.

Stella: Ot dvokoAieg TG devTepNG YEVIAG Oe oyeTilovTal pe To OO TG LETAVAGTEVLONG
TOV YOVIOV TOovG. Oecwpd 61t NTov ot duckoAieg mov eiye o péocog Kovadds. Aegv
vIPYaV dMNAAd POATOICTIKEG EKONAMGEIC. Agv TOvg éAeye Kovévag ‘o0 €0V gioat
‘EXnvag’. 'H dev épevav moté dvepyor enedn rov EAAnveg. Elyav apopoimbel tAéov
EVIEADG ad TNV Kowvmvia.

Translation:

Stella: The difficulties the second generation met were not related to their parents’
immigration. I believe they were the same with the difficulties faced by an average
Canadian. There was no racism, I mean. No one would tell them “oh, you're a Greek™.
Or, none of them was unemployed because they were Greek. They were fully
integrated in the society.

Third-generation Greeks identify as Canadians and do not feel their origin is Greek

Stella argued that third-generation Greeks identify as full Canadians, and that their
connection to Greek is lost. She appeared to be rather pessimistic about the future, and predicted
that the Greek element will soon be lost in Canada. According to her, mixed marriages further

complicate the attempt to preserve the new generations’ connection to the Greek language and

culture.

Stella: Nopilm g 1 emoer] Tovg pe Vv AAMVIKY YAdooo £xel xabel, Yol Ko ot
YOVELG yevwwnOnkav pe untpikn o ayyAkd, omwg PEPata kot yio ovThy TNV EMOUEVN
yevid untpikn eivat ta ayykd. Omov vdpyovv yioytddes Kot Tammovoes, VTAPYEL (o
oyxetikn eman. Tomg va Tovg pikdve axopa eAANvikd. Ao ekel kKot tépa vopilom 0tt
elvanl mAéov Kavaodoi oe 6Aa. Av 100G pooElS ‘omd Tov gicat;” Aot o cov Tovy amd
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tov Kavadd. Kot av toug meig yro tnv EALGSa, Bo Gov movv ‘o mommoig pov eivat amod
exel’. Aev €y glompdel OnAadn 6Tt vidbBovv 0T 1| Kataywyn Toug elval EAANVIKT, 0Tl
&xovv pileg eMnvikég. Avtd eivor kdtt Tov aeopd Tov mommol Kol T yyd. Eyd
vouilm 6t Ba yabel To eEMANViKO oTotyelo £Tol OTmC Ta PAET® TO TPAypato. Oo Aéve
‘elya ko évay tpomommol and tnv EALGSa kot i ye petavactg’. ' Hom to PAénm. Aéve
“I am Canadian”. Evtopetalld vrdpyovv kot petktoi yauotl, ondte yivetor akopo mo
nepimAoKo.

Translation:

Stella: I think they have lost contact with the Greek language, because their parents
were born with English as their mother tongue and of course this is also their mother
tongue. If the grandparents are still around, they do have some contact. Perhaps they
still speak Greek to them. But other than that, I think they're full Canadians. If you ask
them, “Where are you from?” they will all say they are from Canada. If you mention
Greece, they will tell you: “my grandpa is from Greece”. I do not think they feel their
origin is Greek, that they have Greek roots. This is something specific to their
grandparents. The way I see it, the Greek element will be lost. They will be saying: “I
had a great-grandfather from Greece, and he came here as an immigrant”. [ am already
seeing this. They say, “I am Canadian”. And there are mixed marriages as well, so it
gets even more complicated.

Kostas
First-generation Greeks had to fight for their rights; now rights are just given to newcomers

Kostas, a second-generation Greek in Canada, juxtaposed first-generation Greeks to
newcomers, and argued that the former were faced with numerous difficulties, whereas settling in
Canada is much easier for the latter. He described newcomers as educated young people from
wealthy backgrounds, and asserted that rights are simply given to them, whereas previous

generations had to fight for them.

Kostas: BaAitoeg (deiyvel ™ potoypapio). Nopilo avtéc ot Baiitoeg cupforilovv
pioko, cupforilovv 10 TL onuaivel va gical petavdotng oe GAAN yopa. Exeivn ) yevid
elye GuoKoMeg ToL dev Exovv ot onuepveg Yeviéc. Nopilm 0Tt o€ oyéon e TOTE €XEl
yobet Alyo to family bonding. Avti n yevid to giye mo moAv, yiati lye Kot o TOAAN
barriers, 6nwg 1 yYA®cco. Oa giyav Kot patciopod, siyovpa. They had to stick together
and fight for their rights.

Emmanouela: Kot avtoi mov petavactedhovv onpepa;

Kostas: To 1610. AAAG, now governments are becoming very sensitive to a lot of rights.
Everybody has rights and there is a lot of emphasis on everybody exercising their
rights. I think now people get respect rather than earning respect. Rights are given to
people, and people do not earn their respect now as they did back then. These guys
(oelyvel T potoypapia) to earn their respect had to go through three generations.
Now, you come as a petavaotn and you are ready to go.
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Emmanouela: IToto miotevelg 6Tt givat 1o Tpo@id tov 'EAANvVa HETOVAGTN TOL GNUEPT;

Kostas: I'ia péva etvar mondid nikiog 18-28, popeopévotl. Avtoi mov givotl apopemTot
nave micw EALGSa. Avtol mov givar poppopévol pévouy £dm Kot fpiokovv dOLAELD.
Otav epydtav n TpOTN YEVIA NTAV OYPAULOTOL KOl OTMYOL KOl ETPETE VO TAAEYOLV
moAD. Avtol Tov épyovtal onuepa, those who take the risk of coming to Canada, are
usually well off. Not well off, but relatively more well off than the rest of the people
in Greece.

Translation:

Kostas: Luggage (points to the photo). I think it symbolizes risk-taking, it symbolizes
what it means to be an immigrant. That generation had to face difficulties that new
generations do not have to face. And I think that compared to that time, now the family
bonding is lost. That generation had more of it, because it also had more barriers to
overcome, like the language barrier. And they must have had to deal with racism too.
They had to stick together and fight for their rights.

Emmanouela: And what about people who immigrate to Canada now?

Kostas: The same. But, now governments are becoming very sensitive to a lot of rights.
Everybody has rights and there is a lot of emphasis on everybody exercising their
rights. I think now people get respect rather than earning respect. Rights are given to
people, and people do not earn their respect now as they did back then. These guys
(points to the photo) to earn their respect had to go through three generations. Now,
you come as an immigrant and you are ready to go.

Emmanouela: How would you describe people who immigrate to Canada now?

Kostas: I think they are between the ages of 18 and 28, and they are educated. Those
who are not educated eventually go back to Greece. Those who are educated stay here
and find jobs. When the first generation came, they were illiterate and poor, and they
had to struggle. Those who come today, those who take the risk of coming to Canada,
are usually well off. Not well off, but relatively more well off than the rest of the people
in Greece.
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First-generation Greeks trusted their children to the Canadian Welfare, and the second generation did
not learn Greek well

Sofia argued that when the first generation of Greeks came to Canada, they were faced with

a substantial cultural shock. They had to work long hours and try very hard to make money, and

they decided to trust the Canadian educational system for the education of their children, knowing

that it was well organized. However, Sofia also added that the parents’ decision not to teach their

children Greek is the reason why the second generation is now not using Greek with the third

generation.

Sofia: [Tiotedm 611 Aol o1 AvBpmmol NTav 6e peydAn aneAmcio. Kot pe dcovg &xm
ov{ntmoetl Ao, avtol ot dvBpwmotl Epacav Eva TPOUEPO TOMTIGHIKO GOK, HEXPL
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va tpocappoctodv. Hrav éva tpopepd ook, katdrapay 0Tt Enpene va BydAovy Aeptd
KOl VoL GTEAVOLV Ko KATola ard ovtd wiocwm otnv EALGSa, Tapdnoav To modid Toug
KoL T TOOLd Toug Oev Euabay v eAANVIKN YAOGOoW, Kot LAAMGTO, Kot Ot {3101 eV TNV
Nn&epav KaAd tn YAOoGA, 0ev TV Lopeouévol. Ta Tandid Tovg To GToVdAcHY OUMG
mpog Ty tovs. Ta madd tovg to epmotevnkav otnv Kavadwkn IIpoévown -
Beopnoav OtL glvor mhpa TOAD KA, Kot TpdypoTt eival, aAAd To Tondld TOVG OEV
énabav to eAAnvikd Kahd. ‘Eyovv eAAnvikn KovAtovpa- £xouv Tig YopTéS, 0EAoVY va
T1G Y10pTALOLV, 0ALA OV EpaBay KaAG EAANVIKA Kot avTdg fvor 0 AdYog Tov 1 0evTepn
YEVIA eV LALEL EAANVIKA OTO OO TNG -G TNV TPiTN Yevid OnAadt|. Eimav Oa kdvoopue
pia véa apyn. Oro avtd OU®S TOVG GTOlYIoE.

Translation:

Sofia: I believe these people were desperate. Everyone I have talked with about this
agrees; these people went through an immense cultural shock until they could adapt.
It was a huge shock for them, they realized that they had to make money and send
some of them back to Greece, they had to leave their children, their children never
learned Greek and they themselves didn't know the language that well, they weren't
educated. However, they did manage to provide a good education for their children,
and that tells a lot about them. They trusted their children to Canadian Welfare - they
found it very good and indeed, it is, but their children did not learn Greek well. They
do have a Greek culture - they have the Greek celebrations, they want to celebrate
them, but they did not learn how to speak Greek well and that is the reason why the
second generation does not speak Greek with their children - the third generation. They
said, ‘we will start over’. But that came with a cost.

The conflict between their two cultures and the burden of their parents’ homesickness made second-

generation Greeks feel torn

Sofia described the difficulties that second-generation Greeks had to face. She explained
that their parents were absent from home and at school they would feel the conflict between their
Greek and Canadian sides. Sofia also asserted that this conflict became even more difficult to
manage, as first-generation Greeks would perpetuate and pass on to them negative stereotypes

about Greece, as a result of their nostalgia and their inability to visit the homeland.

Sofia: H devtepn yevid elye drapopeTikég OuokoAieg. Avtol dev EPAemav Tovg YoVeig
TOVG, d0VAELOV amd TO MPWi ¢ 10 Ppddv ot dvlpwmol, prnkav oto daycare to
Kovaowkd, pmikov paioto Kdmowo mwodid yopic va EEpovv ayyAkd. AALL ovtd
Eemepdotnke, Yol av Eekviloelg oto vimo ta pobaivelg apéoms. H ouykpovon g
KOVATOUPOG TNG EAMNVIKNG LE TNV KOVAOIKT KOVATOVpa, avtd eivar to dvokoro. Ki
€101 0wTol EYouV KAveL Eva petypa, Eva pelypo, EAANVIKNG Kol KOVaOTKN G KOVATOVPOG.
AMG BEPara veptepel n Kavaodikn. Eivar dtapopetikol dpmg, Exovv pio mopdéevn
KOVATOVpO. MeTd unv Egxvag 6Tt £xovv opT®Bel OAO TO VOGTO TWV YOVIDV TOLG Y10
mv EAAGOa ko v éAdeyn -to poptdbnkav avtoi. [Mati avtd mov Pydlovv ot
nAkiopévol, o ‘n EAAGda dev eivan kaAr, ot ‘EAAnveg elvarl tepuméindeg, oev ivan
evyevikoi, n EALGSa dev mher pmpootd’ 1o Pydlovv yi va avtictofpicovv 1
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VOGTOAYiO TOVC. EEPELS, avTol de pmopovoay Kabe ypdvo va mnyoivovv oty EALGSa
mov mnyaivovpe ueic Topa. Kavave kot 0éka ypodvia Yo vo TAVE Kot ToVG ERyatve M
avtidpaor -n EAAGda givat o £va kot o dAro. Kat 6ho avto Efyatve Tavm oto madid.

Translation:

Sofia: The second generation had different difficulties to face. They would not be
seeing their parents much, because these people used to work from day to night, they
were sent to Canadian daycare, some of them without even speaking English. But they
worked through this, because if you start as a very young child you catch on very
quickly. The conflict between the Greek and the Canadian cultures, this is the hard
part. And these people have a mix of Greek and Canadian culture. Of course, the
Canadian part is stronger. They are different, they have this strange culture. Don't
forget that they've experienced their parents’ homesickness for Greece and its absence
- they were burdened with all that. What the elderly say, like, “Greece is not good,
Greeks are lazy, they're not polite, Greece won't progress”, is a defense to compensate
for their nostalgia. You know, they could not visit Greece each year, like we do now.
It would even take them up to ten years to return and this was their reaction - Greece
is this and that. And all that was passed on to their children.

Niki
The role of first-generation Greeks is very important

Niki referred to the hardships that first-generation Greeks had to face, and the ways in
which they were affected by immigration. She noted that first-generation Greeks still take care of
the family’s children, and help them with their homework, which, as she narrated, can have

interesting results.

Niki: Nopilw 6t o1 vOpmmol TOTE VIEPEPAYV KOl EIVOL SIOPOPETIKOL OO ELAG TAOPOL.
Nopilw 6t etvan micw, pe v €vvota ot vopifovy 6tim EALGda eivor avtd mov denoav
10 1960. Ko éxovv {noet v Eevitid oto metoi tovg. Kot v etoyewa. Kot vopilwm ot
KAmO101 £X0VV AKOLO TO GUVOPOLO TNG PTOYELWNG EEULTIOG OAMV OLTOV TOV GTEPTCEMV
ov Epacav. AALA efvar axopa dimAa ota Tadd, eival TOAD onuavtikdg o pOAOG
tovg. Kot pmopeic va de1¢ Tig epyacieg yuo 1o omitt mov tovg Balm, Tov Tovg T KAVEL
N Ywyd kol o tonmovs. BAEmelg kdtt kdpo avti yio avtokivyto, KTl EKPPAGELS TOVL
YPNOOTOLEL 1] TPAOTT YEVLAL.

Emmanouela: Exei 11 kdvelg, to d10pbavelg;
Niki: Not. Oyt mavto, 6pmg. Edikd av pov 1o mel KAmolog mpopoptkd Kot d€ To dm

YPAUUEVO, deV BEA® va Tovg TpocPaiim. H Ba to o éupeca -0 o ‘W apécel Tov
€0 otov Kavadd Aéte kapo to avtokxivyto, amd 10 oyyMKo car’.

Translation:

Niki: I think people suffered at the time and they are different from us. I think they still
believe Greece is how it used to be when they left in 1960. And they've experienced
first-hand all the hardships of living away from your country. And poverty. I think
some of them still carry this sense of poverty because of all the difficulties they have
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been through. However, they play an important role with the children. You can tell
when their grandparents have done their homework for them. You see the word karo
instead of affokinito (car), you see some expressions used by the first generation.

Emmanouela: What do you do in such cases? Do you correct them?

Niki: Yes, but not always. If it comes up when I speak with someone, and I do not see
it written somewhere, I do not want to insult them. I may use a more indirect approach,
like saying, “I like how here in Canada you call affokinito a karo, it comes from the
English word car”.

Video elicitation

Aside from the photo, I also used a video as a prompt to elicit information and open up a
discussion with the participants. I used an already existing YouTube video [Appendix E],
containing several shots from the Greek parade that was held in March 2018, in Toronto. My aim
was to use a visual means that would help participants recall details from such events (for instance
information on clothing, music, number of attendees, among others) and then discuss about the
HL learners’ connection to Greek customs and traditions. Once again, I was primarily interested

in finding out the participants’ attitudes, and more specifically, their attitudes towards HL learners.
Maria
The Greek parade in Canada can be seen as a mockery, but Greeks in Canada do not view it as such

After watching the video, participant Maria commented on some aspects of the Greek
parade in Canada that she found odd. She compared and contrasted it to the respective parades in
Greece, and stressed that in Canada there is no military march, which makes the event resemble a
festival rather than a parade. She realized however that what she understood as disrespectful was

actually an important event for students, who felt very proud while participating in it.

Maria: Topa mo tinota and ovTd eV LoV £Kave evivmwon. AAAE Boundnka Tt pov
ékove evtOmmon otav giyo mpwTodel KATL TETO0 - OTL deV €KAVAV GTPUTIOTIKO
Bnuatiopnd. Mov giye kako@oavel tapa woAd yioti pyoTav 6€ avtifeon e TN O1KT| LoV
eunepio ¢ pobntpra. Eyd yevikd dev elyo mpofinpa va myoiveo oty napéloon-
dev glyo 10£0A0YIKY ATOGTPOQY| amévovTl oTiS TapeAdoels. Kot pov gavnke moAd mo
movnyvuptliduco- dev EEpm, yepdto EALEWYT ceBacoD amévavTl 6 AVTO OV EUELG
otV EAAGSa kdvoupe yia mapélaon. Avtd Hov giyxe KAVEL TOAD OpVNTIKN EVIVTOON
t61e. Kot 1o yeyovog 01t dgv divape kaBorov ypdvo ota oyoieia yio vo pabovv ta
oo PUATIoUO, VO TOVG eENyNoovpe OTL avTd £Vl KATL TOL TO KAVOLLLE Kot L TNG
ovciag €xel oxéon He TO0 oTPATO KOl UE TIG OOUES TIG OTPATIOTIKES -1TOV TOAD
TEPLGGOTEPO GV EVAL PECTIPAA.

Emmanouela: @smpeic 6Tt 10 Tod1d motehouvv 0Tt delyvouy EALEIYT GEPAGLOV;
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Maria: Oy, o xopio nepintoon. I'” avtovg ica-ica. NidvBovv ToAd mepneavotl mov
Tpo®BoHV TNV YDPO TOVS £TOL.

Translation:

Maria: None of these things surprises me anymore. But I remember what I found
strange when I first saw the parade here; the fact that they didn't do a military march.
It looked very odd to me, because it contradicted my own experience as a student. I
did not mind going to the parade - I did not have an ideological aversion to parades.
And it looked very mocking to me, like showing a lack of respect to what we do in
Greece in parades. It struck me as very negative then. And the fact that we didn't
provide time in school for children to learn how to march, to explain them what it is
that we do and that it is related to the army and military structures - it was more like a
festival.

Emmanouela: Do you believe that the students feel they show lack of respect?

Maria: Not at all. Quite the contrary. They feel very proud to support their country like
this.

George

The Greek parade in Canada makes him emotional and appreciative of Canada’s openness to

multiculturalism

George elucidated that he gets emotional when watching the Greek parade in Canada. He
described his appreciation for the Canadian society that accepts multiculturalism and people’s
diverse identities. When comparing the Greek parades in Canada to those in Greece, he stressed
that unlike the former, the latter are meant to strengthen Greeks’ sense of patriotism. Hence, the

military aspect, which is non-existent in Canada, is emphasized in Greece.

Emmanouela: ITog aioBavOnkeg PAEnovtog v mapéraon tov EAAvev oto Topovro;

George: Xvykivnon, piyog, 6€0g, mepneavia, Tiun peyain. lNarti, péoa oe pio kowvovia
TOAVPUAETIKTY] KOl TOAVTTOATICUIKT], OTOOEYOVTOL KOL TN O1KN HOL KOLATOVPO KOl
TOVTOTNTO YOPIg Vo TV amodokipudlovy 1 va v katakpivouy. Onmwg Kt 6tav PAET®
™V TapEAoT €00, 6T0 MOVTPEUA, LOV KAVEL EVIVTTOGT TOV PAET® KOGHO Al GAAES
YDPES KoL TOMTIGLOVS, Ot 0moiot tav 610 Telodpopo, Koitalav, XEPOKPOTOVCAY. ..
Hov apécel £T61 OTMG Yivetot 0, ivarl evTLTMOOKS. AVTO pE EVTVTOGLALEL, OTL AVTO
T0 LOCATKO TV YAMGC®V Kol TOAMTIGU®V cuvumtdpyetl. Agv givarl toon 1 cuykivinon
otV EALGSa - otnv EAAGSA o ToAD givor 10 0€0G TG oTpatimTiknig TapsAiaons. Kat
€xel To vOMUOL VO LOG TOVOGEL TO oicOnua Tov maTploTicpov. Nao pog KAvel vo
VIOGOLUE OTL EILACTE 1GYVPOTL KL OTL VA TAGO MPO KOl GTIYUN EILACTE GE ETOWOTNTO.

Translation:
Emmanouela: How did you feel watching the Greeks’ parade in Toronto?

George: Emotional; chills, awe, pride, a great sense of honor. In a society that is
multiracial and multicultural, people accept my own culture and identity, without
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denouncing or judging it. When I see the parade here in Montreal, I am impressed by
the fact that there are people from other countries and cultures, standing on the
sidewalk, looking, clapping their hands... I like the way parades are done here, it is
very impressive. This mosaic of languages and cultures co-existing is impressive to
me. It is not as emotional in Greece - in Greece it has more to do with the awe of the
military parade. The point is to strengthen the sense of patriotism. To make us feel that
we are strong and ready for anything at any given moment.
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People who participate in the Greek parade in Canada take pride in it and have a close connection to

Greek customs

Anna seemed to enjoy the parade in Canada and described a plethora of factors that

contribute to the students’ sense of pride when they parade. Anna explained that these factors are

not necessarily present in the parades held in Greece. Anna also mentioned tsoliades, a colloquial

term used to refer to the Evzones, the members of the Greek Presidential Guard. Evzones or

tsoliades wear a distinctive uniform, and parents often dress their children in similar uniforms

when they attend the Greek parade.

Anna: AvTtd oV LoV £YEL KAVEL EVIVTMOON £ivol OTL £5M TEPA YPNGULOTOLOVE TO TOAD
T1G onpoiec, TG oToAéc, Ta Toumava. [Ipoonabovpe ki epeic va ddoovpe oe OAL Ta
oudid ™ yopd va KovBardve TV eEAANVIKN onuoio. Avtd dev ta Exm det oty EALGDO.
Nuwbo 61t T0 TOd1d VidBovv Waitepn yoapd, elvar mepneava 6Ty KAvouv mapérloon
e0m. Ko etvan kamota wadid mov £xovv daitepn advvapio og £vo TOTo 0TOTE POPAVE
ag movue tic Kpnrikéc otorés. 'Exyovpe kot tooMddeg, kot cuvOnpata, an’ oha. Kot
TOALA oo, POPavE GTOAEG Ko Tovg PAET® Tpouepd evBovoiacuévous. To Exovv
Kapdapt. Kot to Bewpovv onpoavtikd mov EEpovv g va fAAlovv T 6ToAN -yroti givot
Kémola TPAyHoTo, To TS Oo OEGEL 1) GTOAT, TL KOUTO Ba KAVELS, MG B0l G1OEPDGELS TO
poOVY0, TOL TPEMEL VAL TaL EEPELS.

Translation:

Anna: What impresses me is that we use flags, traditional costumes, and drums more
here. We try to make children happy by giving them all the chance to carry the Greek
flag. I haven't seen this in Greece. I think children feel happy here, they feel proud
when they parade. And some children have a special affinity with a certain place, so
they wear Cretan costumes, for instance. We also have tsoliades and slogans, all that.
Many children here wear costumes and they are really excited about this. They feel
proud. And they feel it’s important that they know how to put on their costume - there
are certain things, how to tie the costume, what knot you’ll make, how to iron the
clothes, things you need to know.
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Lena
Greeks in Canada hold more respect for the Greek parade, than those in Greece

Lena compared and contrasted the parades in Greece and Canada and concluded that
Greeks who live outside of Greece place greater importance on patriotism. She was adamant that

Greeks in Canada feel greater pride and hold more respect for the parade.

Lena: Edcd vidBeig v yoyn tov ‘EAAnva. ITov Aoytapd va katéfet va ynidoet tnv
eMnvikn onuaia. Na 0giéet tov npmicpo, tm dvvaun g yoyns tov ‘EAinva. v
EXLGSa, Tnyaivope oty mapélacn aALd TO VOO Hog Tov glyape oTov Kaeé petd. ESod
elval Ko yeyovag akopa 6tav yivetoar n mopéiacn g 25" Maptiov. Oa drovyeg
KOO PLEYOADTEPO YEPOKPOTNHA av dev Ntav. Evtdel, iowg va vrdpyet koAvtepn
oKnvikn mapovoio. oty EALGSa €101kd otV oTpatioTikny Topélaon. AALL €0M
BAémerg tnv yoyn tov 'EAAnva. H kapdid tov EAAvev ytumd 6to e£mtepikd mo molv.

Emmanouela: Kot givan ko or padntéc mepnoovot;

Lena: Evvoeitat, vor. ®@élovv va mipovv v eAANVIK) onpaio peg 6to Kpvo. Agv
BAémerg T TodLd TGOMADES Heg GTO KPYO;

Translation:

Lena: You can feel the Greek soul here. The Greeks who yearn to go out and raise the
Greek flag high. To show off the Greek people’s heroism, their strong souls. In Greece
we'd go to the parade and keep thinking of where we’d grab a coffee later. It is also
still winter here, when we hold the March 25" parade. Clapping would be even
stronger if it was summer. OK, perhaps the visuals are better in Greece, mostly in the
military parade. But here you can see the Greek soul. The Greek heart beats stronger
abroad.

Emmanouela: Are students proud as well?

Lena: Of course, yes. They want to hold the Greek flag even if the weather is cold.
Didn't you see them dressed as tsoliades in the cold?

Stella
The Greek parade in Canada is unrehearsed and students are unwilling to attend it
Stella expressed her disappointment in the way the Greek parade is carried out in Canada.
She noted that it is unrehearsed and that it lacks solemnity, unlike parades in Greece. She also
questioned the students’ willingness to participate in the parade.
Stella: H mapéiaon pov eaivetar mpdyepn. Kot amd 0Aeg Tig maperldoelg mov £y o€t
ONAadn... Agv givar cuvteTaypévol 6601 GLUUETEYOLV, TOALOL Elvar e TOV KapE 6TO

¥épPL, o1 Yoveic eivan péoa otnv mapéraon... Agv €xel emonuotnta. o mepipeva va
&xet pia emonuémra 0nwe oty EAAGS.

Emmanouela: Ta moidid nog aicbavovton dtav maipvouv HEPog otV mopEANON;
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Stella: To oyoieio Tovg diver kivnTpo Yy va €pBovv. Ae vopilm otL BéAovv va
GUUUETEXOLV.

Translation:

Stella: I think the parade is unrehearsed. And I am speaking for the parades I have
attended. There is no coordination, many of them are drinking coffee, the parents are
in the middle of the parade. There is no solemnity. I would expect there to be some
solemnity like in Greece.

Emmanouela: How do children feel when they participate in the parade?

Stella: The school offers incentives to get them to come. I do not think they want to
participate.

Kostas
As years go by, the parade deteriorates

Kostas referred to Greek parades he attended as a child in Toronto and compared them to
current ones. According to him, the parade keeps getting worse, as people are no longer adamant
about sending their children to honor their predecessors. Kostas asserted that the second generation
does not take the parade as seriously as the first generation did, and described the parade’s

deterioration.

Kostas: IInyaive ka0 xpovo otnv mapéracn. Nopilm 6t maiid elye mo moALd dTop,
OAAG UOVY KOl IO PIKPOG, 0OTE Umopel va NTav 10éa pov. Akopo vopilm ott €xet
ToAAG dTopa otnv 006 Danforth mov yiveral, aAld I think every year it’s getting worse.
Not that I want to be negative. But you hear a lot of excuses and not ‘mpénet va wape
vt elpacte EAANveg kot mpémet vo Tiuoovpe avtd mov £xovv kdvet ot EAAnves 6to
napehOOV’. Eva guéva ot yoveic pov pov éleyav ‘Ba mog kot Oa welg k €va tporyovdt.
Oa mog, dev vdpyel mepintwon’. Eniong, ot mapeldoeilg mahd, to PAénels, they were
more structured. Eilyape tpeig ypappés Kon mepmatdyope otig tpelg ypoupes. Kot av
gumonve Kavévag matépag 1 UNTépa, Bo Aéyave avtol mov Nrav kel ‘oyxt’. Agv éumoive
Kavévag oty mapéhaon just in case you get lost or whatever. Now, you have kids in
kindergarten and grade 1 kou poBovvtot ot yoveic Tovg, Kot mepmatdve Kot avTol Kot
eaivetal yopa. Emiong, téte de pddyape. Topa, v dpa g mapéhaong WAAEL O
Kabévag.

Translation:

Kostas: I go to the parade every year. I think there used to be more attendees, but I was
also younger, so maybe it was just my impression. I still find that there are many
attendees when it takes place on Danforth Street, I just think every year it is getting
worse. Not that [ want to be negative. But you hear a lot of excuses and not ‘we have
to go because we are Greeks and we need to honor our predecessors and what they
have achieved’. Whereas, my parents would say ‘You are going. End of story’. Also,
parades in the past were more structured. We formed three lines and paraded in these
three lines. And if a father or a mother wanted to enter the parade the people in charge
would prevent them from doing so. There were no parents entering the line just in case
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you get lost or whatever. Now, you have kids in kindergarten and grade 1, and their
parents are afraid, so they enter the line, and it looks bad. Also, we were not talking in
the past. Now, everyone is talking during the parade.

Sofia
Parades in Canada are offhand, but they still generate positive feelings

Sofia compared and contrasted the Greek parades in Canada to those that take place in
Greece, and found that the former are not as well organized and structured as the latter.
Nevertheless, she also identified practical reasons, such as Canada’s harsh winter, that do not allow
for uniformity, and highlighted that she appreciates the fact that several parents continue to bring

their children to the parade.

Sofia: Ztmv EALGSa m mapéhaon elvar Oépa tiung, 0épo mebapyioc, opotdtnrog —
TPEMEL VAL POPAG TaL 13100 pOVY L, VO TEPTATAS LLE KOWVO PripaTiopo- eivan Bépa oyoreiov,
0éleig dev BéAelg Ba mag, eloar vmoypempévoe, yivetar eEAoKNON GV QWAY TOL
oyoAeiov. Ed® mépa n mapéhaot, Mav emekag elvar yopa. Katapynv purnaivouv péca
ot yoveig va kpotave to moudi tovg. [Mati dev EEpw-tOG0L ddokarol elpacte. Agv
vrapyel opotopopeio 6T oToAés. O kabévas popdet 0,t1 Bé er. BéPana, yio va ta Aépe
Kol OAQ, 0 pmopel va vtapyel opotopopeia. Iati 0tav n mapéiaon yivetatl oto -30
°C, 1t Ba meg oto modi, pun Paierg to pmovedv cov; Téhog mdvtwv, mopdtt glvan
avopyavmTo, To EKTIU®. [Tapd Tovg yoveig mov pmaivouv péca - Gov Aéve KlOAaG pOYE
amo 1t péom va to PBydrho eotoypapic. Téhog ndvtwv. To ektyud mdpa moAd Ot oL
@EPVOLVY To Tod1d TOVG, Kat yoipopat. Agv Ta pépvovy OAa. Zkéyov otnv Kowotnta
&yovue 1000 oyoAreia kot oo va eépvovy -100; 150; ekel, mapamdveo dev glvar.

Translate:

Sofia: First off, the parade in Greece is an issue of honor, discipline, similarity - you
need to wear the same clothes, walk in a common march - it's a school issue, you're
obliged to do it, and you practice in the school yard. Parades here, quite honestly, are
offhand. Parents walk into them and hold their children. I do not know why, there are
so many teachers present after all. There is no uniformity in costumes. Anyone will
wear whatever they like. But, to be honest, you can't have much uniformity. When a
parade takes place at -30 °C, you cannot ask children not to put on their jacket.
Anyway, although it is not well organized, I do appreciate it. Despite the fact that
parents barge in and even tell you to move out of the way to take photographs.
Anyway... | really appreciate that they bring their children, I am glad. Not everyone
attends. In the Community, we have so many schools but only 100 or 150 children
participate in parades.

Niki
Greeks in Canada are more passionate during the Greek parade
Niki, who immigrated to Canada in 2016, asserted that parades in Canada made her more

emotional than the respective parades in Greece. She explained that people in Canada are more



163

passionate and care more about the parade than people in Greece, who often take these events for
granted. Niki even admitted tearing up when watching Greeks parade in Toronto.
Niki: Xvykivnon. Oupdpon kot m€pct mov iy Evav xpovo va Thw o TOPEANCT) Kol
otav mya dakpvca! Edm ot avBpwmor vopilw eivar mo mabacspévor. Towg eym to
avtilopBdvopar étot. INati otnv EAAGSa 10 Bempeig kat dedopévo kot dev og volalel

1660. Evd €00 Bynrope kot palevtrape, nuactay tadiocpuévol, Topoio Tov sioote
paxpid. Katdhafeg Tt evvoo;

Translation:

Niki: I feel moved. I remember last year; it was my first parade after a whole year and
I teared up! I think people are more passionate here. That's the way I see it. Because
in Greek you take it for granted and you don't care that much. Here, we gathered up,
we were passionate, although we were so far away from Greece. Do you understand
what I mean?

Field texts on teachers’ practices
First written task (hypothetical scenario)

The participants were asked to respond to a hypothetical scenario taking place in the
classroom [Appendix D]. They were provided with pen and paper, and had the time to either draft
a written response or keep some short notes. Then, an oral discussion followed, based on the
participants’ written response. The scenario that was given to the participants was the following:
“One of your students refuses to participate in class, does not do the assigned homework, and
generally appears to be disengaged. When confronted about their behavior, the student states that
they only attend Greek school because they are forced to do so by their parents, and after they
finish school, Greek will not be useful to them as opposed to English or French. How do you

react?” The participants’ responses to the above scenario are included in this section.

Maria

Maria explained that she employs a variety of strategies to deal with this frequent
occurrence. She starts by deconstructing the argument that learning a third language is not useful,
by providing her immigration story as an example. She also provides specific examples where
students’ knowledge of Greek would be an asset, and would facilitate their communication,
personal relations, or employability. Then, she discusses the benefits of multilingualism in general,
and highlights the unique advantages that Greek students in Quebec have in terms of being exposed

to multiple languages.



Maria: Avtd copfaivel mwhpo TOAD cuyva. EEKIVO OTOSOUMVTAG LE TN AOYIKN TO
emyeipnua 0t dev Ba YPNGIUELGOVY TA EAANVIKA KO YPTCLOTOLD TO TPOGMTIKO LLOV
Topddelypa - ovte €y®d NEepa ONAadn 0Tt B pov YPNoUEHGOLY TO AYYAIKA 1 TO
YOAAKG O6tav Bo eVAIKIOVOLOLY, EITE Y100 GTOVOEC £lTE Y10 v {o® €0 - YEVIKOTEPQL
WAGo Yo To anpdPArento Tov péEALovToc. Kot mpoympd Kot 6€, val, 0OLGLOCTIKG eivat
Kol ENIKANGT 010 cuvaicOnua avtd, yorl To Todd dtav Toug OiVELS [ Ok Gov
otopia vidmBovv 0Tt WAGG o€ éva To avOpdmivo eninedo. Otav ¥pnoyorold to d1kd
LoV TO TapAdetypo ivor mo €viovi m ovvdeon mov viwbovv. Emiong, mpoomadm
KIOAOG Vo TOVG Oe1Em OTL dev €yl onpacio mov Bpickovtar otov Kavadd, mov Bempoidv
OTL etvan poL Y pa ToAD o Tponyuévn omd v EAAGoa. Tovg Aéw ot pmopet va £pBet
évag £pmToc, 1 va Thve doKOTES Kot VoL epTeuTtohv TV EALGda. 'H 611 pmopel e va
YPEOOTEL Vo OOVAEYOLV GE pia OOVAELN TTOL Ta. EAANVIKE Oa efvon KATL Yia To omoio Oa
TOVG TPOSAGPovv -pia 0Eon yia Tapddetypa oe customer service mov £xel tpoimdOeon
Kot To eAMvikd. 'H to mpoeveio, 1 kTt tét010, ONANON TOLG Olved Ko TETOEG
evaAAakTiKEG. Tovg Aém AoutoOv 10TOpleg LETAVAGTEVONG, OTOPIES EMAYYEALOTIKNG
Topeilag aALY Kot akadnpaikng mopeiag. MeTd Tovg avapEépm Kot TAEOVEKTILLOTO TNG
TOAVYA®MGGI0G - dNAAOT, EVOLVALMOT TOV EYKEQPAAOV, ATOPVYT acBEVEIDY, OTL BonBd
pe TV eveuia, TNV KOADTEPN OKAONUOIKY Topele, emoyyeALATIK mopeie, TNV
KOAVTEPT KATAVONOT TOL KOGHOL. Kat av KAmo1og met ‘av ypelactel va LETOVAGTEDG®
Ba ta pdbw tote’, eKel TOVG VILOYPAUUIL® TO TOGO GNUAVTIKO Eival TO YEYOVOG OTL £ivat
TOAD VEOL Kol 0 £YKEPAAOS TOVG elval TOAD €OMA0GTOG KL OTL £xoVV TTPOoPddicua €
oxéoMN LE TO Vo EKOVOV 0VTH TNV TPootdleia apydtepa 1 Kot 6€ oxéon He Olo To
oud1d oty EAAGSa -kt £metta Toug Tapovstdlm TV ekGVa TNV EAANVIKT TOL EXOVLE
oxedOV avta KabNyNTES OV deV £ivol PUGIKOT OLUANTEG OTIG EEVEG YAMGGES, TOV dEV
EYovpe €KOVEC Kol KAOMUEPIVOTNTO GE AALEC YAMGOEG TANV TNG EAANVIKNG, 0VTE
TATTOVIEG, 0VTE GTO OPOUO WAGEL KATO10G aryyAKA Kot YOAMKA 1 kdmota dAAN EEvn
YADGGO KOl £TG1 TOVG divem Ko ol TETOL0 TPOOTTIKT, KO TOVG SElYV® OTL OVGLUGTIKA
Kkatalofaive, gival 6OcKoro, aALG dev etvat Kot ovuTEpPANTO EUTOD10.

Translation:

Maria: This is a very common occurrence. | start off by using reason to deconstruct
the argument that Greek won't be useful to them, employing examples from my
personal experience. My personal experience is that I did not know that English or
French would be useful to me as an adult, either for studies or to live here. In general,
I mention how unpredictable the future is. And yes, this is an emotional argument,
because when you provide a personal story to children, they feel like you're speaking
to them on a more humane level. When I use my own example, I feel a stronger
connection with students. I’'m also trying to show them that it does not matter that they
are in Canada, which they consider a much more advanced country than Greece. I tell
them how unpredictable life is and how they could indeed end up in Greece or that
they may fall in love, they may go to Greece for vacation and fall in love with the
country itself. Or that they may have a job here where Greek will be an asset for their
hiring - for instance, working in customer service which needs Greek knowledge. Or
at the consulate or something like that, I always provide them with alternatives. So, I
tell them stories about immigration, stories about a professional and academic career.
And then I state the advantages of multilingualism, that is, brain strengthening,
avoidance of diseases, enhanced intelligence, better academic course, professional
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career, better and more profound understanding of the world. And, if someone says “if
I need to immigrate I will learn the language then”, I stress that they're still very young
and their brain is much more flexible and they have a head start by doing this now
instead of later. And I even make the comparison with children in Greece. I present
them the conditions in Greece, where we mostly have language instructors who are not
native speakers, we don't have input in our daily lives in languages other than Greek,
we don't have relatives speaking other languages and there are not people on the streets
speaking English or French or another foreign language. So, I give them some
perspective and tell them that I do realize it's difficult, but it's not something that they
can't do.

George
George also stressed that this attitude is very common among students and explained the

sequence of steps he takes to handle such incidents. He starts by having a conversation with the
child who appears to be disengaged, and tries to understand their background. Then, he turns to
the whole class and explains that both English and French, their two other languages, are based on
Greek. He writes Greek words that have been borrowed by the other two languages on the board,
to help students see the information as opposed to just hearing it. He then stresses the importance
of Greek for the students’ communication with their grandparents, but also for their own sense of

belonging. Finally, he also connects the knowledge of Greek to students’ future employability.

George: Avto €xet ovuPel Kot emoviAnym. XTnv apyr, Lo 0ToYoNTELGT TV TOiPVO.
To maipve mpoocwmikd. AAAG mwop® OAN TV OpYIKY] TKPiQ, TOV 7O TOAD MEVEL
E0MTEPIKA, OeV TO £EMTEPIKEV®, TPOooTadd va kKataldfw to podnt. Ilpoortabod va
KatoAdPBm avtd to Tandi, culntdvrag pali tov, unaive o Evav 01dAoyo, Katl vo Labw
TEPALTEP® Y1 TO O1KO TOL TO background. Xt cvvéyeta, amgvBhvouat 6to GUVOAO.
Opuopevog amd 1o mEPOTOTIKO TO €va, mpoomabd kol Ppiokw otoyeio yoo va
EUTVEDLG® TO TOOLA KO VAL TOVG OIE® OTL KO M aryyAIKN Kot 1) Yol 6t Bdon Tovg
otnpilovtol 6To EAANVIKA -G TG EMGTNIES, TN PLAOCOPIN, GTIC TEYVES, OTO YPOLLLOTO,
TNV 10TPIKT. .. TPOSTAO® va. ovapepOD og AEEELG EAANVIKEG TTOL YPNGUYLOTOLOVV GTHV
KaOnuepvéTTA TOVG Y®PIg Va To avTidapPdvovtoat 6Tt lvar eEAAnvikéG. I'paem AEEeg
oToV Tivaka, 1 pio epdon, pio mapotpia, yioti 0o vo EYouv Kot OTTIKN ETOQEY LLE T
yvoon. Kot Olyo 1o 6épa e obvvdoeong maperbovtog kot péAlovtoc. To mapeABov
etvat ot Tpdyovol pag, o mommovs Kot 1 yroyld, ot cuyyeveig mov dtav Ba katéPovpe
EMéda Ba mpémer va cuvevvonBovpe. Ot pileg Aouov. Kot 1o péAdov tovg -omiadn
ta 101 Ta Toudtd. Olot €xovpe Tov Kampd vo 0oVUE 0md oV TPOEPYOUACTE KoL TOV
myaivovpe. Kot 1€h0g, cuvOEm N YvdOOT TG EAMNVIKNG KOl LE TNV ETOYYEALATIKN
amokatdotaorn. Av kdmowog 0éAel vo Ppel SOLAEWD OTIC EMGTAUES, UTOPEL MO
evKoAa... AMdym ¢ opoAoyiag. 'H pmopovv axdun kot vo 01ddEovy EAANVIKE 6To
péAAOV.  Apo KOL YOO EMOYYEAUOTIKY]  OTOKOTAGTOON. AAM®OTE, KAMO01
EMnvoxavadoi yopioav ko otnv EAAGSa, ontdte eivar k1 avtd pia mbavotta. Apa
KOLL 1] EMOYYEALATIKY] OMOKATAGTOOT O€V gival povo otov Kovodd aArd Kot eKTOS.



Anna

Translation:

George: This has happened many times. At first, I feel disappointed. I take it
personally. Despite the initial bitterness, that I do not express, I try to understand my
student. I try to understand this child, by talking with him, engaging in a dialogue, and
learning more details about his own background Then, I address the entire class.
Starting from this incident, I try to find ways to inspire children and show them that
both English and French are based on Greek - on sciences, philosophy, the arts,
literature, medicine... I try to provide Greek words they use in their daily lives without
realizing they are Greek. I write words on the board, or a phrase, a proverb, because |
also want them to have a visual contact with knowledge. Then I address the issue of
the link between the past and the future. Our past is our ancestors, our grandparents,
the relatives we will want to talk to when we go to Greece. Our roots. The future is the
children themselves. We all ponder where we came from and where we are headed.
Finally, I connect knowledge of Greek with their professional careers. If someone
wants a job in sciences, it is easier for them... because of the terminology. Or they can
even teach Greek in the future. So, it offers professional safety as well. Some Greek-
Canadians even returned to Greece, so that is another option. They can find a job both
in Canada and abroad.
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Anna explained she also has a variety of strategies for handling such incidents. When faced

with this attitude, she begins by stressing the significance of Greek, stating that it is the mother of

all languages, as well as part of the students’ heritage. She refers to the fact that Greek is not

merely a language Greeks use for communication, but a language in which values and morals are

embedded. Finally, she tries to understand the exact reason why the student feels disengaged and

distanced from Greek, and either encourages them or reminds them of everything they have

achieved while learning the language.

Anna: 'Eyxet toyel apxetés gopég avto. Ilpoonabd mévrote vo tovg mpoceyyicw,
plovtog yio v oo tov ednvikav. EEaptdrtot BERata ko amd v 1aén -onAaon
av to Toudl etvon pikpodtepo M peyodvtepo. o mapddetypa, Toug avaeépw Ot To
eEMMNVIKA elval 1 uNTéPA OA®V TOV YAOGGOV Kot ivort TpoTépnua va TV pobaivoulle,
Kol LOAMoTA aviKeL 6TV kKAnpovopd pog. Ot dev mpoxettor amid yuo pio yYAOCo e
TNV Omol0l EMKOWMOVOOUE, OALL Yo po YAdoco pe Babotepeg aieg. Tlpoomabod
dNAadn vo Toug dMo® va kataAdpovv Oyt andd OG0 TVYEPOL ivar oAAG Kol TOGO
nepneavol Ba mpénet va vidBovv mov givar og Béon va pAdve pia YAdcoa dmwg M
eAMVIKY]. Av 10 Tondi glvan £pnPoc, Oa To GLVIECH Kot LE TIG EUTMEPIES TOV LLE TOVG

"EMnveg @idovg tov. Oa giye ™ dvuvatdTNTa Vo YVopIiceEL TOVg PIAOVE TOV av Ogv

epyotav va padet ta eAAnvika; Katodopaiveo ott éva modi pnopet vo vidbet mieon,
oAAG BEA® va KataldPo yioti vidBet wieom. Aniadn BEAm va koTaAdPo -Ticw and To
‘ot yoveic pov Bélovv, eym dev BEA®’ vtdpyetl kATt GALO Tov kpVOPetat. 'Etot 1o fAénm
eyod. Kot givon moAd mbovo avtd to moudl vo miEleton €medn Tov QOAVETOL TOAD
dVGKOAO Vo, Lafet EAANVIKA. XT0 OMUOTIKO givar Alyo o dedopévo 0Tt cupPaivet, ylotl



Lena

podaivel GALEC dVO YADGGES TO Tandi. Apa, Ba Tov T 6Tl vor givor 8HoKoAo Vo, LABELS
eEMNVIKA, 0ALG uTpdfo cov mov elcat £dm kot pabaivels. Lto AVkelo, pia dpvnon €xel
pdAlov vo kével pe v kovpaon mov viwbet évag EpnPoc. Kot exel Ba tov BdAwm va
OKEPTEL Kot VoL avaA0Y1oTEL OAL VTA TTOV £YEL KEPOTTEL -OTL deV Elvan pdTana OAN aLTd
nov €xel kavet. Etvat avt n yoyoroyia Tov epnPav, 6Tt avtd mov Kave givar patota,
Kol O Tpoomadnom va Tov deiEw Ot Oy, oev elval £1o1. Kot oiyovpa kTt péca cov
o€ QéPVEL 6To GYoAelo -0e pmopel, elcat peydro moudi, dev pmopei va 0EAovy poévo ot
yoveic cov va épyecat. Kot petd amd avt v kovBévra, PAEmelc 0Tt aAAALeL Kot M
OTAGCT TOV TALOIDV.

Translation:

Anna: This has happened many times. I always try to approach them, talking about the
value of Greek. It also depends on the class - whether the child is younger or older.
For instance, [ mention that Greek is the mother of all languages and it is an advantage
when you know how to speak it, it is part of our heritage. It is not just a language we
use to communicate, it is also a language with deeper values. I try to help them
understand not just how lucky but also how proud they should be feeling that they're
able to speak a language like Greek, When the child is an adolescent, I try linking the
language with their experiences and Greek friends. Would they have been able to meet
their friends if they did not come here to learn Greek? I understand that a child may be
feeling pressure, but [ want to understand the reasons behind this. I want to understand
what lies behind “my parents want me to come, I don't”. That is the way I see it. It is
very likely that this child feels pressure because they face difficulties in learning
Greek. At primary school, this is more common, as children are learning two other
languages as well. So, I will tell them that yes, it is difficult learning Greek, but good
for you that you're here and doing it. In High School, this will probably be related to
the fatigue an adolescent feels. I try to make adolescents ponder everything they have
achieved - that they were not in vain. This is the adolescent psychology, that all they
do is in vain, and then I try to show them that no, this is not the case. And certainly,
you have a reason that brings you to school - you're older now, it can't be just your
parents asking you to do this. There is something else at play. And after having this
talk, you see the children’s attitudes changing.
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Lena, the participant with the longest experience in the Greek schools, argued that when

incidents like this occur, students need to be reminded of the importance of Greek in a manner that

will make them zealous about Greek. She acknowledged that not all teachers agree with her

approach, but argued that, in her experience, this is the way to preserve Greek. She explained that

she stresses the importance of the language not just for Greeks, but for everyone, given its

contribution to the sciences, culture and history. According to Lena, the root of the problem is that

students place greater emphasis on their two other languages, and ultimately fail to see how the

Greek language and history are relevant to them.
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Lena: Nat, avto Aéve. Apyilo kot Aéw Vv 1otopia Tov EAANva mov frav oty Kotoyn,
Y10 TOLG NPWEG TOV KPATNOAV TN YMPO, KOl TOVG €ENYD TN oNUOGio TNG EAANVIKNG
YAOOOAG, Oyt LOVO Yo epds mov eipaote EAAnvec, oAhd tn onpocio g yio GAov Tov
KO6Gpo. Tovg Aém yia T1g AEEELC TNG 1OTPIKNG TOL €lvart OAEG EAANVIKEG, TOVG AE® Y100 TN
dnpokpartio Kot 1060 TEP@avol Oa Empene va lval Yo TNV EAANVIKT YADGGO. glval
pio yYAwooo mov 0 kOoUog 0A0G Ba Empeme vo WAGEL, OV £dMOE TNV 10TPIKN, TN
(QLOIKN, TO LOONUOTIKA - ‘o1 GAAN YAMGGO Ta £dmGE OAQ 0VTE;” TOVG AE®- TOVG AE®
v o Méya AAEEQVOPO -TOVG Olve TETO1 TOPAdETYHOTO KOl AEVE GTO TEAOG OTL ivar
nepneovol. Tt pmaiverl kot Tt dgv pmaivel dev EEpm, TAVTOC CLHEOVOVY. YTeviouion
0élovv. Tovg Aéw E€pelg Tt onuaivel va eicat EAAnvag; Kot mdécor mébavav yia va gican
eol ‘EAMnvag; Toug epyuydveo, Toug kdve va viombovv 1060 Tepn@avol Tov gival
‘EMnvec... Toog va eivar AdBoc, dev ovuemvodv O6Aot ot ddckarol. Eym tovg
eovotilw, yati 1o PAET® 0Tl aAMdG Ba Ta ydoovpe ta eEAAnvikd. 'Etot pog épabav ki
eUac. AAMG avtd vrdpyel kot 6to Kabnuepvo katl 6to caffatiavd - N Epeacn sivor
oT1G GAAeg YADGGES. Aéve Yiati pog Kovpdlete pe ta EAMANVIKE, TV 1oTopia, Tov Ha ta
KataAdfovpe Kot Tov Ba To GLVOVINGOVLLE;

Translation:

Lena: Yes, that is what they are saying. I start by telling the story of Greeks under
German Occupation, about the heroes who kept the country alive, and I explain to them
the importance of the Greek language, not just for us as Greeks, but its importance for
the entire world. I tell them about words in medicine, which are all Greek, I tell them
about democracy, and how proud they should be of the Greek language. All people
should be speaking this language. This language that gave us medicine, physics,
mathematics - is there another language that has done all that? I tell them about
Alexander the Great, I give them examples like that and in the end, they say they feel
proud. I am not sure what they keep from all that, but they do agree. They just need to
be reminded of all that. I tell them, do you know what it means to be a Greek? How
many people had to die for you to be a Greek? I try to inspire them; I make them feel
proud of being Greek... Perhaps it is a mistake, not all teachers agree with this. I try to
make them zealous; otherwise, I am sure we will lose Greek. That is how we were
taught. And there are children with this attitude both in the day and the Saturday
school. There is more emphasis on the other two languages. They say, why bother with
Greek and history, when will all that be useful to us?

Stella

Stella explained that when students are disengaged, she tries to find ways to motivate them.
She invites students to use Greek as a secret language that only they and their Greek friends can
understand. She also encourages students whose parents are not Greek to assume the role of the
teacher, and help them learn some Greek words. Finally, she stresses that the future is
unpredictable, and that students may find themselves in situations where they will need to know

the language.
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Stella: ®a mpoomabnow va Tov dDo® KivTPo Kol Vo TOL T OTL UTOPEl Vo TO
YPNOUOTOUCEL GOV Uio LUGTIKT YAMOOoO e KOO0V GAAO TTov EEpel EAANVIKA OTav
dev Ba Bélel va tov katodafaivovv ot GAAol. Av ot yoveig Tov dgv elvarl EAANVIKNG
KaToymyns, 0o tov T 6t o pmopovoe va, prel 6t 0€6m 1oL dUGKALOL Kot VoL O100EEL
OTOVG YOVEIG TOL Kdmoleg eAANVIKES AéEelc. Duoikd av givor Kot o€ o peydin nikio
Oa tpoomadnow vao Tov TElcw e Ta Aoy, OTL Etval Kado va EEPEL TOAAEG YAMGOES Kol
dev E€pel T Ba Tov ypelaotel oto PEALOV. Noo emKOAESTAD ONAASY TN AOYIKY TOV.
Mmropei otnv mopeio g LoNG TOL va. TOL YPELNCTEL KATL TOV TOPA TO Bempel meP1TTo.
Emiong moAAég popéc Toug Aéw Ba mate éva taidt otnv EAAGSa, va unv kotaAafaivete
T1 Aéve ot dAhot, K emedn apketol amd avtovg anyaivouv EAAGSA, Tovg Qaivetot
xpfiopo.

Translation:

Stella: I would try to motivate him and tell him that he can use this as a secret language
with other people who speak Greek, when he does not want others to understand what
he is saying. If his parents are not Greeks, I will tell him that he can try to serve as a
teacher and teach a few Greek words to them. If the student is older, I will try to talk
to him and convince him that it is good to speak many languages. You never know
what you may need in the future. I appeal to his logic. At some point, he may find a
use for something that seems useless now. Many times, I also tell them, ‘say you visit
Greece, wouldn't you want to understand what’s being said?’ And since many of them
travel to Greece, they find this useful.

Kostas
Kostas listed numerous strategies that he employs to motivate students. According to him,

his first choice is to make students feel guilt for not knowing the language. He tells white lies
making them fear that people in Greece will make fun of them for not knowing how to use the
language. Then, he changes his strategy and discusses the advantages of knowing Greek,
highlighting its numerous root words and the fact that the terminology in sciences is usually Greek.
For older students, he also stresses the social gains of knowing Greek and the fact that it is a
prerequisite for finding and getting married to another Greek person. He then tries to win over the
students by presenting his personal experience learning Greek in the same school as them. If all
the above do not work, he tries to find out the students’ interests and use them to gain their
attention.

Kostas: Guilt; I would tell him ‘Ko dpo wag EAAGSa pe Ba o€ kopoidevovve.” eym £Tot

To yewilopon yati pov apécel va £y rapport pe to pabntn kv oyl vo eipon typical

teacher. Sometimes the kids need someone to talk to; they do not need someone to

teach them. And then when you get that, you can exieldmoet the barrier. I am also

younger, so I can connect easier with the students. @a éAeya kavéva yépa, 0Tt Tave

¢@idot pov otnv EAAGSa Ko 0 Tommovg Kot 1 yroryid yeAGvVeE yiati dgv EEpouV EAANVIKAL.
It is not the best, but that is what I do. Metd 6a Tovg €Aeya yio T0 TAEOVEKTN LA TTOV



&xel auT M YA®GGo av BEAOVV Vo TPOY®MPNCOVV GE GTOVOES LTPIKNG, av BELOLV va
yivouv diknyopot, because of the fact that many root words come from Greek. If the
student is younger, they will not know, but if the student is older, they will be able to
make a connection right away that half the words are Greek. And also I would say that
generally, knowing another language usually puts you higher than the rest. Also,
depending on their age I would say ‘how are you going to find a nice Greek girl?’ -
Av106 10 KAOGoWKO, AL Oa To €Aeya. Straight up, de pe vordlet. Then I would connect
to personal experience. ®a tovg éleya 0TL you are going through a phase that I went
through, and I want you to stay because soon you are going to realize that this is
something that you will cherish for the rest of your life. And I would talk about the
social gains you get; friends etc. There are times when I tell the students —cta ic1a,
yti éxel yivel t0co moAEég popéc- ‘Don’t you want to go out with another five Greek
friends and be able to talk without others being able to understand you? Don’t you
want to go to concerts or something that is pévo eAAnvikd;’ I also tell them that when
they have friends who are not Greek, with different cultures, religion, everything,
sometimes it is hard because you lose connection after school. When you leave school,
you start making or keeping friendships with people who are similar and have the same
interests as you. Then I would see what their interests are. So, if one kid likes history,
I would connect some sort of Greek History to the history they like —avti vo puAdio
uovo v to World War, Ba éleya 1t éxove n EALada oto World War. Somehow, so
they have ties. So, if they realize that their Tporanmov was in the woiepo, that will be
enough to get them going. It’s very hard this question, because it depends on the kid.
That’s why I gave a lot of different answers. You have to mdoet them. Sometimes you
mdoel them with dev Ba Bpeg kopio ykdpeva and sometimes you midoet them with
history.

Translation:

Kostas: Guilt; I would tell him ‘What if you go to Greece and people make fun of
you?’ This is how I handle this incident, because I like to have a rapport with the
student and not be a typical teacher. Sometimes the kids need someone to talk to; they
do not need someone to teach them. And then when you get that, you can unlock the
barrier. I am also younger, so I can connect easier with the students. I would also tell
a white lie; like that my friends go to Greece and their grandparents laugh at them
because they do not know Greek. It is not the best, but that is what I do. Then, I would
tell that about the advantages of this language if they want to pursue medicine or law
studies, because of the fact that many root words come from Greek. If the student is
younger, they will not know, but if the student is older, they will be able to make a
connection right away that half the words are Greek. And also I would say that
generally, knowing another language usually puts you higher than the rest. Also,
depending on their age I would say ‘how are you going to find a nice Greek girl?’ -It
is a classic, but I would use it. Straight up, I do not care. Then I would connect to
personal experience. I would tell them “you are going through a phase that I went
through, and I want you to stay because soon you are going to realize that this is
something that you will cherish for the rest of your life”. And I would talk about the
social gains you get; friends etc. There are times when I tell the students —straight up,
because this has happened so many times- ‘Don’t you want to go out with another five
Greek friends and be able to talk without others being able to understand you? Don’t
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Sofia

you want to go to concerts or something that is Greek only?’ I also tell them that when
they have friends who are not Greek, with different cultures, religion, everything,
sometimes it is hard because you lose connection after school. When you leave school,
you start making or keeping friendships with people who are similar and have the same
interests as you. Then I would see what their interests are. So, if one kid likes history,
I would connect some sort of Greek History to the history they like -instead of just
talking about the World War, I would refer to Greece’s role in the World War.
Somehow, so they have ties. So, if they realize that their great-grandfather was in the
war, that will be enough to get them going. It is very hard this question, because it
depends on the kid. That is why I gave many different answers. You have to win them
over. Sometimes you do so with “you will not be able to find a Greek girl” and
sometimes with history.
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Sofia presents students with occasions in which they may need to use Greek. She also

highlights that knowing the language will bring them closer to their grandparents. However,

according to Sofia, these strategies do not always work. According to her, the most effective

strategy is to identify each student’s unique interests and adjust her teaching methods to them. She

explained that she has often used music, board games, and even karaoke to teach Greek. She

admitted, however, that it is more difficult to win over older students, and explained that in such

cases she emphasizes that if students find themselves in Greece, they will realize that Greek is

indispensable for their communication. Finally, Sofia also goes as far as to tell students that in

order to be Greek, they need to speak the language and that otherwise, people may question their

Greekness.

Sofia: Mov 10 Aéve cuvéyela avTod To TOdLd. Agv movikoBailopor Otav pov Aéve
TETOL0L TPAYLOTOL TO, TTOLdLAL, Yot T €y (noet Kot Ta £ péca pov. Otav fHovy Hikpn
pe mielov 016popol cuyyevelc Kot Yvwotol vor HaBw apuEVIKa Kol Vo TOVIPELTM
Appévn. Ta EEpo Aomdv avtd, dev movikoBdAlopol, aAld Toug eEny®d OtL Ba Tovg
YPEGTOVV T EAMANVIKE. Tovg Aéw ‘pmopel va mag otnv EAAGSa, mpémetl va EEpelg va
pAGG. Oa mpémel va WANGELS e TOV TTOMTOV Kol TN Yyl mov 0ev EEPOvV KoAd
ayyAkd, Oa mpémel va EEpelg eEAANVIKG, Kol OGO O KAAL EAANVIKA EEpELC, TOGO To
kovtd Ba €pBelg otov mommol kot ot Yayld, ywoti B katohlapaiveste’. Agv Tovg
oAAGCm amoyn. Agv elvar evkohro. [lpémet va Bpelg to kovumi Tovg. Ag movpe Exm Ppet
0Tl 0g KAmol oL APECEL M LOVGIKY], OTOTE TOLG KAV® TPOUYOoVOLo GTO EAANVIKA.
Tovg eEnyd 11 Aé€elg Yo va Katohafoivouy Tt AEEL TO TPAYOUdL KOl TOVG OPECEL.
Kdamowa ahda 6Ehovv 115 yepoteyvies, ondte to PAlm Kot KAVOLV YEpOTEXVIES LIE TOL
ypappoto tng oApopnTov ag movpe. Me dAla mondld wailm motyvidlo Kot Toug opEcel
-moilovpe PO6KL 1} LOVOTOAN, 0AAL Tpémel va pAdve edAnvikd. 'H og éva dAlo moudi
mov Kévovpe Wwaitepa, Tov PAlm kapadke. Avtodg EEpet va d1aPalel Kot Tov apécovy
KATL Tpayoholo EAAMNVIKE -0yt TotOTNTOC, KATL TolpTetéAle. Tov ta Bdlm Aowmdv cto
Kapaoke Kot Tov Balm va to tpayovddel Ko va dofalel. Avtd Ttov apécel. Apa, Yo



Niki

Vo KOTOANE®, OgV TPENEL VoL oKEPTEGOL OTL B0l TOLG KAVELS ATAG EAANVIKA, 0ALGL TPETEL
va o1 T1 O Toug Kepdioel. Le peyoldtepa modtd £xm TPOPANIA TPAYLATIKO. ZE QVTA
T TodLd £ apyioet kot Aéw 6t ‘Ba Bpeite kdmolov 'EAANva va kdvete oyéon i va
navipevteite kol mog Oa cvvevvoeiote; 'H toug 10 mho aAlod -toug Aéw ‘Oa mdte
dwakomég otnv EALGDa, Ba meite 0Tt eiote 'EAANvag kot dev Oa pikdte eddnvikd; Kot
av oag TpooParier kdmolog; Ae pmopet va eiote ' EAANveg, va £xete eAAnvIKA ovopoto
KoL VoL un pAdTe’.

Translation:

Sofia: Children keep telling me this. I do not panic when I hear stuff like that, because
I have experienced this and I am familiar with it. When I was younger, my relatives
and acquaintances would pressure me into learning Armenian and marry an Armenian
man. So, I’'m familiar with this, I don't panic, but I explain to children that they will
need Greek. I tell them, “you may go to Greece; you need to be able to speak. You
need to be able to speak with your grandparents who don't speak English well, you
need to speak Greek, and the better command you have, the closer you will be with
your grandparents, because you’ll understand each other”. I do not change their minds.
It is not easy. You need to find what works for each of them. For instance, I have found
that some children enjoy music so I teach them songs in Greek. I explain the words so
that they understand what the song is about and they like this. Others prefer crafts, so
I ask them to make something using the alphabet letters. With other children we play
games and they like it - things like snakes and ladders or Monopoly, but they must
speak Greek during the game. I offer private tuition to a child and I ask him to sing
karaoke. He knows how to read and he likes some Greek songs - not good songs, some
tsiftetelia®. So, I play them on karaoke and ask him to sing and read. He enjoys that.
So, to sum up, you should not focus on just teaching them Greek, you need to find
what will win them over. With older ones I have an actual problem. I have started
telling these children that “you’ll find a Greek person to start a relationship or get
married - how will you be speaking to each other?” Or I try a different approach, I tell
them, “You will go on vacation to Greece, you’ll say you're Greek but you won't be
speaking Greek? What if someone offends you? You can't be Greeks, have Greek
names and not speak Greek.”
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Niki also admitted that students often have this attitude, and appear to be disengaged. To

win over her students, Niki uses her laptop to show some photos from Greece. She tries to inspire

students by showing them what she likes about Greece, as she believes that the only way to get

students to love the language is to get them to love the country first. Finally, with older students,

whom she finds more difficult to convince, she uses a common strategy; she tries to lure them with

the prospect of a romance with another Greek person.

Niki: Koita, avtd eivar 1o facikd mpdypo mov cuppaivel ota eAAnvikd oyoieia. Eivat
70 TPOPAN LA TOV GLVAVTOHY OAOL 01 SACKAAOL. AVTO TTOL £lyol KAVEL EYD ivon OTL elya

3 The Tsifteteli (Greek: towptetéA; Turkish: Ciftetelli), is a type of music and dance of Anatolia and the Balkans.
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QEPEL TOV VTOAOYIOTH WOV, 7OV &ixo eotoypoeiec and EAAGSa -mapodiec, £,
avOpmmTovs, YEMO, QaynTd- Kol dpyloa Kot Toug Edeya yio tnv EALGSa kot T opaio
mov ival, kot yoti vo eicot mepi@avog mov eicat EAAnvoc, kot Tt £xovpe KAvel o¢
"EMnveg, v 1otopia pog. [Ipoorabd va mabioctodv, mpocsmadd vo ayomcovy Ty
EMGda péoa and to dwkd pov to pdtio. Movo av ayommcovv v EAAGSa Oa
OYOTGOVY Kol To EAANVIKA. AV givat o peyAa To Tadtd TOLG AE® Kot TO KAOGTIKO
‘Oa mog oty EAAGOa Oa yvopiceig o EAAnvida 1 évav 'EAAnva kot tt Bo kavelg;’
Katt tétolo, oto dwkd 1oV KOouo. E, yeddve. Ta mo pikpd mov tovg Oeiyve
eotoypapie amd EALGSa etvat o gvkola -Tovg apéoct. Ta mo peydia, o SVGKOAA.
Eivon 0Aa 0pa omtiod dpme. Av o yoviog amd otav givor pukpd Aéel ‘Ao popé M
EALGSa, oryd’, 1ol Ba eivat Kot 1) 0TAoT TOV TOdIDOV PETA.

Translation:

Niki: This is the most common thing happening in Greek schools. It’s an issue faced
by all teachers. What I had done is that I'd brought along my laptop, with photographs
from Greece - beaches, walking outdoors, people, laughing, eating - and I started
telling them about Greece and how beautiful it is, and why one should feel proud of
being Greek, what we’ve done as Greek people, our history. I am trying to get them
excited; I am trying to get them to love Greece through my own perspective. Only if
they manage to love Greece, will they love Greek as well. With older children, I say
the usual thing: “you’ll visit Greece, meet a Greek person and then what? You won't
be able to talk to them!” Something like that, adjusted to their reality. Well, they laugh.
With younger children, it is easier; I show them photographs from Greece, and they
like that. It is harder with older children. But it starts at home. If the parents tell their
children things like “Greece, big deal”, this is the attitude they will have.

Second written task

Participants were asked to complete a second written task, which was focused on learners’
different levels of familiarity with Greek [Appendix F]. The participants were asked to reflect on
an incident where the students’ different levels became an obstacle, and explain how they
overcame this difficulty. Once again, they were provided with pen and paper, and were given the
time to draft their response before engaging in an oral discussion. The participants’ responses are

included in this section.
Maria

Maria claimed that students’ different levels of familiarity with Greek had never been an
obstacle in her class. She explained that having students with different levels is a common
occurrence in the Greek HL classes, and presented her strategy for accommodating the students’
various needs. She asserted that the school’s flexibility, allows her to create her own sets of

activities as supplements to the teaching materials she uses, and that in these sets of activities she
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includes both easy and more difficult tasks. She added that she always insists that her students put
maximum effort in all the activities, and grades them according to their individual progress. She
also has extra activities for more advanced students, and sometimes seats Greek native speakers
close to less advanced HL learners to help them with difficult activities. Finally, she noted that she
prefers individual to group projects, because she finds that the former can provide a clearer image
of each student’s efforts and progress, and because she finds that Quebec’s educational system

overemphasizes the latter.

Maria: Ag umopmd vo GKEPT® £vVoL GVYKEKPLUEVO TEPIOTATIKO. To yeyovoc OtL €xovv
JLPOPETIKA EMTEDD OEV EYEL AMOTEAEGEL TOTE EUMOOI0 TPAYLOATIKO PECH TNV TAEN,
Kt mov va pe mpoPAnuaticst. Towg €xel va kdver pe to 6TL PTUIIYVO KAOBE QOpA,
aKPIPOG EMEWN OEV VILAPYEL TEPLOPICUOG 0TO T udbnpa Bo kdvelg, ETIdYV® YD TO
TAGVO TOL HOONUATOG Kol TG OCKNOEWS, Kol mPocéyw KAOe emimedo va eivon
npooPacyto omd tovg padntéc. Kot toug e€nyd o6tt o vapyovv kot €0KOAEG Kot
OVOKOAEG AOKNOELS KO VO TPOGTOOOVV Y1o OA0. Ag dEXOLLOL KATOL0G VO GVOUTAPEL TIC
0K GELS LoV MG TOAD £0KOAEC. OEA® va Kataiafaivouy OAot pov ot pabntég oti elvat
oe owoKasio pddnong. Axépo kot ot dprotot. Kot kabiotd capég mavta 6toug
pafntég pov 0Tt 0gv pe vordlet av kamolog eivon kokdg padntg. Epéva pe voralet va
vrapyet eEEMEN Yo OAovg. Emeon éxovpe mavta dtapopetikd eminedo vopilom 0Tt etvor
ToAD kaAn péBodog avt- va Palelc 6To PLoAd OA®V TOV HoBNTOV OTL OA0L EXovV EpDet
ekel yuo va yivouv kaAvtepolr oe oyéomn pe to OO TOovG emimedo. Kou dev
avtayovitovrol kavévoy dAro. I'oti ToALE Tadid Eekivohv amd Teeimg S1apOPETIKESG
aQeTNpieg HETAED TOVS WG TPOS TNV e€okelmon tovg pe ta eEAnvikd. Eniong, Pélm
avtovg ov épyovton amd tnv EALGOa pe ekeivoug mov eivar amd €dd Yoo vo TOVG
BonBovv. Ag pov €xet Toyel Toté va etvar 50-50, oAAE TPOGTOH® VO TOVS KAVE® 0V TOVG
mov &yovv peyodvtepn egokeimwon pe ta EAAviKA, Bonbovg pov. Eniong tpoomadm
VoL TOVG KPOTAm GE €YP1YOPON LLE TO VoL TOVG dive £ETpa aoknoels. 'Exm mavta é&tpa
OOKNGELG 1] LOEES Y10l TO TL VO, KAvoLV o1 pLaldntég mov gtvan o ypryopot. Kot tovg Bélm
Kot oTopkég epyaciec. ['evikdtepa to amopebym to opadikd mpdtlekt yoti avt M
OULAOTKOTNTO YEVIKOTEP EVICYVETOL £VIOVO GE OAOVG TOVG EKTTALOELTIKOVS KOKAOLG
€0 oto Kepmék. Eépovv va Kavouv opadikd mpdtlekt, aAld dev EEpovV KoAd
eMnvika. Omote, Tpoomadd Vo KAVOLY ATOUIKT TPOsTdhElol KoL Yo va aEI0A0YdD TO
oV Bplokoviot Kot vo Uropd vo Tovg fondnom, aALL Kot o Vo KAVOLV TPOYLOTIKT
npoondBeio. Na punv kpvfovion micm amd KATolov GALO.

Translation:

Maria: I can't come up with a specific incident. The fact that there are students of
different levels has never caused an actual problem in class, something that proved to
be difficult. Maybe it is because, since there are no limitations on the way you teach, |
always prepare the lesson plan and my own set of activities, and I make sure it’s
accessible on every level by all students. And I explain to them that there are easy and
difficult exercises and they should put an effort in all of them. I will not take a student
snubbing my exercises as too easy. [ want all my students to understand that they are
in the process of learning. Even the excellent ones. And I explain to my students that
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I don't care if someone is a bad student. [ want all of them to show progress. We always
deal with different levels and I think this is a very good method - explaining to all
students that they’re here to become better in relation to their own level. And they are
not competing with anyone else. Many children have completely different starting
points with regard to familiarization with Greek. Also, I seat those coming from Greece
next to the locals, so that they can help them. I have never had a 50-50 proportion, but
I always try to turn those who are more familiar with Greek into my assistants. I also
try to keep them interested by providing extra activities. I always have extra work for
those who need less time for an activity. And I also give them individual projects.
Generally, I avoid group projects, because teamwork is already strongly supported in
all educational levels here in Quebec. The students know how to do group projects -
they do not know how to speak Greek well though. So, I try to reinforce their personal
effort, rate their individual performance and assist them. I want them to make a real
effort and not hide behind a team.

George

George admitted that such incidents had taken place in his class, and recalled two cases of
students who could not keep up with their peers. The first student had poor reading comprehension
in Greek, and had anxiety attacks when she could not understand what was being discussed in
class. The second student appeared to be disengaged, but a closer look revealed he only appeared
to be indifferent, because he had great difficulty writing in Greek. George tried to help the students

by offering individualized instruction and by always treating them as parts of the team.

George: Nat, vdpyet té€toto meprotatikd. Eiya pio padntpia, pe kpiceig dyyovg emeion
dev kataAdPove Tic AéEelg pésa oto keipevo, timota. Kabicaue oe éva odieupa,
puévo pe avtn, kot g eina Bo oe Pondnow avtd 10 Keipevo mov e Tpopdlel va to
katoAdPeic. Kabioape, to myape AEEN-AEEN ko v €lda mov avabdppnoe. Apyioe
vo vidBer pio otyovptd, Kt OtL dgv TNV AENCO Vo TEAAY®OVEL AVTO NTOV v
neprotatiko. EEatopukevpéva €dpaca, 6o propovoa BEPara. Mati eivar SVoKoAO va
acyoieioon pe évav povo pabn O6An v ypovid -0a Empene vo oo OAOVG TOLG
dArovc. TlpoomaBovoa vo acyorovpor e&atopkevpévo 06co umopovoa, Eékiefa
xpOVo, 6ty vaydpeva o Tovpe -1 0tav EPala epyacia myaiva Kovtd, g e&nyodoa
AéEerg... aAld NTav pio mpoxkAnor. AAlo case study, Ntav Evog poabntig mov mpémet
va glye kdmolo cuumeplpoptkd TpoOPAnua. ‘Edeiyve dpvnon o610 vo GUUUETEXEL OTNV
OA ekmondevtTiky dwdwkacio. Kowdtav, epydtav apyd, €émoale pe 10 Kwnto...
Kkatdlofo 0Tt dev pmopovse va yphwyel koAd. Otav toug £fala vo ypdyovv, Hov
Eypape AMyeg AEEELS KO TO TOPEDIOE, VO PUTopel va elya {NTNoEL VAL YPAWYOLV TECGEPELG
napaypaeovs. Iapatmpnoa Opme 0Tt enedn TOTE dev TOV £faAa GtV AKpN, TOTE dEV
TOV LIOTIUN G, TAVTA TOV Elya LEGO TNV OO, EPAETE AOUTOV OTL OEV TOV OTEKAELCAL,
KL o0To €lda 0Tt T0 e&€AaPe Betucd. Nopilm to extipnoce 61t dev Tov amékieto. Nopilm
otL Nfele petd va pov amodeiel Ot mpoomabovoe. Agv umopodoe va yphyel 0ca
Nnoeha Eapvikd, oAAd epydTaV, NTOV TOPAOV, AKOVYE.



Anna

Translation:

George: Yes, there is such an incident. It was a student having anxiety attacks, because
she could not understand words in the text. I sat with her during a break and told her
that I would help her understand the text that seemed so scary for her. We sat together,
took it word by word, and she was encouraged. She started feeling more confident.
This was one such incident. I acted on a personalized level, to the extent that I could.
Because you cannot work only with one student for the entire year - I would have to
leave the others behind. I tried to work with her as much as I could, find the time, for
example, when I was dictating or when I assigned an exercise, I would approach her,
explain the words... It was challenging. Another case was a student who must have had
some sort of behavioral issue. He refused to participate in the entire educational
process. He would fall asleep, show up late, be on his cell phone... Then I realized he
could not write very well. When I asked students to write something, he would write
only a few words and hand his paper in, while I had asked them to write four
paragraphs. However, since I never put him aside, never underestimated him, and
always treated him as part of the team, he realized I did not exclude him and I noticed
he reacted positively to this. I think he appreciated me not excluding him. I think after
that he tried to show me he was putting an effort. He could not write everything I asked
them to write all of a sudden, but he would come to class, he was present, he was
participating.
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Anna also stated that such incidents are frequent occurrences and argued that it is crucial

to offer individualized assistance to students, especially when they are younger and setting the

foundations of their knowledge of Greek. She recalled one year, where half of her students were

considerably more advanced than the other half. Anna explained that she addressed this

discrepancy by changing the format of her exams. Instead of creating individual exams, she opted

for group exams and encouraged students to help one another. Anna claimed that exams are only

one of the numerous ways a teacher can understand the students’ level, and argued that exams can

stress out less advanced students and ultimately alienate them. According to her, it is essential for

teachers to remember that the end goal is to help students learn Greek, and creating stress-free

conditions can foster the students’ learning.

Anna: Eilya moAlég mepmtdoelc. Otov £xelg va KAVELS pe pukpoTepeg nAKieg Tpémet vo
KOveElG Kou AMyo ocav 10aitepo -vo aoyoAeicalr pe 1o kafe moudl axopo Mo
eedwevpéva, yati tote Palet Tic PAoelc. T CUUTANPOUOTIKY EKTOIOELON, TO KAAO
elvarl 6t pumopovpe va gipoote mo eractikol. o mapdderypo, Boudpon pia ypovid,
nov vouilm didacka TPMTN Yupvaciov, Kot eiyo mpocsétet 6T N pon Téén epimov eiye
TOAD YOUNAOTEPO ETMIMEDO GE YoM Ue TNV AAAN pon. Ontdte exel AALOEN TOKTIKT GTOL
dwyoviopota, To omoio TAEOV dev NTAV ATOUIKA OAAG OUAOIKA -yio TV aKpifela ta
ool 0ovAgvay og Cevyapla. AAAaa ToV TPOTO GKEYNG -YDPLoa TO Todld, Kt OTOV
éPAema Kamowa wodid vo. givar mo amopokpucpéva ta Efala pali. Kot toug gina 611



Lena

avtdg mov Ponbaet Ba Pabporoyndel mepiocdtepo. Agv eima onAadn ‘avtdg TOL
avtypaoeet Oa ydoet Babud’. Agv n0eha to Tond1d vo vtopEpovy Oty Ba KANBovV va
yYphyouv éva Slaydvicua Tov EEPOoVV OTL SV LTOPOVV VO, YPAYOLV, 0VTE VO VIOGOVV
ot adwkovvral. ['evikdtepa, Oempd passé v 10€a TV dyovicudtov. Not pev gival
ATOPOLTNTO Y10, VO, EXEIS KATTOL0 GEPA, 0AAE vouilm 0Tt pmopeig va a&lohoynoeLg Kot
pe dAlovg tpdmovg TV eEEMEN evog madov. Ki dAdwote, dev givar avtd to oyoAeio
nov Ba o€ Paiel 6T0 KOAAEY10. ATTdOTEPOG oKOTHG gival va pdbovv eAAnvikd, oyt va
YPAWYOLV £VOL SLOLYDVIGLLOL.

Translation:

Anna: I have had several cases like that. When you are dealing with younger children,
it is like a private lesson - you deal with each child in a more specialized way, this is
when they build their foundations. The good thing about supplementary education is
that we can be flexible. For instance, I remember one year, I think I used to teach a
seventh grade and I noticed that almost half the class had much lower language levels
than the other half. So, I changed my method in tests, switched them from personal to
group ones; | had students work in pairs. I changed my way of thinking - when I found
some students were isolated, I put them in groups together. And I told them that the
one who would help most, would get higher grades. I did not say “if anyone is caught
copying, they will lose marks”. I did not want children to suffer when they had to take
a test where they would not know what to write, or feel that they were being wronged.
In general, I find the whole idea of tests outdated. They are necessary to have some
information on their level, but I think there are other ways to evaluate a child's progress
too. Besides, this school is not going to get you into college. The aim is to teach them
Greek, not how to take a test.
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Lena also agreed that such incidents take place, and argued that the only way to help

students is through individualized instruction. However, she appeared to be more pessimistic

compared to the previous participants, and added that regardless of the teachers’ assistance, less

advanced students will never be able to reach their peers’ level. She argued that having students

with very different levels in the same class is unfair for everyone, and that the only way to truly

help students is to separate them according to their level.

Lena: Ilog to yewpilopan - ivar moAd dvokoro. Eyd @étog £xm 600 Koprtodkio mov
elvai dvvatd oty EMANVIKY YA®ooa -0gv Tovg pevyet timota. Kt éxm kat 600 ayopdxio
mov dgv KataAafaivouy ypl. Apo Gov T 0Tl OPEG-MPEG EEYVIENL KO KOTOTLEVOLLOL
pe exetva ta koprroakia; Kot ta ayopakio etvor mopopeinuéva kot kopovvrot. Ko
nao and v Toug. AAG BEA® va cov T To¥ Kol oV EgyxviETat 0 ddoKkalog, Elival
oAV 0vokoro. Tt mpémet va kdvet, Eha €d® modi pov va cov 0ei&m t1 £xm TEL, va. Tov
ONUEUDGELS, VO TOV KAVELS 0,TL UTOPEl Yia v KataAdPel. AAAG dev pTAVEL TOTE GTO
1010 emimedo. Eivor aduko Kot yio Toug Pev Ko Yo Tovg 0€ -Kl EPYOUACTE TGW GE AVTO
Tov gimape Tpwv, 0Tt TPEmel vo yopilovtan Ta emineda. Ag yivetor 1o padnpo oAAMDS
HE TOGO OLOPOPETIKA EMimed. AVTO OV YiveTal TOPO Elval AOIKO KOt Y10l TO LYNAO



Stella

eminedo kot yuo to yopnAd. Exelg mondid advvapo oto EAANVIKG Kot £XE1G Kot Toudid
HE ponotakés OLOKOAMEG Kot OTTMG Eival TOPA 1 KATACTOON OEV UTOPOLY Vo £XOVV
OAN TV Tpocoyn mov wpénel. H epmeipio pov avtd Aéet. Kat 6tav eivan €161 10 TUf O
dgv evY® yapovuevn armd to padnuo. Kot BEBata Aéw kat Eavarém Ta idio Tpdypoto
0G0 TO AVOALTIKA UTOP® UIoG Kot Peivel kdtt ota moudid. Kot petd Bupdvouy kot ot
yoveic. ‘Epyetor o évoc Kot cov Aéet Tovg Kavelg 0UoKo N Kt £pYETOL O GAAOG KOl GOV
Aéet gtvar ToAD evKoAa avtd Tov KAvels. 'Etot yivetan 6tav £xelg dtapopetikd nimeda
otV 1010 TAEN. Aev UTOPELS VoL TOVG TKOVOTOMGELS OAOVG,.

Translation:

Lena: How I handle it... It is very difficult. This year, I have two little girls who are
very good in Greek, they are really excellent. And I have two little boys who can't
speak a word. Sometimes I get distracted and I only work with the girls. And the boys
are left aside and they fall asleep. And I turn to them. I mean, sometimes teachers get
distracted, it is very hard. What can you do? I show children what I have just said, I
ask them to take notes, I try my best to help them understand. But they never reach the
same level. It is unfair for all involved - we come back to what I said earlier, that levels
should be separated. You cannot teach at so many different levels at the same time.
The way things are done now is unfair, both for beginner and advanced students. You
have children who are not good in Greek and you have children with learning
difficulties and the way things are now they do not get all the attention they need. That
is what my experience has taught me at least. And when a class is like that, you don't
leave the lesson feeling happy. I keep saying the same things repeatedly, in as much
detail as possible, hoping something will stick with the children. And then parents get
angry. Some will complain ‘you are teaching difficult concepts’; others will complain
‘you're teaching very easy concepts’. That is the case when various levels co-exist in
a class. You can't keep everyone happy.
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Stella could not think of a specific incident where students’ different levels had caused a

problem. According to Stella, at first she needed some time to adjust to having what she identified

as students of four different levels in the same class, but she soon found ways to cope with this

situation. She now prepares and uses different activities aimed specifically at the students’ levels,

and when one group of students works on their assigned task, she finds the time to provide

instructions to the other students. She explained that she mainly uses individual activities, but

sometimes opts for group projects, where more advanced students are encouraged to help their

peers.

Stella: Aev &yo avtipetonicel kdmolo peydio mpdPAnpa and to moudid. ITo wodd eym
elya to Bépo, yati omv apyn 0ev NEEPA TAOS VO SLOYEPLOTD TEGGEPQ OLOPOPETIKA
emimedo péoa oty O Téén. Eekivodoa vo eENyd KATL oTO PUKPE, TOL HEYQA
pdovoav. Topa éxm Bpet pia wooppomio -fAlm Tovg GoHS Vo KAVOLV ovTLypa®n Yio
Vo €lval amooyOANUEVO KOL VO UV KAVOUV @acapiot 001 Opo €ENYO KATL GTOVG
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dALovg. Andadn Exm Ppet Tétoteg AVGELS Y va dtoyepilopot To S10popeTIKE EMimEd L.
Ag pmopd vo e 6Tl vEdpyel kdmowo mPOPANua. Kupimg ypnoipuomoid atoutkég
OGKNOELG, OAAG VTTAPYOVV KOl CKNGELS -0,G TOVUE OTAY OAOKANPOVOLLLE pio evoTNTa-
OV €ivOl EUTEOMTIKEG Kol EKEL TOVE EMTPEN® VO EPYACTOVV dVO-TPelG pall kot vo
xpNnooromcovy kot Piiia kot vo potnost o évag tov dAro. H 6tav kévovpe kdmolo
mpotlekt, dovievovv poll to mwodwd. IMapdro mov eivar tvyxaio to poipacua,
TPOoTaO® va VILApYEL pio TotKIAla, Vo unv givat 6A0t 6To 1010 emimedo, Yo va pumopel
0 évog va fonddet tov dAro.

Translation:

Stella: I have not dealt with any significant issue, not from the children’s side. I was
the one that had issues, because at first, I did not know how to handle four different
levels in the same class. I would start explaining something to younger students, and
the older ones would start talking to each other. Now I have found some balance - |
ask half of them to copy a text, to keep them busy and quiet, while I explain something
to the other half. I have found solutions to manage different levels. I cannot say there
are any particular issues. I mainly use individual activities, but there are some activities
-for instance, when we finish a section there are some revision activities- where I allow
them to work in groups of two or three, and use the textbooks, and ask each other
questions. Or, when I give them a project, students work in teams. And even though
the splitting process is random, I try to provide some variety, and have students of
different levels in each group, so that they can help each other.

Kostas

Kostas stressed that there is usually a significant discrepancy in the students’ levels in
Greek. He explained that his main strategy for helping less advanced students is to translate words
or phrases into English. He also highlighted however, that each case is different, and that the
strategies he employs depend on each student and what he wants them to learn. Finally, he noted
that students change classes if they present great difficulty in keeping up with their peers, and

referred to GCT’s initiative to start a cram school for students with minimal knowledge of Greek.

Kostas: Q¢ mpog ™ yAdooa, most times there is a huge discrepancy between what
some kids know and what they don’t, and that goes back to how much the parents are
involved, whether they finish their homework, how present they are at school and in
class. H mpdtn otpatnykn givor n petdepaoct. Yndpyovv tavioe mévto S1opopeTIkd
EMimedn oTOL TOOLEL, AAAG O XEPIGUOC ExEL VoL KAVEL e To KOs oudl. Ko €xet va kdvet
Kot pe 1o Tt ivor avtd mov Beg va pabet to moudi oty TéEn. Av Beg va cov Kavel
avayvoon, katl 0ev EEpel 1o moudl Kamoteg AEEets, Tig Palelc cav opBoypagio. 'H tig
Baleig kot ota oryyAMKd Ko 6TO EAANVIKA Y10 va To KaToAdfovy. Av To TpOPAnua sivat
O PEYAAo, av ONAadn oev Katalapaivel Timota To Toudi, T0TE WAGG 6TO YovED Ko i
Baleig o moudi og GAAN TAEN, mo pukpt], aAAd Oev To Katefalelg mivew ond Eva grade
yoti HeTd tor dAAa Tondtd Oa etvan pikpd ko socially dev elval cwoto Yo to mTondi, 1
10 Balelg o€ cLYKEKPEVO GYoAElo TTov elvar cav @povTiotipro. Kot vdpyovv té€tota
oyoleio otnv Kowomnta, oyolreio mov givor cav ppoviiotipia. Kot £xovv modrd grade
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4 - grade 7, pe dopopetikd emimedan, oAAG etvar péypt €61 pabntég otV TAEN, OMOTE
umopet 0 daokarog va givorl and Tavo.

Translation:

Kostas: In terms of the language, most times, there is a huge discrepancy between what
some kids know and what they do not, and that goes back to how much the parents are
involved, whether they finish their homework, how present they are at school and in
class. The first strategy I use is translation. There are always different levels among
students, but handling each case is dependent on each child. And it is also dependent
on what you want the child to learn. If you want them to read, and there are some
words they do not know, you assign these words as dictation. Or you provide both the
English and the Greek word, so that they can understand. If the problem is greater, that
is, if the child does not understand anything in class, then you talk to the parent, or you
send the child to another, lower grade. But you must not downgrade a child more than
one grade because then the other children will be too young and it is not right for the
student’s social development. Or, you can send it to a cram school. The Greek
Community has schools like that, with students between grades 4 and 7. In that school,
students have different levels, but there are only five or six students in each class, so
the teacher can work closely with them.

180

Sofia argued that having students of different levels in the same class is an obstruction that

prevents both advanced and less advanced students from reaching their full potential in learning

Greek. She explained that in order to deal with students’ different levels, she follows her director’s

advice; that is, she separates less advanced students from the rest of the class, and gives them much

easier activities to work on, while she then turns to the rest of the class and focuses on more

complicated tasks. Sofia was not pleased from this strategy, as she sensed that it made less

advanced students feel left out. She also felt that this strategy was unfair for advanced students

too, as she could not offer them with her undivided attention. Sofia concluded that it is best for

less advanced students to attend GCT’s cram school, although she acknowledged this solution is

not ideal either.

Sofia: Nat, motedm 6t avtd givar tpoyonédn oe pio tdEn kadn. o mapddetypa, mépaot
elya pio téén pe 1éocepelg mToAd duvatovg pobntég Kot Tpio Toudid mov dev NEepav
KaBOAOL eAMVIK. Eépave povo va cviriafilovv. Kpdmmoa to 1610 Pifiio kot o
dtevBuvng pov mpdteve o€ avtd ta wodd vo Pale pio TpodTOoT, EVEO OTO GAA
oAdKANpo keipevo. Exava pia Bacikn ypoppatikny kot £va speaking mévo cg auti v
TPATAGT], KOl TNV MPO TOL KAVOLV EPYOGI0 TO TOOLA OVTE, OOVAEV® LE TO, VITOAOUTOL
nodld oe keipevo, kavovikd. Kot ékava ovtd to mpdypo, aAdd givor mapa moly
d0oKOAO, Ylati 0ev €xovpe TOAD ypdvo. Amd ™ pia, @ET0g Kamow amd avtd To
nonddkio dtaalovv kot eivar og TOAD KahdTepo emimedo, Kot yaipopon yu' avtd. AALG
TOTEV® OTL Elvan TpoyomEdN yia Ta dAAa. Kot olyovpa ta mo advvapa moidid vibovv
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petovektikd. [ati pavtdoov 6tL dtav WAL e To TPOYWPNUEVO TadLd, PAETOLV T
dovAgvovpe ko Katorofaivouv tn dwapopd. Eyd motedm 6t1 vidBovv mhpa oA
petovektikd. Edd otnv Kowdmrta éyovv kdvel pia taén mov Aéyetar ‘@poviiotiplo’
Kol oVTO 0eVv givor Kamotla cuykekpipévn tdén. Elvor ylo ta mondid mov €pyovtal kot
dev E€povv timota. Mraivouv kKo pabaivouv ta ypaupato ag modpe. Kot tov emdpevo
YPOVO TO TOOLA ALTE TOL EVIACGOLY G€ KAmola TAEN, avaroya L To eminedd tovg. Kot
naAL Exovv pia amdkion and tovg cvuuadntéc tovg. Kopd eopd ta kpatdve oto
dpovtiotpro GAAN pia xpovid, eivor 6H6KOAO TOAD.

Translation:

Sofia: Yes. I believe this is an obstruction when you have a good class. For instance, I
had a class last year with four very advanced students and three students who could
not speak Greek at all. They only knew how to syllable. I kept the same textbook and
the director recommended that I should assign a single sentence to these children, and
an entire text to the advanced ones. So I taught some basic grammar and worked on
their speaking based on this one sentence, and while these children were doing their
assignment, [ worked with the other children on an actual text. And I did this, but it is
very hard because we do not have much time. On the one hand, this year some of these
children can read and are at a good level, and I am glad for that. But I believe it is an
obstruction for other children who are advanced. And, certainly, the less advanced
students feel at a disadvantage. Because they see what we are working on with the
others, and they realize the difference. I believe they feel at a great disadvantage. Here
in the Community, they have created a class called “Frontistirio” and it is aimed at
children with no knowledge of Greek. They come in and start learning the alphabet. In
the following year, they are introduced in a proper class, according to their level. Even
then, there is a difference between them and the other students. Sometimes they keep
them at this cram school for an additional year, but when new children arrive, the
alphabet must be taught all over again. So, it is very difficult.
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Niki argued that such incidents occur frequently in the HL class and explained that her

strategy for dealing with them is to follow the pace that fits the majority of the students. When a

student is significantly more advanced than the others, she asks them to act as her assistant in class.

According to her, this strategy works well. Niki also claimed that individual instruction is the only

way to help students who struggle with the language, but noted that time constraints do not allow

teachers to constantly offer one-to-one instruction.

Niki: Evté&et, avtd cvpPaivel. Lo capfatiavd mov ivon meptocdtepol ekeivol mov
avTILETOTILOVY dVOKOAIEG e To EAANVIKG, Bo Tdo pe To pLOUO TTov e&umnpetel TOVG
TEPLEGOTEPOVS. B Thw o o1yd, 0ev Ba dufacm ag movue Eva OAOKANPO KeipeVo.
Oa t0 KAV® Ayo-Alyo, KOUUATI-KOUUATL V10Tl 0AA®MG 1) TAELOVOTNTO TOV TOOUDY OEV
Oa pmopel va axolovdnoet. [ldw Aowmdv Alyo mo oiyd, yroti aAldg To pobntn mov
etvat o advvapog Bo tov amopakpHve evielmg ond to EAANVIKA. Eva av tov mho o
oTadKA, Bo Kdve KaAd Kol o€ avTdV Kol o €Kelvov Tov glval mo TpoywpnUéVog,
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vt Oa kdver eravainym. Eriong éva mo mpoywpnuévo moudi, pe Pondaet kot oto
uéOnuo. Eivor Bonboc pov ko 6tov potdom KATL amovidel, evOappOvel Kol TOVG
dALovg... Eivar dvokoro va kdvelg pdbnuo kot ta wodd vo unv EEpouvv Timoto.
I'evikd, 0tav vdpyel advvapio TPETEL Vo, 0oyOANOELS ATOMKA KOl VO YOAAGELS TTOAD
a6 Tov Ypdvo cov. No eTotpdlelg GAAEG 0CKNGELS Yo TO TTOdi, VoL TOV SIVELS Lo TOAAL
TPAyHoTo vo KAvel, va to mtog va frua moaparépa. Katd m ddpkeia Tov pabnpoartog
oG dev yivetar -1 Oa oG e TOLG TOAD YP1YOPOLS, N LE TOVS TOAD apyovG.

Translation:

Niki: OK, this does happen. In Saturday school, where we have more students with
difficulty in Greek, I cannot push very much; I will follow the pace that suits most
students. I will take it slow; I will not read out an entire text. I will do it little by little,
piece by piece, because, otherwise, the majority of children will not be able to keep
up. So, I take it slow, otherwise I will completely alienate weaker students from Greek.
Besides, if I take it gradually, I will also help advanced students, because this will
serve as a revision for them. Also, if I have a student who is more advanced, I ask them
to act as my assistant. When I ask something they reply, they encourage others... It is
difficult to teach a class of children who have no knowledge of the subject you are
teaching. Generally speaking, when a student struggles you need to spend time with
them personally, and that means spending a lot of your time. You need to prepare
different activities, you need to give them more things to do, you need to help them
progress. But you can't do that during class - you’ll either follow the ones who pick up
knowledge fast, or the ones who need more time.

Chapter Summary

In this chapter, I presented findings from the interviews with the eight participants. The findings
were presented narratively, and the emphasis was placed on designating the uniqueness of each
participant’s experiences, views and practices. I divided the field texts into three categories,
according to the type of information that was generated. The three categories were the following:
field texts on identities, field texts on attitudes and field texts on practices. In the first category, I
included findings from the participants’ language portraits (self-portrait and student portrait) and
their identity charts. In the second category, I included field texts on the participants’ attitudes
towards the different generations of Greeks in Canada, as well as the HL learners. This information
was generated from the photo and video elicitation tasks. Finally, in the third section, I included
findings that arose from the two written tasks participants had to complete. In the next chapter, |
identify common themes that emerged from the field texts and use these to respond to the inquiry’s
guiding questions. I thus attempt to bring together the field texts that were presented in this chapter,

by identifying common themes in the participants’ perceptions and practices.
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Chapter Five: Identification of major themes
Chapter Overview

After presenting important findings that arose from the interviews narratively in the previous
chapter, I now turn to the identification of common themes that emerged from the field texts. My
aim in this chapter is to bring together the findings and answer the questions that guided the
inquiry. It must be stressed that by identifying common themes in the field texts, I am not seeking
to make generalizations. However, some recurring themes did emerge and they are presented in
this chapter. I start by answering the inquiry’s five sub-questions, and I end the chapter by using
common themes that emerged from the field texts to answer the overarching question of the study.
The overarching question that guided the study was “How do Greek HL teachers in Montreal and
Toronto understand and/or reflect upon their teacher identity, their perceptions about teaching, and

their instructional practices?”. The five sub-questions were the following:

(1) What are the Greek HL teachers’ perspectives about teaching Greek language and culture?
(2) What are the Greek HL teachers’ preferred instructional practices when teaching Greek
language and culture?

(3) How do interactions with Greek HL students affect Greek HL teachers’ perspectives and
practices?

(4) How does the local educational context affect Greek HL teachers’ perspectives and practices?
(5) What similarities and differences can be identified between the responses to these various
questions of teachers teaching in Montreal and teachers teaching in Toronto?

Addressing the guiding questions
First sub-question
1. What are the Greek HL teachers’ perspectives about teaching Greek language and culture?

One of the areas I wanted to investigate was Greek HL teachers’ perspectives about the
teaching of Greek language and culture. I was interested in finding out whether the participants
viewed the two as connected, as well as the strategies that they employ to familiarize HL learners
with them. I also wanted to examine what strategies they use to bring HL learners closer to the

Greek language and culture, especially in cases where students appear to be disengaged from the
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learning process, and question the usefulness of learning their HL. In this section, I have included

themes that emerged from the field texts, which answer the first guiding question of the inquiry.
The Greek language and culture are interrelated and must be taught together

The participants of the study were asked whether it is possible to teach the Greek language
without referring to aspects of the Greek culture, that is, Greek history, customs, and traditions.
All eight participants argued that the teaching of the Greek language cannot and should not be
separated from the teaching of Greek culture. Six of the participants asserted that it is impossible
to teach the Greek language and culture separately, as cultural aspects are embedded in the
language. They saw the Greek language as a phenomenon and argued that unless a teacher focuses
on both linguistic and cultural aspects, their teaching will be lacking. They even argued that the
way Greek is being taught in Greece is sometimes problematic, exactly because it tends to be
devoid of connections to the Greek culture. Anna stressed:

“Ae Beopd 611 pmopel va dloy®PLoTOvY avTd To 0V0. Anhadr va e€etdoovpe
yYAdooa yopic ta £0a. Kot Oewpd eniong g 6tav ta diddokovpe poli divoope v
OAOTNTO TOV EAANVIKOV GavOUEVOD -yloT TPOKELTOL Yt £va. @avopevo. Ztnv EAAGoa
Kapwd @opd ydvoope v ovcia. Emikevipovopoote og mOOUE CE YPOUUATIK
eowvopeva kot ybdvoope to 6Aov. Eipoote mo otvyvol oto va pdbovpe m yA®coo

Baocel kavovioudv. O TpOTOG OV T KAVOLpE £6M KOl To. GLVOEOVUE BEp®d OTL glvarn
mo flexible Byaivetl mo mord vomua.”

Translation:

“I don't think these two can be separated. We cannot teach the language without
referring to customs. And I think when we teach those together, we provide a complete
overview of the Greek phenomenon - because it is a phenomenon. In Greece, we
sometimes miss the point. For instance, we focus on grammar and miss the wholeness
[of the phenomenon]. We focus strictly on learning the language based on certain rules.
The way we teach Greek here, by connecting everything, is more flexible; I think it
makes more sense.”

Two participants (Lena, Sofia) had different reasons for supporting that the Greek language
and culture should be taught together. They linked the teaching of both linguistic and cultural
aspects of Greek to the preservation of the language in Canada, and argued that unless the emphasis
is placed on both of them, Greeks will lose their contact with the HL. The participants even went
as far as to argue that unless someone is aware of Greek customs they cannot be seen as Greek.

Lena highlighted for instance:
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“Eyod motedo avtd whve poall. Otav dev €xelg ta €0a... T va kpoatnbeic oc
‘EMnvoc mpémer vo kpatnBovv kot tor 0o, xor va yoptdlelg to 16TOPIKA
emtevypata, Kot va to Aeg. Na T Aeg. Xwpig o eAAnvikd €0wo dev gicot EAAnvacg,
eYD €101 ToTev®. AoV pag Eeympilovv ta E0d poc. Zav ta €0 To EAANVIKE oev
vrdpyovv. Eym motedw Ot tave maxéto.”

Translation:

“I believe these two go hand in hand. When you don't teach the customs... To remain
a Greek, you need to uphold the customs and celebrate your historical achievements,
narrate them. You need to narrate them. Without Greek customs you can't be a Greek,
that’s what I think. Our customs make us who we are. There are no other customs like
the Greek ones. I believe these go hand in hand.”

It must be noted that some participants also considered religion as an inextricable part of the Greek
culture, and argued that an emphasis on the Greek Orthodox religion cannot and should not be

absent from Greek programs. Kostas asserted:

“Ag pmopeic va Eeympioelg m YA®soa amd Tov moltiopo. ol etvan dha umieyuéva
kot OAa £xovv historical connotations, traditional connotations, religious connotations.
Eyd Aém Oyt AALG vtdpyovv Kamolol —Aiyot- Yoveic 6to ooAeio mov Aéve dev BEA®
vo kowvovioel o modl. Avo-tpelg givor ovtol, aAdd v péva givor moirol. Kot
OKEPTOMOL EYD OTL AV €lvan £€Tol avTN M Pbva Kot To tondi etvan grade 3, n mopeia tov
nond1ov mota Oa givar; ol TpdTa etvon to Bpnokevtikd, petd Tt Bo etvar; Nopilm
petd dev Ba vnpye ovoia yio tov EAAnva -0a ftav avorytd yio 6Aove. AAAG vopilm
ot étot Ba yivouv ta mpdypota o€ mEVTE YEVIES.”

Translation:

“You cannot separate the language from the culture. Everything is interwoven
together, and everything has historical, traditional, and religious connotations. I say
you cannot do it. But there are some —just a few- parents who say ‘I do not want my
child to participate in the Holy Communion’. They are not more than two or three, but
to me even this number is big. Because I think that if the mother has this approach, and
she has a grade 3 child, what will the child’s course be? They start from religion, and
then what? I think that if we took that away, the essence would be lost for Greeks; the
school would be open to everyone. I think this is how things will be in five
generations.”

Canadian-born Greeks are proud of their Greek origins

All participants shared the view that customs and traditions are an important part of Greek
HLE, as they generate a feeling of pride among students. They stressed that all students are familiar
with aspects of the Greek culture irrespective of their language skills in Greek. According to them,
students’ pride is reinforced by their participation in Greek cultural groups and by following Greek

customs. Niki stressed that:
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“Xto Topovto ot ' EAlnveg givarl moAv depévol. Eyd péve eavtdoov ot Greektown -
€xel ToAG poyalid, Kévouv moAAOVS EAANVIKOVG YOPOVC, EXOVV GMUATEIN, dNANON
VIApYEL T0 EAMVIKO ototyeio. Eivor mold evopévor kot mepneavotr. Kot mwoAlol
nabntég pov méve otovg yopovc. Ommg emiong vadpyovv Kot OeaTpikés opadeg Tov
avepalovv mapacTdoelc. Xe eninedo TOMTIOTIKO, gival Agg Kot eicon oty EAAGSa.”

Translation:

“In Toronto, Greeks are very close. For instance, I live in Greektown - there are many
shops, they hold Greek dances, they have unions, there is the Greek element around.
They are united and very proud. Many of my students take Greek dance lessons. And
there are also theater groups playing performances. On a cultural level, it feels like
you're in Greece.”

The participants also referred to Greek customs and traditions when they were shown the
video from the Greek parade in Toronto [ Appendix E]. Seven out of eight participants referred to
the lack of military march in the Greek parades in Montreal and Toronto, and explained that this
differentiates them from the respective parades in Greece. However, only two participants
considered this as a problem, and connected it to the students’ perceived indifference and lack of
respect for the parade. The rest of the participants acknowledged the differences in the technique
and organization of the parade, but placed more emphasis on the fact that students choose to attend
the parade every year despite the harsh weather conditions, and appear to feel very proud while

participating in it.

Interestingly, the two participants who viewed the way the parade is being held in Montreal
and Toronto negatively are both Canadian-born (Stella and Kostas). It could be argued that things
that impress Greek-born teachers, such as the fact that students attend the Greek parade under
adverse conditions, are taken for granted by Canadian-born teachers, who feel that a parade that

appears to be ofthand can give off the impression of neglect and disrespect.
Greek HL learners must be reminded of the importance of the Greek language

When creating the average student’s language portrait, and when responding to the first
written task, all participants agreed that the students’ first language is English. They described
Greek and French as languages that are forced on the students for different reasons. In the case of
Greek, the teachers unanimously explained that students do not fully realize its relevance to their
current lives. The participants argued that when students appear to be disengaged from the
educational process, the teacher needs to step in and remind them of the importance of maintaining

a connection to the Greek language and culture. They also stressed that students have different
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reasons for feeling disengaged from Greek, and that these reasons can range from frustration
because Greek is a difficult language to learn, to fatigue from the schoolwork overload, or even
inability to understand how Greek will be useful to them in the future. All teachers supported that
incidents in which a student questions the usefulness of Greek need to be addressed on a class level
and not individually. They explained that while a student’s disengagement can appear to be an
isolated behavioral issue, all students need to be reminded of the multiple benefits of learning

Greek and they must be praised for their efforts. In Lena’s words:
“YrevOopion 0éhovv. Toug AMéw Eépelg Tt onuaivel va gioar ‘EAAnvag; Kor mocot
néBavav yio va gicat €60 ‘EAAnvag; Tovg epyuydvem, Toug Kave va vidbovy 1660

nepneovol mov eivar ‘EAlnves... Towg va givar AdBog, dev cvpemvoiv OAotl ot
dackarot. Eym toug pavatilm, yiati to BAET® T oAAdg Oa Ta ydcovpe Ta EAAVIKA.”

Translation:

“They need to be reminded of all that. I tell them, do you know what it means to be a
Greek? How many people had to die for you to be a Greek? I try to inspire them; I
make them feel proud of being Greek... Perhaps it is a mistake, not all teachers agree
with this. I try to make them zealous; otherwise, I am sure we will lose Greek.”

The majority of teachers appeared to be optimistic, and predicted that after graduation,
students will realize all the social, emotional, as well as economic benefits of preserving their
connection to Greek. Stella was the most pessimistic participant in this respect, and predicted that
even as adults, the third generation will not realize the importance of Greek, and that their

connection to Greek will be gradually lost.

Second sub-question

2. What are the Greek HL teachers’ preferred instructional practices when teaching Greek language

and culture?

A second area I was interested in exploring was the HL teachers’ preferred instructional
practices. In particular, I wanted to learn the types of activities and projects they prefer, the ways
they use to assess their students, and the languages they utilize in the classroom. I was also
interested in finding out whether teachers use the same practices at all times, as well as whether
teachers have identified certain practices as unsuitable for their HL learners. In this section, I have
included themes that emerged from the field texts, which answer the second guiding question of

the inquiry.
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Greek HL teachers use conventional methods, but when met with difficulties turn to unconventional

ones

When asked to describe their teaching methods, all participants appeared to prioritize
conventional methods, such as assigning dictation, focusing on grammatical rules, assigning
comprehension and reading activities based on a text, assigning essays, and using revision
activities. Interestingly, five participants explained that when conventional methods do not work
and students appear to be disengaged, they turn to unconventional methods to win over the Greek
HL learners and spark their interest in improving their Greek. Some of the methods they described
using in such cases include games, karaoke, paired activities, music, board games, arts and crafts,
and dancing. Sofia noted:

“Tipémet va Bpelg 10 Kovumi Tovg. Ag Tovpe Exm Ppet OTL 6 KATOLoL T 0PEGEL 1
LLOVGIKY, OTOTE TOVG KAV® TPayoLdla oto eAANViKA. Tovg e€nyd T AéEeLS Yo va
katoAafaivouv Tt Aéel to TpOyohol kol tovg apéoel. Kdamoww dAda 0Ehovv Tig
xepoteyvies, ondte ta PALm KO KAVOLV YEPOTEYVIES LLE TO YPALLATO TNS OAPAPNTOV
ag movpe. Me dAlo moudd moilem moyvidi kot tovg apéoet -mailovpe POaKL 7
LOVOTOAT, OAAG mpémel vo phdve eAAnvikd. 'H oe éva dAho moudi mov kdévovpe

Wwitepa, Tov Palm Kapadke. [...] Apa, yio va KatoAnE®, dev TPETEL Vo OKEPTEGOL OTL
Ba Tovg Kavelg amAd eEAANVIKA, aAlG Tpémet va de1g Tt Ba Toug kepdicet.”

Translation:

“You need to find what works for each of them. For instance, I have found that some
children enjoy music so I teach them songs in Greek. I explain the words so that they
understand what the song is about and they like this. Others prefer crafts, so I ask them
to make something using the alphabet letters. With other children we play games and
they like it - things like snakes and ladders or Monopoly, but they must speak Greek
during the game. I offer private tuition to a child and I ask him to sing karaoke. [...]
So, to sum up, you should not focus on just teaching them Greek, you need to find
what will win them over.”

Greek HL teachers must use multiple strategies to engage students

As mentioned earlier, all teachers reported that they are often met with student
disengagement, and they often have to remind students of the importance of their HL. All teachers
explained that they have a variety of strategies in their arsenal, and each time they are faced with
discouraged students, they employ several of these strategies to win over and motivate their
students. The teachers elucidated that their choice of which strategies to employ depends on the
students’ age group and interests. The strategies that were listed by the participants for addressing

cases of students who question the usefulness of Greek were the following:
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e using personal stories to inspire students

e giving specific examples of job positions in which knowing Greek is an asset

e discussing the benefits of multilingualism in general

e discussing the specific benefits of knowing Greek (root words, terminology in sciences,
connection to Greek values, connection to Greek history)

e cxplaining that Greek improves the students’ employability

e suggesting that students use Greek as a secret language

e explaining that knowing Greek will bring students closer to their grandparents

e encouraging students to teach their parents Greek (in cases where the parents are not
familiar with the language)

¢ making students feel guilty for not knowing Greek

e arguing that people may question their Greekness if they do not know Greek

e arguing that knowing Greek is a prerequisite for marrying a Greek person

e arguing that knowing Greek is a prerequisite for understanding others while in Greece

e identifying the students’ interests (i.e.: drawing, singing, playing) and using them to win
them over

e using photos from Greece to motivate students

Greek HL teachers prefer individual to group activities

In addition, when asked about the type of activities they use in class, six out of the eight
participants noted that they prefer individual activities and projects to group ones. They found that
group projects often lead to noisy classrooms and cause classroom management challenges. For
instance, Niki commented:

“O kobévag dovAevetl povog tov. To ¥pNGOTOID TOAD GTAVIO. TO YKPOLT, JEV OV
apécel oA gpéva. Oceg popég 1o £y Kavel oto cafPatiavd, yivetal oAl pacapia.

INvetar mavikdg. Akdpa ki otov mailovpe moryvidw yiveror yopods. Xto GAAO TO
oyoleio, mo gvkoia. [Mati efvon Kabnuepvd Kou e GEPovtol dSoPopeTIKd T TOOL.

Translation:

“Each student works on their own. I rarely ask students to form groups; I do not really
like this method. When I tried it out in the Saturday school, children were very noisy.
Like, panic! Even when we play games, the same thing happens. It is easier in the other
school. Because it is a day school and children tend to respect you more. “
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An alternative reason for choosing individual over group projects was offered by Maria,
who found that there is great emphasis on group projects in the Canadian educational system, and
that HL learners benefit more from individual projects. According to her, individual projects can
help teachers get a clearer image of the students’ exact level, as students do not get the chance to
hide behind their team. Maria noted:

“T'evikdTEPA TO ATOPEVY® TO, OUAOIKA TPOTLEKT Y1OTL QLT 1) OHOSIKOTNTO YEVIKOTEPQL
EVIOYVETOL EVTOVA GE OAOVG TOVG EKTTOLOEVTIKOVG KOKAOVG €0 oto Keumék. Eépovv
va kKivouv opadikd Tpotlekt, aAdd dev EEpovv KaAd eAAnvikd. Ondte, Tpoonadd vo
KAVOLV OTOUIKT TPOCTAOELN KO Yio Vo 0ELOA0Y® TO o0 BPickovTol Kol Vo, LTopd Vo,

T0VG fondncw, oAAd Kot yio va Kdvouv Tpayuatiky Tpocmddeia. Noo unv kpvovral
miocw and Kdmolov GAL0.”

Translation:

“Generally, I avoid group projects, because teamwork is already strongly supported in
all educational levels here in Quebec. The students know how to do group projects -
they do not know how to speak Greek well though. So, I try to reinforce their personal
effort, rate their individual performance and assist them. I want them to make a real
effort and not hide behind a team.”

Participants Anna and Stella explained that they use both individual and group projects, and prefer

the latter for evaluation and revision purposes, respectively.
Use of other languages in the classroom helps HL learners

I also wanted to investigate whether participants use languages other than Greek when
teaching in the Greek schools. Strikingly, all eight participants noted that they make use of other
languages when teaching Greek. All four participants from the greater Montreal area explained
that when they feel it is needed, they use both French and English, with a preference for the former.
The three participants from greater Montreal area who work in day schools explained that when
they feel that they must use a language other than Greek to communicate with students, they mainly
opt for French, because of the day school’s policy that prioritizes French over English. Participant
George, who works at a Saturday school and is not limited by this policy, explained that he also
prefers using French rather than English, because of his personal ease with the French language.
The four participants from the greater Toronto area all noted that if they deem it necessary to use

another language in the Greek class, they only opt for English.

When asked about the reasons why they may have to switch to other languages while

teaching Greek, the eight participants offered three alternatives. The most cited reason for which
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teachers use another language while teaching Greek was vocabulary teaching, with five teachers
stressing that when students encounter unknown words, they often provide them with synonyms
of these words in either French or English. The second reason was instruction giving, with four
teachers arguing that using a language with which students are more familiar when providing
instructions for an activity offers students a clearer understanding of what is expected of them.
Finally, one teacher, Sofia, explained that she uses English solely when teaching grammar. She
explained that she draws parallels between English and Greek grammar rules, to ensure that

students understand new grammatical phenomena.

Four teachers also explained that aside from these three reasons, they also use multiple
languages in the HL class when they want to help learners make connections between the
languages they know. They explained that when they highlight similarities between Greek,
English, and French, the students make connections that help them learn and remember new
concepts. This is exceptionally well summarized in Anna’s response:

“Ey®d avtd mov cuvavinoa sivat 6t ta wadid givon og pia cuyyvon). ['arti 6 pmopovv
Vo KAVOVV TIG avTIGTOL(EG GUVOEGELS GTO PLOAO TOVG Le TIS AéEelc. Mov €xet TOyEL ag
TOVE, VO SIOACK® GTNV TPITN dNUOTIKOV, Kot TOLG Hidayo yio Tov mapddeico. Kot dev
propovcav va KotaAdfouv ™ AEEN mapdadelcog ota eEAANVIKE, ondte dtav TOVG gina

‘paradise’ Mtav avoropmy yU avtd. Kat toug sima kot ™ yodAikn ‘paradis’ Kot Tig
gypaya Kot Tic Tpelg otov mivaka. Kot pov €kave tpopepn evivmmon.”

Translation:

“What I found is that now children are confused. Because they cannot make the
necessary connections in their heads with words. For instance, I once taught a third
grade class, and I talked to them about paradise. And they couldn't understand the word
in Greek, so I said ‘paradise’ and it was like an epiphany for them. And I also
mentioned the French word ‘paradis’ and wrote all three of them on the board. I was
very impressed by this.”

Aside from their own use of various languages in the HL class, some participants also
referred to the students’ language mixing. They stressed that when they feel that they are allowed
to use other languages too, they are encouraged to take more risks and produce more and longer
utterances in Greek. The teachers explained that encouraging students to produce speech, even if
they do not have the necessary vocabulary and need to draw words from their other languages,
increases their confidence and motivation. George asserted:

“Etvon Baocikd va vidmBovv ta mondid 0Tt dgv 0. amokAEielg amd TV vwOAoY opdoal.
Na &€pouvv Tmg €xelg amautnoel amd avTd, Kot Tmg £ival CNUOVTIKO Vo KAvouv
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TpooTadelo. AKOUA KOl OV Ol TPOTAGELG TOVG EIVOL MGEC OTA EAANVIKA KOl [GEC OTA
ayyAkd. Axopa Kot av 1 Ypoupotikn etvor AdBoc. Av toug dei&eic mmog dev £ytve Kat
KATL 0V KAvouv AGOn 1 av BdAovy péca Kot LEPIKA ayYALKA, To Todld apécms OEAovv
v 60V amodEiEOLV OTL LmopovV Kot PAETELS OTL ADVOVTOL GTOV TPOPOPIKO TOVG AOYO
Kot BeAtiovovtar.”

Translation:

“It is essential for students to feel that you do not exclude them from the rest. For them
to know that you have expectations from them, and that they need to make an effort.
Even if their phrases are half in Greek and half in English, even if their grammar is
wrong. If you show them that it is ok if they make errors or if they have to use some
English words too, they will want to show you that they can make it; you can see that
they find it easier to produce oral speech and that they progress.”

Teachers must seek activities that encourage parent involvement in HLE

The participants also argued that parents play a vital role in the students’ learning, as their
attitudes and habits can either inspire learners to invest in the learning of the HL or alienate them
from it. Some teachers provided detailed accounts of strategies they use to encourage parent
involvement in educational practice, and increase the students’ motivation to learn. Four
participants noted that a strategy they had used to encourage parent participation in the HL learning
was the use of projects, where students were asked to interview family members and then create a
report or artifact based on the interview. The teachers explained that such projects can be focused
on the family’s immigration stories, the parents’ memories from Greece, the parents’ knowledge
of Greek customs, or some aspect of Greek history. The participants argued that assigning such
projects to students can be beneficial, as working with family members can increase the students’
investment in the learning of Greek. However, Maria, one of the participants who had used such
projects, identified potential limitations to this strategy, namely the parents’ alleged lack of
interest, which can discourage students, and the parents’ reluctance to share personal information
with the Greek school. Stella described a different strategy she uses to encourage the parents’
participation in the students’ learning. She explained that she has often suggested that parents who
are not fluent in Greek learn the language alongside their children. Stella noted:

“Apa E€pet T yAmdoca pmopovue va {ntioovpe vo Tov UIAGEL EAANVIKA -vol
KPOTNGOVLLE TOVAGYLGTOV TNV TPOPOPIKY| EMAPT. AV dev EEpeL, aAAd evOlaPEPETAL VOL
uéber  yAoooo, o yovéag umopel va pdbet pali pe 1o moudi -0yt oo 1o mondi. Na

myaivouv e pio TopdAnin mopeio ekpdOnong e YAOoGOS, €OKA GE YOUNAO
eninedo. ITiotevm avtod Bo Kavel ta modld va evolagepHovdv mo mworn.”
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Translation:

“If parents speak Greek, we can ask them to use the language with their children - to
keep the oral communication. If they do not, but they are interested in learning the
language, they can learn alongside their children - not from their children. And they
can follow a parallel learning process, particularly at low levels. I think this can
increase the students’ motivation.”

It needs to be stressed, however, that teachers also explained that meeting and
communicating with the parents is not always easy. Three teachers (George, Sofia, Niki) appeared
to be very challenged by the lack of communication with the parents, and argued that using
newsletters or emails could perhaps be more effective in establishing a closer relationship with the

parents than mere parent-teacher conferences.
There is no consensus among teachers in terms of classroom seating arrangements

All teachers agreed on the fact that there is great discrepancy among the levels of HL
learners. The teachers were asked to describe the methods they use to manage their mixed-abilities
classrooms, and more specifically, they were asked to describe the seating arrangements in the
class. Four participants explained that they allow students to sit next to their friends and unless
they disturb them during class, the students are allowed to sit there for the entire year. Two
participants chose to separate the students into groups, according to their abilities (Stella, Sofia)
and two (Maria, Anna) chose to place advanced and less advanced students together, so that the
former can assist the latter. This discrepancy in the teachers’ preferences in terms of classroom
seating arrangements is consistent with the relevant literature. Research has shown that there is no
general consensus among teachers in relation to seating arrangements and that there is no such
thing as a seating arrangement strategy suitable to all classrooms (Gest & Rodkin, 2011;
McKeown, Stringer & Cairns, 2015; Wannarka & Ruhl; 2008). However, it has been shown that
separating weaker students from their more advanced peers, or non-native speakers from native
speakers, can make weaker or non-native students respectively feel stigmatized and isolated

(Toohey, 2000).
Helping less advanced students in mixed abilities HL classes is hard

When faced with students who are not able to follow the activities carried out in class, five
teachers explained that they try to offer them personalized instruction. That is, they try to make

time to work closely with students who struggle, help them with words they do not understand,
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and provide positive feedback to encourage and motivate them. They stressed, however, that they
do not always have the time to focus on one student and suggested that in some cases where there
is great difficulty, changing class is the best option for both the student who struggles and their

peers.

Two teachers (Stella, Sofia) explained that they separate students into subgroups, based on
their abilities, and use different sets of activities with each group. They explained that they assign
a set of activities to one group, and while the students are working, they turn to the other group or
groups and assign them different tasks. While teachers believed that this strategy works well for
advanced students, they appeared to have second thoughts about it, as they also found that less
advanced students feel isolated and stigmatized. Sofia noted:

“Kat oiyovpa ta wo addvope modtd vidbovv petovektikd. [ati gavtdocov 6t dtav

WAG pe ta Tpoywpnuéve toudid, PAEToVY TL dovAsdovpe Kot KotaAafoivovv
dwpopd. Eyd motevm 6t vidBouvv mépa modd petovektikd.”

Translation:

“And, certainly, the less advanced students feel at a disadvantage. Because they see
what we are working on with the others, and they realize the difference. I believe they
feel at a great disadvantage.”

Finally, one teacher (Maria) explained that she provides all students with the same set of
activities, but she makes sure to include both easy and more challenging tasks, to accommodate
everyone’s needs. She explains to students that they will be graded based on their personal progress

and that their grade will not be dependent on that of their classmates.
Exams are merely one of the factors teachers take into consideration to assess students

Finally, teachers were asked to describe the methods they use to assess their students. I was
particularly interested in this, precisely because all teachers admitted that there is great discrepancy
among the levels of the HL learners. The vast majority of teachers, seven out of eight, explained
that they use individual exams based on the material that has been taught in class. They explained
that while there is great discrepancy in the students’ scores, the exam is merely one of the factors
they take into consideration when assessing students. Other factors that help them assess students
include the students’ progress from one term to the next, their speaking abilities in Greek, their

participation in class, their collaboration with their peers, and the number of their absences.
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Anna was the only participant who had a different approach; she explained that like all
other teachers, she had also used conventional exams to assess her students, but had found that in
some cases these exams were very stressful for HL learners. She had thus decided to turn to paired
exams in an attempt to create stress-free conditions and avoid student alienation and
discouragement. To make sure that all students view this as a fair procedure, she clarified that the
person who helped the most in each pair would get extra marks. She believed that this strategy was
effective, as paired exams were less stressful for students and served the main goal of HLE, that is
to help students learn the HL. She asserted:

“T'evikdtepa, Oewpd passé Vv 10€a TV dtaymvicpdtov. Not pev eivot amapoitnta yio
va €xelg kamola oepd, aAdd vopilo 0Tt pmopeilg vo a&loAoynoelg Kot pe GAAOVG
TpOTOVG TNV £EEMEN evog Tandov. Ki dAhmote, dev glvar avtd to oyoieio mov Ba og

Baier 610 KOALEY10. ATMOTEPOS GKOTAG glvar va LdBovv EAANVIKA, 0L VO YPAWOLV Eva
dwyovioua.”

Translation:

“In general, I find the whole idea of tests outdated. They are necessary to have some
information on their level, but I think there are other ways to evaluate a child's progress
too. Besides, this school is not going to get you into college. The aim is to teach them
Greek, not how to take a test.”

Third sub-question
3. How do interactions with Greek HL students affect Greek HL teachers’ perspectives and practices?

People who work as Greek HL teachers are in frequent contact not only with the HL
learners, but also with the learners’ parents and other family members, as well as fellow teachers
and school staff. The various tasks that the participants were asked to complete during the three
sessions provided rich field texts regarding their perceptions and practices. While the main focus
of this study was to investigate the teachers’ attitudes towards HL learners, tasks such as the photo
and video elicitation offered insights into the participants’ perceptions of Greeks of different
generations in general, and the written tasks revealed their perceptions about their students and
fellow teachers. When analyzing the field texts, it became evident that many of these attitudes
collectively affected the teachers’ practices in the HL class. The teachers’ attitudes, as well as the

ways they act on them are presented in this section.
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First-generation Greeks faced many difficulties and should be viewed as role models

When presented with the photo of the sculpture of the Greek immigrant, participants were
asked to describe the conditions in which first-generation Greeks immigrated to Canada. All eight
participants described the adverse conditions first-generation Greeks had to face, namely the
language barrier, settlement to an unknown place, poverty, and unemployment. Seven of the eight
participants viewed first-generation Greeks favorably, and four of them had a particularly high
opinion of first-generation Greeks, and described them as role models for the entire community.
For example, Lena commented:

“Nivbow 61t avtoi ot 'EAAnveg (deiyver v ootoypagio) ftav moAd dvvorol.
®avtdlopor Tov eavtd pov va £pBm €0 pe pio Paritoo, yopig va EEpm T YA®ooO,
xopic vo & kavéva cvyyevr), toug Ppiokw mapa moAd dvvatove. Ta&idevav
epdopddeg olOKANPEG pe Ta mAolo, ywpic éva doAdplo. Epydviovoav yia va

avtikpHoovV Evav vEo KOG kat dev elyav timota. OUEAANveC eketvol mpémet va etvo
Tapaderypa.”

Translation:

“I feel that these Greeks (shows the photograph) were very strong. I imagine myself
coming here with just one piece of luggage, not knowing how to speak the language,
without any relatives - I think they were very strong. They would travel for weeks by
ship, without a dollar on them. They would come to face a new world and they had
nothing. Those Greeks should be role models for us.”

There was one participant however, Maria, who did not share this opinion. Even though
she acknowledged that first-generation Greeks had to face many difficulties, she felt that in current
times, this generation of Greeks was unwilling to help newcomers. She explained that from her
interactions with first-generation Greeks, she often felt that there was a generation gap separating
them, and that they kept their distance from her and other newcomers, because they viewed them
as people who had it all very easy. Interestingly, this perception appeared to have an impact on
Maria’s teaching too. The same participant who viewed first-generation Greeks as distant and
unwilling to help, reported that when she had assigned projects that involved the participation of
the family, some students ended up being discouraged, because they had to face the alleged
indifference of their family members. Her personal interactions with and perceptions about first-
generation Greeks could perhaps explain why she interpreted the parents’ reluctance to participate

in the project as proof of their indifference. Had she not had this perception, perhaps she would
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have tried to learn more about the parents’ objections and find other ways to involve them in their
children’s education. Maria noted:
13 13 7 4 r 14 4 Ié
Mov ‘yet TOyel moudt vor BéAel v kavel o TPOTLEKT Yoo TN UETOVAGTELOT] TOV
TOTTOVO®V TOV N TOV YOVE®V TOL —0&V BupdpaL- Kot o1 YOVeElg 1 ot mammovdes ite
NTav adtdpopot, ite NTaV LOKPLA KoL TO TTodi TANYymvoToy omd avutd kol pov (ntnoe
Vo KAveL Topep@epég TPOTLekT -va Ppw kdTL dALO Yo va Kavel. Kot mpoomdbnca va

Bpo kdtL TOL OeV Bl EMPAAAEL TN GLUUETOYN TOV YOVEDY 1) TOV TOTTOVI®V, OGTE TO
oudi va Un VIOoEL 0mopoVOUEVO.”

Translation:

“I once had a child who wanted to complete the project on his grandparents’ or parents’
immigration, I can't remember clearly, and his parents or grandparents were
indifferent, they were very distant and this hurt the child. He asked me to assign him a
different project, something else for him to do. I tried to find something that would not
require his parents’ or grandparents’ participation, so that the child wouldn't feel
isolated.”

Second-generation Greeks faced issues related not to their languages, but to their identities

When referring to second-generation Greeks, all teachers highlighted that unlike the first
generation, they did not have to face the language barrier, that is, the inability to communicate in
the language(s) of the host society. According to teachers, even if English (and, to a lesser extent,
French) was not used at home, as soon as second-generation Greeks started school, they became
fluent in it. The teachers highlighted that it was much easier for second-generation Greeks to learn
the host society’s language(s), because they were exposed to it from a young age. Indeed, this is
corroborated by research on second language learning that has shown that even though age is by
no means the only factor that can affect a learner’s success in language learning, it is much easier
for younger learners than older learners to acquire a second or foreign language. Research shows
that this task becomes progressively more difficult after a critical period around the learner’s
adolescence (Asher & Garcia, 1969; DeKeyser, 2000; Krashen, Long & Scarcella, 1979; Kuhl,
2004; Muiioz, 2006; Muiioz 2010; Nikolov & Djigunovic, 2006; Patkowski, 1980; Singleton &
Zsolt, 1995). Sofia described second-generation Greeks’ learning of English:

“Mnrkav ota daycare ta Kovadikd, umikoyv paAloto kamoto moudid yopic va EEpovv

ayyAKa. AALG ovtd Eemepdotnke, yoti av EEKIWVAGELS GTO VA0 TO HoBoivels
apéowg.”
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Translation:

“They were sent to Canadian daycare, some of them without even speaking English.
But they worked through this, because if you start as a very young child you catch on
very quickly.”

Three participants also stressed that even though second-generation Greeks did not have to
overcome the language barrier, they were however faced with what they described as identity
issues. According to the three participants, second-generation Greeks realized they were different
from other English-speaking and French-speaking Canadians. The participants highlighted that in
some cases second-generation Greeks attempted to hide their Greek origin, by investing in their
learning of Canada’s two official languages and even changing their names, to avoid the so-called
stigma of the immigrant. George stressed:

“H dgvtepn yevid dev €yt to mpOPANUA TG YADGGOS. Zuykpivovtag OUMG ToV E0VTO
TOVG pE To vOAowTa yoAAdkio M ayyAdkio tov Keuméx, éPfAemav kar PAEmovv
SpopeTIKO 6TATOVG. BAETOUV OTL dAAN £lvon 1 YAOGOH TOL PIAGVE GTO GTiTL 01 YOVElg

Kot GAAN givon 1 YA®GGa Tov TepBAAAOVTOS. Apal ALTOUATMG VITAPYEL EVAG dtYaoHOG
péosa Touvg -£yovv Bépata tavtdTTOG.”

Translation:

“The second generation did not face the issue of learning the language. However, when
comparing themselves with Quebec's French-speaking or English-speaking children,
they saw and still see they had a different status. They see that they speak one language
at home with their parents and another one when outside their home. So, there's a
dissociation there - an identity issue.”

And Lena commented:
“Ympyav kot ‘EAAnvec mov enedn Ntav apdpemtor, npbav €0d kot ékavay 6,1t
umopovcav ywoo vo pdbovv to ayyhMxd. [...] Eyo étor to e€ényom, voulov Ha
agopowbovv. ‘Eviobav 0tt Ba avéfouv éva eminedo mo ynAd and tovg dALovG.

[ToAAol aAAdCovv kat Ta enifeTd TOVS Yo Vo un eaivetan 6Tt fvor immigrants. AnAodn
KpVPovV TV BvikdTTa Kot TNV TouTdTNTA TOVG. AnAadn vipémovion yio Ty EALGda.”

Translation:

“When Greeks first immigrated here, they were illiterate. They did everything in their
power to learn English. [...] They thought that by doing that they would assimilate,
they would rise above all others. Many change their last names to hide that they are
immigrants. That is, they hide their identity and nationality. That is, they are ashamed
of Greece.”

Interestingly, the three participants (George, Lena, Sofia) who argued that second-
generation Greeks faced identity issues and discrimination, were all Greek-born. It could be argued

that these participants find it difficult to understand the unique culture of second-generation Greeks
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that includes aspects from both the Greek and Canadian culture, simply because their own
background is different. Canadian-born participants appeared to have a completely different
opinion and explained that the second generation, and all the subsequent generations, view their

identities as enriched and complete and not as divided. Kostas explained:

“Exovpe amokplatiko yopo -mhAt ekel £yovpe parent engagement. To opyavédvouv ot
YOVElC Ko tave to. Tondld kot pobaivouv T givor ot ATOKPLES, aKOVLVE EAANVIKA
Tporyovdia, yopevovv, 6Aa poli. Kot mdve kot oty ekkinoio BéPara. TInyaivovpe
oVYVE TNV EKKANGIN Y10 VO, KOV®VIIGOoVV To Toundtd. Ko ta mepiocdtepa mondid mave
oe aut ™V ekkAncio kdBe Kvprokn 11 tovAdyiotov otig peydreg yoptés. I'evikd,
yoptalovpe OAEG TIG EAMVIKEG Y10pTEG. EXTOG amd T1G OVOLOGTIKES YI0PpTES, OEV TIG
ywptalovpe avtég 1660. AAAG Xpiotovyevva, [laoya —t0 eAAnviko- evvoeital. Ko
napdrAinia yroptdlovpe kot to Halloween, 1 Oa @dpe pali pe toug dikovg pag oto
Thanksgiving.”

Translation:

“We throw a ball during the period of the Carnival, and there is parent engagement
there too. The parents organize the event and students attend it and have the chance to
learn what we celebrate during the Carnival, they listen to Greek songs, they dance,
they do all that. And students go to the church too. We go there often so that the
students can participate in the Holy Communion. And most students go to this church
every Sunday or at least they go there on important celebrations. Generally, we
celebrate all the Greek celebrations. Aside from namedays, we do not celebrate these
as much. But Christmas and Easter —the Greek one- for sure. And, at the same time,
we also celebrate Halloween, or we gather with our families and dine on
Thanksgiving.”

Similarly, participant Stella, who is also Canadian-born, argued that second-generation Greeks
were already fully integrated in the Canadian society, and never had to face discrimination. She

noted:

“On1 dvokoAieg NG devTEPNG YEVIAG O€ oyYeTilovTan Le To BEpa TG LETAVAGTEVONG TV
YOVI®V TOVG. Oepd OTL TV 01 SVOKOALEG OV €lye 0 pécog Kavaddc. Aev vmpyoav
ONAadN POTCIOTIKEG EKONADGELS. Agv TOVG €heye Kavévag ‘o oV eicat EAnvac’. 'H
dev éuewvav moté avepyor eneldn Nrav EAlnvec. Eiyav agpopoiwbei mAéov evieidg amd
v Kowovia.”

Translation:

“The difficulties the second generation met were not related to their parents’
immigration. I believe they were the same as the difficulties faced by an average
Canadian. There was no racism, I mean. No one would tell them “oh, you're a Greek”.
Or, none of them was unemployed because they were Greek. They were fully
integrated in the society.”
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The parents are the ones primarily responsible for teaching their children Greek

According to the teachers, the most essential part in students’ HL learning is none other
than the use of the HL at home. The participants explained that learning Greek is much easier for
students who use the language with other family members and do not rely solely on the few hours
per week of Greek instruction they get in the Greek programs. In fact, six participants explained
that when they meet with the students’ parents they always encourage them to speak Greek to their
children, as they find that they play the most crucial role in the children’s HL learning. Not only
did the teachers consider that parents are the ones primarily responsible for teaching their children
to use and love Greek, they also associated the parents’ attitudes towards Greek to the quality of
their own teaching. The teachers noted that when parents use Greek with their children, the
students’ level increases, and consequently the teachers are encouraged to improve their own work.
Niki commented:

“Otav 0 GAAOg €xel amoutnoelg and €céva, mpoomafelc Kt €00 Gov dACKAAOG Lo
okAnpd. Kt amd v dAAn, av 0 YoViOg £xEl TETOWL OVTILETMOMION Y10, TO EAANVIKE, oV
dev voldletar kol oA, avtd mePvAeL Kot 610 modl kot dev oéfetar petd. Kot to
eninedo Tov TS0V Ko TO EMiMEdO TG ddacKaAiag emnpedlovtal amd T GTAGT TOV
yoviob. ITiotedm 611 0 Yoviog etvar o o kabopioTikdc mapdyoviac. Otav pAdpe yo

™ ddackalio devTEPNG YADGGOS 0 YOVIOG KaBopiletl Ta mavTa -Kot 0 666KaA0G, aALY
TOAD TEPIGGHTEPO O YOVIOG.”

Translation:

“When the parent has high expectations, you also try harder as a teacher. On the other
hand, if a parent treats Greek like this, if they are not that interested, this is also passed
down to children and they won't respect the language. The teacher’s effort and teaching
level are affected by parents’ attitudes. I believe that parents are the most decisive
factor. When we speak of teaching a second language, parents affect everything -
teachers too, but parents more so.”

Both the learners’ families and the Greek HL teachers find the students’ socialization with other Greeks

as a major advantage of Greek HL programs

The participants explained that Greek families send their children to Greek schools for two
reasons. The first and obvious reason is to ensure that their children will be exposed to Greek. The
HL teachers stressed that parents do not expect their children to excel in Greek, but they do expect
that their children will have a basic knowledge of the language when they graduate from the Greek
programs. The second and equally important reason for sending their children to the Greek school,

according to the participants, is that parents want to ensure that their children will socialize with
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other Greeks. Five teachers insisted on this, and elucidated that parents rightly feel that their
children are safe when they interact with other Greek people. Anna commented:
“TTavtoc, avtd Tov €Yo e10TPA&el amd Tovg Yoveic etvar 0Tt BEAoVV Ta TOd1d TOLG VoL
&xovv EAAnveg oilovg, Yo va vidBouv fpepot yia v ac@dAeio Tov todod toug. Kat
dwaing to 0éAovv avtd. Emiong tovg evolopépel to moudld vo pAdve Kou vao

Katalofaivouy T EAANVIKG -0ev TOLG evOlOPEPEL va gival GPLoTOL, OTAG Vo Unv
xaoovv Vv enaen). [Tov avtd, BEPata elvar apkeTd Tayida Yo TOV EKTOOEVTIKO.”

Translation:

“What my experience with parents says is that they want their children to have Greek
friends, because this makes them feel that their child is safe. And they rightly want
that. Also, they want their children to speak and understand Greek - they don't want
them to be excellent in it, they just want them to be familiar with the language. And,
of course, this can become a trap for the teacher.”

And Sofia also noted:
“Kou petd, o GArlog Adyog mov mhve to Tondid 610 oYoAeio, Kol lval TOAD oNUOVTIKO,
yphyto avtd, givar 60Tt BEAoVV Ta TAd1d ToVg Vo Yvmpicovv 'EAANveg kat va kévouv

napéo pe 'EAAnvec. ®éhovv ta modid Toug vo eivar e EAANVIKO mepiBdAiov kot va
yvopilovtar.”

Translation:

“And then, another reason why they take children to Greek school, and this is very
important, write it down, is that they want their children to meet other Greeks and hang
out with them. They want their children to remain in a Greek setting with other Greeks
they know.”

Some teachers believe that learning Greek can be more challenging for children from mixed unions

An issue that divided teachers’ opinions was whether or not children from mixed unions
had particular needs in terms of their HL learning. Three participants (Stella, Kostas, Sofia) were
adamant that children from mixed unions have greater difficulties in learning the HL compared to
students whose parents are both Greek. Kostas went as far as to argue that students from mixed
unions are not fully Greeks, and asserted that they perceive the languages that make up their
linguistic repertoires differently than the other students. This appeared to be a prejudice on the part
of the three participants, especially since they also admitted that even in cases where both parents
are Greek, the language that is spoken at home is in most cases English, exactly like in mixed-
union families. Maria disagreed with the opinion that children from mixed unions are at a
disadvantage, and argued that the family’s attitude towards Greek affects the students’ learning far

more than whether both parents are Greek or not:
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“Ag vopilm 6Tt aAAaCel KATL PoPepd TOAD 0TV LILAPYEL LEIKTOG YOG 2T Oempio Oa
éleye Kavelg 0Tt oAAGLEL, OAAL TPOKTIKG £(® CUVAVINGEL TOAAEG OIKOYEVEIEC UE
LEIKTOVG YAIOVG TOV EVOLAPEPOVTOL TOAD TEPIGGOTEPO Y10, TNV EAANVIKY EKTAIOELON
TV ooV Toug. Kot ta moudid toug £xovv moAd mepiocdTEPO cefacUo, OT®S Kot Ot
yYovelg amévavtt oty OAn dwadkacio. Emiong pov €yel toyxetl va £xo poabntn tedeimg
EEvo, veapd, aviAko, OTov Kot 0 1010¢ Kol ot Yoveic Tov avtiueTdmiov v OAn
dradkacio pe ToAD TeptocoTEPO cefacud on’ 6Tt Kamotot EAAnveg.”

Translation:

“I do not think that mixed marriages affect students’ learning that much. In theory, it
could have an effect, but I have met several families where there is a mixed marriage,
who are much more interested in the Greek education of their children. And their
children show greater respect, similarly to their parents, to the whole process. I have
also come across a foreign student, a minor, where both he and his parents treated the
whole process with much greater respect than some Greeks.”

Some teachers believe that the discrepancy between Greek native speakers’ and HL learners’ level is
irreconcilable

In addition to children from mixed unions, there was another category of students that was
viewed differently by some teachers. Three teachers (Lena, Sofia, Niki) admitted that they found
teaching Greek native speakers much easier than HL learners, and asserted that the discrepancy
between their levels can never be negated. These three participants held the opinion that while
their peers benefited from their presence in class, Greek native speakers did not have much to gain
from HL classes. They explained that finding common ground between native speakers’ and HL
learners’ level is not always feasible, and admitted that they sometimes feel they wrong students
by focusing on one or the other group. Lena noted:

“Ey® @étog £xm 600 KOPITGaKLo IOV £lvol SLVOTA TNV EAANVIKT YADGGO -OgV TOVG
eevyel timota. Kt éxm kat dVo ayopdkio mov dgv Katorafaivouv ypt. Apo 6ov o Ott
Dpec-Dpeg EeyviEpnanl Kot KoTamdvopot te eketva ta Koprrtodkio;, Kot o ayopdkio
elvanl mapopeAnuéva kot koypwovvtot. Kot mam and méve tovg. AAAG BEAm vo Gov o
oy Kot Tov EEYVIETaL 0 dACKAAOG, efvot ToAD dvokoro. Tt mpémet va kévet, EAa £d®

Todl oL v 6oV OEiE® T XM TEL, VO TOL GNUELDCELS, VO TOV KAVELS 0,TL LITOPELS Yo
va Kotohdpet. AAAG dev @tdvel moté 610 1010 eminedo.”

Translation:

“This year, [ have two little girls who are very good in Greek, they are really excellent.
And I have two little boys who can't speak a word. Sometimes I get distracted and |
only work with the girls. And the boys are left aside and they fall asleep. And then I
turn to them. I mean, sometimes teachers get distracted, it is very hard. What can you
do? I show children what I have just said, I ask them to take notes, I try my best to help
them understand. But they never reach the same level.”
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Sofia commented:

“E BéPara. To morddxio mov Epyovrot omd v EALGSa yopapilovtal 6To 6yoleio avto.
Xapapifovral ta eMAnvikd tovc. BéPata fonbdve ta dAio woudid, yioti piddve moAn
KOAG EAANVIKA, 0ALG etvon kpipo yio ta i0w.”

Translation:

“Well, sure. Children coming from Greece go to waste in this school. Their Greek goes
to waste. Of course, they do help other children, because they speak Greek very well,
but it’s a shame for them.”

And, similarly, Niki highlighted:
“Eym éva xoprtodikt 6to cafPatiovo mov Exet £pbet and v EALGSa Kot uotkd piddet
eAMnvikd. Etvon mapa oA kaAr. Exo et Aowmdv ot popd g ‘kottdére, to nimedo
™G KOPNG 60G elvar dopopeTikd amd To eMinedO TV AAL®V TOdLOV. [...] Ag propmd

Vo S1040K® Y10 TO EMTESO TNG KOPNG G0g Yot Oa ybdow dGAoVG Tovg dALoLG LabnTég’.
[Inyaive Aowmdv pe v mTisoynoeia.”

Translation:

“I'have a girl at Saturday school who's just come from Greece and of course she speaks
Greek. She is very good. I have told her mother, ‘Look, your daughter's level is very
different than other children's. [...] I can't teach strictly on your daughter's level,
because I will lose all other students’. So, I follow the majority.”

Greek native speakers are better suited for the position of a Greek HL teacher

Aside from the ways Greek HL teachers view and interact with the learners and their
families, the study also shed light on the ways the participants view their colleagues. More
specifically, the discussion about the use of different languages in the Greek HL class also led to
the discussion about teachers’ language skills and the ways in which they can affect the students’
learning. Five out of the eight participants felt that having Greek native speakers teach in the Greek
HL programs is essential. These participants believed strongly that Greek native speakers are better
suited for the position of a Greek HL teacher, because their grammar, syntax and vocabulary are
more likely to be appropriate. Most importantly, these participants argued that if the HL teacher is
not a Greek native speaker, their accent is likely to be different from the standard one. According
to them, this is crucial, as it can affect the students’ own accent. Maria argued for instance:

Emmanouela: Tt motedelg 6t aAralel mootikd 6to pddnpo 6toav dev 1o Kavel KATotog
(QLGIKOG OLANTNG;

Maria: Eivow n mpogopd. H mpopopd. H omoia elvar moAd onuovtikn, ivol K4tt To
TOAD CNUOVTIKO. ATO TV TPOGOTIKN HOV EUTELPLQ, EY0 PTACEL G€ EMMEOO ayyAKd
Vo Ypae® KoAOTEPA OO OTOPOITOVG TAVETIGTNUIOV 0T0 €£MTEPIKO Kl PLGIKOVG
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OLUANTEG KOl TAVTO, OTMG Kol TMPO, 1 TPOPOPA LoV €ivat oAV Kakr. Anladn, eivar
apkeTd kabopn), ToTE dev X TPOPANUO GTO Vo Le KOTaAGBoVY —va pov (nticovy va
T KATL O0e0TEPN Ko TPiTN Popd- aAAG elvar eppavéstata AdOog.

Emmanouela: AdBoc mpopopd;

Maria: Not. Eneidn ot kabnyntéc pov dev Ntov guoikoi opuAntég kot dev Euaba )
CWOT.

Translation:

Emmanouela: What do you think changes in the quality of the lesson when the teacher
is not a native speaker?

Maria: It is the accent. The accent. And it’s very important, it’s a very important aspect.
From my personal experience, my written English was better than that of University
graduates and English native speakers, but my accent has always been pretty bad, even
now. [ mean, it is clear enough, so others understand what I am saying, they never ask
me to repeat something, but it is obviously wrong.

Emmanouela: A wrong accent?

Maria: Yes. Because my teachers were not native speakers and I did not learn the
correct one.

A second reason why five of the participants supported that HL teachers must be native
speakers in the HL was because they believed that a non-native speaker would eventually turn to
the use of other languages while teaching Greek. In fact, participant Lena argued that the students’
parents would prefer an inexperienced teacher who is a native speaker of Greek to a non-native

speaker with extensive teaching experience. She noted:

“Eivot kalo mov épyovtan véeg dackdres and v EALGda. Eivar modd Bondntikd yo
TOL TTOOLAL VO JUAGEL LOVO EAANVIKA 1] daoKAAN Ko vor EEPEL KO TTMG VOL TO, TPOGEYYIGEL.
INMoti Eépw kot daoKIres TOL £xovV YevvnOel €3 Kot LUAGVE oy yAKO OTO TTOLO1dL, Kol
TOVG AEVE Kot TPOyohOla oTa aryyAKd, Yiati avtd tovg Byaivel mo evkoia. [ailel poro.
Av potoelg o Yovid ot BEAELS TNV TAOE TTOL vl EIKOGLTEVTE POV dAGKAAN OO
€0M 1N TNV AAAN Tov givon dmepm kot Nphe topa amd v EALGd; Oa cov movv v
oevtepn. Tt E€per moAd kodd ta eAAnvikd. Kot oto kabnuepvd oyoleio, ot
dackaror €& EALGO0G kKavouy aAAn dovAeld. Ot ddoKaAol AoV, Vo S1OAGKOLY TNV
(QLOIKN TOVG YADGGA.”

Translation:

“It is very good having new teachers coming in from Greece. It helps children when a
teacher only speaks Greek and knows how to approach them. I know teachers who
were born here and they speak English to children, they sing songs in English, because
it comes easier to them. If you ask a parent which teacher they would prefer, one who
was born here and has been working for twenty-five years as a teacher or an
inexperienced teacher who has just arrived from Greece, they will choose the second.
Because they have a very good command of Greek. And in the day school, teachers



205

from Greece perform better. So, I think that teachers should be teaching their mother
tongue.”

Two participants (Anna and Niki) held a different opinion. They argued that teachers need
to have an excellent command of Greek in order to be able to teach it, but noted that this is not
necessarily equivalent to being a Greek native speaker. Niki used the example of a colleague of
hers to show that non-native speakers who are fluent in the target language can indeed be
successful teachers. She noted:

Emmanouela: [Tiotevelg 1t kdvel d10popd av 0 dAGKAAOG £IvoL QLGIKOG OUIANTAG TNG
EMMVIKNG;

Niki: @a cov . Eivat pia dackdio 6to 6yoleio pov 1 omoio S1040KEL EAANVIKG, Elvot
amo ) Povpavia, aAdd €xet (noet ko otnv EAAGSa. H yuvaika avtn piddetl antoicto
o eAMAnviKa. ‘Exet mpogopd, var, aArd pikder antaicto. ‘Etolr 0nog pe pdtnoeg,
oKEPTNKO Kotevbeioy avth TV KoméAa. Agv Bewpd Aomdv OTL KAVEL dtapopd va. lcat
native speaker. Xiyovpa mpémetl va EEpelg va AAG KaAd EAANVIKA, avTo givol To BEpa.
Noa pnv kdvelg cvvéyeta AdOn kot va pUn Aeg Kt €60 To “KAPO~ Kot TETOL.

Translation:
Emmanouela: Does it make a difference when the teacher is a Greek native speaker?

Niki: I will tell you what. There is a teacher at my school, who teaches Greek, and she
is from Romania but she has lived in Greece for some time. This woman speaks fluent
Greek. She does have an accent, but her command of the language is excellent. So, this
question immediately made me think of this woman. Therefore, I do not think that you
need to be a native speaker. You need to have an excellent command of Greek; that is

what is important. You cannot be making mistakes all the time, or using words like
“kéro”* and the like.

The participant’s reference to the idiomatic word ‘karo’ here reveals not only her
perception of native and non-native speakers, but also her perception of language varieties. It is
evident that she considers the standard variety of Greek as superior to other varieties of the
language, such as the one used by Greeks in the diaspora. In the following excerpt, this ideology
is further revealed, as Niki explains that she would not correct a student if they used the word

‘kéro’ in an oral discussion, but she would correct them if they included it in their written report.

4 ldiomatic expression used by Greeks in the diaspora. Etymology connects the word ‘kdro’with the English word
‘car’ and the Greek noun suffix -0’. It is often used when Greeks in the diaspora translanguage using both Greek and
English. Other such examples include the following words: ‘lakia’ (the lakes, from the English noun ‘lake’ and the
Greek noun suffix ‘-ia’), ‘marketa’ (market, from the English word ‘market’ and the Greek noun suffix ‘-a’), ‘shipia’
(ships, from the English word ‘ship” and the Greek noun suffix’-a’) (Alvanoudi, 2019).
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In short, she considers such idiomatic expressions as appropriate for oral communication, but
inappropriate for more formal contexts.
Niki: Mrmopeic va 0€1g Tig epyacieg yio 1o omitt mov tovg Bdlm, Tov Tovg Ta KAvEL N

ywyd Kot o wommovs. BAEmES KATL kdpo avti Yo owtokivhTo, KATL EKPPAGELS TOL
YPNOOTOLEL 1| TPMTT| YEVIAL.

Emmanouela: Exel 11 kGveig, 1o dtopdmvelg;

Niki: Not. Oy wévta, 6pmc. Edwd av pov 1o mel KAmolog Tpopopika Kot 0€ To 0w
YPOUUEVO, deV BEL® va Tovg TpocPaiim. H Ba to mw éupeca -0 mw ‘W apécel Tov
€0 otov Kavaodd Aéte kapo to avtoxivyto, amd 10 oyyMKo car’.

Translation:

Niki: You can tell when their grandparents have done their homework for them. You
see the word kdro instead of aftokinito (car), you see some expressions used by the
first generation.

Emmanouela: What do you do in such cases? Do you correct them?

Niki: Yes, but not always. If it comes up when I speak with someone, and I do not see
it written somewhere, I do not want to insult them. I may use a more indirect approach,
like saying, “I like how here in Canada you call affokinito a kdro, it comes from the
English word car”.

Returning to the participants’ perspectives about native and non-native Greek HL teachers,
it needs to be mentioned that one participant found it particularly challenging to take sides. Kostas,
being Canadian-born himself, identified both advantages and disadvantages in being a non-native
speaker who teaches Greek to HL learners. On the one hand, he admitted that he still has some
insecurities about his Greek and he acknowledged that he sometimes gets stuck, unlike his Greek-
born colleagues. On the other hand, he stressed that Canadian-born teachers find it easier to relate
to students, as they understand their backgrounds better than their Greek-born counterparts. He
also highlighted that some people who teach in the Greek schools are not necessarily teachers.
They are simply people who are fluent in Greek and this is assumed to be enough for them to be
allowed to teach. Kostas explained that a teacher’s language skills is only one of the aspects that
make up a good teacher. He stressed:

Emmanouela: [Tictevelg 6t givan onpavtikd o ddckarog va gival GuotKOg OpANTIG,
va etvon Greek native speaker;

Kostas: Yes and no. Yes, because there is no hesitation like I have. No because usually
avtoi mov dev elvan native speakers pmopodOv mo mOAD va Kavouvv relate. Amd v
dmoym TV yoviov miotedm mtaAl yes and no. [Mati, ot yoveic 0élovv mdvta ta mondid
TOUG Vo EEPOLV KAAG To EAANVIKG, 0AAL BEAOLV KOl VO TNYOiVOLV GTO EAANVIKO
oyoleio -va B ovv va nyaivouy. Ta BEAovv kat ta 600 Kot eivor SVGKOAO Vo Ta EXELG
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Kot to. dVo. Emiong, ota eAAnvikd oyoleia, ot ddokaAol dgv glval Tavta d4GKAAOL.
Mepucéc popég d10doKkovy amhd yiati EEpovv EAANVIKA. AALG Yo va gicat 04GKAAOG,
npénel vo EEpelg va elcat ddokarog. YTapyovv Kahoi SACKAAOL, Kol GGYETOL LE TO
avTikeipevo ddokalol. Ymapyovv ddckarol mov EEPovv KOAG TN YAMGGH, KOl TO
avtifeto. Ondte 10 native speaker dev eivar mdvia to onpavtikdtepo. Eivor éva
mixture, KatdAofec;

Translation:
Emmanouela: Do you think it is important for a teacher to be a Greek native speaker?

Kostas: Yes and no. Yes, because there is no hesitation like I have. No because usually
those who are not native speakers can relate more to students. From the point of view
of the parents, again, yes and no. Because parents always want their children to have
a good command of Greek, but they also want them to go to school; that is, they want
the children to want to go to school. They want both, and it is difficult to have both.
Also, in Greek schools, teachers are not always teachers. Sometimes, people teach
simply because they know the language. But in order to be a teacher, you must know
how to be a teacher. There are both good teachers, and people who teach and know
nothing about the job. And there are teachers who know the language well, and others
who do not. So, being a native speaker is not always what is most important. It is a
mixture, do you understand?

The different types of Greek HL teachers in Canada have been previously presented in a
study conducted by Constantinides (2001). These types include (a) graduates of Greek universities
with a degree in education or a similar field, (b) graduates of Canadian universities with a degree
in education or a similar field, and (c) instructors who are fluent in Greek but have no background
in pedagogic studies whatsoever (Constantinides, 2001, pp. 218-221). Aravossitas’ study (2014)
showed that Greek HL teachers believed that some standards of competence should be enforced,
as they considered some of their colleagues as unsuitable for the position, either because of their
lacking language skills, or because of their lack of teaching experience. The present study’s
participants asserted that not much has changed in terms of the types of Greek HL teachers in the
greater Montreal and Toronto areas, and appeared to favor the first type of Greek HL teachers,

who combine an excellent command of the Greek language and a background in pedagogic studies.
Fourth sub-question
4. How does the local educational context affect Greek HL teachers’ perspectives and practices?

The Greek HL teachers’ perspectives and practices were also shown to be largely affected
by their local educational context. In this section, I present the particularities of the educational
contexts in the greater Montreal and Toronto areas, and how these have affected the participants’

practices and ways of understanding their roles as Greek HL teachers.
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Not all Greek families in the greater Montreal area can afford sending their children to Greek day

schools and those in need should be supported

In the greater Montreal area, Greek HLE is unique, as it is the only place in Canada with
five K-9 Greek day schools founded by the HCGM. There are also numerous K-12 Saturday
programs and afternoon programs for youth and adults, either supported by the HCGM or other
private institutions. The HCGM Greek day schools follow the curriculum provided by the Ministry
of Education, Leisure and Sports (MELS) and offer instruction in French (69%), Greek (23%), and
English (8%). The trilingual day schools mainly serve the members of the Hellenic Community of
Greater Montreal (Aravossitas, 2014). The teachers explained that students often start school at
one of the five campuses of the Greek day school. Many of them also attend one of the numerous
Saturday programs that cover both PreK-6 and 7-12 grades. When students reach grade 7 they
switch to a French or English day school, and many of them choose to maintain their contact with

the Greek language by going to the Saturday school.

However, as teachers also highlighted, today not all Greek families have access to these
schools, as both the day and supplementary programs are now only partially funded by the Quebec
government. This means that the students’ families must pay higher tuition fees compared to past
years, when the Greek programs were fully funded by the Quebec government, which can be a
deterring factor for some. Lena explained that the Greek school administration tries its best to help
students, but argued that the criteria based on which it is decided who should be supported should
be needs-based and not merit-based:

“H Kowotra votepet og 6,11 €xet va Kavel pe to xpnpa. [oti topa 1 xpnpotoddtnon
and 1o Kepméx eivon pepikn. BonBdve kdmotovg mov eivan dpiotor BEPata, alrd dev

etvar Olot €totl -umapyovy modld mov yperdlovtar Pondela, mondid wov €xovv Ko
OIKOVOUIKA TpOPALLOTO GTNV OIKOYEVELD.”

Translation:

“The Community has a lot of shortcomings when it comes to financial issues. Because
now the funding from Quebec is only partial. They (the Community) do help some
excellent students, but not everyone is like that; there are children needing help,
children whose families face financial challenges.”

In the greater Montreal area, the use of languages in the Greek day schools is affected by school policies

The HL teachers also described some policies that are common across all campuses of the

HCGM day schools. First, the participants elucidated that language teachers working in the day
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schools are encouraged to teach the three languages separately and refrain from mixing them in
class. According to the participants, the reason provided by the school administration for this
school policy is that mixing the languages might confuse the students. Anna commented:
Anna: H moAtikn tov oyoieiov eivarl va Kpotdel yoplo TiG YAMOCEG Yo Vo UnV
umepdevovtal o ondid. Kot dev EEpw av tedkd givarl Kadd avtd. Nopilom 0Tt ta moudid

Ba Bonbroviovcay av HTopovGAV v 0LV TIG SLAPOPES GVVOESELS. E101Kd pe kdmoteg
Baocikég Evvoteg.

Emmanouela: Avti v €voetaot 6ov v €xelg LETAPEPEL;

Anna: Agv Bopdipon va to £ Kavel og eminedo droiknong. Nopilw to £ cuinmoet
pe ocuvadédpovc. Kat pe 1oug GuVadEAPOVS, LOPAGTNKA TNV EUTEPIO LOV O TOAD,
dEV TO LETEQEPO GOV EVGTOOT).

Emmanouela: Kot 11 6ov eimav ekeivo,;

Anna: Mov vrevBOucay tov Kavoviopd. Agv vouilm 6t coppepiotnroy v droyn
Lov.

Translation:

Anna: The school’s policy is to keep the languages separated to avoid confusing the
kids. And I’m not entirely sure this is good. I think it would be helpful for children if
they could see the various connections. Especially in terms of certain basic concepts.

Emmanouela: Have you communicated this objection of yours?

Anna: I do not remember having this conversation with the administration. I think I
have discussed it with colleagues. And with my colleagues, I simply shared my
experience; it was not meant as an objection.

Emmanouela: And what did your colleagues say?

Anna: They reminded me of the regulation. I do not think they shared my view.

Interestingly, all participants admitted using or having used either French or English while
teaching Greek, to ensure that their students can understand them. It appeared that teachers
interpreted this policy as a reminder that they should not use other languages extensively while in
class, but considered instruction giving, vocabulary teaching, and grammar teaching as instances
where using other languages would be acceptable. They also found that by mixing languages and
allowing students to mix them too, the students’ receptive and productive skills in Greek improved.
Indeed, using various languages shared by the students has been shown to be an effective strategy
for helping students build on their prior knowledge and make new connections while learning an
additional language (Blackledge & Creese, 2010; Cummins, 2000; Cummins et al., 2005; Garcia,
2009a; Palmer et al., 2014).
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Another school policy that was described by the teachers working in the HCGM day
schools was the encouragement of students to communicate in French while they are on the
school’s premises. The teachers explained that, to a great extent, students follow this regulation
and mainly use French while at school. Nevertheless, the teachers also stressed that even though
they mostly heard the students speak in French, it was clear that their preferred language is English.
Maria noted:

“Y10 KaOnuepvod oyoleio emPAAAETOL VO LUAGVE YOAAIKE TOL TTOOLO OKOMLOL KO GTO
Stdeppa —apa, TOAAEG POPEG EpYopaLl GE AP e HaONTEG TOov LAODY YOAAIKA
HETOED TOVG. AALA VIMB® amd TIC TAAKEG TOV KAVOLVY Oty givon o€ TePBAALOV EKTOG
oyoleiov, Kol yevikotepa, OTOV TOLG PAET® e TOVG YOvelg Tovg, Otav Toug PAETM
dvetovg, Ot Ta ayyAkd Toug glvar TOAD To pEGH GTNV KOLATOVPA TOVG Kot To shows-

ot 01dpopeg oePég Tov TapakoAovhovv, ot Tauvieg Kot OAa avtd givol mTapa TOAD
apepKavomopéva Kot vtofEtm 0Tt ta PAETOLY ota oy yAKd.”

Translation:

“In the day school, they are obliged to speak in French even when they are on their
break; so, I often hear them speak in French. But, from the expressions they use when
they banter, from when I see them outside of school, with their parents and relaxed, I
have the feeling that they are way closer to English. It is in their culture; all the shows
they watch, the movies, all that is very American-like and I assume they watch all that
in English.”

A previous study (Panagiotopoulou, Rosen, & Garcia, 2016) also examined the views of
Greek HL teachers working in supplementary programs in Montreal in terms of the use of multiple
languages in the Greek HL class. This study showed that teachers hold seemingly contradictory
views, and that their perceptions are dependent not only on the school’s policies, but also on the

teachers’ own linguistic backgrounds.

In the greater Montreal area, teachers in Saturday programs retaliate against those who question the

quality of their work

Another issue that became evident was that teachers held different opinions of the day and
supplementary programs. Teachers working in day schools seemed to hold the opinion that the
work done in the day schools is superior to that in the Saturday schools, mainly because of the fact
that students are more exposed to the Greek language in the day school. However, teachers working
in Saturday programs retaliated by identifying a potential disadvantage of Greek day schools that

is non-existent in Saturday programs. They noted that the fact that students have three language
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teachers in the day school can be confusing, and that in this case students recognize their French
instructor as their main teacher. Anna argued:

“Otav éva Toudi £xetl Tpelg YAwooes, avayvopiletl to I'dAlo og ddokalo tov. Kot petd

TO AYYAIKA T WAGEL TTO GLY VA Ko ToL EAANVIKE £pyovTot TeElgvTaia -€lval TO Toryviot.

Ola avtd 1oyvovv 6to KaOnpepvo. Xto coPPatiovoe EEpel OTL €lval TO EAANVIKO
oyoAeio, tereia. Eivar mo Eexdbapo.”

Translation:

“When a child has three language teachers, they recognize the French one as their main
teacher. And then there’s English, which they speak more often, and Greek comes last
-they view it as the playtime. All that is true for the day school, where the three
languages co-exist. In the Saturday school, children know they are in the Greek school
and that is it. It is clearer.”

Another argument put forth in support of the work done in the Saturday schools was that
the program’s flexibility allows teachers to customize their lessons according to the exact needs of
the students, without having to worry about falling behind. The teachers explained that while they
work with specific books and a certain syllabus, they also have the freedom to use supplementary
material and deviate from the book’s chapters when they deem it necessary. That, according to the
teachers, allows them to follow the pace of the students and create their own material to best
address the students’ needs. Maria explained:

“To yeyovog OtL €xouv daPopeTikd emimeda dev £xel amoTeEAEcEL MOTE EUTOOLO
TpoyUaTIKO péca oty Taln, kdtt mov va pe mpofAnuaricet. Towg éyet va kévet pe to
OTL OTIdY VD KABE Popd, axplPdg medN 0V VILAPYEL TEPLOPIGUOC 6TO TL aOnua Oa

KOVELS, OTIAYVD €Y® TO TAAVO TOL HOONUOTOC KoL TIG OGKNGELS Kot TPOGEX® KAOE
enmimedo va eivon TposPacio amd toug pobntés.”

Translation:

“The fact that there are students of different levels has never caused an actual problem
in class, something that proved to be difficult. Maybe it is because, since there are no
limitations on the way you teach, I always prepare the lesson plan and my own set of
activities, and I make sure it is accessible on every level by all students.”

In the greater Toronto area, teachers in Saturday programs sometimes adopt the opinion of those who

question their work

In the greater Toronto area, there is one private day school, and several afternoon and
Saturday programs. The various Greek programs are either founded by the GCT or other
institutions. The afternoon programs vary, and operate one, two or three times (intensive program)

per week. Most of these schools offer K-8 programs, with the exception of a K-12 school that
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offers courses either in the weekday afternoons or on Saturdays. The students who are not enrolled
in the private Greek day school attend English schools (and in fewer cases French immersion

schools) and rely on afternoon/intensive or Saturday programs for their Greek education.

A common theme that emerged from the sessions with Greek HL teachers teaching in the
greater Toronto area was the questioning of the quality of Greek Saturday programs. The teachers
provided several reasons to justify this questioning. First, they argued that having classes only
once per week does not help in creating a strong bond between the teacher and the students. They
also added that students are tired on Saturdays and cannot perform, as they would rather spend

their Saturday playing as opposed to studying. Niki commented:

“Xto coapPatiavd Oempd 6t dev yivetar 6ot S0VAELL Yo va Labet To Todi EAANVIKA.
Ag pmopeig pe tig 4-5 dpeg mov gipacte exel - Kot Kdvovpe Kot TOAAG GALo Tpdrypoto.
OGS 0¢ TOVUE XOoPd, Lovaikn kAT, Eival oAb KovpaoTikd yio ta toudid, Kot eV eivan
10 1010 va PAEmelS To odd kabnpepvé Kot va ta PAETELS po eopd to XapParto. H
ddaockaAio dev givor 1 Ot av mog 3 opég péoca oty efdoudda Kol ov mog Eva
Y4pPato yuo mévie dpeg. Iati tdte Ta TOd1d B OEAOVY va Tai&ovy.”

Translation:

“I do not think the work done in the Saturday school is what is necessary for a child to
learn Greek. With the 4-5 hours we have there, it is difficult, because we also do many
other things like Greek dance, music etc. It is very tiring for children and it is not the
same seeing them on a daily basis and seeing them just once a week on Saturdays.
Teaching is not the same when you work with the students three times per week and
when you work with them merely on Saturdays for five hours. On Saturdays children
want time to play.”

Surprisingly, some of the teachers teaching in both afternoon/intensive and Saturday
programs appeared to share the opinion that the work done in the former is superior. They even
associated this with the parents’ expectations of them, stressing that their demands are higher in
the afternoon/intensive programs, and thus the quality of their teaching increases in those contexts.
The teachers explained that the reason why students’ families have higher expectations of them in
afternoon/intensive programs is because these programs are more expensive. Sofia noted:

“Ey®d motedo 0Tt 6Tav avTtd MOV TPOGEREPEIS TO TANPAOVOLV Ot dAAoL axpPd To
EKTILOVV KIOAOG. ZTaL oYOAEln TOVL €lplan, TO €va OeV TOUPVEL TIMOTO, KOl TO AAAO Elval
Kavovikd oyoleio mov maipvel Aeptd. Ki exel PAEn® T dapopd. ITictevm OT1 Kot Tl
dtdaxtpa mailovv poro. Ag movEe 610 [amoyevpaTivo oyoleio otny tonobecia 8], mov

etvar tpeig pépeg v gfdopdoda, ekel to mondld dafalovv mdpa morv. [Nati etvon mo
akpPo ko o gvratikd oyoieio. Eivar kot o1 yoveig mdg to PAEmOLY.”
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Translation:

“I believe that when you offer something that others pay expensive amounts for, it gets
appreciated. I see this from the schools where I work; one does not charge anything
and the other one is a regular school charging money. I see the difference there. I
believe that tuition fees play an important role. For instance, in [afternoon/intensive
program in site 8], which operates three times per week, children study very hard.
Because it is more expensive and more intensive. And this affects how parents view it
t0o.”

Niki, a teacher working in both the private Greek day school and a Saturday program in
the greater Toronto area also appeared to be convinced that the students’ level is higher in the
former as a result of the overall better services that are offered. Niki commented:

Emmanouela: Yrdpyovv dtopopéc avapesa 6tovg padntés tov Kadnueptvo Kot Tov
Yafpatiavod oyoreiov;

Niki: Kapio oxéon. To oyolreio mailer poro. X1o KaOnuepvd £xelg cuyxvotepn emaen
pe to moudld kou eivar Ko OA0 TO KAIpOL EAANVIKO -TOL @ayNTd, Ol TEPIGCOTEPOL
ddokarot etvor EAAnveg, etvar 6o to kiipa. Kot vdpyet modd peydin dopopd cto
eMinedo eEMMMVIKOV TV Touddv 6to kadnuepvo kot oto cafPatiavd. Mropel og
novpe Tonddkio vnmaywyeiov 6to Kanuepvd oxoieio va EEpovv TOAAG TopATAVED
Ao oLl TPAOTNG 1 6eVTEPNS 6TO GOPPoTIoVe.

Translation:

Emmanouela: Are there any differences between day school students and Saturday
school students?

Niki: There is no comparison between them. School plays an important role. In the day
school, you have more frequent contact with children and the whole ambiance is Greek
- the food, most of the teachers are Greek, it is the whole vibe. And there 1s substantial
discrepancy between the students’ level of Greek in the day school and the Saturday
school. For instance, a kindergarten child in the day school may speak better Greek
than a first or second grade child in the Saturday school.

In Saturday programs in the greater Toronto area, teachers are expected to cover the same material as

those in afternoon/intensive programs

Greek HL teachers teaching in supplementary programs in Toronto described an additional
difficulty that they have to overcome, aside from people questioning their work. Unlike Saturday
schools in Montreal, where teachers explained that the program’s flexibility allows them to follow
the students’ pace and customize the lesson on the students’ needs, teachers teaching in Saturday
schools in the greater Toronto area explained that they are assigned specific textbooks and syllabi

which they are expected to complete by the end of the school year. The teachers found that the
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books are designed for the intensive programs, and that the time they have to cover the material is

insufficient. Sofia argued:
“Exovpe éva mapa mohd mpaio Biiio, ta £xel Oha -Exel TO Kelpevo, dyvmoteg AEEELS,
€k0eon, KOUUATL Yo TPOPOPIKE, YPOUUOTIKY... Andad 10 kdOe pdOnua eivon
oAokAnpouévo. Kot peptkés popég pag oelyvel o 01evBuvtig TS Vo T0 0100CKOVLLE,
vt to BipAiio ivan ep mokvoypappévo Ba to mw. Méoa to kdbe Kepahato Exetl mhpo
TOAAY, GLGGMPEVUEVT] YPOLUATIKT TOV O€ UIopeig va T PYAAElS og éva ndbnuo kot
nog delyvel Tmg vo, To SOLAEYOLLLE Y1, va. Byel o€ avTtdv Tov xpdvo. ot avtd ta Bipiia
£XOVV YIVEL Y10L TO EVTOTIKO GYOAELD, £VOL ATOYELUOTIVO GYOAEID LE LABTM LD TPEIS POPES
v eRdopdda. Omote avtol maipvouy éva ke@aiatlo Kot To Byalovv oe Tpelg HéPES,
evo gpelg pe ta idwa Pipiia oto ZafPoatiavd npénet va to PydAovpe og pia puépa.

Translation:

“We have a very good textbook that has everything you need; the text, vocabulary,
essays, oral part, grammar... It provides a complete lesson. Sometimes our director
shows us how to teach it, because the book is rather dense. Each chapter has a lot of
grammar that you cannot teach in a single session and the director shows us how to
complete it within this amount of time. These textbooks have been created for the
intensive school, an afternoon school holding classes three times a week. So, they take
one chapter and complete it in three days, while we use the same textbooks in the
Saturday school, and we only have one day to complete each chapter.”

In Toronto’s Greek day school, teachers assume that students have no knowledge of Greek but make

every effort to teach them

Finally, the day school that operates in the greater Toronto area is unique for several
reasons. First, it is the only Greek day school in the area, and it is believed to offer excellent
services. The teachers themselves characterize the work done in this school as excellent, and argue
that the students’ level is very high. A second reason why this school is unique, is the fact that it
accepts students of ethnicities other than Greek. Even though students must be Orthodox Christians
to attend this school, they do not need to have Greek origins. Therefore, many of this school’s
students identify as Orthodox Christians, but have Russian, Ukrainian, Romanian, or Bulgarian
origins among others. The participants explained that Greek is a mandatory course for all students,
even if their knowledge of the language is minimal, and that everyone in the school is expected to

follow the Greek customs and traditions.

When asked whether having both HL learners and learners with no Greek background
affects their teaching, the participants argued that the students’ levels are in any case diverse in

HL classes, and that their aim is to treat all their students as equals, irrespective of their
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backgrounds. They explained that they assume that their students have no knowledge of Greek and

make sure to encourage all students to participate in class. Stella noted for instance:

“Eyd mpoomadd vo gEPoLLot 6 O TO TOLA GOV VO, UV £Y0VV KOO0 GAAN €O
pe ™ yAoooao. Zov vo gival pio orotadnmote EEvn yYAwooa. BéBata avtol mov Exovv
pio Gveon pe T YADOGGO, GOivovIol -0T0 MG HMAAVE, TOG Ypdpouvve, Oa TeEAeIdGOVV
mo ypryopa Tig acknoels. Kot toug dive 10 poro va fondicovv toug dArlovg Tov dev
Eyovv ot TV gukoAia. BéPata tor GAAa TOdLA AEve «EY® OV EEP® EAANVIKAY. Agv
&xouv katoldpel 01t €d® Epyovtar yio vo pdbovv. Kot mwg 6,11 yperdlovion yuo Tig
avaykeg tov podnuatoc, o EEpouvv MoN. AAG 6TO VAL TOVG £)xel LEIVEL OTL dEV
EEPOLV EAMVIKA KO TG TOVG AE® TOKTIKA TG YU avTd EpYovTal Kot Tws on EEpouv
TOAAGL.”

Translation:

“I try to treat all children like they have had no other contact with the language. Like
it is any other foreign language. Of course, you can tell which students are confident
in the use of the language -you can tell by the way they talk, the way they write, how
quickly they finish their exercises. And I assign them the role of helping others who
don't find this as easy. Of course, the other children say: “I don't speak Greek”. They
have not realized that they attend school to learn how to speak Greek. And that they
already know what is necessary for the needs of the lesson. In their head, they are stuck
on thinking they cannot speak Greek, and I have to remind them on a regular basis that
this is the reason they are attending school and that they already know a lot..”

In Toronto’s Greek day school, the teachers’ strategies to engage students depend on the students’

backgrounds

During the sessions with Stella and Niki, I was fascinated by their description of the
linguistic and cultural backgrounds of their students in the day school. I assumed that having
students with no Greek familial ties as well as Greek HL learners in the same class would perhaps
have an impact on the class dynamics, as well as the teachers’ strategies for engaging students. |
therefore asked them how they would try to win over a student of different ethnicity in case they
questioned the need to learn Greek. Niki responded:

Emmanouela: Otav gicon og pio tédén mov dgv eitvan péoa povo EAnvecg, av mpokdyet

pio. epdTNON TOL €YEL VO KAVEL UE TN YPNOUOTNTA TOV EAANVIKOV, TO VO TOVG
eumvevoels mepneavia yo v EALGSa, mdvel cav ToKTIKN;

Niki: Oyt Ze avt Vv mepintmon toug Ao ‘eloal og EAANVIKO GY0AEl0 Kol TPEMEL VO
10 péBelg’. Ko pe dAlovg 0acokdrovg o AEyaple avtd - 6Tt OGOV To TodLd Elval o€
eMNVIKO 0pB0d0Eo oyoleio, mpémel vo céPovian T YA®ooa, To 0o Ko TIg
napadocels pog. Kot avtd etvar kdtt mov to EEpouvv Kat ot Yovelg Kot o odid.



216

Translation:

Emmanouela: When you are in a class, where not all students are Greeks, if there is a
question related to the usefulness of Greek, does generating a feeling of pride for
Greece work as a method?

Niki: No. In this case, I tell them, “you are in a Greek school and you have to learn
Greek”. We have discussed this with other teachers too, and we said that since the
children attend a Greek Orthodox school, they should respect our language, customs,
and traditions. Parents and children both know that.

The teachers who had seemed very understanding of the Greek HL learners’ hectic
schedules and language insecurities, and had offered me a great variety of strategies for sparking
Greek HL learners’ interest for Greek, appeared to forget all that and assume an authoritarian role
when the same issue arose with a student with no Greek familial ties. In my Fieldnotes, I
interpreted this as a sign of insecurity: “She has all these wonderful strategies for winning over her
students, with all the photos that she shows them of Greece, and when it comes to students of other
ethnicities, she feels she has to force Greek on them. I think she would benefit from seeing all the
strategies that other participants described, where you do not need to leverage the students’ familial
ties, but can focus on multilingualism in general, and its cognitive and social benefits” (Fieldnotes

- translated, March 3, 2019).
Fifth sub-question

5. What similarities and differences can be identified between the responses to these various questions

of teachers teaching in Montreal and teachers teaching in Toronto?

The reason for choosing to conduct this study with Greek HL teachers from the greater
areas of Montreal and Toronto was twofold. First, choosing participants from these two locations
seemed the logical thing to do, as there are about 250.000 people of Greek origin in Canada, 80%
of whom reside in Quebec and Ontario, and more specifically in or close to the metropolises of
Montreal and Toronto (Library and Archives Canada, 2016). Aside from that, I was interested in
examining whether and how the tension between French and English in Quebec may affect Greek
HLE and the perceptions and practices of HL teachers in Montreal, as opposed to Toronto, where

the dominance of English renders this tension less evident.

In the previous sections of this chapter, I identified several similarities in the perceptions
of Greek HL teachers teaching in Montreal and Toronto. More specifically, it has already been

shown that Greek HL teachers in both locations share the opinion that Greek is not the students’
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preferred language, even though it is a language they love. Also, Greek HL teachers in both
locations are adamant about the fact that the Greek language and culture are interrelated and must
be taught together. They explain that the HL class is in most cases a mixed-abilities class, and they
highlight the fact that time and resources for personalized instruction are lacking in Greek schools.
They also seem to prefer individual activities and projects to group ones, and elucidate that they
use a variety of methods to motivate and assess students. Finally, Greek HL teachers in both
locations admit using English or French while teaching Greek, but oppose their extensive use in

the HL class.

In this section, I present some similarities that have not been addressed until this point, as
well as the main differences in the perceptions and practices of the participants teaching in the two
locations.

Similarities
Greek HL teachers in both locations believe that the efforts of the two Greek communities, and Canada’s

multiculturalism, facilitate the preservation of Greek

First and foremost, Greek HL teachers explained that the Greek communities in both
locations are well organized and have significant resources that facilitate their job, especially when
compared to other minority communities. The HL teachers felt that promoting and maintaining a
strong bond with the Greek language and culture was made possible largely because of the efforts
of the two communities. With numerous Greek schools and churches, as well as events organized
by the respective Greek communities and their members, Greek HL teachers acknowledged that
preserving Greek in Canada is made easier than other minority languages. Aside from the role of
the Greek communities, the teachers also recognized Canada’s multiculturalism as a crucial factor
that has allowed Greeks to thrive in the host land without losing touch with Greek. George

commented:

Emmanouela: [1og oaioBavOnkeg PAEmovTag v mapéiacn tov EAMvev oto Topovo;

George: Zvykivnon, piyog, 6éoc, mepneavia, Ty peydn. lati, péoa o pio Kowovia
TOAVQUAETIKY] KOl TOAVTOATIGHIKT), OTOOEXOVTOL Kol TN OKY| LOL KOLATOVPO Kol
TOLTOTNTO YWPIC Vo TV amodokipdlovy 1 va v Katakpivouy. Onwg ki otav PAET®
v Tapélacn £6®, 6To MOVIpeah, OV KAVEL EVIVT®OGN OV BAENT® KOGHO omd GAAES
YDPES K TOMTIOHOVS, 01 0moiot jtav 6to Telodpduo, Koitalov, YEPOKPOTOVCAY. ..
LoV 0pECEL £TG1 OTTMG YiveTal €00, eival EVIVTOGCLHKO. AvTd pe evTuTootalet, 0Tt avTtd
TO LOGCOTKO TOV YAOCG®V KOl TOATIGUOV GUVUTAPYEL.



218

Translation:
Emmanouela: How did you feel watching the Greeks’ parade in Toronto?

George: Emotional; chills, awe, pride, a great sense of honor. In a society that is
multiracial and multicultural, people accept my own culture and identity, without
denouncing or judging it. When I see the parade here in Montreal, I am impressed by
the fact that there are people from other countries and cultures, standing on the
sidewalk, looking, clapping their hands... I like the way parades are done here, it is
very impressive. This mosaic of languages and cultures co-existing impresses me.

Greek HL teachers in both locations note that Greek programs acknowledge students’ multiple identities

This appreciation for the host land was also evident in the way the participants spoke about
Canada, clearly identifying it as an inextricable part of the learners’ and their families’ identities.
They explained that even though first-generation Greeks were faced with adverse conditions when
they immigrated to Canada, they soon managed to create better life conditions for them and their
families. The participants elucidated that third-generation Greeks identify as both Canadian and
Greek, and that the Greek programs celebrate both aspects of the students’ identities. Lena
commented:

“L11g y10ptég oL Kdvovpe 610 oyoieio Ba akovoElg Kot Tovg 600 Bvikovg HVOLG.
Kot g EALGSag kot Tov Kavadd. Kot ta moudid Aéve to Aoyl pe v id1a mepneavia

-gtvon Ko o1 000 matpideg tovg. Kat dev tovg {ntdet kdmotog va Tig Egxwpicovv, gival
Kol 01 000 KOUUATLO TNG TAVTOTNTAS TOVG.”

Translation:

“In the school shows, you will hear both the Greek and the Canadian national anthems.
And you will see that the kids sing along with the same pride; they see them both as
their countries. And no one asks them to choose one over the other; they are both parts
of their identities.”

Greek HL teachers in both locations support that the learners’ language skills depend largely on their

Sfamilies’ attitudes and habits

All teachers supported that the one key factor that can guarantee the HL learners’ success
in learning Greek is none other than using the language at home. They considered that parents are
the ones primarily responsible for teaching their children to use and love Greek, and also associated
the parents’ attitudes towards Greek to the quality of their own teaching. They explained that in
parent-teacher conferences, they always encourage parents who know the language to use it with
their children, and added that they can tell whether a learner’s family uses Greek at home simply

by listening to the students speak Greek in class. They also elucidated that the great discrepancy
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among the students’ levels in Greek can be attributed to the different exposure that HL learners

have to the language outside of school.
Greek HL teachers in both locations value parent involvement

The teachers in both locations found parental involvement to be essential for the learning process,
and explained that they often use individual projects that invite each student to work with their
parents or other family members. They explained that the parents’ and other family members’
attitudes towards Greek have a substantial impact on the students’ own willingness to learn the
language, and argued that their perceptions can either inspire learners to invest in the learning of
the HL or alienate them from it. These claims are corroborated by research on HLs, which has also
highlighted the great impact of the family in HL use and learning (Carreira & Kagan 2011, 2018;
Park & Sarkar, 2007; Melo - Pfeifer, 2015). The teachers also added that communication with the
learners’ parents is not always easy, and estimated that alternative ways of contacting the parents,
such as the use of newsletters or emails, could prove more effective in establishing a closer

relationship with them than mere parent-teacher conferences.

Differences
While there were many similarities in the perceptions and practices of the Greek HL teachers in
the greater Montreal and Toronto areas, some differences also emerged. These differences were
linked mainly, but not exclusively, to the tension between French and English that is omnipresent

in the Quebec province but less evident -if not nonexistent- in the province of Ontario.
In the greater Montreal area, Greek HL learners use French and realize its importance for their future

The Charter of French Language, or Bill 101, was brought into law in 1977 in the province
of Quebec. This language law defines French as the province’s only official language, and
mandates immigrants’ children to receive education in French, unless their parents are Canadian
citizens and have received the majority of their elementary school education in English, either in
Quebec or another province (Haque, 2012). As a result of this law, Greek HL learners are all
largely exposed to the French language, and many of them attend French schools. Even though the
language the learners are most comfortable using is English, the HL teachers estimate that all
learners in the greater Montreal area understand the importance of French, as a language that can

guarantee their future employability and social mobility.
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The Greek day schools in the greater Montreal area have policies that prioritize the use of
the French language, and according to the teachers, students follow this regulation and
communicate with their peers and with their teachers in French while at school. Consequently,
when there is communication failure in the Greek class, teachers use French (and to a lesser extent
English) to make sure that students understand them. The teachers noted that students in all Greek
programs in the greater Montreal area have opportunities to use the language either at school or in
the broader society. They admitted that sometimes students feel that French is forced on them and
react (for instance, they may not invest in learning the language in depth), but ultimately realize

that knowing French is essential for their future.

In the greater Toronto area, Greek HL learners do not have opportunities to use French and question

the need to learn any language other than English

The situation appeared to be very different in the greater Toronto area in this respect. The
teachers argued that while all students know French to some extent, because it is a mandatory
course in every school, they hardly ever use it outside the French classroom. The participants
explained that students do not have opportunities to use French in their everyday lives outside of
school, and stressed that their interactions are mainly in English. The teachers saw French as a
useful tool for students, but stressed that students themselves feel that the only language they need
to know how to use is English. The fact that English is now an international language that they can
use in most places in Canada and around the world appeared to be a deterring factor not just for

learning and using French, but also for taking up any language other than English.
Greek HL teachers in the greater Montreal area view French as an indispensable tool

Interestingly, the teachers in the greater Montreal area not only viewed French as important
for students, but also considered it as an indispensable tool for their own life in Quebec. When
asked to create their own language portrait, all four participants from Montreal included French in
their portraits, and three of them argued that knowing French is necessary when living in Quebec.
Two participants even argued that being trilingual (French, English, Greek) is necessary for a

person of Greek origin who lives in Quebec.
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Greek HL teachers in the greater Toronto area do not consider French as a language they would like to

learn

In contrast, when creating their language portraits, three of the participants from the greater
Toronto area did not include French as a language they knew or wished to learn, and the one person
who did (Kostas), stressed that even though he knows the language, he does not have opportunities
to use it in his everyday life in Toronto. In addition, the participants from the greater Toronto area
noted that when there is communication failure in the Greek class, or when they want to make a

comparison between Greek and another language, they always opt for English and not French.

While in both locations Greek HL teachers view English as a practical language, in the greater Toronto

area teachers think effortlessly in it

Interestingly, there were also differences in the ways participants represented English in
their language portraits. All four participants from the greater Montreal area associated English
with their hands, explaining that they viewed it as a practical language for their communication
with their students. Three of the teachers from the greater Toronto area associated English with
their brain, and two participants also chose to associate it with their hands. It could be argued that
teachers in the greater Montreal area consider English as a practical language that they can use to
communicate with their students, but always keep in mind that they can rely for this purpose on
French too. On the other hand, teachers from the greater Toronto area appear to rely solely on
English when there is communication failure in the Greek class. English therefore becomes not
merely a language that helps them practically, but also a language of which they have a

subconscious understanding, and thus a language in which they think effortlessly.

Greek HL teachers teaching in Saturday programs in the two locations respond differently to those who

question their work

Several of the participants in both locations shared the belief that Greek day schools or
intensive afternoon programs offer better services than Saturday programs. As was mentioned
above, they justified this opinion by arguing that having classes only once per week does not help
in creating a strong bond between the teacher and the students, and that so few hours of instruction
are not sufficient for successful language learning. They also stressed that the students’ families
have higher expectations of teachers in intensive or day programs, which in turn motivates them

to improve the quality of their teaching. Indeed, the participants acknowledged that when the
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learners and their families appear to be more engaged in the educational process, both their
motivation and the quality of their teaching also increase. In both locations, Greek HL teachers in
Saturday programs, who, unlike teachers in Greek day schools or intensive programs teach on a
part-time basis, appeared to feel unappreciated by their fellow teachers. Previous studies on Greek
HLE in Canada have also found that Greek HL teachers teaching in supplementary programs can

feel unappreciated or marginalized (Aravossitas, 2016; Aravossitas & Oikonomakou, 2017).

Strikingly, the belief that the work done in Greek day schools or intensive programs is
superior to that done in Saturday programs appeared to be so widespread that some participants
working in Saturday programs in the greater area of Toronto appeared to adopt it themselves.
However, that was not the case with Greek HL teachers working in Saturday programs in the
greater Montreal area. These teachers retaliated against those who questioned them and put forth
arguments in support of their work. The major advantage of Saturday programs according to these
participants is that it offers them flexibility and the chance to try out different methods and
strategies without having to worry about falling behind. This, in turn, allows them to target the

students’ weaknesses and customize the lessons around their specific needs.
Overarching question

How do Greek HL teachers in Montreal and Toronto understand and/or reflect upon their teacher

identity, their perceptions about teaching, and their instructional practices?

Having used themes that emerged from the field texts to answer the five sub-questions that
guided the inquiry, I now turn to the overarching question of the study. As with the previous
questions, I answer the overarching question by using field texts that emerged from all the various

methods that were used during the sessions with the participants.
Changes in the teachers’ identities

When invited to create their identity charts and reflect on their identities before and after
becoming language teachers, the vast majority of the participants were able to identify significant
changes. They found that being a teacher had helped them become more organized, patient, and
empathetic. They considered themselves as more understanding of others, and generally felt that
they were now more mature and less self-involved. They explained that as HL teachers they often
assume the role of the mediator, they feel that they must support their students, and that they rely

on various attributes that they either had in advance or developed during their course as teachers.
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When reflecting on the changes that were brought about in their identities after becoming
teachers, the participants referred to their character traits, their various roles, their interests and
their habits. They also discussed aspects of their personal lives, such as their family lives,
immigration stories, and changes in occupation, and noted that all these aspects have played a role
in their teaching today. In short, the participants appeared to come to the realization that their
teacher identities are intertwined with and cannot be separated from their overall identities, and
that their experiences, their education, their interactions with other people, and their life stories all

had an impact on their role as Greek HL teachers.
Affirming the learners’ identities

Apart from their understanding of their role as Greek HL teachers, the participants also
expressed their views about the extent to which they can affect the students and their identity
formation. The teachers recognized that people’s identities change as a result of their experiences
and their interactions with others. However, the majority of the teachers appeared to share the
belief that unless a person is willing to change themselves and their worldview, their identities
cannot be altered. Therefore, they believed that the love for Greek cannot be forced on HL learners.
They did however feel that it is indispensable to share their own reasons for loving Greek with
their students and they hope to inspire them and affirm their identities. The participants found that
it was their responsibility to provide HL learners with arguments to both appreciate and defend

their HL.

While the participants agreed that getting the learners to love Greek and facilitating their
connection to the Greek language and culture was their responsibility, they also believed that this
responsibility is shared between them and the HL learners’ families. All participants highlighted
that the attitudes of the learners’ families towards Greek is the key factor that either encourages
learners to take up Greek or alienates them from their HL. Teachers also added that the learners’
attitudes towards Greek is in some cases affected by their families’ potential dislike of the regional
Greek community’s administration. George commented:

“Ymdpyovv ko yoveic mov vapkoOetohv. Me eumpnotiKéc ONAMGELS, LETOPEPOLV GTA
moud1d Eva KAipa doynpo. Ki emedn ta moudid eivar avbdpunta, Aiyo av culntoeig
pali Toug 610 Aéve pPova Tovg. Avtd gival To LOVo oTeVaywpo. YTTApyEL KATOESG POPES
plo eumdBelo kot opiopéveg @opég pia emiBeon ot1o ekmAOEVTIKO €pPYyo, TAPOTL

OTEAVOLV TO TTOOLH TOVG GTO EAANVIKO O)oAelo. Ae pmop®d vo 10 KotaAdfm ovTo.
Evdeyopévag va elvar mpog v Kowdtmra avt n enibeon kot 1o vprotauedo gpeis.
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Epeig amoppopape toug kpadacpovs. [avimg ta modid ennpedlovrol omd avtd kot
070 TAOG PAETOVY TO £pYO HOG AL KOl TO EAANVIKA YeViKOTEPQL.”

Translation:

“There are also parents that undermine the entire process. They make inflammatory
statements and create a negative atmosphere, and all this is passed on the children. And
since children are spontaneous, if you pick up a conversation with them they will say
so themselves. This is the only sad aspect. Sometimes there is hostility and an attack
against the educational work, even though they send their children to the Greek school.
I cannot understand this. Perhaps this is an attack addressed to the Community and we
have to sustain it. We are the ones absorbing the shock. In any case, the children are
affected by this, both in terms of how they see our work, and how they view Greek in
general.”

Perceptions about teaching and their role as Greek HL teachers

Throughout the three sessions, the participants also provided details about the ways in
which they understand their role as Greek HL teachers. They noted that the Greek HL teacher must
have an excellent command of the Greek language and be an educator. They explained that these
two requirements are not always fulfilled, and argued that the lack of either one of them can affect
the quality of one’s teaching. According to the participants, the role of the Greek HL teacher is not
merely to teach Greek, but most importantly to inspire students and share with them their passion

for the Greek language and culture. George commented:

Emmanouela: [Tiotevelg 01t o1 pantéc mov €pyovror 6to eAMNVIKO oyoieio €xovv
EVOLQEPOV Y10 VO LABovv T YADOGGA

George: Oa sipon ethikpivig. Oyt 6Aot. Edod givor n kopla evBHvN 100 eKmadevTikov.
Mmropel vo eumveVGELS KATOIOV TOL OPYLKA OV EVOLOPEPETAL VO LABEL TN YADGGO -
ekel 6ToYEL® £Y®. AvTol TOV £pYOVTOL LE EVOLOPEPOV, GLVNOMG AVTO EYEL VO KAVEL [LE
10 d1k6 Tovg 10 background, onladn ta epebicpata mov £xovv. AAAG dev yiveTon va
OPKECTEIG GE ALTOVG OV £PYOVTUL LE EVIAPEPOV, TIPETEL VO BPELS TOVS TPOTOLS VOl
KePOioelg kot Tovg vrroAowmovg. Tatl £yovpe pia povadikn yYAMOGG, eipaoTe TOAD
TUYEPOL, Ko opeihovpe va To deiEovpie avTd oTa TodLd. No ToOVG EUTVEVGOVLE.

Translation:

Emmanouela: Do you believe that students attending Greek school are actually
interested in learning the language?

George: I am going to be honest. Not everyone is. And this where the teacher’s main
responsibility lies. You can inspire someone who lacks an interest for the language -
and this is my goal. The students who already share an interest for the language are
usually influenced by their family background, by all the stimuli that are offered to
them. But you cannot just be content with that; you need to find ways to win over the
others too. Because our language is unique, we are very fortunate, and we have the
responsibility to show that to the children. To inspire them.
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In addition, the participants also highlighted the importance of teachers staying up-to-date
with developments in their professional field. They argued that learning is a lifelong process and
that teachers must constantly strive to stay on top of developments in terms of pedagogical theories,
approaches to teaching, educational material, and technological resources. Stella noted for
instance:

“T'a péva, n otoctpdta etvor Bévatoc, oe omotodmote Topéa. XtV nopeio Lov v
EMAYYEALOTIKT) GLVAVTNOO ONAdT d0oKAAOVG Tov Teheimoav pio akoadnuio 600
xpovio, Kol Oev Tovg eVOLEQepe Timote GAAo va pdBouvv. e péva avtd eivar
eYKANUaTIKO. Ag pmopeic va UEVEIS TO® omd TNV EMGTAUN OOV, TPEMEL VO

napakorlovbeig Tic e€eritelg, mhvta Pyaivovv kovovpyla mpdypata. Koawvodpyleg
Bewpieg, KOVOUPYLO EKTAUOEVTIKO VAIKO, KOvOoUPYloG E0MAMGOG.”

Translation:

“To me, stagnation is death, in any sector. In my professional course, I have met
teachers who finished a two-year academy and did not care about learning anything
else. To me this is unacceptable. You must not fall behind with your field, you need to
keep up with all the developments, as new things are constantly coming up. New
theories, new material, new equipment.”

The participants also added that the Greek HL teacher must be prepared for students who
may question the need to learn a HL and be ready to employ a multitude of strategies in order to
win them over. They stressed that students can get discouraged or appear to be disengaged for
many reasons, including not being able to understand how Greek is useful to them, finding Greek
difficult to learn, being influenced by others’ attitudes towards the language, or being
overwhelmed by all their other responsibilities at school. The participants argued therefore that
identifying the exact cause of the students’ discouragement is essential in order to address it in a
suitable manner. They argued that students sometimes need to be praised for their efforts and
encouraged, while at other times they need to be reminded of the specific advantages of knowing
Greek or any other language. They also found that using unconventional methods targeted to the

students’ interests can prove effective in sparking students’ interest in the language.

However, while the participants appeared to be very understanding of the Greek HL
learners’ hectic schedules and language insecurities, in cases where students of different ethnicities
appeared to be disengaged from the learning of Greek, the teachers assumed more authoritarian
roles, and tried to force Greek on the learners. While it is undeniable that having students from
different backgrounds in the same class can alter the class dynamics, forcing Greek on students

seems to be in stark contrast to the teachers’ overall understanding of their role and approach to
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teaching. I therefore interpreted this change in behavior as an indication that teachers need training
aimed at their interactions with various types of learners of Greek, as well as strategies that can

motivate and engage them.

Finally, the teachers also described the role of the Greek HL teacher as that of a role model.
They believed that the teacher ought to be responsible at all times, even outside the Greek school,
as they have the responsibility to live up to the expectations of their students and their families.
They also considered it essential to be involved in the Greek community of their region and find
ways to inspire others to join in too. Kostas noted:
“I feel that I am always a role model now. For the students, but also for everybody
else. [Tapdderypa. [Maw otov Kappd kot to wive, yivopor Aidpa. I think I am not
allowed to do that anymore, because now I am a teacher. Emiong, tdpa vidOw
peyaAdtepn axopo ovaykn va eipon involved oto Greek Community, kot 1 oKEY™ LoV
etvar topa how to inspire the youth of today. [1d¢ pmopeic vo epnvedoelg kdmoov Tov
dev €xel oxéon Le TNV KowvoTnTa, vo acyoAn0el pe tov EMAnvico; Ao ta TG0 Tondtd

7OV £X0VV TAEL GTO EAANVIKO GYOAELD, LOVO dVO Exovv EpBet va d1ddEovy. Toéoa modd
amo@oltovv KdOe ypdvo, yiati pdvo 6vo; How can we get the youth va acyoinOei;”

Translation:

“I feel that I am always a role model now. For the students, but also for everybody
else. Let us take the example of me going to the place where Karra [ Greek singer] sings
and I drink, I get very drunk. I think I am not allowed to do that anymore, because now
I am a teacher. Also, as a teacher I feel an even greater urge to be involved in the Greek
Community, and now my concern is how to inspire the youth of today. How can you
inspire someone who is not involved in the Community to join in and concern
themselves with Hellenism? From all those students that have attended the Greek
school, only two have returned here to teach. So many students graduate each year,
why have only two returned? How can we get the youth to get involved?”

The teachers’ language ideologies

The participants also argued that a strict focus on language rules is unsuitable for the
teaching of Greek, and stressed the need to teach aspects of the Greek culture too. They argued
that cultural aspects are embedded in the language, and therefore attempting to separate the two is
not feasible. They also asserted that Greek cultural aspects attract HL learners and play a crucial
role in the maintenance of the language in Canada. According to the participants, another strategy
that can attract HL learners and help them learn the language is to use various languages in the HL
class. Despite some Greek schools’ monolingual ideology and policies, that mandate teachers to

keep the languages separate during Greek instruction, the teachers unanimously found that
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language mixing actually facilitates the learning of Greek, as it strengthens the learners’ receptive
and productive skills in Greek by helping them make new connections based on languages they

already know, such as English and French.

Interestingly, even though all participants acknowledged the merits of using all the
languages that make up the students’ repertoires while teaching Greek, many of them criticized
HL teachers for using other languages extensively, or for their supposed lack of command of
Greek. The participants appeared to share the view that Greek native speakers are better suited for
the position of a Greek HL teacher than their non-native speaker counterparts. Similarly, several
of the participants also found that students who are Greek native speakers do not have much to
gain from Greek HL schools, as their language level is supposedly much higher than that of Greek
HL learners, and the discrepancy between the two can never be reconciled. Another view shared
by some of the participants was that children from mixed unions are less likely to succeed in
learning Greek because of their limited exposure to the language at home. At the same time,
however, these teachers also admitted that most HL learners whose parents are both Greek are no
different in this respect, as they also do not use the language at home. Finally, local variations of
Greek were seen as unacceptable and corrected by teachers who only recognized the standard
variety of Greek. All these views are shaped by the teachers’ language ideologies, which in many
cases appear to be influenced by native speakerism. I examine this issue in more depth in Chapter
Six.

Reflecting on instructional practices

The study also provided an opportunity for participants to reflect on their instructional
practices. The majority of the participants asserted that their preferred practices involve
conventional activities and exams, individual tasks and projects, and activities that invite the
involvement of the learners’ families. The teachers also seemed to appreciate Greek programs that
offer them flexibility and the chance to try out different methods and strategies without having to
worry about falling behind with their syllabi. They asserted that when they use a strategy they
examine whether all their students benefit from it. Therefore, they elucidated that they have
reconsidered practices that proved beneficial for advanced students, but made less advanced
learners feel at a disadvantage. Examples of such practices included separating less advanced
students from their more advanced peers and assigning different tasks to each group, or using

conventional exams, which in some cases proved to be stressful for learners.
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The participants also explained that they sometimes discuss their instructional practices
with fellow teachers or the school administration, and acknowledged that despite their best
intentions, they are not always in a position to accommodate all students’ needs. Many of the
participants referred to students who face great difficulties in their learning, and argued that the
best solution for these students is personalized instruction. However, the teachers also noted that
in Greek programs there is hardly ever time or resources for personalized instruction. They
explained that while they want to help less advanced students, eventually they feel compelled to

follow the pace of the majority.
Identifying aspects of Greek HLE that require improvement

The participants also identified some aspects of Greek HLE that require improvement. The
first issue they identified was the fact that Greek programs do not offer resources for personalized
instruction, and thus, despite their best intentions, Greek HL teachers cannot always accommodate
the needs of students who find it particularly hard to learn Greek. They also highlighted that high
tuition fees sometimes render Greek programs inaccessible to some Greek families, and argued
that the Greek schools should take this into consideration and support low-income families instead
of merely supporting excellent students. The teachers also argued that small-sized classes allow
for more personalized instruction, and suggested that if the current classes were broken down into
smaller ones, they would be able to address their students’ needs in better ways. In addition, the
teachers asserted that there is a great need for new teaching material. They identified two main
problems with some of the materials they use currently, namely the fact that they are too dense
and do not allow for flexibility in their teaching, and the fact that they are aimed at either native
speakers or second language learners, both of whom have different needs from HL learners.
Finally, the teachers argued that they need professional development training, and more
specifically, they need training on familiarizing themselves with the local educational context,
assisting students with learning difficulties, and learning how to use technological resources to
improve their teaching. One participant also argued that teachers themselves should be trained on
the particularities of Greek HLE in Canada, especially in cases where they are not familiar with
the particular educational context. Stella asserted:

“Emiong, ey®m oev &xm AdPet kopio ekmaidevon yia tn ddackaiio TG EAANVIKNG G

yAdoca kAnpovoulds. Kavéva cepuvdpro, kavéva workshop, timota. Otav Bynke n
OTOCTOGT L0V, PMOTNGO TO VITOLPYELD av B VTaPEE Khmola EKTAIdELON KOl LoV Elmay
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‘oL, &xet kotapynoel ypdvia Tdpa avtd’. Ondte dpyioa va yayve povn pov. Kot étot
éptaca ota Pipiia Tov mpoteivel o vovpyeio ko elya mpoetopaotel. Kot teAikd
Nrav pia dypnotn tpoetolpacia, yloti fprka £dm teleing dALa Tpdypota. Eyd o Aéw
av gtvar cowotd N AdBog ta Pipria. Aéw 0Tt givon drapopeTikd. Kot Bewpd 011 €vag
ddokaAog mov Epyetanr amd v EAAGOa va dddaEel €00, mpémer vo €yl pia
exmaidgvon.”

Translation:

“I'have not received any training on teaching Greek as a HL. No seminar, no workshop,
nothing. When I was seconded here from Greece, I asked the Ministry [of Education]
whether any training would be provided and they said, “No, this hasn't happened in
years”. So, I started looking at it myself. And I found the textbooks recommended by
the Ministry and I started a preparation based on them. It turned out this preparation
was useless, because things were different here. I am not saying that the textbooks used
here are right or wrong. I am saying they are different. And I think that a teacher
coming from Greece to teach here should be trained.”

The Greek HL teachers also stressed that they sometimes feel ill equipped to accommodate
their students’ needs, either because of the lack of time and resources for personalized instruction,
or because they have not had the training to identify and work with students with learning
difficulties. The participants explained that when a student’s struggle to learn Greek is coupled
with a learning difficulty, attending Greek school can seem overwhelming. They considered that
teacher training about learning difficulties would empower them and render them better equipped
to understand and assist their students. Finally, Greek HL teachers also felt that Greek schools
could benefit from more resources, especially technological ones, and supported that relevant

seminars would help them improve their teaching.

It must be highlighted that the aforementioned needs and problems that were identified by
this study’s participants are largely consistent with the findings from a previous study conducted
by Aravossitas and Oikonomou (2017). The Greek HL teachers’ suggestions and the Greek HL
researchers’ observations were used as a starting point for improving Greek HLE in Ontario. The
Hellenic Heritage Foundation (HHF), in collaboration with the Department of Continuing
Education of York University, developed a “36-hour Effective Teacher Training Course, available
in-class and online for Greek teachers living across Canada or outside of the Greater Toronto Area”
(Hellenic Heritage Foundation, 2016). The Effective Teaching course consists of a series of
professional development workshops that aim to help Greek HL teachers improve the quality of

their work.
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While several of the participants teaching in the greater Toronto area knew about or had
participated in this course, that did not appear to be the case for participants from the greater
Montreal area. The teachers from the greater Montreal area expressed the desire to attend such
workshops to improve the quality of their work and considered such initiatives as a much-needed
form of assistance. On the other hand, while some of the participants from the greater Toronto area
had not had the opportunity to attend the Effective Teaching workshops, those who had,
acknowledged that they had greatly benefited from them, and that they would be willing to
participate in similar future initiatives. Niki commented:

“Topa &yl yiver vmoypemtikd vy epdg ko éva mpoypoupa, Effective Teaching
Aéyetan, mov etvor TOAD KaAd. Eivat ovslootikd £va S1ETEG EMUOPPOTIKO TPOYPALLLLA,
ue drapopa workshops, moAd Bondntikd. Kot mpémet va vapyet Bondeta, dmwg mpémnet

vo akolovBeic Kot TNV emoyn. A¢ TOOUE HE TOVG LTOAOYIGTEG KOl YEVIKA TNV
teyvoroyia. OAa avtd givor ToAD KoAd.”

Translation:

“Now there is a compulsory program, it’s called “Effective Teaching” and it’s very
good. It is essentially a two-year training program with lots of workshops and it helps
a lot. And we need this support, just as we need to keep up with current trends. For
instance, with computers and technology in general. All this is very good.”

Chapter Summary

In this chapter, I identified major themes that emerged from the field texts, and used them to answer
the questions that guided the present study. I started by answering the study’s five sub-questions,
and ended the chapter by answering the inquiry’s overarching question. The aim of this chapter
was not to make generalizations, but rather to bring together the field texts that were presented
narratively in the previous chapter. In the next chapter, I turn to a discussion of the implications of
this study’s findings, and I present theoretical, methodological, and pedagogical implications of

the study.
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Chapter Six: Discussion
Chapter Overview

In this chapter, I discuss the study’s findings. More specifically, I revisit Greek HL teachers’
perceptions about teaching Greek language and culture, their preferred instructional practices, their
attitudes towards learners, and the extent to which their local educational context affects their
perspectives and practices. I focus on the teachers’ ideologies and identification, connect their
perceptions to research, and provide my interpretations of the findings. I close this chapter by

discussing theoretical, methodological and pedagogical implications of the study.
Reflecting on the findings

Through the sessions with eight Greek HL teachers teaching in the greater Montreal and
Toronto areas, I found that Greek HL teachers consider the Greek language and culture as
interwoven, and argue that they cannot and should not be taught separately. The teachers believed
that it is their responsibility to affirm Greek HL learners’ identities by finding ways to remind them
of the importance of their HL and culture when they appear to be disengaged. In terms of their
instructional practices, I found that Greek HL teachers mainly use conventional methods and prefer
individual to group activities. In fact, the class sequence described by many of the participants
seemed to be aligned to the teaching of Greek as a Second Language (SL) and not as a HL. The
teachers explained that they focus on grammar, writing, listening, and speaking, and to evaluate
students on these modalities, they use activities that start with simple structures and move to more
complex structures. Research suggests that such microbased approaches that begin from
decontextualized information and move on to more complex knowledge are better suited for SL
learners (Carreira, 2016). HL learners, who in most cases have an already developed aural
competence in the HL, actually benefit more from macrobased approaches, where the learning is
dictated by function or context as opposed to being decontextualized, and where it is easier to use
authentic material (ibid, 2016). Interestingly, the participants explained that when they met with
students’ disengagement, they move away from their microbased approaches and opt for
unconventional methods, such as drawing, singing, playing, or using visual means such as photos,

to win over their students.

The teachers listed several teaching strategies that they found to be effective for HLE

contexts. They appeared to value the use of personal narratives, they placed emphasis on root
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words in order to help students draw connections between Greek and other languages, they opted
for whole-class discussions, they encouraged the parents’ and grandparents’ involvement in the
HL learning, and they stressed the cognitive, social, and financial benefits of multilingualism to
increase students’ motivation. Exam scores were shown to be merely one of their criteria for
assessing HL learners, alongside the students’ progress from one term to the next, their
participation in class, their collaboration with their peers, and the number of their absences. The
teachers also identified some strategies that they had used and had found inappropriate for HLE
contexts; despite acknowledging that HL classes are usually mixed-abilities classes, they found
that not maintaining the same standards for everyone and simplifying the material for some of the
weaker students actually had a severe impact on these students’ confidence and motivation. Most
of the teachers felt that the safest strategy to teach HL learners is to find the pace that suits the
majority of the students and plan the lessons accordingly. They admitted that this strategy is not
ideal for two types of students; those who face particular difficulties with their HL learning, and
those with much stronger language abilities than their peers. They tried to compensate for that by
offering to help the former in their free time, and by assigning the latter as their assistants in class,
or providing them with extra activities. The participants appeared to be particularly concerned
about weaker students and felt that given the lack of time and resources for personalized instruction

in the Greek schools, they could not help these students reach their full potential.

The study also revealed an interesting paradox. Even though the teachers explained that
their schools adopt a monolingual ideology and mandate them not to mix Greek with English and
French, all participants argued that using all the language resources that make up the learners’
linguistic repertoires is beneficial both for their receptive and productive skills in Greek. They
found that using all Greek, English, and French to teach vocabulary or grammar, and give
instructions, allows learners to make new connections and see the similarities between their
language resources. Just as Greek HL teachers trade in their conventional methods for
unconventional ones when students appear to be disengaged, the participants appeared to
intuitively realize that language separation does not help their students, and that language mixing
actually has many merits. The fact that language mixing is in contrast with conventional methods
of teaching that these participants seem to favor, led them to create some unwritten rules to justify
and delimit this switch in methodology. They all agreed that language mixing is appropriate for

the purposes of vocabulary teaching, grammar teaching, and instruction giving, because they saw
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the value in improving the students’ lexicon and ensuring they all understand the instructions that
are given to them. However, they considered language mixing as inappropriate for other tasks,
such as note keeping, and writing and speaking activities, and even criticized teachers for using

languages other than Greek extensively in the HL class.

The teachers are not wrong in wanting to ensure that Greek HL learners receive sufficient
exposure to Greek. Research has shown that being exposed to a target language plays a vital role
in learning it (Collins & White, 2011; Krashen, 1985, 1989; Lightbown & Spada, 2013; Long
1981; Turnbull & Arnett, 2002). However, the one thing that Greek HL teachers fail to take into
consideration is that allowing students to use all their linguistic resources can increase the students’
confidence, motivation, and risk-taking, and thus make them feel more comfortable with producing
speech, both oral and written, in Greek. Research has also shown that for effective language
learning, getting students to produce speech (the students’ output), is just as important as exposing
them to the target language (input) (Ellis & He, 1999; Gass & Selinker, 2008; Mitchell & Myles,
2004; Nobuyoshi & Ellis, 1993; Swain, 1985, 1995, 2000; Tarone & Liu, 1995; Van den Branden,
1997). Aside from this benefit, mixing so-called languages, or translanguaging, has been
associated with increased student confidence and engagement, as well as with the empowerment
of students who feel at a disadvantage due to their limited language abilities (Garcia, 2009a; Garcia
& Kleyn, 2016; Canagarajah, 2011b). Therefore, fully adopting translanguaging and
translanguaging pedagogy in the HL class can contribute to the enhancement of HL learning. |

return to this point later in this chapter.

The study also focused on the participants’ perspectives about and attitudes towards
students. Unfortunately, it was found that some Greek HL teachers treat students differently, based
on their backgrounds. Most teachers considered the Greek native speaker as the most capable type
of learner, whom they differentiated from HL learners, HL learners from mixed unions, and Greek
foreign language learners of other ethnicities. Some of the participants shared the view that
children from mixed unions or different ethnicities are less likely to succeed in Greek language
learning than learners whose parents are both Greek. They justified this opinion by stating that
these students’ limited exposure to the target language at home meant that they were less likely to
successfully learn the target language. As was discussed above, the teachers’ fear that insufficient
exposure to the target language may limit the learners’ chances to succeed in learning is indeed

corroborated by research. At the same time, however, all participants also recognized that in most
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cases, second-generation Greeks also use English -and not Greek- at home with their children.
Therefore, the learners’ exposure to Greek cannot be assumed to be the only reason why Greek
HL teachers consider Greek native speakers and HL learners as more likely to succeed in learning
Greek than their peers. I believe that the teachers’ ideologies, aligned with the notion of the native
speaker as the ideal model for language learning, provide a more complete explanation of their
views. While native speakerism has been criticized by researchers as unrealistic and irrelevant to
the learning of additional languages, as was discussed in Chapter Two, it still remains a very potent
notion that shapes language teachers’ perspectives both overtly and covertly Canagarajah, 1999;
Cook, 1999; Corbett, 2003; Cummins et al., 2005; Holliday, 2008; Kramsch, 2011; Pennycook,
1994; Rampton, 1990, Trudgill & Hannah, 2008).

Through the sessions with each participant, it became apparent that their positionality was
affected not only by their interactions with the students, but also by their attitudes towards the
students’ families. The participants who were negatively predisposed towards first-and-second-
generation Greeks were the ones who also appeared to face difficulties in engaging the learners’
families in the educational process. Some Greek-born teachers appeared not to understand the
unique culture and identities of second-generation Greeks, and estimated that they would have had
identity issues growing up in Canadian society. Canadian-born teachers on the other hand
disagreed, and highlighted that second-generation Greeks felt welcome in Canadian society, were
not discriminated against, and even identified as full Canadians. All participants agreed that third-

and-fourth generation Greeks, all identify as full Canadians.

Another important finding was the teachers’ perspective that the learners’ parents are the
ones primarily responsible for teaching their children Greek, and that not using the HL at home
significantly affects the learners’ language abilities. Indeed, research has suggested that early
exposure to the HL at home plays an essential role in children’s HL learning (Harrison, 2000;
Houle, 2011). While the importance of HL speakers using the HL at home cannot be questioned,
I feel that it is also significant to stress that HL teachers should not view that as a prerequisite for
HLE. This study revealed that in Greek HL classes, the student population is made up of Greek
native speakers, Greek HL learners, and Greek FL learners. It also became evident that students
from the same category —for example, Greek HL learners- have different opportunities of exposure
to the Greek language outside of the Greek school. Whether that is because the parents are involved

in mixed unions and one of the parents is not familiar with the language, or because parents simply
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find it easier to use English or French with their children, the fact is that not all students have the
privilege of entering Greek HLE after having been exposed to Greek at home. While asking parents
to use Greek with their children at home definitely has merit in cases where parents know the
language, I believe that Greek HL teachers must assume their responsibility to teach Greek to all

learners, irrespective of their backgrounds and familiarity with the language.

The perspectives and instructional practices of the Greek HL teachers were also shown to
be affected by their local educational context. Participants teaching in the greater Montreal area
stressed the need to support families that face financial challenges and cannot send their children
to the Greek schools. Teachers working in one of the Greek day schools in the area explained that
their use of languages is regulated by school policies that prioritize French over English. It was
also found that teachers working in one of Montreal’s Saturday schools sometimes feel
unappreciated as their colleagues working in day schools question the quality of their work.
However, the teachers working in Saturday programs in the greater Montreal area defended their

work and stressed the benefits of having a flexible program.

In the greater Toronto area, the work of teachers in Greek Saturday schools also appeared
to be questioned by their colleagues in more intensive programs. Unlike their counterparts in the
greater Montreal area, these participants appeared to adopt their critics’ views and question their
own services. At the same time however, it was also revealed that they are sometimes expected to
cover the same material as teachers in afternoon/intensive programs who meet their students up to
three times weekly. In Toronto’s Greek day school, the diversity in the students’ backgrounds
appeared to be challenging for teachers, who either assumed that their students had no knowledge
of Greek, so taught it as a foreign language, or tried to force Greek on students when they could

not leverage their familial ties to spark their interest for learning the language.

I was also able to identify many similarities in the responses of the participants from the
two locations (greater Montreal area and greater Toronto area). Participants from both locations
believed that the two Greek communities’ efforts and Canada’s multiculturalism facilitate the
preservation of Greek in Canada. They noted that the Greek programs acknowledge the students’
multiple identities and celebrate aspects of both the Greek and the Canadian culture. Teachers in
both locations found that HL learners’ language abilities in Greek are largely dependent on whether

the language is used at home, and therefore argued that the responsibility for teaching Greek to the
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new generations is shared between them and the learners’ families. That was also one of the
reasons why they appeared to value parent involvement in Greek HLE. Moreover, the teachers
found that a major advantage of Greek schools is the learners’ socialization with other Greeks, and
agreed with the learners’ families that this is essential for the learners’ sense of belonging and
safety. The teachers all agreed that Greek HL learners identify English as their first language. Most
participants also believed that their students love Greek, but sometimes get discouraged or
disengaged from the process of learning it, in which case they must be reminded of their HL’s
importance. They stressed the importance of HL learners following Greek customs and socializing
with other Greeks, and explained that the Greek HL class is in most cases a mixed-abilities class.
They believed that breaking down the classes into smaller ones would help improve the students’
learning, and stressed the lack of time and resources for offering personalized instruction to
students who cannot keep up with their peers. Finally, in both locations Greek HL teachers
admitted using one of Canada’s two official languages when teaching Greek. They found that
using different languages to teach vocabulary or grammar, give instructions, and help learners
make new connections is beneficial for the students’ learning. At the same time, participants
criticized those who use other languages extensively and argued that it is important for HL learners

to get as much exposure to Greek as possible.

Aside from similarities, I was also able to identify differences in the responses of the
participants teaching in the two locations. These differences were mainly related to the tension
between French and English in Quebec that creates a unique linguistic landscape, different in many
respects from the one in Ontario, where the dominance of English is undeniable. The teachers in
the greater Montreal area all found French to be an indispensable tool for their everyday life in
Quebec and described themselves as proficient in the language, or as beginners, willing to improve
their language abilities. They explained that French is the dominant language and culture in
Quebec, and one of them even argued that for Greeks in Quebec, being trilingual is a necessity. In
contrast, Greek HL teachers working in the greater Toronto area did not consider French as a
language they would like to learn. And while three of the participants simply did not list the French
language among the ones they knew or wished to take up, the one participant who knew French
elucidated that he did not use it outside the French classroom. The teachers’ description of their
students’ relation to French was similar. The participants teaching in the greater Montreal area

argued that Greek HL learners both realize the importance of French for their future and have
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opportunities to use the language both in and out of school. They did mention that some students
react to the fact that French is forced on them, but ultimately concluded that French generates a
sense of belonging for students, and is now an indispensable part of their identities. In contrast,
Greek HL teachers teaching in the greater Toronto area argued that even though all students know
French, as it is a mandatory course, they have very few opportunities to use it, as it is always more
convenient to use English for their interactions. Most importantly, the participants also explained
that students question the need to learn any language other than English, since English is now an
international language in which they can communicate both in the greater Toronto area where they

live, and anywhere around the world.

Two more differences were identified, aside from the Greek HL teachers’ and learners’
relation with French. For Greek HL teachers teaching in the greater Montreal area, English
appeared to be a practical language they can use when there is communication failure in the HL
class. However, all teachers from this location explain that English is their second option, as their
first option is to use French, either in order to comply with school policies or because they are
generally more comfortable using French than English. In contrast, Greek HL teachers in the
greater Toronto area explained that when there is a communication failure in the Greek class they
rely solely on English. They explained that English is not merely a practical language for them,
but rather a language in which they think effortlessly. Greek HL teachers in the greater Toronto
area asserted that they use the language in the majority of their interactions, thus confirming the
undeniable dominance of the English language in the area. A final difference between the views
of participants from the two locations was the way teachers in Saturday schools react to being
criticized for the quality of their work. As was mentioned above, while teachers in the greater
Montreal area retaliate against their critics and put forth arguments in support of their work,
teachers in the greater Toronto area appear to have internalized the views of those who question

them, despite the fact that they have additional obstacles to overcome compared to other teachers.

Furthermore, the study also sheds light on how Greek HL teachers reflect on their
identities. The vast majority of them asserted that becoming a teacher had made them more
organized, patient, mature, and understanding. They compared themselves before and after
becoming teachers, and found that they were now more tolerant and supportive, and less self-
involved. They explained that being a teacher requires them to combine all the attributes that they

previously possessed, and to assume the role of the mediator in order to address conflicts in the
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class. Interestingly, many of the teachers stressed their empathy as well as their persistence and
tolerance as important aspects of their teacher identities. This is aligned with literature on teacher
identities that focuses increasingly on the importance of emotions and passion in teaching
(Akkerman & Meijer, 2011; Beauchamp & Thomas, 2009; Day, 2004; Frenzel, 2014;
Kelchtermans, 2005; Newberry, Gallant & Riley, 2013; Schutz. & Zembylas, 2009).

Moreover, when describing their teacher identity, all participants also referred to aspects
of their personal lives, such as their marital status, their education, their immigration stories, and
generally their experiences and life stories. It thus became apparent that their teacher identity could
not be separated from their personal identities, and that all their experiences had shaped who they
were as teachers. Once again, the teachers’ reflections appeared to echo developments in the
relevant literature that has highlighted this multiplicity of teacher identities. Akkerman and Meijer
(2011, p. 316) note: “All that a teacher considers relevant to his profession, that he or she tries to
achieve in work, is part of the whole ‘personal’ self. Vice versa, a teacher is not merely a
professional regardless of all that he or she is otherwise; personal histories, patterned behavior,

future concerns may all inform the position(s) of the teacher as professional.”

The teachers also asserted that they consider it their responsibility to affirm the Greek HL
learners’ identities by providing them with multiple reasons to both appreciate and defend their
HL when needed. The fact that Greek HL teachers consider that their role is not limited to teaching
Greek to their students, but also strive to find ways to inspire the youth and affirm their identities
is aligned with recent literature on language teachers’ identity development. Research now stresses
the importance of teachers’ reflexivity, which is connected to the teachers’ criticality and
awareness (Aull Davies, 2010; Byrd Clark & Dervin, 2014; Byrd Clark, Mady & Vanthuyne,
2014). In short, language teachers, and especially those working in multilingual classes, are
expected to critically reflect on their own ideologies and teaching strategies, be open to diversity,
be aware and critical of social inequalities, and empower students for their transition from school
to the real world. The participants of this study seemed to be particularly concerned about affirming
the HL learners’ identities and equipping them with tools to appreciate and protect their heritage.
The teachers also appeared to be willing to reflect on their presuppositions and practices, with
varying degrees of success. It must be noted that while the participants highlighted that their aim

is to inspire and empower their students, they also recognized the students’ agency, by noting that
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unless the learners themselves are willing to change, their identities cannot be altered by anyone

else.

As was previously discussed, the teachers also considered the learners’ parents and other
family members as crucial for strengthening the students’ language learning, and even argued that
the parents’ influence in this regard is greater than their own. They found that the responsibility to
inspire HL learners was shared among the parents and themselves, and stressed that using the HL
at home can make a significant difference in the students’ language learning. Indeed, many
research studies have shown that parental attitudes and practices play an essential role in children’s
success in learning their HL (Garcia, 2003; Guardado, 2002; Kouritzin, 2000; Lao, 2004; Park &
Sarkar, 2007; Riches & Curdt-Christiansen, 2010; Yan, 2003).

Research also suggests that parental attitudes towards HL maintenance often fall on a
continuum, with assimilation-oriented attitudes on the one end and pluralism-oriented attitudes on
the other (Jeon, 2008). Some parents value HL maintenance because they find that it fosters a sense
of ethnic identity for their children, strengthens their children’s relationship with other family
members, and can help in their children’s future employability (Cho, Cho & Tse, 1997; Guardado,
2010; Lao, 2004; Park & Sarkar, 2007; Yan, 2003;). On the other hand, other parents assume a
more negative stance towards HL maintenance, because they are convinced, even though research
has long refuted this fear (Cummins 2007; Hakuta, 2011; Krashen, 2000; Lee & Oxelson, 2006;
Polinsky & Kagan, 2007), that it can negatively affect their children’s ability to learn the host
society’s dominant language(s), their integration in the host society, and their future social mobility
(Jeon, 2008; Ro & Cheatham, 2009). One of this study’s participants referred to the first-
generation-Greeks’ fear of the ‘stigma of the immigrant’ to explain the fact that some Greeks still
insist that their children acquire a native-like proficiency in one of Canada’s two official languages
at the expense of their HL. However, the majority of the Greek HL teachers appeared to believe
that the HL learners’ parents wanted their children to learn Greek, but were simply not proactive
in this regard themselves, and assumed that HL teachers are the only ones responsible for their
children’s HL learning. This discrepancy between the parents’ recognition of the importance of
HL maintenance on the one hand, and their lack of action in this direction, on the other, has also

been documented by research (Becker, 2013).
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The HL teachers emphasized the fact that the parents’ attitudes play a vital role in the ways
HL learners view the Greek schools, the local Geek communities, and ultimately the Greek
language and culture in general. They explained that some parents who appear to be predisposed
against or have complaints from the administration of their local Greek community actually pass
on to their children not only their views about the community itself, but also a negative attitude
towards the Greek language and culture. Research has documented such tensions among Greeks
and the local Greek communities (Panagiotopoulou et al., 2019). While exploring the cause of
these tensions is beyond the scope of this research study, I agree with Greek HL teachers who warn
parents about the potential consequences of openly and sometimes uncritically criticizing the local

communities and schools in front of their children.

Moreover, the participants argued that Greek HL teachers must have an excellent command
of Greek and a background in pedagogy, and stressed that their mission is not merely to teach the
language, but rather to inspire their students. They also asserted that Greek HL teachers should
stay on top of developments in their professional field. The teachers even described the role of the
Greek HL teacher as that of a role model, and considered it essential to be involved in the Greek
community of their region and persuade others to join in too. They argued that when students
appear to be disengaged from learning their HL, it is essential to identify the exact reason that
pushes them away from Greek, in order to address it in a suitable manner. They maintained that
students sometimes need to be praised for their efforts, while at other times they must be reminded
of the specific advantages of knowing Greek in particular, and any additional language in general.
They even recognized that the students are sometimes overwhelmed by the workload from their
day schools, and admitted that they are tolerant when students appear to be tired in the HL class.
It must be noted, however, that while the participants appeared to be very understanding in these
cases, when students of different ethnicities appeared to be disengaged from the learning of Greek,
they assumed more authoritarian roles, and tried to force Greek on them. This attitude seemed to
be in stark contrast to their overall approach to HL teaching, which involved empathy, tolerance,
persistence, and great concern for weaker students and their needs. My interpretation of this shift
in the teachers’ pedagogical approach is that Greek HL teachers have learned to rely heavily on
their ability to inspire students by emphasizing their heritage and familial ties, and when they
cannot rely on elements common to their Greek heritage, they feel insecure and ill equipped to

respond to students’ disengagement. As I discuss in the following sections on the implications of
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the study, I believe that Greek HL teachers need professional development that will provide them
with the tools to help them accommodate the needs of all their students, irrespective of their

backgrounds.

This study also revealed that Greek HL teachers’ language ideologies shape their
understanding of the ideal language teacher. As was discussed above, the participants found that
Greek HL teachers must fulfill two criteria; they must be proficient in Greek and they must have
a background in pedagogic studies. The teachers appeared to view Greek native speakers as an
idealized homogeneous group of people who by definition all have an excellent command of
Greek, and whose competence cannot ever be reached by non-native speakers. They therefore
concluded that Greek native speakers are the ideal fit for the position of a Greek HL teacher. Native
speakerism, that is, the idea that a native speaker is by definition the ultimate model towards which
language education should strive, is of course not new. Many researchers have focused on
language teachers (Chomsky, 1957; Katz & Fodor, 1962; Stern, 1983; Davies, 2003) and have
articulated similar opinions, arguing that a native speaker is the person ‘‘who knows what the

language is (...) and what the language isn’t”’ (Davies, 1991, p.1).

In more recent times, however, researchers caution against such assumptions and argue
that native speakers should not be regarded as “ipso facto knowledgeable, correct and infallible in
their competence” (Nayar, 1994, p. 4). Researchers now argue that the native/non-native
dichotomy should be abolished because it is not relevant to language teaching (Braine 1999, 2010;
Llurda, 2005; Medgyes, 1994; Moussu & Llurda, 2008; Moussu & Braine, 2006; Phillipson, 1992;
Rampton, 1990). Those who oppose this dichotomy stress that this perspective overlooks the fact
that not all native speakers are equally competent in their mother tongue. They also explain that
non-native teachers can be equally successful teachers through teacher training and exposure to
the target language (Braine 1999, 2010; Canagarajah, 1999; Cook, 1999; Cummins et al., 2005;
Holliday, 2008; Kramsch, 2011; Leung, Harris, & Rampton, 1997; Llurda, 2005; Medgyes, 1994;
Phillipson, 1992). Setting native-like proficiency and more specifically native-like accent as the
ultimate goal in language education is also criticized, because it is unattainable for non-native
speakers and therefore irrelevant to people who have not acquired the language in their early years
(Canagarajah, 1999; Cook, 1999; Corbett, 2003; Cummins et al., 2005; Holliday, 2008; Kramsch,
2011; Pennycook, 1994; Rampton, 1990). In short, researchers now assert that learners should not
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be evaluated against an unattainable model and teachers should not be discriminated against

merely for not being native speakers.

All this does not imply that Greek HL teachers should not have an excellent command of
Greek. On the contrary, it is crucial to have Greek HL teachers who have both strong language
skills and pedagogical knowledge. However, neither of these two criteria presupposes that the
teachers be Greek native speakers. Non-native speakers can be excellent language teachers, if they
know the target language well and receive proper training. Similarly, HL learners can turn into
excellent speakers of Greek and thus their success in learning the HL should not be predetermined
by the mere fact that they identify another language as their first language. Understanding the
Greek HL teachers’ language ideologies is essential in order to gain insights into their attitudes
towards students (for example considering the difference between HL learners’ and native
speakers’ levels as irreconcilable) and their practices (for example separating weaker students from
their more advanced peers). Challenging such ideologies is indispensable in order to make all

learners of Greek feel they belong and that they are treated in an equitable manner by their teachers.

Despite the fact that research has now deconstructed and refuted the idea that native
speakers make better language teachers and learners, this assumption is still very potent and the
basis for continuing discriminatory hiring practices and favoritism. A number of alternatives to the
binary native/nonnative speaker has been provided by scholars who agree on the need to move
beyond such dichotomies. Paikeday (1985) proposed using the term ‘proficient user of the
language’. Similarly, Rampton (1990) suggested replacing the term native speaker with ‘language
expert’. According to Rampton (1990), ‘language expert’ is a fairer notion, as competence is
perceived as acquired and not inherited. This notion also implies that expertise is partial and
relative, thus designating the fact that language proficiency varies across different speakers.
Rampton (1990) and Leung, Harris, and Rampton (1997) also argue that when examining people’s
connection to language, emphasis should be placed on language affiliation (individuals’ sense of
identification with a language that is not necessarily associated with their social group) and
language inheritance (the ways in which individuals are born into the language and culture of their

social group to maintain this group’s continuity).

Cook (1999) proposed a shift from the native speaker to the ‘multicompetent speaker’, that

is the speaker who has multiple linguistic and cultural resources coexisting in their mind, all of
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which should be affirmed and legitimized in language teaching. This term not only describes
people who are multicompetent (as opposed to who people are not) but also what educators should
aim to accomplish. More recently, scholars have emphasized the importance of intercultural
competence and thus have proposed the intercultural speaker as an appropriate alternative model
for language teaching and learning, which focuses on inclusion rather than exclusion. The
intercultural speaker is understood as the person who is aware of the differences of distinct cultures
and is able to act as a mediator between them, focusing on both designating the multiple ways in
which they can be brought together, and bridging any gaps separating them (Cook, 1999; Byram,
2003; Corbett, 2003; Kramsch, 2011).

Most importantly, it needs to be stressed that people who have across time supported the
notion of the native speaker and presented it as an appropriate model for language teaching and
learning seem to share certain assumptions about language and language ownership. They consider
language as a bounded entity, stable and unaltered by time, place, and human interaction. They
thus hold the essentialist view that only native speakers are able to teach and maintain their
language —and it is, indeed viewed as their language, their property- in its pure form. What such
assumptions fail to take into account is the fact that language change occurs constantly, both among
native speakers and among SL, FL, and HL speakers. In today’s globalized world, arguing that
languages are fixed, unaltered, and bounded, and that native speakers constitute a homogeneous
group of people, where everyone shares the same language competence and language variety, is

simply unrealistic.

One of the repercussions of the ongoing Greek economic crisis is the fact that the number
of seconded teachers from Greece to Canada has decreased, and there is now a growing number
of Canadian-born Greek HL teachers (Aravossitas, 2016). I believe that instead of questioning
them, on the grounds that they are not native speakers of Greek, the emphasis should be placed on
training them and leveraging their assets. One of the Canadian-born teachers’ highly valuable
assets is the fact that they have a deep understanding of HL learners’ backgrounds and realities,

and can potentially understand their needs better, compared to their Greek-born colleagues.

The teachers’ language ideologies also affected the ways in which they viewed and
interacted with their students. As mentioned earlier, some of the teachers considered that students

who are Greek native speakers have not much to gain from Greek HL schools, because the
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language ability of their peers is much lower than theirs. As the teachers explained, the discrepancy
among the students’ language abilities forces teachers to follow the pace of the majority and not
that of the few students who excel in Greek. They even argued that the discrepancy between the
language ability of the two types of learners can never be reconciled and that consequently their
teaching will not match the levels of the native speakers. Interestingly, the teachers’ perception
that native speakers are by definition the ideal type of learners was so resilient that it completely
sidelined major advantages of Greek schools that they had identified themselves. Impressively, the
same teachers who stressed the importance of HL learners socializing with other Greeks, now
completely ignored this major advantage of Greek schools, and focused exclusively on the
learners’ language abilities and how they are, so-called, wasted in classes with students from

different backgrounds.

Finally, the teachers’ language ideologies also appeared to affect the ways in which they
view language varieties other than the standard variety of Greek. It became apparent that some
teachers view non-standard varieties of Greek as unacceptable for formal contexts. They explained
that they do not correct their students when they use idiomatic expressions or non-standard
varieties in oral speech, but they do correct them when they use them in writing. This
hierarchization of languages can be linked to the concept of diglossia that was presented in Chapter
Two (page 28), a phenomenon according to which a speech community uses one ‘high variety’,
appropriate for use in formal contexts, and one ‘low variety’, appropriate only for informal
contexts (Coulmas, 2005; Ferguson, 1959; Fishman, 1967). Diglossia is in turn associated with
modernist sociolinguistics and the idea of nation-states (Anderson, 1983). Such understandings of
language have now been largely criticized as they contribute to the marginalization and
minoritization of both non-standard linguistic varieties and the communities who use them. Critical
poststructuralist sociolinguistics now questions the need to categorize language varieties into
languages and dialects, or standard and non-standard varieties, and focuses on the ways in which
power is exercised through language to create and perpetuate inequalities (Blackledge & Creese,
2010; Blommaert, Collins, & Slembrouck, 2005; Garcia, Flores & Spotti, 2017; Heller 2007, 2008;
Pennycook, 2010; Weber & Horner, 2017). Returning to this study and the teachers’ ideologies, it
becomes evident that since the perceived ‘low varieties’ are mainly used by first-generation
Greeks, correcting the students and treating these varieties as invalid only manages to push the

learners’ families away rather than inviting them to participate in the educational process.
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In addition, some other teachers emphasized the importance of a ‘correct Greek accent’
and argued that students need to be taught by native speakers because otherwise their accent will
be ‘wrong’. Again, many researchers have highlighted the fact that unless a language learner is
exposed to a target language from a very young age, acquiring a native-like accent is almost
impossible. Therefore, they argue, acquiring a native-like accent is an irrelevant and unattainable
goal for language learners (Munro & Derwing, 2011; Jenkins 2000, 2005; Seidlhofer, 2011).
Researchers now suggest that the focus should not be on native-like accents, but rather on
intelligibility, that is, the ability of speakers to be easily understood by their interlocutors
(Bresnahan et al., 2002; Jenkins, 2000, 2005; Munro & Derwing, 1995; Seidlhofer, 2011;
Trofimovich & Isaacs, 2012). Some other researchers argue that native-like accent can be achieved
by some learners SL or FL learners, but that this presupposes a combination of factors, as it is clear
that “decontextualized pronunciation instruction is not enough and that a combination of

instruction, exposure, experience, and motivation is required” (Lightbown & Spada, 2013).

In terms of their instructional practices and strategies, the teachers explained that when
they try out something new, they try to assess it by examining whether it benefits all their students.
They elucidated, for instance, that they have tried and rejected strategies that benefit advanced
students, but made weaker students feel at a disadvantage. The teachers appeared to be open to
new ideas and suggestions, and explained that they often discuss problems that arise with their
fellow teachers or the school administration. Indeed, research suggests that teacher learning
communities are essential for teachers’ development and the improvement of their practice
(Grossman, Wineburg, & Woolworth 1998, 2001; Little 1999, 2002; McLaughlin & Talbert, 2001;
Westheimer, 1998). In teacher learning communities, teachers identify problems, reflect on
solutions, discuss their considerations, and invite their colleagues’ feedback and support (Little
2002, 2003). The aim of these professional communities is to identify ways to improve student
learning. At the same time, these communities are essential for teacher development, because in
these communities the teachers assume the role of learners and improve their practice through their

interactions with their colleagues (Grossman, Wineburg, & Woolworth, 2001).

Even though the teachers felt that they can rely on such networks of support to improve
their practice and the students’ learning experience, they also identified some aspects of Greek
HLE that go beyond their authority and control, and require improvement. First, they noted that

high tuition fees can be a deterring factor for many, and stressed that not all Greek families can
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afford to send their children to Greek programs, and more specifically to afternoon/intensive or
day schools. Evidently, this is a crucial issue for Greeks as well as for other linguistic minorities
in Canada that requires a substantive societal change. Better support for minority education both
on federal and provincial level has been a request of ethnolinguistic minorities since the early
1990s, when the funds that were previously provided by the federal government to support heritage

language programs were discontinued (Cummins, 2014b).

The Greek HL teachers also noted that while it is expected that there will be some
discrepancy in the HL learners’ levels, in many cases bridging the gap between their levels is not
feasible. HL researchers have come to the same conclusion (Kagan & Dillon, 2009; Carreira,
2015). The participants argued that if the HL classes were broken down into smaller groups, based
on the students’ abilities, they would be able to address the students’ needs in more targeted ways.
The Greek HL teachers associated the decision not to break down the HL classes with financial
limitations, and speculated that Greek programs would not be able to afford the extra teaching staff
that would be required for the additional classes. They also estimated that if the Greek programs
decided to break down the classes into smaller ones, the additional expenses would not be absorbed

by the Greek schools, but would be passed on to the learners’ families.

The participants also explained that there is a need for new teaching material. They noted
that a common problem with teaching material is having too much content, which ultimately does
not allow them the flexibility to follow the students’ pace and focus on their weaknesses. They
also argued that the new teaching material would have to be designed specifically for Greek HL
learners. They elucidated that teaching Greek as a second language (SL) is not the same as teaching
itas a HL, as HL learners have different needs from both SL learners and native speakers. This is
also supported by the literature on language learning and learners’ profiles (Kagan and Dillon,
2009; Montrul 2010, 2012; Valdés, 2001). As was mentioned in Chapter Five, the problems that
were identified by this study’s participants are consistent with the findings from a previous study
conducted by Aravossitas and Oikonomou (2017). Fortunately, actions have been taken to address
some of these issues. One can only hope that in the future such initiatives will be coupled with

better support for minority education on provincial or even federal level.
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Implications

In this section, I present methodological, theoretical and pedagogical implications of this study’s

findings, beginning with those relating to methodology.
Theoretical implications

In Chapter Two, I aligned myself with poststructuralist understandings of language, viewed
as a dynamic social and ideological construct (Makoni & Pennycook, 2007), and identity,
understood as a fluid and constantly evolving sociocultural phenomenon, affected by a multitude
of factors that need to be examined in interaction (Bucholtz & Hall, 2005). Such understandings
of languages and identities view the two concepts as interwoven, and bring attention to the unique
resources used by individuals to communicate with others. These resources are individuals’ own
ways of redefining themselves in relation to the social world (Norton, 2013; Vandergriff, 2016),
and are largely shaped by language ideologies. Language ideologies refer to individuals’ overt and
covert beliefs about language, which influence their linguistic choices and their interpretations of
others’ linguistic and communicative practices. Language ideologies are closely linked to the
societal power relations which lead to the validation of some languages (and their speakers), and
the devaluation of others (Blommaert, 1999; Heller, 2007; McGroarty, 2010; Norton, 2010;
O'Rourke et al. 2015; Woolard, 1998).

Evidently, issues related to individuals’ language practices, identity negotiation, and
ideologies are central in the field of HLE, since by definition HL learners constantly have to
renegotiate their position both in relation to the HL and to the dominant language(s) and social
networks. Critical research has focused on challenging dominant social hierarchies perpetuated
through language, valuing HLs, and affirming HL speakers’ and learners’ identities (Blommaert,
2010; Heller, 2011; Martinez, 2003). Kanno (2003a) has focused particularly on language teachers,
and has argued that it is essential to reflect on their ideologies, as these ultimately shape teachers’
attitudes towards students and their instructional practices. Indeed, it is indispensable to examine
teachers’ ideologies, as these are sometimes subtle or even subconscious, and yet very powerful,
as they inform practices that can either empower HL learners, affirm their identities, and strengthen
their connection to the HL, or alienate them from the HL and the educational process (Pavlenko,

2003; Tsui, 2007; Varghese et al., 2005).
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Focusing on the Greek HL teachers’ identities, perceptions, and ideologies was indeed very
revealing. The Greek HL teachers understood their role as that of a person who not only teaches
the HL, but also aims to inspire HL learners and affirm their identities, by providing them with
arguments to appreciate and defend their HL. However, a close examination of their attitudes
towards different sub-groups of HL learners, and their practices, revealed that these were affected
by the teachers’ ideologies. I believe that bringing attention to these ideologies and challenging
them can help Greek HL teachers understand the ways in which they may be discouraging or
alienating some of their students. This is the first step for Greek HL teachers reconsidering such
practices and affirming the identities of a// HL learners. The hope is, of course, that Greek HL
teachers will acknowledge all learners’ backgrounds and resources and leverage them for learning,

while recognizing and affirming their strong identities.
In the next section, I discuss methodological implications of the research findings.
Methodological implications

When designing this research study, I decided to use a narrative approach, fully
understanding that narrative inquiry is often treated with disbelief because it does not adhere to
positivistic norms (Butler-Kisber, 2010; Clandinin & Connelly, 2000). While positivistic norms
dominate quantitative research, their traces can also be found in qualitative research, in paradigms
where researchers assume that they can ‘bracket’ their presuppositions altogether, and discover the
alleged ‘essence’ of a phenomenon and its exhaustive description (Cohen et al., 2000; Creswell,
2018). However, I personally align myself with those who argue that a researcher cannot set aside
their presuppositions, but they can reflect on them and evaluate the extent to which they affect a
research study (Butler-Kisber, 2010; Coghlan & Bannick, 2005; Holmes et al., 2005). I trust that
I managed to do so, by being transparent about the processes of collecting and analyzing field
texts, and about instances when my role as a Greek HL teacher led me to either agree or disagree
with the participants’ opinions. In such cases, I kept fieldnotes where I communicated my thoughts
and reminded myself that I should not impose my own biases on the field texts, but rather focus
on the participants’ voices and perceptions to the best of my abilities. I share the opinion that
researchers bring their values and perspectives to the inquiry they undertake, and thus cannot be
assumed to be neutral or objective observers (Watts, 2008). I truly believe in research studies

where the researcher is both an insider and an outsider and wears many hats. Being explicit and
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transparent about all the processes, decisions, and dilemmas enhances the study’s trustworthiness.

I hope that my work has highlighted the importance of transparency and reflexivity.

Adopting a narrative approach for the purposes of this study allowed me to gain insights
into the participants’ perspectives, as well as to give prominence to their unique voices. Meeting
several times with each participant and listening to their narratives allowed me to create a personal
relationship with them, and to understand their unique contexts and views. By choosing to use
narratives not only to collect field texts, but also to present them, I hope I managed to do justice to
their ideologies, attitudes, and practices. Greek HL teachers, school staff, HL learners and their
families, policy makers, and other interested parties can now consult these narratives to see the
realities of Greek HL teachers in the greater Montreal and Toronto areas, as well as the challenges
they are faced with, and the solutions they find to overcome them. This work will also allow Greek
HL teachers to see what strategies other teachers use to address frequent problematic occurrences
in the HL class, and to compare and contrast different strategies for interacting with students from

various backgrounds and improving their overall learning experience.

The narrative design of this study also provided the participants with opportunities to
reflect on their ideologies, attitudes, and practices and to either reinforce their understandings of
Greek HLE and their role in it, or reconsider some of their perceptions and strategies. The
participants were not passive in this process; on the contrary, they were active co-constructors of
knowledge, as they produced detailed accounts of their experiences and created artifacts from
scratch, such as the language portraits and the identity charts. These arts-informed forms of
representation engaged participants and allowed them to verbalize emotions and experiences in
ways that would perhaps be impossible otherwise. Using multiple methods to generate field texts
allowed for both breadth and depth, and the combined use of these field texts allowed for nuanced
understandings of each participant’s perspectives (Butler-Kisber, 2010; Butler-Kisber & Poldma,
2010; Kerwin-Boudreau & Butler-Kisber, 2016). I therefore believe that using multiple methods
that invite participants to narrate their life stories, and create arts-informed forms of representation,
allows for deeper and more accurate understandings of their views. Even though different types of
field texts are starting to be understood as valid, and all qualitative inquiry is headed towards the
use of novel methods (Butler-Kisber, 2010; Denzin & Lincoln, 2018), I believe that an emphasis
on arts-informed ways to represent lived experience is particularly suited for narrative,

ethnographic and action research studies. Such studies share the aim of understanding people’s
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realities, recording them, and finding strategic ways to transform these realities and support the
individuals or communities involved (Butler-Kisber, 2010; Coghlan & Bannick, 2005; Creswell
& Poth, 2018; Denzin & Lincoln, 2011; Gudmundsdottir, 2001; Levin & Greenwood, 2001;
Pennycook, 1994; Riessman, 2008).

In the next section, I turn to pedagogical implications of the research findings.
Pedagogical implications

All the participants of the study considered the role of the HL teacher as crucial, and
associated it with a moral obligation to ensure the intergenerational transmission of Greek and to
enhance the learners’ connection to the Greek language and culture. When reflecting on their
instructional practices, the participants listed a plethora of strategies for winning over their
students. Through this thesis, Greek HL teachers and other interested parties now have access to a
list of strategies used by the participants, as well as their reflections on their effectiveness. All
participants stressed the need to combine linguistic and cultural aspects of the HL. when teaching,
either because they believed that excluding cultural aspects from language teaching is infeasible
altogether, or because they felt that pairing language and culture can inspire HL learners, and
augment their willingness to learn the HL. The participants thus argued that HL programs should
provide opportunities for students to follow the customs and traditions that are associated with the
HL. They also stressed that HL teaching works best when it is not decontextualized, but rather
when it is based on the learners’ experiences. This is aligned with previous research on HL
pedagogy, that has shown that macrobased approaches that start from the learners’ experiences in
the HL and then move on to teaching grammar and vocabulary are more appropriate than
microbased approaches, that start from decontextualized information and then move on to more
complex knowledge (Carreira, 2016; Kagan & Dillon, 2008; Wu & Chang, 2010). Therefore,
contextualization and authenticity are found to be indispensable for HL instruction. Evidently, this

applies to different pedagogies and not merely to HL instruction.

The common denominator of successful strategies used to engage Greek HL learners was
that they were aimed at creating safe environments and leveraging the students’ interests, prior
knowledge, and linguistic resources to help them learn. Indeed, all participants agreed that using
Greek, English, and French, that is, using the languages shared by all students and most teachers,

allowed the HL learners to build on their prior knowledge and make new connections relating to
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the learning of Greek. The practice of using one’s full linguistic repertoire, and thus challenging
the norms of monoglossia and the separation of named languages, is called translanguaging
(Garcia & Leiva, 2014). It has been suggested that a distinction can be made between natural and
official translanguaging (Williams, 2012). Natural translanguaging occurs spontaneously when
individuals draw from their full linguistic and communicative repertoires for their everyday
interactions, whereas official translanguaging is connected to explicit strategies used by teachers
to encourage and leverage the use of multiple languages in the classroom. Official translanguaging
is therefore not spontaneous; it is strategically planned by the teachers in order to create
translanguaging spaces, that is, spaces where students feel safe to use multiple languages to engage

with academic material (Garcia & Sylvan, 2011).

Many studies have examined translanguaging in bi/multilingual classrooms, and have
presented its multiple advantages. It has been found that translanguaging pedagogy actively
affirms the learners’ identities (Garcia, et al., 2016), challenges social and linguistic inequalities
and leads to a more equitable education (Garcia, 2009a; Garcia & Kleyn, 2016), balances the power
relations in classrooms (Canagarajah, 2011b), maximizes cognitive benefits and facilitates the
learning of a target language (Creese and Blackledge, 2010; Hornberger & Link 2012; Little &
Kirwan, 2018; Palmer et al., 2014, Seltzer & Collins, 2016; Wei, 2011), and even transforms the

learners’ own views about multilingualism (Garcia, et al., 2016).

However, there has been very little discussion about how translanguaging pedagogy can
advance the field of HLE. The present study showed that there is room for translanguaging in the
HL class, as even teachers influenced by monolingual ideologies recognized its advantages for the
students. The Greek HL teachers explained that despite some Greek programs’ policy that
mandates them to keep the languages separated when teaching Greek, they often use English or
French (or both) in the HL class for tasks such as instruction giving, vocabulary teaching, and
grammar teaching. The teachers also listed the simultaneous use of various languages as a way to
engage students in the HL learning and strengthen their connection to Greek. Aside from using
translanguaging for the aforementioned tasks, the teachers explained that whenever they draw the
learners’ attention to similarities between Greek, English, and French, the students’ engagement
increases and they make connections that help them learn, organize, and consolidate new

knowledge.
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Aside from recognizing the merits of translanguaging in terms of the learners’ receptive
skills, the teachers also noted that translanguaging improves the students’ productive skills in
Greek. The teachers elucidated that when students feel that they are allowed to use Greek alongside
their other languages, they take more risks and put more effort into producing more and longer
phrases in their HL. Teachers thus felt that allowing HL learners to draw on all their linguistic
resources to make meaning and communicate can increase the students’ confidence in using their
HL. These findings suggest that there is merit in strategically using translanguaging in the HL
classroom. There are many strategies that teachers can use to create translanguaging spaces and
affirm their students’ identities. They can model translanguaging themselves, they can allow
students to use all their linguistic resources, they can use culturally relevant and authentic material,
and they can use activities that affirm linguistic pluralism, such as dual books, language
biographies, language portraits, to name a few. A more complete guide for educators interested in
translanguaging pedagogy has been created by Celic and Seltzer (2012/2013) in the context of the
CUNY-NYSIEB project.

Chapter Summary

In this chapter, I reviewed the study’s findings and provided my interpretations of them. I
connected the participants’ perceptions to their ideologies and realities. I closed this chapter by

discussing theoretical, methodological and pedagogical implications of the study.
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Chapter Seven: Concluding Reflections
Chapter Overview

In this chapter, I start with a synopsis of the entire thesis. Following this, I identify limitations of
the inquiry and I provide practical recommendations. I explain how I intend to disseminate the
study’s findings, I provide directions for future research and practice, and I close the thesis with

some final remarks.
Thesis synopsis

In Chapter One, I opened the thesis by situating the study within Heritage Language
Education (HLE) and providing its rationale. I stressed the need to enhance Greek HLE in Canada,
to ensure the intergenerational transmission of the language, and to guard it against language loss.
In the context of Greek HLE in Canada, strengthening the learners’ connection to the HL is crucial
as there are now many Greek HL learners who have minimal knowledge of Greek and whose only
chance to practice it is in the Greek schools (Aravossitas, 2016; Constantinides, 2004; Damanakis,
2010). I explained that the reason why I focused on the greater areas of Montreal and Toronto was
twofold; on the one hand, 80% of people with Greek origin reside in or close to these two
metropolises (Library and Archives Canada, 2016). On the other hand, I wanted to examine
whether Quebec’s tension between French and English affects the perceptions and practices of HL
teachers in Montreal, as opposed to Toronto, where the dominance of English is undeniable
(Statistics Canada, 2016b). Finally, I introduced the guiding questions, I discussed the significance
of the study, and I situated myself in it.

Chapter Two is divided into two sections. In the first section, I focused on HLs and HLE,
and more specifically, I presented the historical context in which they emerged and focused on
debates around HL terminology. I defined HL learners and HL speakers, and presented the
differences between HL, Second Language (SL), and Foreign Language (FL) learners to highlight
the unique characteristics and needs of the former. Next, I focused on language shift, language
maintenance, and the fear of language loss, and finally, I turned to a presentation of Greek HLE in
Canada. In the second section of this chapter, I presented my theoretical positioning; I provided a
selective presentation of post-structural theories that address issues related to identity, language,

and their interplay. I discussed issues related to language ideologies and language socialization
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from a critical sociolinguistics perspective, and I focused on the HL teachers’ role in affirming

their students’ identities.

In Chapter Three, I presented an account of historical developments in qualitative inquiry
to justify my choice of using narrative inquiry for the purposes of this study. I explained the reasons
why I did not opt for one of the other methodological approaches that have been used in similar
studies in the past, such as ethnography or phenomenology. I then described the specific methods
that I used throughout the sessions with the participants, and discussed issues related to ethics,

transcription, and translation.

In Chapter Four, I presented significant findings from the field texts. The findings were
presented narratively, as my aim was to stay as close to the words of the participants as possible,
and to designate the uniqueness of each participant’s voice and views. I separated the chapter into
three sections according to the type of field texts that were generated: field texts on identities, field

texts on attitudes, and field texts on practices.

In Chapter Five, I brought the field texts together by identifying major recurring themes. I
used these themes to address the five sub-questions and the overarching question that guided this
inquiry. The findings pertained to Greek HL teachers’ perceptions about teaching Greek language
and culture, their preferred instructional practices, their attitudes towards learners, and the extent
to which their local educational context affects their perspectives and practices. I identified
similarities and differences in the responses of the participants from the two locations (greater
Montreal area and greater Toronto area), and I analyzed the Greek HL teachers’ understanding of
their identities and their role in affirming Greek HL learners’ identities. I highlighted the influence
of the teachers’ language ideologies on their attitudes towards students and their instructional
practices, and demonstrated how the methods used in this study provided them with an opportunity
for reflection. I ended the chapter by presenting some aspects of Greek HLE that the participants
identified as problematic in light of this study.

In Chapter Six, I reviewed and interpreted the main findings of the inquiry. I focused on
what these findings reveal about the existing problems in Greek HLE in Canada, as well as the
possibilities they open up for its future. Then, I discussed theoretical, methodological, and

pedagogical implications of the study.
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In Chapter Seven, I present a summary of the entire thesis, and I address limitations of the
inquiry. I close the thesis by offering practical recommendations for further directions and by

explaining how I plan to disseminate the findings of the inquiry.
Limitations of the study

While every effort was made to design, conduct, and document a rigorous and transparent
study on Greek HL teachers teaching in the greater Montreal and Toronto areas, some limitations
must be acknowledged. First, it must be recognized that not all contexts of Greek HLE are
represented in this study. My aim was to recruit participants that had experience teaching in diverse
Greek HLE contexts, but I also wanted to have a relatively small number of participants that would
allow me to meet with them several times and gain deep insights into their perspectives. Indeed,
the eight participants of the study have worked or are currently working in seventeen (17) different
Greek schools or programs; eight (8) schools in the greater Montreal area, and nine (9) in the
greater Toronto area. Thirteen (13) of these schools are founded by the respective Greek
Community, whereas the remaining four (4) are founded by major Greek parishes, institutions,
and organizations. Evidently, that excludes many Greek programs, as Aravossitas (2016, p. 242)
estimated that in 2016 there were eighty Greek programs available in Ontario and twenty in
Quebec. I tried to mitigate this limitation by making sure that the participants had had experience
working in different programs and contexts. The seventeen schools where the participants had
worked or were currently working when interviewed, included eight (8) Saturday programs, six

(6) afternoon programs, and three (3) day programs.

A second limitation of the study is the fact that it did not include classroom observations,
which would have allowed me to corroborate the teachers’ descriptions of their attitudes towards
students and their strategies. When designing the study, I concluded that adding classroom
observations would perhaps intimidate some teachers, making them reluctant to participate in the
study. Besides, the aim of the study was to provide Greek HL teachers with an opportunity to
reflect on their identities, attitudes, and instructional practices. I wanted the teachers to actively
participate in the reflecting process and be co-producers of knowledge as opposed to passive
participants. I therefore considered it vital to build trusting relationships with each of the

participants, and create safe environments, where they would not feel that they were being judged
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or evaluated, but would rather feel that they were invited to self-reflect and be open about both

their successes and their missteps.

Finally, while this study is centered on Greek HLE in the greater Montreal and Toronto
areas, it does not include the voices of the most important stakeholders; the Greek HL learners
themselves. In Chapter One, I explained that the reason why I chose to focus on Greek HL teachers
is because I align myself with researchers who have argued that the teachers’ attitudes and
practices can either inspire learners or alienate them from the educational process (Blommaert,
2010; Pavlenko, 2003; Tsui, 2007; Varghese et al., 2005). I therefore believe that the first step in
enhancing Greek HLE necessitates the teachers’ self-reflection. I believe that by reflecting on their
ideologies, their attitudes towards al// their students, and their instructional practices, Greek HL
teachers will be able to make informed decisions aimed at improving their teaching and the
students’ learning experiences. | also believe that by asking teachers to identify potential
limitations of their teaching in particular, and Greek HLE in general, interested parties, such as
other teachers, school administration, the Greek Communities, parishes, organizations, and policy
makers, will be able to assist in this mission, in meaningful and targeted ways. At the same time,
however, it must be acknowledged that the next logical step would be to design and conduct a
similar study focused on Greek HL learners. Indeed, one cannot assume one has a complete picture
of an educational context if one does not hear the perspectives of the students, who are at the core
of HLE. Next, an emphasis on the perspective of the students’ families and school administration
would help create a more complete picture of Greek HLE in the greater Montreal and Toronto

areas.
Further directions

In this section, I discuss future steps based on this research. First, [ offer practical recommendations
for initiatives that can help improve Greek HLE, based on the teachers’ self-reflections. Next, |
focus on future research that can further assist in the identification of challenges in Greek HLE

and their potential solutions.
Practical recommendations

Not surprisingly, the main differences in the perceptions of Greek HL teachers teaching in
the greater areas of Montreal and Toronto were found to be related to the different linguistic and

political landscapes of the two locations. The officially established dominance of French in Quebec
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has led to the creation of trilingual (French -Greek -English) day schools, where French is by and
large the language that receives most hours of instruction. Both the teachers and the learners
recognize French as a significant bulwark for them, and have opportunities to use the language
along with English and Greek, in the Greek day and supplementary programs. Some tensions
related to the separate use and teaching of the three languages were identified. On the other hand,
the undeniable dominance of English in Ontario has led Greek HL teachers and learners to use
English -and Greek- almost exclusively in the Greek schools. It has even led students to question
the need to learn and use not only French, but also any language other than English. In short, it has

affected their view of multilingualism.

The teachers from both locations admitted they find the use of multiple languages in the
HL classroom beneficial for students and stressed that this practice helps learners make
connections and consolidate knowledge. It also reduces their language anxiety, and thus increases
their engagement and risk-taking in the HL class. Indeed, translanguaging has been associated with
the aforementioned advantages, and it is also considered as a way to empower students who feel
at a disadvantage due to their limited language abilities. I believe that Greek HL teachers would
greatly benefit from receiving training targeted to the ways they and their students use languages
in the HL class. Teacher training in translanguaging pedagogy would help them understand its full
potential. Instead of using translanguaging merely for specific tasks such as instruction-giving or
vocabulary and grammar teaching, the teachers would learn that leveraging the students’ linguistic
resources can help affirm their identities as HL learners and even transform their views about
multilingualism in general. While listing the advantages of learning new languages can motivate
some students, actively embracing this stance towards multilingualism and encouraging learners
to use their languages as resources for their HL learning is more likely to affect the students’

attitudes towards all the languages that make up their linguistic repertoires.

Greek HL teachers are not wrong in wanting to expose their students to as much Greek as
possible. Indeed, Greek HL learners would benefit from more exposure to their HL, both at school
and at home. The one thing that Greek HL teachers seem to neglect is that getting students to
produce speech, both oral and written, is equally important to exposing them to the target language.
In short, the learners’ output is equally as important as the input they get (Swain, 2000). Therefore,

I truly believe that all Greek HL teachers would benefit from seminars or workshops focused on
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familiarizing them with the basic concepts of translanguaging, and giving them the opportunity to

try out different translanguaging resources and adapt them for their HL classes.

Despite the different ways in which Canada’s two official languages influence the
participants and their teaching, it became apparent over the course of the study that Greek HL
teachers in the greater Montreal and Toronto areas have similar perceptions about their role as HL
teachers, and face similar challenges in their effort to enhance Greek HL learners’ connection to
their HL. All eight participants were adamant about the fact that their role is not limited to teaching
Greek to HL learners. They all found that it was their moral responsibility to find ways to inspire
their students and help them become passionate about learning and preserving their HL. They
viewed themselves as role models for their students, and even set as their goal to inspire them to
participate in communities, groups, and events that promote the Greek language and culture. In
short, the Greek HL teachers in the two locations appeared to be driven by the same motives, and
the similarities in their perspectives far outweighed the differences. Since research has shown that
after the third generation, HL speakers tend to identify with and speak solely the dominant
language(s) of the host country (Campbell & Christian, 2003; Valdés, 2001), bringing together the
various Greek communities in Canada is now more important than ever. Co-organizing cultural
events, using video conferencing to virtually travel to other Canadian regions where Greek HLE
thrives, collaborating on projects that promote Greek language and culture, and making actual trips
to other regions of Canada to experience how Greeks celebrate their heritage in different places
are only a few of the possible initiatives that can unite HL teachers and learners, and enhance

Greek HLE.

Equally important to the effort to combine the forces of the various Greek communities in
Canada, is to invest in the professional development of every Greek HL teacher. Based on this
study’s findings, it becomes evident that different types of Greek HL teachers require different
kinds of training. Greek-born HL teachers require training on the particularities of the educational
context in Canada and the Greek schools’ policies and operational models. They also need to be
informed about potential differences in the Greek and Canadian educational systems, and they
must be introduced to the educational material that is used in each program. Canadian-born
teachers may benefit more from training focused on language. All Greek HL teachers, but

particularly those who do not have a background in pedagogical studies, will benefit from training
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on the various approaches to language teaching and on managing crises or potential conflicts in

the HL class.

Similarly, all teachers must receive training on how to approach different types of Greek
HL learners. As years progress, and we move from one generation of Greek-Canadians to the next,
the profiles of Greek HL learners will undoubtedly become more diverse. Instead of fixating on
the supposedly ideal native speaker, Greek HL teachers must receive training on interacting with
students from different backgrounds and with different needs. Such seminars can be excellent
supplements to the seminars on translanguaging, as teachers will realize that not only do they need
to employ different strategies to win over all their students, but they can also help use the students’
different experiences and knowledges as resources for their HL learning. It is important that such
seminars/training programs be accessible to all Greek HL teachers, as they appeared to face similar
challenges, and all stated that there is a great need for professional development and training

programs.

Additionally, the Greek HL teachers raised some issues related to the teaching material
they have at their disposal. They argued that the textbooks they use are sometimes aimed at Greek
native speakers, sometimes they are aimed at learners who take up Greek as a Second or Foreign
Language, sometimes they are outdated, and sometimes they are too dense and do not allow for
much flexibility in the HL teaching. What became evident was that there is a need for textbooks
and teaching material specifically aimed at the learners’ realities, backgrounds, and pace.
Aravossitas (2016) explained that steps in this direction are being taken, which is very fortunate,
as materials that are more appropriate for the needs of HL learners will undoubtedly help both
them and the Greek HL teachers. Similarly, online resources and teacher training on their use

would further improve the quality of Greek HLE.

Furthermore, the teachers expressed a major concern; Greek programs do not have the
resources to offer personalized instruction to students, and the teachers must make time from their
own personal free time to assist Greek HL learners who struggle. They noted that when the already
hard task of learning an HL is coupled with a type of learning difficulty, attending Greek school
can seem overwhelming to HL learners. The participants themselves explained that the majority
of Greek HL teachers do not have a background in special education, and argued that receiving

training on identifying and assisting students with learning difficulties is of paramount importance.
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This would indeed be very valuable for Greek HL teachers, and it would undoubtedly improve the

learning experience of students with learning difficulties.

However, the teachers argued that learners with learning difficulties are not the only ones
who would benefit from personalized assistance. They explained that some students have minimal
knowledge of Greek when they enter the Greek programs, and placing them in the right class can
be a challenge. On the one hand, their language abilities can be much more limited when compared
to other same-aged learners, but on the other hand, if you place them in a class with students much
younger than them, you run the risk of hurting their social life at school. The participants teaching
in the greater Toronto area noted that the Greek Community of Toronto has created a cram school
for students who have no knowledge of Greek whatsoever, which serves as a welcome class where
students can spend a year learning the basics of Greek, before being placed in one of the regular
Greek school’s classes. The problem, as was identified by the teachers themselves, is that
sometimes even this one-year period is not enough for students to reach a level close to that of

other same-aged Greek HL learners.

Personally, I find the initiative of creating a cram school to introduce Greek HL learners to
the basics of the language an excellent initiative, which can mitigate, at least to some extent, the
discrepancy between the learners’ levels. I argue that such an initiative could be optimized by
combining it with Individual Education Planning (IEP). IEP is an educational tool used to assist in
individualized ways students facing learning difficulties or handicaps, or requiring support in terms
of their social, cognitive, or behavioral skills. This tool is co-created by teachers, parents, and the
learners themselves, who all work together as a team to identify the student’s specific needs, and
come up with a plan to accommodate them. The individualized plan usually includes goals for
specific subject areas (such as language arts, history etc.) or specific domains (such as behavioral,
social, academic skills etc.) for the duration of the entire school year (Government of Ontario,
2004; Gouvernement du Québec, 2004). The student’s progress is reviewed throughout the year
based on the goals indicated in the IEP, interventions are agreed upon when necessary, and in the

end of the year, a new IEP is developed for the subsequent year.

IEPs are largely used in schools across Canada, including schools in the greater Montreal
and Toronto areas, but have not been introduced in the Greek HL programs. I find that this would

be particularly beneficial for Greek HL learners changing classes or even programs, as it could
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normalize the students’ transition from one grade/program to the next, and inform the teachers
early on about the students’ particular needs, and what measures have been taken to address them.
Evidently, IEPs also promote parent engagement in the educational process, which, according to
all participants, can play a vital role in the learners’ motivation to learn. I therefore believe that
Greek HL teachers require training not only on identifying and working closely with students with

learning difficulties, but also on how to co-create and assess IEPs to further help their students.
Dissemination of research findings

In the coming months and years, I intend to work hard on disseminating the findings of the
present study, by presenting in academic conferences, publishing in academic journals, and
eventually transforming my thesis into a book manuscript. I also intend to prepare and deliver
workshops aimed at Greek HL teachers, on translanguaging pedagogy and how translanguaging
materials can be utilized in HL classes to advance the students’ learning. In addition, I look forward
to working with community and academic partners to raise awareness about the challenges of
Greek HLE in Canada, and identify and implement potential solutions.

I believe that it is essential to identify and document problem areas and propose specific,
feasible, and targeted solutions for them. While the ever increasing number of HL speakers in
Canada (Canada Statistics, 2016c¢) and the numerous studies on the sociocultural (Brinton et al.,
2008; Cho, 2000; Cho & Krashen, 1998; Cho et al., 1997; Crawford, 2000; Polinsky & Kagan,
2007), psychological (Garcia, 1985; Lee & Oxelson, 2006; Murillo & Smith, 2011; Tse, 1997;
Wright et al., 2000), cognitive (Brecht & Ingold, 2002; Chu, 2011; Cummins, 2007; Cummins,
2014a; Hakuta, 2011; Mohanty, 1990; Nocus et al., 2012) and economic (Krashen, 1998; Lee &
Oxelson, 2006; Wang, 2009) benefits of learning one’s HL currently strengthen the negotiating
positions of minority communities in Canada, there is always the issue of who will get the extra
funding, and based on what criteria (Cantle, 2013). I am convinced that having a plan based on the
Greek communities’ specific needs and suggesting targeted ways to accommodate these needs,

will make a stronger case for the respective communities.
Future research
I believe that building on the foundation laid by this research study, numerous further

research projects could be developed. Such inquiries can focus on the HL learners’ perspectives,

the views and expectations of the learners’ families, as well as the views of school staff and
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community leaders. Such projects will shed light on the expectations of each group from the other
stakeholders, as well as their realities, needs, and concerns, and most importantly, on ways in
which all these stakeholders can be brought together to preserve their heritage. Bridging potential
gaps among the various stakeholders and getting everyone to work together for the enhancement
of Greek HLE is essential. On the one hand, using the already existing community assets and
combining the forces of all interested parties will undoubtedly help support the various Greek
Communities and overcome some of their current challenges. On the other hand, documenting the
Greek HL speakers’ realities and identifying their specific needs that require targeted provincial
and support will help create a stronger case for Greek communities in their push for more

recognition and funding.

In addition, I find that the present study can lend itself to a longitudinal design. It would be
interesting to examine whether the Greek HL teachers’ ideologies, attitudes towards students, and
instructional practices would be affected after receiving training on using translanguaging material
in the HL class, identifying and working with learning difficulties, creating IEPs, learning how to
use new technologies, as well as after receiving training aimed at the teachers’ and learners’
various profiles. Of course, such a design presupposes that Greek HL teachers across Canada will
all have access to professional development programs aimed at improving Greek HLE. Steps
towards this direction have already been taken by the Hellenic Heritage Foundation (HHF) and
York University. One can only hope that more institutions will see the value of investing in Greek

HLE in targeted ways.

It must be highlighted that other foundations and donors choose to provide their support in
different ways, such as by helping graduate students of Greek residency and/or citizenship who
study in Canada, and by promoting the collaboration of Greek and Canadian universities. In
particular, the Stavros S. Niarchos Foundation supports students of Greek residency studying at
McGill University, University of Ottawa, Simon Fraser University, York University, or
I’Université de Montréal. These fellowships were created in celebration of the 70th anniversary of
Canada-Greece Relations (SNF, 2013). Another foundation, the Hellenic Scholarships
Foundation, supports students of Greek origin who study in one of Quebec’s higher education
institutions. Similarly, students in the Hellenic Studies Department of Simon Fraser University can

receive support from the Hellenic Canadian Congress of British Columbia and other donors. There
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are also partnerships between Canadian and Greek universities for summer study abroad programs.
For example, York University has collaborated with College Year in Athens, the University of
Calgary with the Technical University of Crete, and McGill University with the International
Hellenic University in Thessaloniki (Government of Canada, 2019). All these initiatives are highly

valuable, and essential for the preservation of excellent Greek-Canadian relations.
Closing Remarks

I began this thesis by making reference to Canada’s multiculturalism and multilingualism,
and I now want to come full circle and return to these two pillars of Canadian identity. Canada
identifies as a multicultural country and officially recognizes the cultural contributions of diverse
ethnic groups, while it also “recognize[s] and promote[s] the understanding that multiculturalism
reflects the cultural and racial diversity of Canadian society and acknowledges the freedom of all
members of Canadian society to preserve, enhance and share their cultural heritage” (Canadian
Multiculturalism Act, 3.1.a). Despite this official recognition, and in the absence of specific
legislation regarding to funding, most HL programs largely depend on local communities and
institutional interests. I believe that minority communities’ claims for better financial support and
recognition from the Canadian provinces constitute a legitimate and rightful purpose. The steep
rise of non-official language native speakers in Canada (Statistics Canada, 2016c) renders the

investment in HL programs a necessity.

Similarly, even though the ongoing financial crisis in Greece limits the country’s ability to
financially support Greek HLE in Canada, I believe that the home country has a moral obligation
to find ways to cater for the preservation of Greek language and culture in the diaspora. This
support could take the form of the secondment of teachers from Greece to Canada, the provision
of teaching materials, the financial support, and the coordination of exchange or study abroad
programs. Finally, I want to end this thesis on a positive note. I remain optimistic for the future of
Greek HLE in Canada, as the participants of this study and my own experiences as a Greek HL
teacher in Canada attest to Greeks’ deep love for their home country. With limited means, they
have created well-organized Greek Communities and they are deeply concerned about the
intergenerational transmission of their language and culture. While the goal of preserving the

Greek language and culture in the diaspora after the third and fourth generations is undoubtedly
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challenging, I believe that it can be achieved if the various Greek Communities come together and

collaborate towards this goal. As the Greek Nobel prize laureate poet, Odysseus Elytis, states,

«Ed&v amoovvOéoeic v EALGSa, 610 TEA0C Bal €IS VoL GOV amopévouy pia eMd, Eva

apméM Kt éva kopdpt. TTov onuaivel: pe dAha tés0 TV EAVAPTIAYVELS»

“If you deconstruct Greece, you will in the end see an olive tree, a grapevine, and a boat

remain. That is, with as much, you reconstruct her.”
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Appendices

Appendix A - Letter to gatekeepers

Subject: Assistance in recruiting Greek language teachers for a research study

Dear ,

My name is Emmanouela Tisizi and I am a PhD candidate at McGill University (Department of
Integrated Studies in Education). With the present letter, I would like to request your assistance in
recruiting Greek language teachers for a research study. The title of the study is Exploring Heritage
Language (HL) teachers’ identities and their perceptions about HL pedagogy: a narrative study
of Greek HL teachers in Montreal and Toronto. The study examines how Greek teachers teaching
in the greater Montreal or Toronto areas self-identify, what pedagogical strategies they use, and
which is their relationship with their students.

Should you agree to help me recruit research participants, all you have to do is forward the two
attached documents to the Greek teachers working at your school. The first document is a
recruitment flyer that describes the research study and the second document is an Information
Sheet that teachers who wish to participate in the study are requested to fill out and send to my
email address - emmanouela.tisizi@mail.mcgill.ca.

Once the teachers have expressed an interest in participating in the study, I will contact them and
schedule three meetings with them. The research will NOT take place on school grounds or during
school hours. Data will be collected during participants’ own free time at specified locations away
from schools. Participation will be confidential. A 50$ honorarium will be given to participants
for their contribution and time.

Please contact me if you would like further details.
Thank you.

Sincerely yours,
Emmanouela Tisizi
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Appendix Al - Letter to gatekeepers (Greek translation)

Odua: Avalntnon SaoKkIA®mV EAANVIKMV Y10, GUUETOYT GE EpELVOL

Ayommtém ,

Ovoudlopor Emmanouela Tiwoiln xot eipon vroynelo dwdktwp oto movemomuo McGill
(Department of Integrated Studies in Education). Mg to mapév prvopa 8o 16k va (ntiom v
Bonbeld cag oy avedpeon SacKAA®V EAANVIK®OV Yo pia Epevva. O TitAog TG £pevvog lval o
e&ne: (E&)epevvavtag Tig TonTOTHTES TV EKTALOEDTIKDV KO TIG OVTIANWELS TOVS Y10, TV YAWOOIKN
KApOvVOULA.: tio UEAETH AQNYNTEDY OQTKALWV EALNVIK®V aTo Movipeal kai to Topovro. H pelétn
avt &&etalel Tovg TPOMOVE UE TOLG OMOIOVG EKTMALOEVTIKOL TTOV JOACKOVY EAANVIKG OTIG
evpiTEPES TEPLOYES YOPW amd T0 Movipeah kot to Topdvto avtomposdiopilovral, Kabndg emiong
Kol TIG HEBOOOVC KOl GTPATNYIKEG TOL YPNOUOTOOVY, KOl TIS OYECELS EUMTIGTOGVVNG TOL
avanTOGGOLVV LE TOVS LOONTEC.

Edv Beloete va fondnocete oty avevpeon dackdriwv mov Ba propodcav va Adfovv pépog otnv
épevva, T0 LOVO TTOL YPELGleTal v KAVETE Eival VoL TPOWONGETE Ta SVO EMGLVOTTOUEVO EYYPAPOL
0TOVG OOOKAAOVG HE TOVG omoiovg cuvvepydaleote. To mpdto £yypago givor pio ayyehio mwov
TEPLYPAPEL AETTOUEPDG TNV EPELVA KOl TO dEVTEPO £YYPaPO lvar £va GHVTOUO EPMOTNUATOAOYIO
70 071010 01 dACKOAOL TOL EMOVHOVY VO GUUUETEXOVV GTIV EPELVO, KAAOVVTOL VO, GUUTANPDOCOVY
Kot vo oteilovv oty €ENG Nhektpovikn dievbuvon: emmanouela.tisizi@mail.mcgill.ca.

MO o1 ddoKarol EKPPAGOLV TNV emtBLi0 TOVS Va AdBovv LEPOG otV £peuva, Ba ETKOIVOVIO®
pali Toug kan Ba opicovpe Tpelg cuvavtnoelg pe tov kabéva. H épeuva AEN Ba Adfet yopa otig
gyKataotacels Tov oyoieiov koaw AEN Ba AdPet ydpa Katd T1g dpeg Aettovpyiog Tov oyoieiov. H
GUUUETOY] TOV OUCKAA®V 00 €lval EPTIGTEVTIKI] KOt 1] TOVTOTNTA TOLG Ogv Bal amokoAvEOEL.
¥10 TéA0C NG TPiTNG cLVAVTNONG, 0 KGOE cvpuetéywv Oa Adfet TiunTikn apoPn 508 yia tov ypdvo
KOLL T1) GUULULETOYY] TOV.

Edv emBopeite va pabete mepiocotepeg mANPOQOPIES Yo TNV EPELVA, TOPAKOAD LT SIGTACETE VA
emkowvmvnoete pall Hov.

20G EVYAPIOT® TOAD,

Emmanouela Tioiln
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Appendix B - Recruitment Flyer

McGill University
RECRUITMENT FLYER

FOR THE RESEARCH PROJECT ENTITLED:

Exploring Heritage Language (HL) teachers’ identities and their perceptions about HL
pedagogy: a narrative study of Greek HL teachers in Montreal and Toronto.

PRINCIPAL INVESTIGATOR:
Emmanouela Tisizi
PhD Candidate
Department of Integrated Studies in Education
McGill University
(514) 812-4408
emmanouela.tisizi@mail.mcgill.ca

CO-SUPERVISORS:

Dr. Caroline Riches Dr. Mela Sarkar
Department of Integrated Studies in Education Department of Integrated Studies in
Education

McGill University McGill University
caroline.riches@mcgill.ca mela.sarkar@mcgill.ca
(514) 398-4527 Ext. 00539 (514) 398-4527

RESEARCH PARTICIPANTS NEEDED FOR A STUDY ON GREEK TEACHERS TEACHING
IN MONTREAL AND TORONTO

Emmanouela Tisizi, a PhD Candidate at McGill University (Department of Integrated Studies in
Education), is seeking research participants for a study that examines how Greek teachers teaching
in Montreal or Toronto, self-identify, what pedagogical strategies they use, and which is their
relationship with their students.

This project is timely and greatly needed. As the population of Greeks in Montreal and Toronto is
ever increasing, Greek teachers teaching in these two areas must be aware of the unique needs and
realities of the new generations of Greeks. This study seeks to examine the strategies that teachers
use to make all students feel they belong. How do teachers help students develop a sense of
identity? How do teachers help students develop a connection to the Greek language and culture?
How do teachers position themselves towards students? Finally, how do teachers’ attitudes impact
students?
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Eight (8) participants are needed; four (4) from the Greater Montreal area and four (4) from the
Greater Toronto area. The participants must be Greek teachers teaching in one of Montreal or
Toronto’s Greek schools, either mainstream or supplementary.

If you wish to participate in the study please fill out the attached Information Sheet and send it to
the following email address: emmanouela.tisizi@mail.mcgill.ca. The information that you will
provide will help the principal investigator ensure that teachers working in various settings (daily
classes, Saturday classes, afternoon programs, other supplementary programs etc.) are all
represented in the study. If you are not selected for the main study, your data will be destroyed and
not used at all. If you are selected for the main study, I will contact you and schedule three meetings
with you. Each session will involve a commitment of about 1.20-2 hours, during which you will
be asked to participate in an oral interview, complete two written tasks and create some artwork.
No background in art is required.

Your feedback and time are greatly valued and you will be compensated with a $50 honorarium.

Important: In accordance with McGill University’s research ethics guidelines, participants will
sign a consent form guaranteeing their anonymity and confidentiality of the data.

For further information, please contact Emmanouela Tisizi, the research project’s principal
investigator. Please send her an email at emmanouela.tisizi@mail.mcgill.ca. You can also reach
her by phone at 5148124408.



mailto:emmanouela.tisizi@mail.mcgill.ca
mailto:emmanouela.tisizi@mail.mcgill.ca

305

Appendix B1 - Recruitment Flyer (Greek translation)

McGill University
ATTEAIA TIA THN EPEYNA ME TITAO:

(ES)epevvavTag TiS TAVTOTHTES TOV EKTALOEVTIKMY KOl TIS AVTIANWYELS TOVGS YId.
TV PAWGCGCIKY KANPOVOULD: HIG HEAETY APNYIOEDY OUACKAAWY ELANVIKQDY GTO
Movzpeal ka1 to Topovro

PRINCIPAL INVESTIGATOR:
Emmanouela Tisizi
PhD Candidate
Department of Integrated Studies in Education
McG:ill University
(514) 812-4408
emmanouela.tisizi@mail.mcgill.ca

CO-SUPERVISORS:

Dr. Caroline Riches Dr. Mela Sarkar
Department of Integrated Studies in Education Department of Integrated Studies in
Education

McGill University McGill University
caroline.riches@mcgill.ca mela.sarkar@mcgill.ca
(514) 398-4527 Ext. 00539 (514) 398-4527

ZHTOYNTAI AAXKAAOI EAAHNIKQN ITOY AIAAXKOYN XTIX ITIEPIOXEX TOY
MONTPEAA KAI TOY TOPONTO I'TA XYMMETOXH XE EPEYNA

H vroyneua dwdktop Emmanouela Tioiln (ravemotiuo McGill - Department of Integrated
Studies in Education) avaintd coppetéyoveg yio tnv épevva e H épguva avtn e€etaletl Toug
TPOTOVG LLE TOVG OTOTIOVG EKTALOEVTIKOTL TOV JOAGKOVY EAANVIKA OTIS EVPVTEPES TEPLOYES YOP®
and 1o Movipeod kot to Topdvto avtompocdiopilovrol, Kabmg emiong Kot Tic pefdoovg Kot
OTPATNYIKES TOL YPNGUYLOTOLOVV, KoL TIG GYECELS EUTIGTOGVVIG TTOV OVOTTOGCOVV LE TOVG PN TEG
TOVG.

[Ipdxerran yo pio Epgvva mov pmopei va fondncet WiTépms, apod o TAnbvouog Twv EAA vy
1660 610 Movipear 660 Kot 610 Topdvto givarl cuvedg aVEAVOUEVOC, KOt 01 dAGKOAOL EAANVIK®V
KOAOVOVTOL VoL AABOVY VITOWT TOVS TIS avayKes TV VE®V yevidv EAAvav. H épguva avtn ydyvet
anavtnoelg o€ kaiplo epotnuata. [Iog fondodv ot ddokaror EAMANVIKOV TOvg LaBNTEG TOVG Vo
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avamtHEovy v aicOnon g tavtdtrag; [Iog fonbovv ot ddokarot ELANVIKGV TOVS LabNTEG TOVG
Vo ovOTTOEOLV Evay 1oYLPO OEGUO LE TNV EAANVIKY YADMGGW Kol ToV EAMANVIKO ToAlTiopd; TTotog
etvar 0 poOAog TV daoKAA®Y amévavtt 6Tovg pabntég toug; Kat télog, Tt avtiktumo umopei va
€XOVV 01 EMAOYEG TOV SUOKAAMY GTOVG LOONTEG;

Mo tig avdykeg g épevvog, avalntovvtol okTd (8) ddoKaAol EAANVIKGV -Técoepels (4) amd v
eupLTEPT TTEPLOYN TOL MOvTpead Kot téooepels (4) amd v gupvtepn meployn Tov Topdvto. Ot
CUUUETEYOVTEG TTPEMEL VAL £ivail dACKOAOL EAANVIKAOV Kot VO S10ACKOVY GE €val amd To EAANVIKG
KaOnuepvd oyoAeio N o€ Eva amd TOL EAANVIKA TPOYPELUOTO GUUTATPOUOTIKNG EKTAIOELONG.

Edv elote ddoKoAog €AMVIKOV Kot €MBVUEITE VO CUUUETEYETE OTNV £PELVA, TOPUKAUA®D
CUUTANPOOCTE TO EMICLVOTTOUEVO EPOTNUATOAOYI0 Ko oteidte Tto otnv €8N MAEKTPOVIKN
devBvvon: emmanouela.tisizi@mail.mcgill.ca. Ot mAnpogopiegc mov Bo popaocteite Oa
Bonbnoovv v kvupla epguvnTpla va Pefoimbel Twg vTdpPYoOLY GLUUETEYOVTES OMO LOPOPETIKEG
TEPLOYEG Kol OOPOPETIKA Tpoypdupato dwackorMag eAinvikov. Edv dev emideyeite ya
GLUUETOYN OTNV KVPLoL £pgvva, T dedopéva cag Ba kataoTpapovv Kot ogv Ba ypnoyorotndodv
kaBolov. Eav emideyeite yio cvoppetoyn otnv Kopla épevva, Bo emkowvovicn pali cog kot Ha
opicovpe Tpelg cuvavTNoELs, otdpketag 1.30-2 wpav. Ltig cuvavtioelg avtég, Ba cog {noel va
CUUUETEYETE GE P TPOPOPIKT] GLUVEVTEVEN, VO, GUVTAEETE OLO YPATTA KEIUEVO, KOl VO, OTIOEETE
Kamola ONUoLPYIKA TopTpaito Kot dtoyplppote. XTnv €pevuva UTOopel Vo GUUUETEYEL KAOE
dAaoKaAOG - dev ypetdletar va £xete KAmolo VTOPabpo oTig TEXVEG.

H émoyn kot n svppetoyn oog eKTILOVTOL WOaiTEPQ, Kot Yo avTd T0 AdY0 0 KABe cuppetéymy Oa
MaBet TyumTiky apoPn $50.

IIpocoyn! Xdpewva pe tovg Kovoviopovg tov mavemotnuiov McGill, ov cvppetéyoviec Oa
vroypAyoLV pia eoppa wov Ba eyyvdTon TV aveovupio Tovg, Kafmg Kol TV EUTICTEVTIKOTNTA
OGOV LOPAGTOVV.

Edv emBopeite va pabete mepiocdtepeg mANPOQOPIES Yo TNV EPELVA, TOPAKOAD LT SIGTACETE VA
EMIKOLVOVNGETE pe v KOpwL  EPELVITPLO OV MAEKTPOVIKN devBuvvon
emmanouela.tisizi@mail.mcgill.ca 1} 6to TMAépwvo 5148124408.
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Appendix C - Information Sheet

McGill University
INFORMATION SHEET

FOR THE RESEARCH PROJECT ENTITLED:

Exploring Heritage Language (HL) teachers’ identities and their perceptions about HL
pedagogy: a narrative study of Greek HL teachers in Montreal and Toronto.

PRINCIPAL INVESTIGATOR:
Emmanouela Tisizi
PhD Candidate
Department of Integrated Studies in Education
McG:ill University
(514) 812-4408
emmanouela.tisizi@mail.mcgill.ca

CO-SUPERVISORS:

Dr. Caroline Riches Dr. Mela Sarkar
Department of Integrated Studies in Education Department of Integrated Studies in
Education

McGill University McGill University
caroline.riches@mcgill.ca mela.sarkar@mcgill.ca
(514) 398-4527 Ext. 00539 (514) 398-4527

Information sheet

Age:

Gender:

Place of Birth:

Number of years in Canada:

Number of years teaching at Greek schools in Canada:
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Name of the Greek school you work at:

Mother tongue:

Official language (English/French) spoken best:

Language most spoken at home:

Language most spoken at work:

Degree:

Certified or non-certified to teach in Canada (either in Ontario or Quebec)? :

If you wish to be contacted in order to participate in the next part of the research please
provide your email address:

IMPORTANT: If you wish to participate in the research study, please fill out this
Information Sheet and send it via email to the following address:
emmanouela.tisizi@mail. mcgill.ca.
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Appendix C1 - Information Sheet (Greek translation)

McGill University
EPQTHMATOAOIIO

I'TA THN EPEYNA ME TITAO:

(ES)epevvavTag TIS TAVTOTHTES TOV EKTAIOEVTIKMY KOl TIS AVTIANWELS TOVGS VI,
TNV PAWCGIKY KANPOVOULD: IO HEAETY APNYNOEMY OUCKAAWY ELLNVIKDY GTO
Movztpeal kar to Topovro

PRINCIPAL INVESTIGATOR:
Emmanouela Tisizi
PhD Candidate
Department of Integrated Studies in Education
McG:ill University
(514) 812-4408
emmanouela.tisizi@mail.mcgill.ca

CO-SUPERVISORS:

Dr. Caroline Riches Dr. Mela Sarkar
Department of Integrated Studies in Education Department of Integrated Studies in
Education

McGill University McGill University
caroline.riches@mcgill.ca mela.sarkar@mcgill.ca
(514) 398-4527 Ext. 00539 (514) 398-4527
EPQTHMATOAOI'TO
Hlkio:
®vio:
Toénog I'évvnong:

AprOpog etov otov Kavada:

Epnewio oto erinvikd oyoieio Tov Kavaod (étn):
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‘Ovopa oyoieiov mov gpyalecOe:

Mntpwkn] YA®ooo:

Exmionun yA®ooa mov opieite pe peyorvtepn aveon (Ayymkd/T'arikd):
I'h®oca Tov ypnopomorlEite 610 omiTL:

I'h®oca oV YPNONOTOIEITE GTO YOPO EPYACIAS GUC:

IItvyio:

"Eyete motomoinon ddackariog (Yo gpyacio 6to Ovrapro 1) To Kepnék);

Edav emOuopeite va emkowvoviioel poli 6og 1 KOPLO EPELVIITPLY, OGTE VU CUUNETEYETE GTO
ETONEVO NEPOS TNG EPEVVIG, TOPUKOAD CNUELDOGTE TNV NAEKTPOVIKI] 60 o1evhuvvon:

HNPOXOXH: Eav emBupeite vo. cOPPETEXETE 6TO EMOPEVO PEPOS TNG EPEVVOGS, TUPUKUAD
COUTANPOOTE TO EPOTNUATOAOYI0 KoL OTEIATE TO O©TNV MNAEKTPOVIKN SigvBuvon:
emmanouela.tisizi@mail. mcgill.ca.
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Appendix D - Data Research Sheet, Session 1

McGill University
DATA RESEARCH SHEET

FOR THE RESEARCH PROJECT ENTITLED:

Exploring Heritage Language (HL) teachers’ identities and their perceptions about HL
pedagogy: a narrative study of Greek HL teachers in Montreal and Toronto.

PRINCIPAL INVESTIGATOR:
Emmanouela Tisizi
PhD Candidate
Department of Integrated Studies in Education
McG:ill University
(514) 812-4408
emmanouela.tisizi@mail.mcgill.ca

CO-SUPERVISORS:

Dr. Caroline Riches Dr. Mela Sarkar
Department of Integrated Studies in Education Department of Integrated Studies in
Education

McGill University McGill University
caroline.riches@mcgill.ca mela.sarkar@mcgill.ca
(514) 398-4527 Ext. 00539 (514) 398-4527

Session 1

Task I - Create your Language Portrait
Instructions:

1. Draw an outline of yourself.

2. Fill in the picture of yourself with different color markers to represent the languages you
speak (or want to speak).

3. When you’re done, you’ll share your picture and reflect on why you placed certain
languages in certain parts of your body.
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Task II - Create your Students’ Language Portrait
Instructions:

1. Draw an outline of the average Greek student (do not refer to a specific student -do NOT
name the student).

2. Fill in the picture of the student with different color markers to represent the languages
they speak.

3. When you’re done, you’ll share your picture and reflect on why you placed certain
languages in certain parts of the student’s body.

Task III -Written task / Scenario

Instructions: Try to answer the following question as fully as possible. Extra paper has also been
provided so that you may structure your thoughts on them, if you so choose to, before writing your
answer.

Scenario: One of your students refuses to participate in class, does not do the assigned homework,
and generally appears to be disengaged. When confronted about their behavior, the student states
that they only attend Greek school because they are forced to do so by their parents, and after they
finish school, Greek will not be useful to them as opposed to English or French. How do you react?

Task IV -Oral Discussion
Draft Interview Guides
1. How would you react to the aforementioned scenario?
2. Do you think that students are generally motivated to learn Greek?
3. Are there any courses that students appear to prefer? Why do you think they prefer
these courses?
Compared to the other languages they speak, how strong is the students’ Greek?
Do you think that so-called weaker students can feel marginalized?
How do you feel about using multiple languages in the classroom?
Are there any circumstances under which using multiple languages in the classroom
is not appropriate?
Do you think that the students will use Greek after they graduate?
Do you think that Greek will be useful to them in the future?
10. Do you think that it is necessary for Greek Canadians to learn Greek? Why/Why
not?

Nowe

O
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Appendix D1 - Data Research Sheet, Session 1 (Greek translation)

McGill University
®YAAO EPTAZIAX

I'TA THN EPEYNA ME TITAO:

(ES)epevvavTag TiS TAVTOTHTES TOV EKTAIOEVTIKMY KOl TIS AVTIANWYELS TOVGS YId.
TNV YAWGCGCIKY KANPOVOULD: IO HEAETY APNYNOEDY OUCKAAWY ELLNVIKDY GTO
Movztpeal kar to Topovro

PRINCIPAL INVESTIGATOR:
Emmanouela Tisizi
PhD Candidate
Department of Integrated Studies in Education
McG:ill University
(514) 812-4408
emmanouela.tisizi@mail.mcgill.ca

CO-SUPERVISORS:

Dr. Caroline Riches Dr. Mela Sarkar
Department of Integrated Studies in Education Department of Integrated Studies in
Education

McGill University McGill University
caroline.riches@mcgill.ca mela.sarkar@mcgill.ca
(514) 398-4527 Ext. 00539 (514) 398-4527

IIpmtn Xvvavinon

Aoknon 1 -Anpuovpynoe 10 'hwoowko Moptpairo cov
Odnyiec:
1. Zoypdoioe 10 TEPLYPALLLO TOV EXVTOV GOV.
2. Xpoudtioe v €1KOVO GOV LE TOVG HOPKAGOPOVS. TOYOG EIVOL VAL OVATOPOGTHOELS TG
YADGGEC OV LAGG (1 exelveg mTov Ba Bedeg va pdbeig)
3. MoMg TeELEIDOELS, HOPAGOL TO TOPTPOITO GOV KOl OVOAOYIGOL WE OO0 GKEMTIKO
€PaAeG CLYKEKPIUEVEG YAMDOOEG GE GLYKEKPILEVO CTUELDL TOL GOUATOS GOV.
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Aoknon 2 - Anmovpynee 1o l'hwoowo Ioptpaito evog padnty cov
Oodnyiec:

1. Zoypholoe 10 mepiypappo tov pEcov padNTy eAAnvikeov (umv oavoeepbelc oe
ovyKekpipévo pont) kot MHN avoaeépelc dvopa cuykekpiévov pontn).

2. Xpopdtice v €OV PE TOLG HOPKAIOPOVS. XTOYOS vl VO OVATOPOGTIOEL TIG
YADGGEC OV WAGEL O paBNTAS .

3. MOMG TEAEIDOELS, HOPAGOL TO TOPTPAITO OV EPTINEEC, Kol OVOAOYIGOL LE TTOLO0
OKEMTIKO £POAEG CUYKEKPIUEVEG YAMDGOES GE GUYKEKPIUEVA GNUEIN TOV CAOUUTOG TOV
paonTy.

Aoxknon 3 -I'pant) andvrnon o€ vro0eTIKO GEVAPLO

Odnyieg: Tlpoondbnoe vo amavinoelg v akOAovdn ep®dTNon 0G0 TO AETTOUEPMSG YIvVETOL.
Mmnopeig va {ntoeig mapamdve KOAAEG, OOTE VO KPATNOELS ONUEIMGELS, GV To emboueic, Tpv
YPAWYELG TNV OTAVTIN T GOV.

Ymo0eTko6 oevapro: ‘Evog poabntg cov apveitar vo GUpPETEXEL 6TV TAEN, dEV KAVEL TIC EPYOCIES
TOV, Kot YeEVIKA, eppaviletar adideopoc. Otav tov (Ntdg eENYNOELS Yo T GLUTEPLPOPE TOV, O
HoONTNG OmaVTé TOS TYAIVEL 6TO EAANVIKO oXOAEl0 d10TL TOV TELOLV Ol YOVEIG TOL Kot OTL PETH
TNV AmoeOiTNGN TOV, To. EAANVIKA dev Ba Tov ypnoedoovy, ce avtiBeon He To ayyAlKA Kot To
yoAAKA. TIdg avTidpac;

Aoxknon 4 -Ilpogopukn} Xvlntnon
IIpoocyédo Epotmiccov

1. Tlow Ba fTav 1 avTidpoocy GOV GTO TAPOUTAVE GEVAPLO;

2. Thotedelg 0Tt o1 pabntég evolapépovtar va pdbovv eEAANVIKA;

3. Ymdpyovv kdmolo LoOMUOTO TOL TPOGPEPOVTOL GTNV EAANVIKT YAMGOW KOl T oTToio Tol
moud1d eaivetot va Tpotipovv; [Mati motevelg 01t ta mondld mpotiodv avtd Ta padnuota;

4. Xe ovyKkplon Ue T AAAEG YADGGESG TOL HAOVV, TOGO KA EVOL TOL EAANVIKA TV LobNTOV;

[Tota givar n oy Gov yia T ¥PNoN SPOP®Y YAWGGOV HECH GTNVY TAEN;

6. Ymdpyovv KAMOEC OPOCTNPLOTNTEG OTIS OTOIEG Ol LaBNTEG OEV TTPEMEL VAL PN GLULOTOLOVV
SAPOPES YADOOES, OALG TPETEL VAL LEVOLY GTHV XPp1 o LOvo piog;

7. ITotedelg mog or pantéc Bo cuveyicovv vo YPNGIULOTOOVYV TA EAANVIKA UETE TNV
OTOPOITNGT] TOVG;

8. TTotevelg 6TL ta eAAnvikd Bo eivar yproya yuo To pEAAOV TV pobntov;

9. Ihotedelg g eivar amapaitto yio toug 'EAAnveg tov Kavaodd va pabaivovv eAAnvikd;
IMati;/ Tl oy

W
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Appendix E - Data Research Sheet, Session 2

McGill University
DATA RESEARCH SHEET

FOR THE RESEARCH PROJECT ENTITLED:

Exploring Heritage Language (HL) teachers’ identities and their perceptions about HL pedagogy: a
narrative study of Greek HL teachers in Montreal and Toronto.

PRINCIPAL INVESTIGATOR:
Emmanouela Tisizi
PhD Candidate
Department of Integrated Studies in Education
McGill University
(514) 812-4408
emmanouela.tisizi@mail.mcgill.ca

CO-SUPERVISORS:

Dr. Caroline Riches Dr. Mela Sarkar
Department of Integrated Studies in Education Department of Integrated Studies in Education
McGill University McGill University
caroline.riches@mecgill.ca mela.sarkar@mcgill.ca
(514) 398-4527 Ext. 00539 (514) 398-4527
Session 2

Task I -Response to Photo (The sculpture of the Greek immigrant
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This photo (taken by the Principal Investigator of this study) shows the Sculpture of the Greek
immigrant. The sculpture can be found in Montreal, at the intersection of Park Avenue and Jean-
Talon Street as a tribute of Greek Canadians to the City for its 375th anniversary.

Draft Interview Guides

1.
2.
3.

9,

What do you think of when you look at this photo?

How does this photo make you feel?

According to its creator, the sculpture represents the Greek family “where the members
lean on each other as they pass a gate symbolizing the passage to the New World.”
What do you think are the challenges that the first generation of Greeks in Canada had
to face?

What are the challenges that the second and third generations of Greeks have to face?
As a teacher, do you think it is the same to teach first generation Greek Canadians and
second or third generation Greek Canadians? What strategies do you use?

Is it important to involve the students’ families in the students’ learning experience?
What activities can you think of that can help involve the families in the students’
learning?

Have you used such activities? Are there any challenges that you have faced when
trying to get the students’ families involved?

Task II -Video Response
https://www.youtube.com/watch?v=zBbtvccZ0Oh4

Video of Greek Independence Day Parade in Toronto (2018).

Draft Interview Guides

1.

bt g

No L e

How did this video make you feel?

Do you think that young Greek Canadians feel proud of their Greek Heritage?

Do you think that teaching Greek language can be separated from teaching Greek
customs and traditions?

Do students socialize using Greek outside school?

What is the Greek school’s role in the preservation of Greek language and culture?
What is the Greek HL teachers’ role?

How important is the support that Greek HL teachers receive from the schools, the
Greek Church and the Hellenic Community?

What are the challenges that Greek HL teachers need to overcome?


https://www.youtube.com/watch?v=zBbtvccZOh4
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Appendix E1 - Data Research Sheet, Session 2 (Greek translation)

McGill University
®YAAO EPTAXIAY

I'TA THN EPEYNA ME TITAO:

(E&epevvarvtag TIS TAVTOTHTES TOV EKTALOEVTIKOV KAl TIG AVTIANWELS TOVS Y10 THV PAWGCGIKI]
KAPOVOULD: pia HELETH QNYNOEMY OOCKALWY EANVIKOY 6T0 Movipeal kor to Topovro

PRINCIPAL INVESTIGATOR:
Emmanouela Tisizi
PhD Candidate
Department of Integrated Studies in Education
McGill University
(514) 812-4408
emmanouela.tisizi@mail. mcgill.ca

CO-SUPERVISORS:

Dr. Caroline Riches Dr. Mela Sarkar
Department of Integrated Studies in Education Department of Integrated Studies in Education
McGill University McGill University
caroline.riches@mecgill.ca mela.sarkar@mcgill.ca
(514) 398-4527 Ext. 00539 (514) 398-4527

Agitepn Xvvavinon

Aoxknon 1 -Avtidpacn o potoypagia (To yAvrté Tov 'EAlnve petavaotn)
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Avt elvar pio potoypaeio Tov «yAvmtov tov ‘EAnva petovdomn» (Aqyn omd v kHpla
epeuvntpla). To yAvmtd Ppioketor oto Movipeod, otig odovg Park Avenue won Jean-Talon.
A6OnKe TN TiKd amd toug EAANveg oty mOAN Tov MOvTpeal Yo tov €0ptacd Tmv 375 TV TNC.

IIpooyédo Epoticeov
1. Tioképtesat Otav PAETELC OLTN TN POTOYPOPIQ,
2. Ilog og kavel va vidmbelg ot n potoypopia;
3. ZOupova pe 1o dUovpyd ToL, TO £PY0 KOVOTOPIOTA TNV EAAMNVIKT OIKOYEVELX, OOV

)]

T PEAN NG mpoaceyyilovv 1o €va 10 AALO eV TtepvoHV amd pio TOAN Tov cvuPoAilet
10 mépaopa 6to Néo Koopor. Tloteg motevelg mog ntav ot SUoKOAES Tov Empene va
AVTIHETOTIGEL I TPDTN YeVid EAAMvev otov Kavadd,

[Toleg duoKorieg KalOVVTAL VA OVTILETOTIGOVY 0t EAANveC denTepng Ko Tpitng YEVIAC;
2av dAcKOAOG, TIOTEVELS OTL €lval TO 1010 Vo 010a0Kel; ' EAANVES TpOTNG YEVIAS LE TO
va owdokels ‘EAAnveg devtepng N tpitng vevudg; Iloteg sivor ot pébodor mov
YPNOLOTOLELG;

Eivor onuovtiko vo GUUUETEYEL KOL 1] OIKOYEVELDL OTNV EKTOLOELON TOV HoONTOV;

T1 dpacTpoTNTEG UTOPEIC VoL OKEPTEIC TOV UTOPOVV VO YPNCILOTOMO0VV MGTE Vol
€YOLV GLUUETOYN KOl O1 YOVEIG GTNV EKTOIOEVLOT TOV TAOLDV TOVGS;

"Exeic ypnopomomoet 1€101ec OpaotnplotTes; Y map)ovv SVGKOAIEG OTOV TPOoomadeic

VO TTOPOKIVIGELS TNV OIKOYEVELD VO GUUUETEXEL OTNV EKTOUOELON TOV HOONTOV GOL;
[Toweg elvan avtég;

Aoknon 2 -Avtiopaon o€ Bivreo

https://www.youtube.com/watch?v=zBbtvccZOh4

Bivteo amd v mopéiacn yio v 25" Maptiov (Topdvto, 2018)

[Ipocyédo Epotmioewv
1. Tlwg og éxave va acBavOeic To Pivteo;
2. Thotedeig 6tL ot EMAnvokavadol vidBovv mepnpavot yia tig eAnvikég pileg toug;
3. ITotevelg mog n dackaiior TG EAMANVIKNG YADGGOS UTopel Vo dlay®ploTel amd

SacKaAio TOV EAANVIKOV TapadOce®V Kot e0ipwmv;

XpNoomotovy ot padnTég ta EAMANVIKE o€ GALES OPACTNPLOTNTES KOl YMDPOVG, EKTOC
TOV GYOAEIOV;

[Torog lvar 0 pOAOG TOV EAANVIKOD GYOAEIOD YiaL TN O1ATHPNOT TNG EAANVIKNG YADGGOG
KOl TOV EAANVIKOL TOATIGHOD;

[Towog givar 0 poAOG TV KaONYNTOV;

[T6co onuovtikn etvar 1 ompiEn mov AapPdavoovv ot KaOnyNntég eEAANVIKGOV amd TV
ExxAnoia kot v EAAnvien Kowomta;

Mot gpmddio Kadovvtal va Eemepdoovy ot KaBnyntég EAMANVIK®OV;


https://www.youtube.com/watch?v=zBbtvccZOh4

Appendix F - Data Research Sheet, Session 3

McGill University
DATA RESEARCH SHEET

FOR THE RESEARCH PROJECT ENTITLED:

Exploring Heritage Language (HL) teachers’ identities and their perceptions about HL
pedagogy: a narrative study of Greek HL teachers in Montreal and Toronto.

PRINCIPAL INVESTIGATOR:
Emmanouela Tisizi
PhD Candidate
Department of Integrated Studies in Education
McG:ill University
(514) 812-4408
emmanouela.tisizi@mail.mcgill.ca

CO-SUPERVISORS:
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Dr. Caroline Riches Dr. Mela Sarkar
Department of Integrated Studies in Education Department of Integrated Studies in
Education

McGill University McGill University
caroline.riches@mcgill.ca mela.sarkar@mcgill.ca
(514) 398-4527 Ext. 00539 (514) 398-4527

Session 3

Task I -Written Task

Instructions: Try to answer the following question as fully as possible. Extra paper has also been
provided so that you may structure your thoughts on them, if you so choose to, before writing your

answer.

Question: In Heritage Language classrooms, it is often observed that there are students of different
levels in the same class. Try to think of an incident where the students’ different levels of

familiarity with the Heritage Language (Greek) became an obstacle that you had to face in
classroom. Describe the incident and how you resolved it.

the
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Task II -Oral Discussion

Draft of Follow-up questions

1.
2.
3.
4.
3.

Going back to this incident, would you act in the same way?

How do you manage to teach students of different levels? What strategies do you use?
Can you think of any alternative strategies?

What are the differences between Greek-born and Canadian-born students?

How can a teacher accommodate the needs of all students?

Task III -Identity Charts

Instructions:

1. Construct an identity chart for yourself in the present. Brainstorm categories such as family
role, professional life, hobbies, background, physical characteristics etc.

2. Construct a second identity chart for yourself before you started working as an HL teacher.

3. Discuss the following questions:

What has changed?

What has stayed the same?

Why do identities change over time?

What role do other people have in shaping our identities?
Does each of us have one fixed identity, or are they multiple?
Do students have multiple identities?

How can teachers help students form their identities?
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Appendix F1 - Data Research Sheet, Session 3 (Greek translation)

McGill University
®YAAO EPTAZIAX

I'TA THN EPEYNA ME TITAO:

(ES)epevvavTag TiS TAVTOTHTES TOV EKTAIOEVTIKMY KOl TIS AVTIANWYELS TOVGS YId.
TNV YAWGCGCIKY KANPOVOULD: IO HEAETY APNYNOEDY OUCKAAWY ELLNVIKDY GTO
Movztpeal kar to Topovro
PRINCIPAL INVESTIGATOR:

Emmanouela Tisizi
PhD Candidate
Department of Integrated Studies in Education
McG:ill University

(514) 812-4408
emmanouela.tisizi@mail.mcgill.ca

CO-SUPERVISORS:

Dr. Caroline Riches Dr. Mela Sarkar
Department of Integrated Studies in Education Department of Integrated Studies in
Education

McGill University McGill University
caroline.riches@mcgill.ca mela.sarkar@mcgill.ca
(514) 398-4527 Ext. 00539 (514) 398-4527

Tpitn Xvvavinon

Aoxnon 1 -I'pant) Andvrnon

Odnyieg: TlpoondOnoe va amavinoelg v akOAoLOn epdTNOT OGO TO AEMTOUEPDOG YivETOL.
Mmnopeic va {ntioeilg mapamdve KOALES, MOTE VO, KPATNGEIS CNUEIDCELS, €AV TO emBLUELS, TPV
YPAWYELS TNV OTAVINGT GOV.

Oépa: Ze 1a&e1 OOV JOACKOVTOL YAMGGES LEOVOTNTMY, GLYVE Tapotnpeitor 6Tt ot pobntég
&xovv dlapopetikd emineda. Ilpoondbnoce vo okeptelg £va meploTATIKO, GTO 0010 1) SLPOPETIKN
eCowkeimon TV HadNTOV pe TV EAMANVIKY] YAOOGO € OVOKOAEYE, Kl OTOTEAEGE EUTOOIO TTOL
énpene va Eemepaoeic. [epiypaye 10 TepIoTaTIKO Kot TOV TPOTO LLE TOV 0010 TO XEPICTNKEG.
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Aoxknon 2 -Ilpogopukn} Xvlntnon
[Ipooyédio Epotioewv
1. Zkemtduevog/n 1o TEPIOTOTIKO, TOPA B avTIOpoVsES He ToV 1010 TpOTO;
2. Iog xotapépvelg va 01000KeLG LaONTES Pe S0POPETIKO eMimedo eEotkelmong pe Ta
eAnvikd; T pebddovg viobeteic;
Mmropeic va okeptelg evallaxktikég pebdoovg;
T1 dapopég mapovsialovv ot pabntég mov Exovv yevvnOel otnv EALASa ki ekeivotl mov
&xovv yevynOel otov Kovadd;
5. Mmopel évog 64cKaA0g v KAADWEL TIG AVAYKES OAOV TV HOONTOV TOV;

P w

Aoxknon 3 -Awypappato TavtotnTog
Odnyiec:

1. Otb&e éva ddypappa e TOPVIG TAVTOTNTAG GOV. ZKEWYOL 10£EC Y TIG KATyopieg
mov Oa PUmOpoVGEC VO YPNOUYOTOMGELS (Yo TOPASEYUO: OIKOYEVEINKOS POAOG,
EMOYYEAUATIKOG pOAOG, AYOTNUEVES OPAGTNPLOTNTES, PLGIKE YOPUKTNPLOTIKE KAT)

2. ®1aée évo 0ehTEPO SLAYPOAULO Yo TOV €AVTO GOV TPV apyicelg va epyalecat wg
OUOKAAOG EAANVIK®V.

3. Agov{nmoovpe BAcEL TV dVO QVTAOV SLOYPOUUATOV.

T1 éxet aAldEerl amd 10 TapeABOV GTO oNUEPQL;

T éyer mopapeivet 1010;

[Moti aAAdCovv ot tavtdTnTEG HEGH GTOV YPOVO;

T poro mailovv ot GALol AvOp®TOL GTO GYNUATIGUO TNG TOVTOTNTAS LLOGC;
Kafévag and pog €xel pio tovtdTNTO, | TOAAES;

Ot pofntég £xovv TOALES TOLTOTNTEG;

[log pmopovv ot ddokaiot va Pondficovv tovg padntéc 610 GYMUATIOUO
TOVTOTNTOG;



323

Appendix G - Consent Form

McGill University
CONSENT FORM

FOR THE RESEARCH PROJECT ENTITLED:

Exploring Heritage Language (HL) teachers’ identities and their perceptions about HL
pedagogy: a narrative study of Greek HL teachers in Montreal and Toronto.

PRINCIPAL INVESTIGATOR:
Emmanouela Tisizi
PhD Candidate
Department of Integrated Studies in Education
McG:ill University
(514) 812-4408
emmanouela.tisizi@mail.mcgill.ca

CO-SUPERVISORS:

Dr. Caroline Riches Dr. Mela Sarkar
Department of Integrated Studies in Education Department of Integrated Studies in
Education

McGill University McGill University
caroline.riches@mcgill.ca mela.sarkar@mcgill.ca
(514) 398-4527 Ext. 00539 (514) 398-4527

A.

INVITATION TO PARTICIPATE IN THE RESEARCH PROJECT ENTITLED:

Exploring Heritage Language (HL) teachers’ identities and their perceptions about HL

pedagogy: a narrative study of Greek HL teachers in Montreal and Toronto
PURPOSE

You are invited to participate in a research study on Greek Heritage Language. The purpose of the
study is as follows:

B.

e To better understand how Greek Heritage Language (HL) teachers teaching in Montreal or
Toronto self-identify, what pedagogical practices they use, and which is their relationship
with their students.

PROCEDURES

The research will involve gathering different information and there is no right or wrong answer. It
is simply providing thoughts on the topics that are discussed, such as the following:

1. Participate in Oral Discussions about your identity as a Greek Canadian, your professional
identity, the Greek language and culture, and issues related to the teaching of Greek.

2. Complete two Written Tasks; answer a hypothetical scenario and write a piece about a real
past experience from your teaching career.
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3. Observe and Respond to a photo.
4. Watch and Respond to a video.
5. Create artwork -language portraits and identity charts. No background in art is required.

Your artwork, your two writing exercises, and the transcripts from the interviews will be
confidential. YOU will NOT write your name on any of these documents and you will place
them inside an unmarked envelope that I will provide along with this signed consent form.

I (the principal investigator of this study) will be the only person who will open the envelopes and
handle their contents once all the data have been gathered. I will attribute a code to all your texts,
and only I will know which are your artworks, your written responses and the transcripts from
your interviews. Although I will assign the same code to your artwork, your two writing exercises,
and the transcripts from your interviews, I will SEPARATE your consent form and information
sheet, as these two documents will contain your personal information. The aim is to acquire your
consent and keep your participation confidential.

Your signed consent and the information sheet will be under lock and key in my locked desk
drawer in my office in the Department of Integrated Studies in Education. The original copies of
your artwork, your two writing exercises, and the transcripts from your interviews will also
specifically be located in my office in my filing cabinet, under lock and key. I will also store
password-protected electronic copies of the transcripts from your interviews in my password-
protected computer for archival purposes. All data will be safely stored for at least 7 years and
then securely destroyed.

You can discontinue your participation in the study at any given time without any penalties
by simply letting me know that you would like to cease being part of the study. Your consent form
will be sent back to you and the data you have provided for the study will be destroyed and not
used at all.

The data from this study will be published. When I will disseminate the findings of the research
(for example in conferences, seminars, publications, workshops etc.) you will be given either a
number or a pseudonym in order to keep your identity confidential. I will also refrain from
using the name of the school you work at.

COMPENSATION: You will be compensated by an honorarium of $50 for your time and
participation.

C. RISKS AND BENEFITS

There are no foreseeable risks that you, as a research participant, can incur from being part of the
study.

Participation in the study holds the following benefits for you:

e You will be able to contribute to research on Greek Heritage Language Education in
Canada.

e You will be contributing to the advancement of knowledge on how Greek Heritage
Language Teachers self-identify, what strategies they use when teaching, and what
relationship they build with their students.

e You will be able to critically reflect on your own identities (personal, professional etc.) and
pedagogical practices.
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D. CONDITIONS OF PARTICIPATION

e You are free to withdraw your consent and discontinue your participation at any point
during the data collection without negative consequences.

e Your participation in this study is confidential (I will be the only one who will know, but
will not disclose, your identity)

e We will meet three times. The three sessions will be tape-recorded and the transcripts
will be safely stored and accessible only to me (the principal investigator).

e The data from this study will be published.

You have carefully studied the above and understand this agreement. You freely consent and
voluntarily agree to participate in this study.

NAME (please print)

SIGNATURE

DATE

If at any time you have questions about the proposed research, please contact the study’s Principal
Investigator:

Emmanouela Tisizi,

PhD Candidate

Department of Integrated Studies in Education
McGill University

(514) 812-4408
emmanouela.tisizi@mail.mcgill.ca

If you have any questions or concerns regarding your rights or welfare as a participant in this
research study, please contact the McGill Ethics Officer at 514-398-6831 or
lynda.mcneil@mcgill.ca.
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Appendix G1 - Consent Form (Greek translation)

McGill University
ENTYIIO XYTKATAGEZHE

I'TA THN EPEYNA ME TITAO:

(ES)epevvavTag TiS TAVTOTHTES TOV EKTAIOEVTIKMY KOl TIS AVTIANWYELS TOVGS YId.
TV YAWGCGCIKY KANPOVOULD: HIG HEAETY APNYIOEDY OOCKAAWY ELANVIKQDY GTO
Movzpeal ka1 to Topovro

PRINCIPAL INVESTIGATOR:
Emmanouela Tisizi
PhD Candidate
Department of Integrated Studies in Education
McGill University
(514) 812-4408
emmanouela.tisizi@mail.mcgill.ca

CO-SUPERVISORS:

Dr. Caroline Riches Dr. Mela Sarkar
Department of Integrated Studies in Education Department of Integrated Studies in
Education

McGill University McGill University
caroline.riches@mcgill.ca mela.sarkar@mcgill.ca
(514) 398-4527 Ext. 00539 (514) 398-4527

ENTYIIO XYIT'KATA®EXHX I'TA THN EPEYNA ME TITAO:

(E€)epeuvdvTaog TIG TOVTOTNTES TOV EKMOWIEVTIKAOV KOl TIS OVTIMYELS TOVS YO TNV
YAMGGIKY KANpovoma: pio peErET a@nyGEMV dUGKAAOV EAMVIKAOV 610 MOVTpEad Kat T0
Topovrto

A. XKOIIOX

KoAeiote va cvoppetdoyete og pia épguva yio m YAWSGkn kKAnpovoud. O okomdg g Epevvag
elvat o €Ng:
e No géetootel TG avTompocsdlopiloviar ot KaONyNTES EAMVIKOV oL SOAGKOVV GTO
Movtpead kar to Topovto, moleg madoymyés pefdoovg ypNoILOTO0VV, Kol Tol EIvo M
oY£0M TOVG LE TOVS HaBNTES TOVG.
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B. ATAAIKAXIEX

INa v épgvva Ba cvAleyBovv JEOPWV €OV CTOLKEID. KOl 08V VIAPYOLV GMOTES Kot
AavBaopéveg amavtioelg. To povo mov ypeldletol eivatl vo HOIPOCTEITE TIG OKEWYELS GOC Yo
dtapopa BEpaTO OTOEC AVTAE TOL ALKOAOVOOVV:

1. Zvppetoyn o€ Tpoeopikég cLINTHGELS Yo TV TOVTOTNTA 6o WG EAANvag mov (g1 oTov
Kovadd, v enayyeAlatikny oG TonTdTTo, TV EAAMVIKN YADOCGO Kot TOV EAANVIKO
TOMTIGHO, Kot {NTHHOTO TOV 0POPOVY GT1 SOUCKOALL TOV EAANVIKOV.

2. XbHvtagn 600 ypamtdv KEWEVOV -6T0 MpdTo O kAnbeite va amaviioete oe éva

VTOOETIKO GEVAPLO KOt GTO OEVTEPO VO, TEPLYPAYETE £VOL 0ANOIVO TTEPIGTATIKO Old TNV

OOOKTIKY| EUmEIpio GOC.

[Moapatrpnon kot avtidpaon o€ P eOToYpoQia.

4. Tlopatnpnon kot avtidopaor o€ va Pivieo.
5. Anuovpyic YAwoowkdv moptpaitov Kot daypappdtov. Agv ypeidletor vo €xete
Koo vVrOPabpo oTIC TEYVEC.

Ot kaAlteyvieg 6ag, o1 300 YPORTES AMAVINGELS GOGC, KOL 1) OTOUAYVIITOPMVI G TOV GUVEVTEVEEDY

oag, olvovtar gpmotevTikd. AEN 0o ypawyere 10 6vopd cag oe kavéva £yypago kot Ba to

tonofetnoete OAa o€ £vav PAKELO Ywpig dtoKpLTiKd Tov Oa Gog ddo® pall pe 1o Tapdv £yypoeo
ovykatdBeong, To onoio kot Ba voyplyeTe.

(98]

Eyo (m xoplo gpevvitpla avtig g perémg), sipon to povo mpoécwmo mov Ha avoi&el toug
QoKEAOVG Kol o SloyepLoTel Ta TEPLEYOUEVA TOVS UETA TN dtodtKaGio GVAAOYNG dedopévarv. Oa
dMo® £vav KmOIKO 6g OA T £Yypoea Tov oyeTilovtal e 604G Kal £T61 HOVO €Y® Oa yvopilom
TOLEG KOAAMTEYVIES, YPOATTA KEILEVA KOl OTTOULAYVITOPMVNGELS OVTIGTOLOVV GE £66G. o DG TOV
1010 K®OKO OTIG KOAMTEYVIES, TO YPOUTTA KEILEVO KO TIG OTTOLLOYVITOPMVIGELS TOV GUVEVTELEEDV
oag, kot Ba ta @LAGE® EEXQPIETA and 10 mapdv £vIumo cuyKatdieons Kot 1o EpmTNUATOAOY1O,
kaBmg ota dvo avtd Eyypaea Oa mepthapPdavovtol Tpocwmikd dEdOUEVO GOG. XKOTOS ivol va
000¢el n cLYKATABEST] GO KOL 1) GUULETOYN COG VO, TOPAUEIVEL EUTIGTEVTIKY.

To mapdv €viumo cuyKaTAOEoN Kol TO EPOTNUATOAOYIO LE TIC ATAVTNOEL 60 0o puAdccovTaL
KAgwdopéve 6to ypageio pov oto movemotiuwo McGill, oto ktipo teov TMadayoywov
(Department of Integrated Studies in Education), kot cuykekpipéva 6to cuptépt ToV Ypopeiov
pov. Ta mpwtdéTLTOL KEIPEVA GOG, Ol KOUAMTEYVIEC COGC KOL Ol OITOUOYVNTOPOVNGES TOV
oLVEVTEVEEDVY G0G 00 PUAGGGOVTOL Kl UTE KAEWOUEVE GTO YPOPEIO [LOV GTO TOVETIGTNLO
McGill, oto ktipro tewv Iadaywywov (Department of Integrated Studies in Education), oto
EPULOPLO Hov. B €xm emiong Kot MAEKTPOVIKE avTiypo@a omd TS OTOUNYVNTOPMOVICEL, TOV
oVVEVTELEEDMVY GaG, ToL omoia Bo LAGE® o NMAEKTPOVIKO VTTOAOYIOTH HE KWOWKO TPOSPao™S, ¢
apyeako vAKo. Ta i ta apyeia Ba mpoostatehoviar Kt avtd pe Kodkd mpdcPacns. Oia to
dedopéva Bo puiayBodv pe aceaiela TOLAGYIGTOV Yoo 7 ¥pOVia, Kot VoTepa Bo KATaoTPapOovV
TPOGEKTIKA.

Mmopeite Vo OTONOTIOETE T1) CUUUETOYN] OOG GTIV £PEVVO OVA TACH OTIYHN YOPIS v
VAAPEOVY OTTOLEGONTOTE APVITIKES CUVETELES YO £6GS. B0 TPEMEL ATADG VO L€ EVILEPDCETE
otL mAéov Oev embBupeite vo cvppetdoyete ommv €pevva. To évivmo ovykatdbeong Oa cag
EMOTPOQEL Kol OG0 OEOOUEVO £XETE CLVEICOEPEL Bl KaTaoTpapovV kat ogv Ba ypnoyoromBodv
novBevd.

Ta amoteléopata g £pevvag Ba dnpoctonomBodv. Otav KOWomomcm To AmOTEAEGUATO TG
épeuvag (Yo TopddElyo. o€ GLVESPLO, CEULVAPLO, EPEVVITIKA TEPLOOIKE KAT) B cog dobel Eva
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YELODVLLO MOTE VO UV 0TOKOAVPOEL N ToVTOTNTA 6ac. Eniong, dev Ba katovopudow to oyoleio
010 omoio epydlecbe.

AMMOZHMIQXH: Oa arolnuiwdeite pe tiuntikn apoPn $50 yio tov ypdvo kot t cuppeToRn
o0G. -

I'. KINAYNOI KAI O®EAH

Agv vapyovv TpoPAendEVOl Kivduvol 6Tovg 0moiovg pmopet va ektedeite G GUUUETEY®V/0VGA
G€ QLTI TNV £PELVAL.

H ovppetoyn ocag oe avtn v £pguva EMPEPEL TO TAPUKATMD OPEAN:

o B0 PUTOPECETE VO CUVEICPEPETE GTNV £PELVA Y10 TN OOOACKOAMO LELOVOTIKOV YAMGCHV
otov Kovadd.

o  a UTOPECETE VO GUVEICPEPETE GTNV EEEMEN TNG YVAONG Y10 TOVG OACKAAOLS EAANVIKDV
otov Kovodd, kot mo ovykekpyéva Yo TOLG TPOTOLG LE TOVG  OMOIOLG
avtonpocdtopilovtal, Tig neBdS0VG KOl GTPATNYIKEG TOL YPNOUYLOTOIOVV, KOl TIC OYEGELS
TOV OVOTTOGGOVV UE TOVG LAONTEG TOVG.

e Qo pmopéoete axopa vo eEetdoete KPITIKE TN OIKN GOG TOVTOTNTO (TPOCMOTIKY,
EMOYYEALATIKY] KATT) 0AAG KOl TIC TOOAYOYIKES LEBOSOVE TOV YPNGUOTOLELTE.

A. OPOI XYMMETOXHX

e  Mnopeite vo amocVPETE TNV GLYKATAOEGT GOG KOl VO GTOUOTI|GETE TN GLUUETOYY| OOG GTNV
EPELVOL OTTOONTIOTE OTIYUN KATA TN OAPKEW TNG CLAAOYNG OESOUEVMVY, YOPIG Kopio
OPVNTIKT) GUVETELOL.

e H ovpperoyn cag o avt v €pguva ivar gpmiotevtikng (eipon n pévn mov Ba yvopilet,
aAAG Oev Bl amoKaAVYEL, TNV TAVTOTNTA GOG).

o T 1g avaykes g épevvag, Ba PpeBodue tpelg opés. Ov 1pelg ovvedpieg Ba
NYoypaenOovV Kot ot amopayvnTOP®mvNoels Ba euiayBovv pe acediela Kot Ba eivon
TPOGPAGLES LOVO OO gREVAL (TNV KOPLOL EPEVVITPLLL).

e Asgdopéva amd avtr| v £pgvuva Ba dnpoctomombovv.

‘Exo dwofdoel mpocekTiKd To Tapamdve Kol KOTOVo® TOLG Opovg TG suueovioc. Alve tpdlupa
TN GLYKOTAOEGT OV KOl OEXOLLOL VO GUUUETAGY® GE QLTI TV £PELVAL.

ONOMA (oroypbopng) :
YIIOI'PA®H:
HMEPOMHNIA:

Edv omoladnmote otiyun €xete amopieg GYETIKA Le TNV EPELVA, TAPUKOAD ETIKOWVOVIGTE LE TNV
KOPLOL EPEVVITPLOL:

Emmanouela Tioiln

Yroynowo Adaktop

[Mavemotuo McGill

Department of Integrated Studies in Education
emmanouela.tisizi@mail.mcgill.ca

(514) 812-4408
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Edv €yete amopieg oyxetiKd pe To SIkadUATA GOG 1 TNV WYLYIKT VYEID 00G G CUUUETEX®MV GE QTN
™V épevva, coc mopakoAd emkotvoviote pe to McGill Ethics Office oto tqAépmvo 514-398-
6831 1 otV nAektpovikn devBvvon lynda.meneil@mcgill.ca.
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