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Abstract

Language may be used to communicate, learn, and express identity. Adopting
Chinese schools as a focal point, this dissertation explored how Chinese-Canadians
establish their cultural identity through code-switching. This dissertation was guided by
four research questions: (1) How is the prevalence of code-switching among Chinese
teachers, parents and students at home and in school? (2) How do the teachers, parents
and students perceive and compare the communicative, learning and identity-reflective
functions of language? (3) How do they form their cultural identity through language use
and code-switching? (4) What do they understand as, the relationship between language
use/code-switching and identity formation? Several types of data were gathered: Three
Canadian specialists in Chinese language education were interviewed; 203 students were
recruited from six Chinese language schools in Greater Vancouver to answer a structured
questionnaire; eight triplets of parents, teachers and students participated in class
observations, home visits, and group discussions; and data were gathered from students’
self tape-recording, written logs and instant messages. It was found that the students did
the most between-turns code-switching, while the parents did less and the teachers did the
least amount of code-switching. Most participants considered the communicative
function of language the most important, the learning function less important and the
identity-reflective function the least important. Some participants suggested that language
may serve different functions simultaneously. I proposed that identity formation is
dynamic and multi-faceted. The questionnaire results indicated that most students were

proud of their Chinese cultural identity although the parents and teachers thought that the
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students were not mature enough to understand the real meaning of identity. Most
participants thought that no direct relationship was between language use and identity
formation because people can use a second language to reflect or form their cultural
identity. However, from a broad perspective, a close relationship does exist because

people can use any language to reflect their cultural identity.

Keywords:  cultural identity; Chinese language; imagined community; social networks;

cultural capital; code-switching
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The Moon Is Especially Bright Tonight

The moon is especially bright tonight.

She extends her long sleeves and

The sparkling silvery powder covers the whole sky.

The powder decorates the star who is going to marry, and
Puts cosmetic on the face of the weary night.

Her benevolent bosom has cared for numerous thirsty souls;

Her gentle hands have soothed countless painful wounds;

Her caring eyes have tranquilized the turmoil in many disturbed sentiments and
Her ingenuous words have untied many knots in people’s heart.

She slightly lifts up her hesitant step,
Quietly looked back glancing over the sleeping land once more, and
The silent night witnesses her to tread on the spiral silver beams
Returning to the place
Where she came from.
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Chapter One
RATIONALE

A: What’s up? R 3R Bk 2

B: Not bad. BAKFKH exam.

A: Z 5L much better. I have no exam right now.
B: {REE4F ! Poor me!

People who are bilingual or multilingual often alternate languages in their everyday
conversations, that is, code-switch, when talking to others. Code-switching occurs in the
metropolitan cities all over the world where people interact in different languages. In the
urban areas of Canada where multiculturalism is advocated and fostered, utterances that
interweave English and various Chinese languages are commonly heard.

Because bilingualism and multiculturalism are common phenomena, it is important
to understand patterns of language mixing and why they occur. Do people code-switch to
communicate meaning, to learn new vocabulary or to convey to others a cultural identity?
These are the questions that propel investigations in this dissertation.

Although Chinese-Canadians become the largest minority group in Vancouver, I
could not find relevant studies conducted in Vancouver regarding the use and learning of
Chinese and how those Chinese-Canadians use languages. When I say Vancouver, I mean

the Greater Vancouver located at the lower mainland of British Columbia in Canada,

especially including concentration of Chinese-Canadians living in the suburban



municipalities of Richmond, Coquitlam, Burnaby, Vancouver and North Delta. The
importance of such research is not limited to developing an understanding of a single ethnic
group in a specific cultural context. Rather, investigations of a heritage language and its
associated immigrant culture can help us understand the practice and functions of heritage
languages used by other immigrant and minority cultures.

Bilinguals usually choose a base-language to interact with their interlocutors, and
they are able to switch the base-language whenever the situation, topic, interlocutor or
function of the interaction varies (Grosjean, 1995). This phenomenon, known as “language
mixing,” consists of two different processes: code-switching (CS) and borrowing. CS is
“shifting (switching) completely to the other language for a word, a phrase, a sentence,”
whereas borrowing is “taking a word or short expression from the other language and
(usually phonologically or morphologically) adapting to the base language” (Grosjean,
1995, p. 263). Therefore, CS is considered “the alternative use by bilinguals of two or more
languages in the same conversation” (Milroy & Muysken, 1995, p. 7).

As globalization results in a concomitant increase in mobility and expansion of
personal and business networks, people from different cultures will experience increased
opportunity to use a variety of languages to interact with one another. CS emerges through
the daily multicultural interactions of people all over the world. The practice of CS has
aroused researchers’ interest enquiring why, when, where and how people use different
languages in daily conversation (Rampton, 2001) and how race and gender influence the
selection of languages (Milroy, 2001). Researchers have further urged that the
investigations of languages or linguistics “should not be confined to the study of the

conceptual function of language, but should also include its social function or



communicative use” (Romaine, 1982, p.1) so that the multifaceted aspects of language are
revealed.

Because this dissertation focuses on how Chinese-Canadians code-switch between
Chinese (Mandarin and Cantonese) and English (the language spoken by most people of
the mainstream in Canada besides French), and how they develop their cultural identity
through the use of these languages, it is useful to build up a basic understanding about the
development of the Chinese languages (e.g., Mandarin and Cantonese) and Chinese culture

in Canada as the background knowledge that will be thoroughly discussed in Chapter Two.

Research Summary

This dissertation was guided by four research questions: (1) How do Chinese
parents, teacher and students code-switch at home or in school? (2) How do the participants
perceive the communicative, learning and identity-reflective functions of language? (3)
How do the participants establish their cultural identity? (4) How do the participants
perceive the relationship between language use and identity formation?

I contacted the Office of Research Ethics and obtained the approval to conduct the
research of this dissertation. Then I approached the Principals of the major Chinese schools
in Greater Vancouver such as those in Vancouver, Coquitlam, Burnaby, Richmond and
North Delta and sought for their support to carry out the experiments in their schools. With
the consent of those principals, I contacted the parents, teachers and students who agreed to
participate in this dissertation. Meanwhile, I also contacted the three specialists in Chinese
education to arrange interviews with them.

For the first stage of experiments, I recruited 203 students from various Chinese

schools to complete a questionnaire that contained 32 questions investigating their CS



patterns. Interviews were conducted across 8 triplets of teachers, parents and students. |
likewise interviewed three specialists in Chinese education at this stage.

At the second stage of experiments, I interviewed the eight parents and teachers
again asking them more in-depth questions after I got insights from the results of the
questionnaire and first interviews. Then, I conducted 8 home visits, 8 class observations, 2
group discussions, arranged for students’ log writing and self tape-recording and later
collected their instant messages. Altogether, about 100 people engaged in the second stage
of experiments. Finally, about 300 people got involved in the two different stages of
experiments of this dissertation.

For the selection of research methods, I adopted the approach of “broad-based
design” (Merrell, 1999) that underlined a general notion of stitching multiple methods
(different research methods such as interviews, questionnaire, survey, observations, log
writing, self tape-recording, instant messages), multiple sources (different participants such
as teachers, parents, students, specialists, community leaders), and multiple settings
(different environments such as home, school, the community, internet communication).

Quantitative methods such as factor analysis (FA) and chi-square test were used to
process data obtained from the structured questionnaire and some data from interviews,
class observations and home visits. Qualitative methods such as direct interpretation and
conversation analysis (CA) were employed to analyze the data acquired from the
remaining parts of the experiments except those from the questionnaire.

For the students who completed the questionnaire, their average age was 13.96

years and 104 of them were boys, 99 were girls, and 67 of them were born in Canada.



After the data from the questionnaire were processed with SPSS, eight factors were

extracted as follows: (1) Utilitarian CS (N=195, a =.791); (2) Chinese Pride (N=201, o

.771); (3) CS for Weak English (N=195, o = .768); (4) Speaking English (N=201,

.846); (5) Politeness (N=203, a = .744); (6) Family Chinese (N=201, a =.619); (7) Avoid
speaking Chinese (N=200, a =.575), and (8) CS for Weak Chinese (N=200, a = .679).

The chi-square test was used to compare the proportions of within-turn CS and
between-turns CS. For children, the proportion of within-turn CS was greater than the
proportion of between-turns CS. In parents, the proportion of within-turn CS was also
greater than the proportion of between-turns CS. 68% of the CS in children was within-turn
CS and 32% was between-turns CS, whereas 80% of CS in parents was within-turn CS and
20% was between-turns CS. The amount of CS produced by teachers was too little for
significant comparisions.

From the qualitative methods, altogether 847 units of conversation were recorded
and transcribed for the interviews (first stage) with students, parents and teachers, and 238
utterances for the class observation, 330 utterances for home observations and 122
utterances for group discussions.

In regard to the first research question about investigations of CS behaviors, data
gathered from interviews and observations disclose that students and parents had more CS
practices than teachers. Students made more between-turn CS than their adult counterparts,
and the teachers made the least amount of CS, either within-turn CS or between-turns CS.

For the second research question concerning the functions of CS, most participants
considered that the communicative function of CS was the most important, the learning

function less important and the identity-reflective function the least important.



For the third research question about the reflection of cultural identity, the
participants had varied and extreme opinions, with some considering it unnecessary to tell
others one’s cultural identity, but the others thinking that the manifestation of cultural
identity is very important.

For the fourth research question regarding the relationship between language use
and identity formation, most participants considered that there was not a necessary
relationship between these two elements because a person can reflect his or her identity
with any language other than his or her heritage language. However, from a broad
perspective, there should be a positive relationship between these two elements because no
matter what language is used, it is also a kind of languages. Language is a pivotal tool in
conveying to others a person’s cultural identity.

The significance of the findings of this dissertation is that it illustrates how the
participants formed multiple cultural identities and relate them with the use of languages so
that the voices from a group of minority people can be heard and their needs can be met.
Although the participants speak different Chinese languages (Mandarin and Cantonese),
they formed a single imagined community because they use the same written script and
conglomerate by an illusion of cultural unity triggered by Confucianism. Educators,
administrators and policy makers may refer to the information contained in this dissertation
to plan for the teaching materials, curriculums or language policies. Besides, knowing more
about how others think and behave helps people find a reflection of themselves, thus

promoting mutual understanding and respect between different peoples that have become

the essence of multiculturalism.



Since this dissertation concentrates on examining the prevalence of language use
among Chinese students, parents and teachers in Vancouver, it is worthwhile to gain a
deeper understanding about the cultural background of Chinese people and their languages
so that a holistic picture of the issues can be portrayed. Discussions on these aspects can be

found in Chapter Two of this dissertation.



Chapter Two
CHINESE PEOPLE AND THEIR LANGUAGES

Chinese Peoples and Their Languages

To understand Chinese languages, we need to have a preliminary understanding
about the cultural background of Chinese people.

First and foremost, China is a huge country consisting of many ethnic groups. The
five major ethnic groups are—Manchus, Hans, Mongols, Tibetans and Chinese Muslims
(an ethnic group of Chinese people who believe in Muslim) (Shaughnessy, 2000). In
China, the Hans occupy the largest share of the total population. From a linguistic point
of view, the languages spoken in China are categorized into Chinese and non-Chinese
languages.

Throughout this dissertation, “the Chinese language” refers to the language used
by most Chinese people in a general sense. “Chinese languages” refers to certain specific
languages spoken by Chinese people at different regions within or outside mainland
China such as Mandarin and Cantonese. One of the focuses of my research is on code-
switching among Mandarin- or Cantonese-speakers about the use of their Chinese
language (Mandarin or Cantonese) and English. I focus on elaborating these two Chinese
languages because they are the two most popular Chinese languages in Vancouver and I
do not have any bias on other Chinese languages. For the sake of simplicity, I often use
“to speak Chinese” to stand for “to speak the Chinese language” in a general sense in this

dissertation.



Chinese languages mainly include Mandarin (the national language practiced by
more than half of the Chinese people), Cantonese (mostly used by people living in Hong
Kong and southern part of China), Hakka, Min, Gan, Xiang and Wu. Mandarin covers
various types of sub-categories such as Northern, Lower River, Northwest and Southwest
Mandarin. Non-Chinese languages include Mongol, Tibetan, Kazakh, Uighur and Zhuang
(Shaughnessy, 2000, p.21).

As Mandarin and Cantonese are the two major Chinese languages practiced in the
Chinese community in Vancouver, a brief introduction of the characteristics of these two
languages may help the reader grasp the dynamics existing between them. The early
Chinese community linked to the railway construction settled in British Columbia in the
1880s and reached a population of around 3,500 at that time (Wickberg, 1982). The
Chinese workers who immigrated to British Columbia in the early post-colonial period
were mostly Cantonese speakers from the British colony, Hong Kong and the southern
part of China where transportation to the West was more convenient. Cantonese
continued as the dominant Chinese language in Vancouver during the 20™ century
because the people of Hong Kong, living under the British Colonial rule, had greater
mobility than Chinese people living in the Mainland China. Therefore, most early
Chinese settlers in Vancouver spoke Cantonese (Tam, 2000).

The case was quite different in the People’s Republic of China (PRC) where the
Communist Government employed strict control over the internal and external migration
of its citizens. People could not freely move out of the country until the policies were
loosened after the “re-opening of the doors” in 1970s (Cheng & Lestz, 1999). The

economic prosperity pushed forward by Deng Xiaoping through redefining the Cultural



Revolution and economic reform led to the continuous “opening of the doors™ to the
Western world. As a result, more Chinese people have become able to migrate to other
parts of the world such as Canada. The statistical data reveal that there have been an
increasing number of Chinese immigrants entering Canada from mainland China
(Citizenship and Immigration Canada, 2005). In Taiwan where the political development
has become more open and economic situation more prosperous in recent years, a
considerable number of Taiwanese-Chinese immigrated to Canada lately.

In the past, Cantonese dominated in the local Chinese community. For example,
two radio channels, AM1320 and AM1470 use Cantonese as their major medium for
communication although they also broadcast through other languages such as Mandarin,
Japanese and Punjabi. The two largest Chinese newspaper groups in Vancouver, Sing
Tao Daily Limited and Ming Pao Daily, generally serve the Cantonese speakers coming
from Hong Kong for they mostly adopt the written form of traditional Chinese widely
used in newspapers in Hong Kong. The Chinese mass media play a significant role in
reflecting the Chinese sub-culture supported by their market.

As more Chinese immigrants are coming from Mainland China, there is a change
in the structure of the Chinese mass media—more Chinese newspapers such as Global
Chinese Press News and Dawa Business Press chiefly serve the immigrants from
mainland China in adopting the written form of simplified Chinese language commonly
used in mainland China. World Journal was also established to meet the specific needs of
immigrants from Taiwan by using the language widely used in Taiwan as Chinese people
living in various regions may use slightly different vocabulary and sentence patterns. The

Chinese TV channels in Vancouver, Fairchild TV and M Channel are simultaneously

10
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promoting both Mandarin and Cantonese-speaking programs although they put more
emphasis on Cantonese-speaking programs in the past. These phenomena indicate the
implicit competition between Mandarin and Cantonese in the Chinese community of
Vancouver. Researchers may be curious to know how the competition or dynamics may
emerge between these two Chinese languages in the Chinese community of Vancouver.

Regarding to the above concerns with the two Chinese languages, it is my
objective to explore whether variations exist in the patterns of CS between Mandarin- and
Cantonese-speaking participants. It is a sub-goal of this research to explore whether
Chinese participants who practiced mother tongue, either Mandarin or Cantonese, will
perform different code-switching patterns between Chinese and English and will
construct different cultural identities.

These questions require background knowledge regarding the development of
Chinese languages in Vancouver, and it is hoped that the discussions in the following

sections will muster evidence in this direction.

Development of the Chinese Languages in Vancouver: Past, Present and Future

This section describes the past, present and future development of the Chinese
languages such as Cantonese and Mandarin in Vancouver and how this development is
valued by the people of the local Chinese community. Scholars (e.g., Berard, 2005; King &
Ganuza, 2005; Myers-Scotton, 1997; Pavlenko, 2006) supported that a close linkage exists
between the language used by speakers and the cultural identities held by those speakers.
Therefore, the way Chinese-Canadians promote their native languages in Vancouver will
give important glues towards understanding the culture of their ethnic group and their

current cultural identities.
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It is thought that the first Chinese school in Vancouver to promote Chinese was
founded a century ago (Tam, 2000) and its Chinese name was 3% %5 FI| {5 /) 3T 245

(Victoria Chinese Public School). At the very beginning, Cantonese was the main language
taught in most Chinese schools (Tam, 2000) as the early Chinese immigrants were
Cantonese-speakers. Starting from the 1970s, an increasing number of students have been
attending Chinese schools. This increase accelerated in 1995 when the significance of
“Mandarin” was accentuated as it became an accepted subject in the provincial
examinations for the high school students in Vancouver. As time went by, the importance
of Cantonese declined and, in recent years, its position in the Chinese community has been
replaced by Mandarin.

The change in the positions of Cantonese and Mandarin might be attributed to the
following reasons. First, as Mandarin was officially recognized as a provincial subject by
the Ministry of Education, parents would encourage their children to study Mandarin
instead of Cantonese to gain credits for entering the local universities.

Second, according to the recent statistical data, more Mandarin-speaking
immigrants have been settling in Canada (20,796 in 1996 increasing to 37,320 in 2005) but
comparatively fewer Cantonese-speaking immigrants are entering Canada (32,572 in 1996
decreasing to 5,452 in 2005) (Citizenship and Immigration Canada, 2005). The latest
information shows that the number of people from Mainland China applying for emigration
to Canada increased by 35.85% in the third quarter of 2006 compared with the same
quarter in 2004 (“No Decrease in the Number of Applicants,” 2006).

Third, Mandarin has become a more useful language as the political and economic

power of the PRC has increased. Individuals of various ethnic backgrounds like to study
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Mandarin, which is the national language of China, to satisfy their curiosity, to travel to
places where Mandarin is widely spoken (e.g., Mainland China, Taiwan, Singapore etc.), or
to increase their employment opportunities. Even in English-speaking countries like
Canada, people of the mainstream culture may find it easier to explore the market in the
Chinese community, or build up a closer connection with people of the minority group if
they have some understanding about their culture and language.

Fourth, government officials from Mainland China (via the Consul of the People’s
Republic of China in Vancouver) and Taiwan (via Taipei Economic & Cultural Office in
Vancouver) have been actively promoting Chinese education in Vancouver. They sell
Mandarin text-books and other teaching materials to Chinese schools at low prices, sponsor
Chinese teachers to attend seminars in Vancouver, Mainland China or Taiwan and provide
funds to organize activities for teachers in Vancouver. They support the promotion of
Mandarin rather than Cantonese as Mandarin is the official language in both places.

Fifth, grasping the languages of other countries may facilitate the exchange of
academic and cultural matters. China has a population of 1.3 billion people (Permanent
Mission of the People’s Republic of China to the United Nations Office, 2004) that is about
a quarter of the world’s total population. Attracted by the rich endowment of historical and
cultural resources in China, cooperation plans have been developed between China and
other countries for the purport of promoting world peace and mutual benefits. China is
likewise trying to take a more active role on the world’s stage such as the responsibility of
organizing the Olympic Games in 2008. Learning a national language, to a certain extent,
can be a key to open the door of the culture that interlocks the language to both Chinese

and non-Chinese people.
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Sixth, basically all Chinese people are using a similar form of written language
although the style, word choice and sentence structure might differ slightly from region to
region. Through the same written language, they can communicate no matter what spoken
Chinese language they are using. Practically, most Chinese people are using a similar set of
Chinese characters that originated from the same source of classic Chinese although
Chinese people in different regions may have modified the characters to meet their specific
needs. However, people find it easier to learn Mandarin because Mandarin is a language
whose spoken form is accurately represented in its written form. In contrast, the spoken
form of Cantonese is not accurately represented by written Chinese and this factor deepens
the difficulty in learning Cantonese. Moreover, the pronunciation system of Cantonese is
more complicated than that of Mandarin (e.g., Mandarin has four stresses but Cantonese
has nine stresses.). Cantonese contains many phonemes that have no written forms.

The above discussions explain why Mandarin is more important than Cantonese in
China and why Mandarin has become a popular language for the Chinese minority outside
China in non-Chinese speaking regions, like Vancouver nowadays.

If the term “Chinese” is considered a construct that offers insights to a re-thinking
of selthood or how Chinese people view themselves in a Western society of Canada, it is
essential to foster ““a re-thinking of subjection, self-invention and an ethics of responsibility
towards others in areas of identity politics in our time” (Koh, 1999, p. iii) with the use of
languages such as Chinese and English that is one of the main themes of this dissertation
for the manifestation of such identity.

To portray how Chinese-Canadians in Vancouver use language to manifest their

cultural identities we have discussed the development of the Chinese languages in the local
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community through three lenses: the past, present and future development of Chinese
languages in Vancouver. As Chinese schools are thought to play a pivotal role in promoting
the Chinese language and culture, it is worthwhile to understand how they develop and
fulfill their responsibilities. For each of the three stages, I interviewed a key person who is
recognized within the Chinese community as a representative of a specific stage of
development of Chinese schools. These interviews will help draw a more complete
background picture for this dissertation from the point of view of key participants. The
interview questions for the three representatives or specialists in Chinese education are

provided in Appendix A.

A Retrospective View on How the Chinese Language Developed in the Past

To go into the details of the historical development of Chinese schools in Canada, I
interviewed Dr. Miriam Yu who was one of the pioneers in promoting Chinese education in
Canada in the past three or four decades. | went to Yu’s office in a morning in October
2006 and recorded her answers to the questions that were faxed to her before the meeting.
The interview was conducted in Cantonese and the exact discourse was recorded verbatim
in the original language used by the interviewer and interviewee. English translations were
added to the bottom of Chinese transcriptions that were used for discussions and this
format has been adopted throughout the whole paper to meet the needs of both Chinese and
English readers.

Yu graduated from the University of Michigan in 1972 with a doctorate degree in
Educational Psychology. She was one of the five founders who established the Canadian
Association of Chinese Language Schools in 1982, the President of British Columbia

Chinese Schools Association from 1998 to 2002, and the Director of Chinese Cultural
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Centre of Greater Vancouver for the previous six years. She was elected as the Chair of the
Board of Directors of this association in 2007.

She started after-school Chinese classes for Chinese children in Manitoba when she
began to teach in Memorial University of Newfoundland in 1972. At that moment, she
borrowed classrooms from the University and provided free Chinese education to Canadian
children of Chinese ancestry. She recruited parents as teachers and solicited funding from
the federal government. Yu was responsible for the administrative operation of the Chinese
school.

When I asked her why she was motivated to develop Chinese programs in Manitoba,

she replied,

WERBMEDRAFTET AR B ERSULREESIA

F . XMEEAFHRES .

(If we want Chinese people to have our “faces,” we need to secure our

independence. To achieve this, we have to start with culture and

language. The culture of a place cannot be separated from its language.)

The above reply shows Yu’s belief in the close relationship between language and
culture. She meant that to promote one’s culture, one must begin with language. She
promoted the Chinese language to pursue the independence and dignity of people of
Chinese descent in Canada.

According to Yu, the Canadian Association of Chinese Language Schools had
gathered people from five regions of Canada to form a united organization to develop
Chinese education throughout the whole country. The five regions included the four
provinces in the eastern part of Canada in which Yu was the representative, Dr. Cary Chien

the representative of the western part of Canada and other representatives from Alberta,

Winnipeg and Toronto. Twelve years ago, Yu moved to Vancouver to enjoy her retirement
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days and likewise took a very active role in promoting Chinese language education in the
local community.

This organization shows a strong coherence among Chinese people to promote the
Chinese culture and language within different provinces of Canada. Other minority groups
such as Indo-Canadians also have specific patterns of beliefs influenced by their ethnic
background (Klassen, 2004). When new immigrants enter Canada, “they bring with them a
cultural baggage that contains a unique set of values, attitudes, socialization beliefs and
behavioral norms required by the country of origin” (Aycan & Kanungo, 1998, p. 451).
This shows that Chinese people are not the only ethnic group in Canada who tend to
preserve the culture of their original country.

When enquired about the characteristics of the early development of Chinese
education, Yu mentioned that three decades ago, they had to provide free Chinese
education to the Chinese community; otherwise, parents would not register their children
for Chinese programs because while they highly valued the learning of English, they
overlooked the value of studying Chinese. At that time, more students would learn
Cantonese. In recent years, Chinese-Canadian parents have taken greater incentive in
arranging their children to study Chinese and are willing to pay the tuition fees. Yu’s
comments highlight the following transitions:

1. In the past, Chinese parents in Canada highly valued English but ignored the
importance of Chinese. However, they become increasingly aware of the
importance of the Chinese language.

2. In the past, Chinese programs needed external funding to run free programs.

However, now schools can collect tuition fees because parents are willing to pay.
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The above two points indicate the change of attitude, and perhaps economic
circumstances, among Chinese parents. When asked to explain the reasons for this change,

Yu answered,

EHEARNDANERE KRk BT BFER . il
BE NEBEE L BB R EIRE A EE
FEEWBIRE  BEIRL FFME D).

(The population of Chinese people is increasing here, especially
the immigrants from Mainland China, so more people speak
Mandarin. In addition, the Chinese government is well operated.
The Chinese Consulate also has effective communication network
with the local Chinese community groups who can obtain plenty of
help and support from it.)

Yu’s reply gives us the information that more Chinese-Canadians have been
learning Mandarin these days because more Mandarin-speaking immigrants have settled in
Canada and required more Mandarin courses for their children. Moreover, the provision of
resources and continuous support from the Chinese Consulate benefits the local
development of Chinese education, especially Mandarin.

When explaining the organization of early Chinese schools, Yu said that the early
Chinese schools in Canada were operated by parents, and the teachers were also recruited
from parents. This indicates that Chinese parents took a more active role in running the
Chinese schools in the past. Most Chinese schools nowadays are operated by professional
administrators and instructors. Most instructors have received more specialized education
in the language they are teaching. This reflects a change in the organization of certain
Chinese schools.

When I asked Yu to comment on the present or future development of Chinese

education in Vancouver, she was quite certain that the competition between Chinese

schools will become keener in the future as the Mandarin-speaking parents may require a
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high language standard from the Chinese instructors. She simultaneously predicted that
there will be an increasing number of students shifting to learn Mandarin from Cantonese.
Since China has become more economically and politically prominent, people will become
aware of the usefulness of learning this language no matter what their ethnic backgrounds
are. These answers tally with Yu’s previous comments about the reform in school
organization in that parents now expect higher teaching standards. There is also a shift from
Cantonese to Mandarin programs.

In short, Yu’s opinions illustrate changing phenomena in Chinese education within
the past few decades. For instance, Chinese parents have altered their attitudes towards the
value of languages in Vancouver from ignoring the value of Chinese to highly valuing the
usefulness of learning their cultural heritage language. Chinese parents have increased their
quality expectations and demand more professional Chinese instructors. Another change is
related to the source of support. Yu said that Chinese education was supported by the
Federal Government of Canada several decades ago, but is now greatly supported by the
Chinese Consulate. The source of financial support may in some way influence the trend of
development of a language although this issue is not an objective of the present paper. For
instance, the Chinese Consulate only delivers Mandarin textbooks from China to
Vancouver to meet the demand from Chinese schools. As a result, it has in one way
promoted the teaching of Mandarin but ignored that of Cantonese.

When asked to estimate the number of Chinese schools in Vancouver nowadays, Yu

said that

TEREFEE RMEH i A TR PP SRR . LU PR & R BRI BS
R RSB D RS KA, R4 RS RS

.
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(In Vancouver, there are approximately 200 Chinese schools. In the

past, there were more students who learned Cantonese. However, in

recent years more students have been learning Mandarin as more

new immigrants coming from Taiwan and Mainland China.)

In sum, the interview with Yu provided a useful description about the historical

development of Chinese education in Canada, and how and why the Chinese language has

flourished in recent decades.

The Present Development of the Chinese Language in Vancouver

I interviewed Mrs. Grace Ling to gather information about the current development
of the Chinese language and Chinese education in Vancouver. Ling was an experienced
educator for decades working for the Department of Education in Hong Kong. She has
been a teacher and principal in Chinese Schools after having immigrated to Vancouver
about 20 years ago. The interview was conducted and recorded in Cantonese.

When asked to describe the characteristics of Chinese schools in Vancouver, Ling

focused on illustrating the characteristics of students. She had the impression that

HEMHE—RRLERNET MK XEBAER T, RiE
TELT RN ERE -EP X, PREAFHREREF 2
AR bLR T A/ T RKEERI ST HF

(The targets of our schools are usually children born locally. Their
parents do not emphasize on the learning of Chinese but only require
their children to learn a little Chinese and do not care about the result
of learning. Therefore, the support from parents will be limited and

teachers have to put in more effort to encourage students to learn
Chinese.)

In describing the family backgrounds of the students, Ling estimated that about ten
years ago the majority of her students came from Hong Kong and more Cantonese classes

were required. Their parents wanted their children to learn traditional Chinese characters

that were commonly used in Hong Kong and Taiwan. Nowadays, more of her students
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came from Mainland China. They prefer learning the simplified Chinese characters that are
widely used in China and the major regions in South-East Asia. Simplified Chinese is also
more welcomed by young Chinese-Canadians because they find it much easier to learn.
Many prefer learning simplified Chinese because both traditional and simplified Chinese
are allowed in most public examinations. Ling’s comments indicate the major reasons for

changes in Chinese languages learned by students.

Commenting further the family backgrounds of her students, Ling added that

REE _ARNBREDELHAT K  (ERERBERBEL B =K

BR , MMEXPE LRI BTREP AR ARATHRLE K

(In many families of the second generation, most family members still

speak Chinese at home. However, in the families of the third generation,

most of them probably speak English at home. Their children learn

Chinese because they need to communicate with their grandparents.)

According to these comments, some young Chinese-Canadians have little concern
with the transmission of the Chinese culture. Parents enroll their children in Chinese classes
so that they can communicate with the seniors within their families. They learn Chinese for
practical communication in the family. Ling’s answer at the same time diverts our focus to
the relationship between the background of children’s family and the purpose of learning
Chinese. People of immigrant families of the second and third generation mostly speak
English at home and their proficiency in mastering Chinese is more limited. Moreover,
parents brought up in these families will probably not require their children to have a high
proficiency in Chinese like other immigrant communities whose native language is not

English or French. We may predict that Chinese-Canadians of future generations will have a

more distant relationship with their native language and culture.
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Ling mentioned that there are also a number of non-Chinese children learning Chinese
in her schools. Their parents usually will not require them to make a significant progress in
Chinese, and are happy if their children have fun in their learning and be willing to continue
with their study. Increasingly, Ling’s words suggest that while some young Chinese-
Canadians are not so enthusiastic in learning Chinese, some non-Chinese children not of
Chinese descent have started to learn Chinese as their second language.

In short, Ling’s comments on the current development of the Chinese language and
Chinese education have provided us with useful information about the current changes in
students’ family backgrounds and their needs for Chinese programs. Ling has also pointed
the debates on the teaching of traditional and simplified versions of Chinese characters.
Since this is not a focus of this dissertation, this topic will not be further elaborated.

Nevertheless, educators and researchers may be aware that Chinese-Canadians brought
up from families of different generations may possess distinct characteristics. They may
view Chinese education from different perspective and have various expectations from it.
Because this dissertation focuses on the study of language use and identity perceptions
among immigrants of the first generation (i.e., parents and teachers) and the second
generation (i.e., students), attention will not be paid to immigrants other than these two

generations.

Looking Forward: Future Trend for Chinese in Vancouver
The interviews reported in the previous sections indicate that Chinese language
education in Vancouver has not been static, but rather has shifted in several dimensions:

from Cantonese to Mandarin, from parent-run to professionally administered, and from free

to tuition-supported. To gather information about its expected development in coming
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years, | contacted Christine Wong who is the Director of a learning centre that was
established two years ago. In her belief about Chinese language education, Wong

represents the new generation of administrators involved in this field. The interview was
conducted and recorded in English and additional information was provided through emails.

When asked about the purpose of her Chinese programs, Wong replied that she
intended to “promote Chinese culture” and “build up a unique program that belongs to this
generation and meets the needs of this generation in Vancouver.” She explained that she is
“bringing new concepts in teaching and learning by believing that education is a life-long
process and their programs offer the flexibility to help learners meet their ever-changing
challenges and obstacles.”

Wong emphasized flexibility in meeting the changing needs of the learners so that
they can learn more effectively. Wong’s programs are tailored to suit the specific needs of
her students. She leads a group of teachers who plan for their own curriculum and design
their teaching materials.

She interprets the functions of Chinese schools as places where Chinese people
learn their heritage language. In addition, they also “represent a spirit of tradition with
which the overseas Chinese can feel a sense of belonging” and through the connection of
these schools, Chinese-Canadians are able to communicate with people of the mainstream.
In other words, Chinese schools can act as a place where people’s cultural identities may be
condensed and reflected. They are at the same time acting as bridges connecting the
Chinese and Western cultures. Instead of simply providing Chinese education, Wong has

the ambition to promote the Chinese culture to people of the mainstream.
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When talking about the future roles of Chinese schools in Vancouver, Wong
foresaw “some significant changes in the organization of institutions offering Chinese
education.” Chinese schools will no longer be considered places that only provide after-
school activities and their courses are no longer for Chinese people only. Chinese schools
will offer courses from a more professional perspective and with diversified learning
objectives. Chinese schools will produce more “interactive products and online learning
tools.” Chinese programs will also be more challenging and creative in the design of
teaching and learning materials. Wong aims to achieve a number of reforms in the design
of curricula, learning methods and learning media of the Chinese programs. She perceived
the provision of Chinese education from various perspectives for meeting the ever-

29 46

changing needs of the learners in terms of its “contents,” “wrapping” and “presentation.”

When invited to imagine an ideal future model for Chinese schools, Wong
suggested that such a model would be impossible because stakeholders may have distinct
beliefs and objectives for learning Chinese and no school would be able to cover all the
emergent needs. She claimed that she would be more interested in “working out an
effective program” in which “flexibility and open-mindedness are two significant
components.” Her goal is to provide Chinese programs in the local community that
promote Chinese culture so as to reflect the real faces of current Chinese-Canadians in
Vancouver.

In summary, the interviews with Yu, Ling and Wong offered key background
information on the following questions: Why are there so many Chinese schools in

Vancouver, and so many young Chinese-Canadians studying Chinese in those schools?

Why do Chinese parents register their children to study Chinese courses? What are the
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factors that stimulated the development of Chinese in Canada in the past and how is its
present and future development? Why do Chinese people promote the Chinese language in
Vancouver and how do they perceive and develop their cultural identity with reference to
the promotion of the Chinese language and education? The answers to these questions are
directly or indirectly related to the main objectives of this dissertation which are concerned
with how young Chinese-Canadians use languages in their daily life and how they establish

their cultural identities through their usage of languages.

Current Studies on the Chinese Language in Vancouver

As the Director and Vice-president of the British Columbia Chinese Schools
Association from 2002 to 2006 and its President from 2006 onward, I had the opportunity
to conduct research prior to this dissertation to investigate the learning of Chinese among
Chinese students in Vancouver so that a clearer picture of the local situation could be
reflected and significant issues identified.

In Lo and Mahasneh’s (2005) study, about 230 Chinese students were recruited
from several Chinese schools in Vancouver and were invited to complete a questionnaire
that explored their goals in learning Chinese language. The researchers speculated that the
participating students would not simply study for the mastery and performance goals
(Ames, 1992) but proposed that there might be another type of goals—family-oriented
goals. The study focused on the importance of families in crafting specific goals in the
learning of Chinese to follow parents’ instruction, or to bring pride to their families, or
because other siblings also studied Chinese, and so on. The results showed that the subjects
valued mastery goals the most, secondarily the family-oriented goals, and valued the

performance goals the least. These results, to a certain extent, reflected how the subjects
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connected their study of the Chinese language to the way they viewed the value of their
parents’ words and instructions. This finding was also consistent to the claim that Chinese
people are considered collectivistic and respect collective goals (Triandis, 1995). Family
goals tend to be collective goals. Families are the first social instance where children learn
their language and get in touch with their cultural values, and where they begin to mold
their cultural identities by grasping the notion that “the behaviors and noises that people
make have meaning” that are “purposeful and useful in social interaction” (Bonvillain,
1997, p. 217). The research in this dissertation takes a further step forward in the search for
the relationship between the use of languages and the formation of people’s cultural
identities in social interactions.

In another study (Lo, 2006), about 130 Chinese students were recruited to complete
a questionnaire that investigated their patterns of help-seeking strategies in learning
Chinese in Vancouver. | interviewed eight triplets of students who were studying the
Chinese language in Chinese schools, their parents, and Chinese teachers. I found that
about two thirds of the student participants had come across significant difficulties in
learning Chinese, and 19% of the participants did not like learning Chinese because they
found the programs boring; 16% thought that they did not have sufficient time to learn
Chinese and 9% could not see the need for learning this language. To arouse learners’
interests in learning Chinese, I proposed eight ways to help learners tackle the difficulties
in learning this language:

1. To review the curricula of Chinese programs with reference to the actual and
specific needs of learners since the needs of learners in the Western world should be

different from those found in Chinese-dominated societies;
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2. To develop programs for learning how to use dictionaries and other tools that
facilitate the learning of Chinese to train students to be independent learners;

3. To develop curricula with local information so that learners may foster a sense of
belonging with the learning materials;

4. To review the teaching methods so that they foster creativity and self-efficacy;

5. To help learners understand the benefits of learning Chinese language both to
enhance their future adaptation and career, and to preserve a cultural asset;

6. To strengthen the training for Chinese teachers who will become more aware of the
learners’ capability, need and interest and who will be equipped with skills relevant
to conducting effective lessons;

7. To support the development of computer software that facilitates the learning of
Chinese and familiarizes students with software tools that are increasingly used to
write in Chinese;

8. To establish a developmental fund that continues to subsidize research projects on
Chinese education to give insights to advance its continual development.

The above suggestions were made in accordance with the problems encountered by
the students and it was hoped that these suggestions could provide a platform for further
discussions on improving and promoting Chinese language education in Vancouver.

To make learning Chinese more interesting and ease the difficult process of
learning Chinese characters for young children or non-native speakers, Lo (2006)
developed a project on the teaching of Chinese characters by using mnemonic strategies. It
was proposed that with the help of pictures, stories and relevant illustrations, learners were

helped to establish more efficient learning methods themselves in memorizing the shape of
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certain Chinese characters so that the boring method of rote-memory could be replaced by
methods created by learners themselves and they may be the creators and owners of their
knowledge.

The above projects disclose the phenomenon that Chinese-Canadians learn Chinese
for purposes that might be different from those appearing in Chinese-dominated
communities such as Mainland China and Hong Kong. Their needs for learning a minority
language and their learning approaches vary from individual to individual. For instance,
young Chinese-Canadians do not need to use Chinese in their daily life, so their learning
motive will not be as high as those living in Chinese-dominated regions. Certain young
Chinese-Canadians are willing to learn Chinese to comply with the expectations of their
families. As they are located at a city where the West meets the East, they may encounter
many cultural conflicts because Easterners and Westerners will certainly view things quite
differently and they have to adapt to environmental changes and tackle all possible
challenges. Learners of the Chinese language in different places have their specific and

unique needs.

Change in Sources of Chinese Immigrants and Their Use of Languages

The fundamental principles of Canada’s early immigration policies were clarified
by the Minister of Immigration in 1955 in the following declaration:

We try to select as immigrants those who will have to change
their ways least in order to adapt themselves to Canadian life and
to continue to the development of the Canadian nation. This is
why entry into Canada is virtually free to citizens of the U K., the
U.S., and France so long as they have good health, and good
character. (Richmond, 1967, p. 3)
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It appears to us that the early immigrant policies were not favorable to people other
than those from the U.K., the U.S. and France. The Chinese-Canadians who later became
the largest visible minority had gone through many difficult moments before their “history,
grievances, and contributions” were fully recognized (Wickberg, 1982). This situation
changed in the 1980s when the Canadian government started to recruit “economic
refugees” from Asian countries such as Hong Kong (Mandel, 1994). It is believed that
“Canada’s immigration policy has also traditionally been subordinated to our foreign policy,
or, more correctly, to that of our main trading partner” (p. 249).

The record tells us that the earliest emigration of Chinese people from China to
Canada began in 1858 in forms of coolie brokers (laborers) and chain migration (migration
through blood relationship) (Wickberg, 1982). These immigrants were mainly from the
South and Southeast China, and most of them spoke Cantonese. From the 1940s to 1970s,
the Canadian government was endeavoring to welcome immigration from Britain,
Germany, Italy, the Netherlands and other European countries and immigration from Asian
countries was not encouraged (Richmond, 1967). The unbalanced immigrant policies
became loosened after the implementation of policies of Multiculturalism Within a
Bilingual Framework in 1971, the Task Force on Canadian Unity in 1979 and the Canada
Act in 1982 (Mallea, 1990) and a change in immigration policy to attract “economic”
immigrants who entered the country with financial resources (Mandel, 1994).

The number of incoming Chinese immigrants grew rapidly after 1980s, with
Cantonese-speaking immigrants dominating in the local Chinese community until 10 years
ago when the pattern changed. There was a drop in the total number of immigrants from

Hong Kong where most people speak Cantonese and a rise in the total number of
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immigrants from Mainland China where most people can speak Mandarin (Citizenship and
Immigration Canada, 2005).

This change might be attributed to the fact that Hong Kong residents were affected
by the economic recession that spread through Asia in 1997. Financial difficulties reduced
their incentive to rebuild their homes in a new country. Moreover, many adapted to life in
Hong Kong after it was returned to China, and found fewer political changes than they had
previously feared.

The situation for residents of mainland China is quite different from that in Hong
Kong. After the economic reforms that were implemented in 1970s (Spence, 1999), China
experienced rapid economic development, and began taking a more important role in the
world trade. She has become an essential trading partner to the U.S.A., Canada and many
Western countries. According to the latest information, China’s economic growth was
intentionally slowed down to 10.5 % in the second half of 2006 owing to the overheated
economy in the first half of 2006; that is, the economic growth of the nation was even
higher in the first half of the year (China’s economy to grow 10.5 pct, 2006). The annual
fixed asset investment will be expected to grow by 26.5 %, retail sales by 13.7% and
exports by 24.5%.

These figures illustrate that China has secured a huge share of economic growth,
although the distribution of wealth is still quite uneven, many Chinese people are
experiencing greater wealth (Shun, 1989). The rising wealth and education levels is
enabling some Chinese to migrate to countries where they believe to be safe, stable and
prosperous, and where they can pursue an affluent lifestyle free from the excessive

pollution and environmental degradation caused by industrial development as this is the
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kind of life they prefer (Deng, J., Walker, G. J. & Swinnerton, G., 2006). As a result, more
and more Chinese people have been migrating to the Western world and to countries such
as Canada. This may be an obvious reason that explains the rise in Chinese immigrants
going to Canada from Mainland China (Li, 1998).

The continued growth in the number of Chinese immigrants has increased the
complexity of the local Chinese community. As new groups enter to fill the role of “first
generation of immigrants” for the local community, there is emergence of the second, third
and even the fourth generation of immigrants within the Chinese community. It is unclear
how people from the different generation groups differentiate beliefs about their culture
and language, their cultural identity, and their need for Chinese language education.

One of the interviewees, Ling, mentioned that parents from the second generation
normally do not expect their children to attain a high standard of achievement in Chinese.
They will be happy if their children can learn a number of Chinese characters or if they are
willing to continue with their study in Chinese. It is likely that people from different
generations set different objectives for their children’s learning and provide varying levels
of support. These are important points for educators and researchers to consider when
developing and appraising heritage language programs.

As stressed by Ling and Wong, to plan the curricula for learners, educators in
Chinese education have become aware of the needs of students of non-Chinese descent.
Other Canadian students may require further adjustments to the curricula and learning

materials because they have less experience in Chinese culture.
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Implications of Chinese Language Education and Cultural Identities

According to Yu’s estimate, there are about 200 Chinese schools in Vancouver and
the largest has more than 4000 students. Of course, other linguistic and cultural groups are
also promoting their heritage languages such as Korean, Japanese, Russian, Spanish,
Arabic, and Romanian and so on, although their numbers are smaller than those who are
learning Chinese in Vancouver. Nevertheless, the research and development in Chinese
education may lend support to the advancement of education programs for other heritage
languages. Learning from the experience of other cultural groups is an important aspect of
Canada’s multicultural society.

Research on the language can be multifaceted for it contains a wide range of
variables. It may be concerned with philosophies and models (Rybak, Wan, Johnson &
Templeton, 2002), age groups (Holm & Dodd, 1999), use of different Chinese languages
such as Mandarin and Cantonese (Tardif & Wellman, 2000), differences in places of origin
but with similar cultural backgrounds such as mainland China and Hong Kong (Chen,
Anderson, Li, Hao, Wu & Shu, 2004), gender (Gan, Humphreys & Hamp-Lyons, 2004) or
differences in cultural and language backgrounds (Ji, Zhang & Nisbett, 2004 ).

Because it is impossible to integrate all variables in this dissertation, I included the
variable of different Chinese languages (i.e., participants spoke Mandarin or Cantonese at
home), places of origin (i.e., participants were from mainland China, Taiwan or Hong
Kong) and socioeconomic background (i.e., there were student, parent and teacher

participants).



33

Code-switching and Its Functions

One of the aims of this dissertation is to study how young Chinese-Canadians
practice different languages in daily life. Researchers and scholars have varied opinions on
the functions of Code-switching (CS); for instance, it can convey meanings and social
relations (Kang, 2003), achieve literary effect and exercise self-consciousness (Toribio,
2004), repair, emphasize, clarify and confirm meanings (Milroy & Wei, 1995), differentiate
“we” from “they” (Ng & He, 2004), possess intrinsic and inferential values (Edwards,
2004), play a significant role in coping strategies of learning (Muller & Beardsmore, 2004),
or display multiple inter-group relations (Ramat, 1995).

Grosjean (2001) defined CS as “the alternative use of two or more languages in the
same utterance or conversation” (p. 145). Speakers change codes or varieties of language
according to first, the needs of the setting (e.g., time and place) and situation (e.g., family
gathering or a lecture), second, the backgrounds of the participants in the conversation (e.g.,
e.g., their age, sex and socioeconomic backgrounds), and third, the topic of conversation
(e.g., work or sports) and the function of the interaction (e.g., a request or greetings).

According to Grosjean (2001), CS may shoulder a broad range of functions. First of
all, some bilinguals report that they change languages when “they cannot find an
appropriate word or expression” or when the language practices does not have ‘the items or
appropriate translations for the vocabulary needed” (p. 150). In other words, people code-
switch because they cannot search for sufficient lexical resources from one language that
can fully express their expressions and need to look for auxiliary words from another

language.
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Second, people’s changing languages can be meaningful when it is employed as a
verbal strategy (Grosjean, 2001). It is suggested that CS may act as an indicator of “the
speaker’s momentary attitudes, communicative intents, and emotions” and “a means of
conveying linguistic and social information” (p. 152). If we agree that interacting with
others is an art, then CS definitely introduces complexity to the art form. When a bilingual
changes languages, it reflects an intentional choice, or a reflection of attitude and emotion
brought forward by the practice of CS but not made explicit. An interpretation of the
mechanism behind CS might help us understand the motive of the interlocutors or speakers.

Third, the use of minority language can be considered a symbol of a “we code” as it
is usually engaged with in-group or informal activities playing a constitutive role in
communication (Rampton, 1999). A minority language is an ethnic identity marker that
accentuates group or cultural identity, and that the use of a heritage language through CS
may rouse a sense of belonging and coherence among the in-group members (Grosjean,
2001).

Fourth, Grosjean (2001) believed that CS can “amplify or emphasize a point” (p.
153). For instance, CS may be used to terminate the interaction, to show approval or
disproval, to add force to the statement or to end an argument.

Fifth, CS may be used as a means to “exclude someone from a portion of the
conversation” (Grosjean, 2001, p. 154). Needless to explain, one can change languages to
exclude people who do not know the language.

Sixth, CS can be used to signal a change in roles, authority or social status

(Grosjean, 2001, p. 156). This incident is especially likely to occur when the language itself
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has a specific level of social status. Speakers can also change languages to equalize social
status.

In addition, CS is thought to be able to shoulder varied functions such as quoting
what others have said, specifying the addressees, affirming what has been said or recalling
past events (Grosjean, 2001, p. 155). Milroy and Muysken (1995) portrayed the functions
of CS by presenting to us situational switching (initiated by a change in the situation),
metaphorical switching (with an aim of commenting on the situation), conversational CS
(within a single conversation or utterance) and CS as “a socially agreed matrix of
contextualization cues and conventions” (p. 9).

Grosjean (2001) used the following diagram (Figure 1) to illustrate how

monolinguals and bilinguals code-switch.

Figure1 Language Choice and Code-switching (2001, p. 129).

Bilingual speaking to
monoli@ bilingual
l | Language
/wﬂl § w1ll use choice
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With Without With Without
code- code- code- code- Coqe- ‘
switching switching  switching switching switching
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In regard to the types of CS, Dabéne and Moore (1995) devised a model to describe
the different types of CS in a conversation. The following diagram (Figure 2) was

borrowed from their model and had been abridged for meeting the needs of this dissertation.

Figure2  Types of Code-switching (Dabéne & Moore, 1995, p. 35).

Type of code-switching

inter-sentential intra-sentential
inter-act intra-act
segmental unitary

Intra-sentential CS refers to CS within an utterance, whereas inter-sentential CS
refers to CS between two different utterances. Dabéne and Moore (1995) considered that
the differentiation between inter-sentential CS and intra-sentential CS is not easy because
in an oral corpus, “incomplete sentences are predominant” (p. 32). As a consequence, it
will be more appropriate to “base our analysis on the notion of act” (p. 33). An act in
conversation means an utterance. To explain the meanings of segmental and unitary CS,
Dabeéne and Moore claimed that segmental CS modifies “a segment of an utterance or a
single item,” (p. 33) whereas unitary CS may be called a loanword or insert since “only
one element is affected” (p. 33).

Heller (1995) defined CS as a “means of drawing on symbolic resources and
deploying them in order to gain or deny access to other resources, symbolic or material” (p.

160) and it possesses “certain kinds of value” (p. 160). The concepts of CS can be
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interpreted into two layers—the occurrence of CS in individuals’ repertoires; that is, “to
understand why it is available as a resource to some and not to others” (p. 161) and the
appearance of CS “at specific communities at specific historical moments, and not at others,
and how it can either persist or fade away” (p. 161). It prevails in the organization of social
life within the community. That is, CS needs to be examined from the individual’s and
social perspectives. Language is believed to be “inherently political” as it enables
individuals to gain access to the “production, distribution and consumption of symbolic and
material resources” (p. 161), and therefore, language is used to acquire economic and social
power.

Education is thought to be “the key site for the construction of social identities”
(Heller & Martin-Jones, 2001, p. 2). Linguistic differences in education are perceived as an
issue of “symbolic dominance” and linguistic practices are considered part of the “struggles
over controlling the production and distribution of resources and over the legitimation of
relations of power” (p. 2). Language is pivotal to our lives as it controls the construction of
knowledge, determines the access to other resources and masks the relations of power
embedded in the above processes. Heller and Martin-Jones described how the symbolic
value, functions and power of language can help us to understand the nature of CS.

When the study of language extends from the individual to the social stratum, it is
necessary to mesh individuals’ actions with the community, in particular the speech
community which is the background and “the origin of the social norms that determine the
appropriacy of speech, producing social meaning above and beyond referential
intelligibility” (Rampton, 2000, p. 2). Rampton also proposed the concept of “boundaries

by saying that our “here-and-now social action plays in the production of ‘small’ but new



38

communities” and we are interacting with strangers inside or outside the community and
“at the boundaries” (p. 1). The occurrence of speech community and boundaries enables
people to “identify inauthentic members” (p. 3) and amplifies the notions “in-group” and
“out-group” members in the speech community, thus motivating researchers and
sociolinguists to research on intergroup or intragroup stereotypes in the social psychology
of language (Rampton, 2001). Furthermore, this type of research stands in need of greater
clarification and concern in the variety of languages used in a community, the intra-
community diversity and the balance of power between researchers and research subjects
so that social researchers would advance their “political goals—greater freedom, equality
and justice—as well as our intellectual ones” (Rampton & Richardson, 1997, p. 150).

To investigate the interactions between an individual and other people, Milroy
(1980) focused on the total linguistic repertoires (all utterances presented by people) and
social networks (connections between people) that involve “direct and careful observation
of the manner in which people use language in its social context” (p. 1) and may be
considered the “primary interaction” (p. 15) of individuals facilitating the observers to
visualize how the speakers “manipulate the linguistic resources available to them” and
“carry powerful meanings and so resistant to external pressures” (p. 19). Milroy and
Gordon (2003) used the terms closed network, strong network and weak network (p. 117),
high-density personal network structure and low-density personal network structure
(Milroy, 1980, p. 20) to specify the varieties of language that are subject to maintenance
through pressure exerted by informal ties of kin and friendship and analyze the “structural
and content properties of the ties that constitute egocentric personal networks” (Milroy &

Gordon, 2003, p. 119).
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The study of the functions of CS helps us create a deeper understanding of the
stories behind the use of different languages among bilinguals and the stories may be richer
than what we expect. Some people may have the preconception that bilingualism is
identical to biculturalism. Grosjean (2001) told us that this might not be the case as some
bilinguals can be monocultural although they have the chance to be exposed to different -
cultures. As a result, to understand the thoughts, emotions, traits and characteristics of
bilinguals or multi-linguals is not an easy task because it is not simply the acquisition of
traits from different cultures. Bi- or multi-linguals may accept or reject their previous or
new cultural traits or may even develop brand new traits of their own.

As Grosjean (2001) suggested, some immigrants may develop “a strong sense of
identification and personal worth” (p. 161) , not find a comfortable identity in any group, or
combine the two cultures to “make a new cultural group” (p. 162). Therefore, it is valuable
to investigate how linguistic and cultural minorities build their cultural identities in a
multicultural society. What attitudes do they develop about their languages? What multiple

identities are reflected through their use of languages?

Constructs of Theory in This Dissertation

Research on language switching can be so broad that there surfaces a need for
building constructs or dimensions for steering investigations. Scholars proposed a cognitive
and mentalistic orientation, a social and contextual orientation (Bayley & Regan, 2004)
and a sociocultural orientation (Bucholstz & Hall, 2005) as lenses to observe phenomena
occurring in the learning and use of language. A linguistic study follows the cognitive and
mentalistic orientations when it investigates psychological development in learning

language, such as the use of CS as a learning strategy (Arnfast & Jorgensen, 2003), or as a



40

device by which “the novice request[s] a target language action format from the language
expert” (Kasper, 2004). A linguistic study may be categorized as social and contextual
oriented when it investigates the use of CS in moderating human relationships as in relation
signaling a power difference (Esdahl, 2003), promoting public life (Simire, 2003), or in
setting up a textualization cue (Chan, 2004). A linguistic study may be considered
socioculturally oriented if it explores the relationship between discourse and the formation
of identity, such as the relationship between the practices of CS and the establishment of
multiple identities (Kim, 2003), and link between discourses in different languages and the
formation of a shared “Hong Kong Identity” (Tsang & Wong, 2004).

CS can take different forms. It may occur between the turns of different speakers in
the conversation, between utterances of a single turn or even within a single utterance
(Milroy & Muysken, 1995). CS may likewise take place under varied situations, such as at
home and in the community (Milroy & Wei, 1995) or at school (Kasper, 2004; Mondana &
Doehler, 2004). As a consequence, researchers have studied the processes of CS from
varied perspectives; for example, Ng and He (2004) investigated the within-turn and
between-turns CS; Auer (1995) studied the situational parameters that determine the
language choices; Grosjean (2001) examined attitudes toward CS and Muller and
Beardsmore (2004) investigated multilingual interactions in plurilingual classes; Kasper
(2004) explored students’ situated identities and social memberships, while Heredia and
Altarriba (2001) discussed the costs and benefits of CS and the role of language dominance

in CS.
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Language and Identity

Besides looking at the functions of CS as a tool to learn, scholars have started to
scrutinize its use in other perspectives. Current researchers have added more resources to
explore CS from the socioculturally oriented perspective—how people’s use of languages
or discourses is related to the history of the speakers and their cultural background at large
(Bucholstz & Hall, 2005; Berk & Winsler, 1995).

Certain researchers believe that when people make particular language choices to
respond to others in dialogues, they are actually reflecting to others the kind of identity
they wish to possess or express at that specific moment (Milroy & Muysken, 1995).
According to Pavlenko (2005a), the meaning of identities is interpreted as follows:

the terms identities and subject positions will be used
interchangeably to refer to discursive categories (that is, identity
options) offered by a particular society in a specific time and place
and to which individuals appeal in an attempt to self-name, self-
characterize, and claim social spaces and prerogatives...” (p. 197).
According to Heller (1999), in the process of identity construction or re-
construction, the old politics of identity give its owner a chance to fight for what he
or she wants in three ways:
1. it is being challenged from within, as unity gives way to diversity, that is,
there is a need from the inside of an individual urging the individual to change;
2. it is being challenged from outside, as the old structures give way to new

organization and value, that is, new things outside motivate the individual to

change; and
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3. it is being challenged by its own success, as the authenticity of its past gives

way to entry into the modern world, in other words, the individual gains

experience from past events and makes change (p. 5).

During interactions, “speakers use one or other of the choices available to them to
express aspects of a fluid social identity as they move through a multidimensional
sociolinguistic space” (p. 7). It is noticed that the language used by a group of people can
act as “a symbol of an underlying image of group purpose and identity” (Ghuman, 1995, p.
233). It is also emphasized that CS must be valued “for the speaker’ identity in the social
context where it occurs” (Myers-Scotton, 1993a, p. 483). People are innately predisposed
to adopt CS as a means to negotiate his or her position, role and then identity in a
community. Speaking generally, people’s language choices display the personal, social and

group identities they wish to convey to others.

Chinese-Canadians in Vancouver

British Columbia of Canada has a total population of 3,907,735 and the largest
minority group, Chinese-Canadians, has 365,490 (Statistics Canada, 2001).

It is worthwhile to investigate how and why Chinese-Canadians make their
language choices between English and Chinese (Mandarin and Cantonese) under different
situations and how they interpret their identities through and with their use of languages.
Findings in this aspect may give useful information to policy makers in education.

In the past, many studies focused on exploring the issues of CS between two
Western languages such as Spanish/English (Toribio, 2004), Finnish/English (Lumme &
Lehto, 2002) and English/French (Clément, Baker & Maclntyre, 2003). Although there

were studies in regard to bilingualism or CS between Chinese and English, most were
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concerned with the acquisition of English as a second language (e.g., Li, 2004), the
maintenance of Chinese as a native language (e.g., Xiao, 1998), the willingness to
communicate in ESL (English as a second language) (Wen & Clément, 2003), the
acquisition of Chinese as a second language (e.g., Huang, 2003). We still lack information
regarding the formation of people’s identity through the use of CS.

CS involves two or more languages, each interconnecting with the specific culture
of the people who speak it. The practice of CS and formation of people’s identities varies
from interlocutor to interlocutor, from situation to situation and from culture to culture. As
this dissertation puts a large proportion of its emphasis on CS in school and at home, its
findings may provide us with additional information in these directions. Through this
dissertation, we may obtain more information regarding the relationship between the use of
languages and the formation of cultural identity among Chinese-Canadians in Vancouver,
hoping that the data may also give us insights that explain situations occurring in another

Chinese community in other parts of the world.

Chinese People and Confucianism

If we intend to investigate the thoughts and behaviors of Chinese participants, it is
essential for us to have a glimpse at the impact of Confucianism that penetrates the various
strata of life among Chinese people. Previous studies that targeted at examining
interpersonal relationships (Yum, 1988), behavior patterns of social intelligence (Willmann,
Feldt & Amelang, 1997), patterns of intergenerational communication (Liu, Ng, Weatherall
& Loong, 2000) and all forms of social community activities (Lee, 2002) among Chinese
people have given insights on understanding how they think and behave. These studies

simultaneously create a better reflection of people’s lives in reality.
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A sub-goal of this study is to explore the influence of Confucian concepts and
values on Chinese-Canadians in Vancouver. Some researchers may be interested to know if
Confucianism still shed light on Chinese people’s patterns of behaviors and their
presentation of identities, and how these concepts and values may have transformed
themselves into new ones when emerging within a Western culture. Confucian concepts are
broad and not easy to examine, and therefore, this dissertation only make a preliminary
start to explore how they can be observed.

Although a wide range of studies had been engaged in exploring how Chinese
students learned Chinese in Western countries (e.g. Chow, 2001; Huang, 2003; Liao &
Fukuya, 2004), there are a shortage of current studies that inform us how Chinese people
perceive their identities through the use of Chinese and English in school settings or in
other aspects of their social life in a Western community. Therefore, another purpose of
this dissertation is to scrutinize the perception and influence of Confucian concepts and

values for Chinese people living in a Western society.

Research Questions of This Dissertation

People are always curious to know who they are, their positions in society and
symbolic components of their identity (Trueba & Zou, 1998) so that they hold their power
and control their own destiny. This dissertation hopes to investigate how Chinese
participants define or re-define their cultural identities in a Western city, Vancouver,
through their use of languages, in particular Chinese (Mandarin and Cantonese) and
English as I could not find relevant information in current studies.

To have a focus and direction for the study, the following four research questions

will guide its development.
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The first research question is—how and when do the Chinese participants code-
switch at home and in school? How do the participants change languages between Chinese
(Mandarin or Cantonese) and English? How do the participants change languages between
Mandarin and Cantonese? How do the participants perceive their cultural identities?

As lintend to explore the relationship between the use of languages and the
formation of cultural identities, I assume that there might be some sort of connection
between these two elements and try to first gather data regarding the patterns of language
use in the participants. Chinese people may display different patterns of language use when
living in Chinese-dominated regions such as mainland China or Taiwan, and living as
minority members in non-Chinese communities such as Canada, Britain or France. For
example, how often do the participants code-switch within an entire utterance (in-turn CS)
or code-switch between two different entire utterances (between-turns CS)? How often do
people of the younger generation (e.g., children) make between-turns CS when compared
with people of the older generation (e.g., parents) (Milroy & Wei, 1995)? How do the
participants code-switch when conversing with people from different backgrounds? How
do the participants practice varied types of CS in different contexts (e.g., at home and in
school)?

The second research question is—how do the participants perceive the purposes of
languages? Is the way they perceive their own identities the same as the way other people
perceive their identities? By achieving this objective, I try to investigate how and why the
participants practice different languages from an insider's points of view because I am also
a Chinese-Canadian, but at the same time, I observe their patterns of language use from an

outsider’s point of view because I am a researcher. In the end, both views are compared. To
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make it clearer, this research question searches for the reasons that initiate the participants
to change this use of languages and language patterns, and analyze in what way these might
be related to their perception and formation of cultural identities. For instance, they alter
languages for the purpose of learning new knowledge (e.g., a learning purpose in the
classroom), communicating with others (e.g., a communicative purpose in daily interaction)
or conveying to others their cultural identities (i.e., an identity-reflective purpose showing
one’s cultural identity). To what extent do their patterns of CS reflect the purposes of their
CS? Do they exhibit CS that is originated from a combination of different purposes in their
repertoires of communication or do they display CS mainly for a specific purpose?

The third research question is—how do they establish their cultural identities with
reference to the CS of Chinese and English? This question aims at exploring whether they
have their unique way of expressing their identity as members of a minority group in a
Western city and this is a major theme of the present paper. How do people of differing age
groups display various relationships between the formation of identities and the use of
Chinese and English? How do Chinese parents, teachers and children express their
identities in varying ways such as consciously or unconsciously, and what are the rationales
behind these variations?

The fourth research questions purposes at digging up more information to answer—
how do the participants relate the use of languages and their formation of a cultural identity.
What does this relationship imply? How can the pattern of relationships generate
representations that may be used to explain similar situations or behaviors that appear in
other minority groups? This is a sub-goal to explore how the participants think about the

influence of Confucianism on the process of their identity formation. How do the
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participants perceive the influence of Confucianism in their daily life? How do the
participants perceive the impact of Confucianism on the way they build their cultural
identity?

The above four research questions are constructed on the assumption that a
relationship may appear between participants’ use of languages and their formation of
cultural identities. 1 intend to explore whether this assumption is valid, and in what way or
to what extent this relationship exists. The four research questions within the present study
aim at digging evidence to clarify doubts in this aspect. The reader may find the literature
review on code-switching and cultural identity in the following two chapters of this

dissertation.
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Chapter Three
RESEARCH ON NATURE AND FUNCTIONS OF
CODE-SWITCHING

Definitions of Code-switching (CS)

Code-switching (CS) is an important aspect of bilingualism. Investigation of CS has
reached a new level of sophistication in recent decades. CS had only peripheral
significance in the 1950s and 1960s, when there was limited focus on syntax and
sociolinguistic aspects of bilingual speech, but is currently recognized as able to “shed light
on fundamental linguistic issues, from Universal Grammar to the formation of group
identities and ethnic boundaries through verbal behavior” (Auer, 1998, p. 1).

Before discussing the nature of CS, I need to explain to my reader the meaning of
code first. A language can be perceived as codes through which messages are conveyed,
and it is the persistently metaphorical use of the spoken language that transforms its nature
as codes (Fitzgerald, 1975). The musical features of a language may be mapped onto the
utterance that creates a separate code through which a message is delivered.

Susan Ervin-Tripp was one of the earliest researchers who looked at the issues of
language choice from the perspective of social dimensions in the 1960s (Grimshaw, 1997).
She intended to identify how the ethnicity of interviewer, language of interview and topic
influenced the selection of code. The process of decoding begins when the listener of an

utterance interprets the phonological, referential semantic and sociolinguistic components
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of the language code and tries to understand how these elements are patterned within the
structure of the narration as an event (Sanches & Blount, 1975).

The use of codes leads to a combination of various codes giving rise to the terms of
code-mixing, code-switching, style shifting, language shifting and register shift. Code-
mixing is the “incorporation of linguistic material from a second language into a base or
matrix language” (Bonvillain, 1997, p. 360). Code-switching (CS) is the “alternative use of
bilinguals of two or more languages in the same conversation” (Milroy & Muysken, 1995,
p.7). Style-shifting refers to the change of formality levels within the same language
(Ramat, 1995) and language shift indicates the phenomenon in which minority people show
inability to maintain their homes as an intact domain for the use of their first language
(Romaine, 2000). “Register” is referred to the style of language used by people with a
certain occupational background. Register shift can be understood as the change in specific
vocabulary items associated with different occupational groups (Holms, 2001). All these
topics are worth our attention if we are prepared to have a closer look at the modern
functions of languages in daily activities. However, due to the limited space in this
dissertation, I intend to concentrate my discussion on the CS prevalence and phenomenon
among Chinese participants in Vancouver, and its relationship with the establishment of
their cultural identity.

Before the discussions on CS and bilingualism, it is also useful to pay attention to
the issues of monolingualism and dual monolingualism. Monolingualism refers to the use
of a single language (Grosjean, 2001; Romanine, 2000), whereas dual monolingualism
refers to the separate use of two different languages (Abudarham, 1998; Ducan, Parent,

Chen, Ferrara, Johnson, Oppler and Shieh, 2005). A bilingual usually speaks two different
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languages under a single situation, but a dual monolingual may speak two different
languages under two distinct situations respectively. The ability of a society to maintain
two languages for its distinctive purpose is termed as disglossia (Fishman, 1999). To put it
succinctly, I focus on studying the bilingual speaks found in the Chinese community of
Vancouver in this dissertation.

When attention is shifted back to CS, it is considered a part of verbal action that
possesses and produces communicative and social meanings. For the purpose of attaining a
more thorough understanding of CS, attention should be paid to “the details of its local
production in the emerging conversational context which it both shapes and responds to”
(pp- 1-2). In other words, to investigate the practices of CS, researchers need to study who
uses CS, and how, when, where and under what situation it is created.

It is claimed (Myers-Scotton, 1997) that CS takes place in discourses which, “in the
same conversational turn or in consecutive turns, include morphemes from two or more of
the varieties in their linguistic repertoires” (p. 217). Myers-Scotton suggested that the goals
of practicing CS are to compensate for lack of proﬁciendy to continue the opening
language, to stir interpersonal relations, to signal and interpret speakers’ intentions and to
reflect the dynamics of competition between ethnic groups. Myers-Scotton (1993b)
differentiated the models of CS into two categories. Macro-analyses explore the linguistic
variations derived from the sociological attribute of the speaker and the situation, whereas
the micro-analyses focus on the relationship between individuals’ use of linguistic
resources and their context.

According to Grosjean (2001), the process of language choice among bilinguals

consists of two stages. In the first stage, a bilingual speaker decides the use of a base



51

language, and in the second stage, the speaker determines whether or not to change his
language choice.

Gardner-Chloros (1995) described CS to be “a much broader, blanket term for a
range of interlingual phenomena within which strict alternation between two discrete
systems is the exception rather than the rule” (p. 68). Auer (1995) considered CS “a
relationship of contiguous juxtaposition of semiotic systems, such as the appropriate
recipients of the resulting complex sign is in a position to interpret this juxtaposition as
such” (p. 116). According to Heller (1995), CS is “a form of language practice in which
individuals draw on their linguistic resources to accomplish conversational purposes; those

resources have value in the terms of the various existing marketplaces” (p. 161).

The Nature of CS

In any bilingual or multilingual country, “not all languages have the same political
capital; this depends on how languages are allocated to official and other public functions
in a society” (Myers-Scotton, 2002, p. 35). It is often the government and institutes of
higher education that decide on the status of specific languages. Those who wish to
maintain power and privileges via linguistic choice set up the “elite closure” (p. 35) and as
that an elite can “close off access to power by other groups through official language
policies that they often control” (p. 35). Historically, the terms “majority” and “minority”
are first applied to ethnic groups and later to languages and speakers of those languages
(Kendall, Murray & Linden, 2003). Sometimes, the phenomenon of ethnocentrism may
exist in a bilingual or multilingual society in which there exists a “tendency to regard one’s
own culture and group as the standard, and thus superior, whereas all other groups are seen

as inferiors” (Kendall et al., 2003, p. 314).
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The contradiction and conflict of the minority conditions create a specific discursive
struggle—the schools, as key sites for “the production of nation” (Heller, 1999, p.19),
maintain “a monolingual zone” to ensure the continuous dominance of the majority
language and exclude the languages that the policy makers consider ““aliens.”

This raises questions about the goals and missions of public and private education.
It is generally agreed that a school is a place where people can gain access to the skills and
knowledge that will facilitate them to participate in the modern and globalized world
(Heller, 1999). Can the implementation of stratified linguistic policies, such as those
implemented to develop cultural unity, assist us to materialize our goals and mandates in
the widely diversified and multicultural world? Sometimes, it is not easy to seek answers
for such kind of controversial questions, but for those who commit to language education,
they may find it meaningful to ponder the ultimate answers of these questions.

At the threshold of the 21* century, minorities are in “a good position to market
their linguistic capital” (Heller, 1999, p. 29). It is suggested that through the allocation of
resources in schools and education, they can “position community members
advantageously in the new internationalizing political and economic order” (p. 29). The
study of multiculturalism, code-switching between languages, and the disparity between
the majority and minority languages, may help to construct this new order.

After Milroy and Gordon (2003) synthesized a number of studies conducted by
researchers such as Zentalla, Gumperz, Auer, Wei and Myers-Scotton, they drew the
following conclusions about the practice of CS. First, as the choice of code is heavily
network-dependent, the co-existence of different languages in the community repertoire

may give rise to multiple codes. Second, the choice of code is systematically linked to a
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series of distinctive gender- and age-related networks. Third, speakers’ use of linguistic
choice (discourse strategies) can be extracted from particular contextualization cues. Fourth,
the communication purpose of the cue can be understood by “insider” addressees but often
not by “outsiders.”

It seems the above studies suggest that the use of CS reflects specific phenomena
among humans, no matter it is a struggle of power between people (Heller, 1999),the
occurrence of elite closure (Myers-Scotton, 2002) or the contrasting situation between the
majority and minority (Kendall et al., 2003). On the contrary, Swigart (1992) believed that
it is inappropriate to create an assumption that “the use of two languages within a single
conversation violates a norm and must therefore be explained” (p. 83). Instead, CS has
become a fluid and natural mode of speech among urban bilinguals who change languages
fluently without any special purpose or intention. People code-switch simply because CS is
a part of their verbal expressions in their daily lives.

The analysis of CS phenomena triggered by the previous studies provides me some
guidelines to understand the situations found in the local Chinese community. I should be
aware of the reasons why people code-switch, the consequences of their practice of CS and
how people perceive and value the existence of CS. These factors are useful in giving me

more information to portray a clearer picture of the main themes of this dissertation.

Existence of CS

In the modern world, the alternative use of different languages, or CS, is very
common in bilingual and multilingual cities that support social and economic mobility. CS
can be analyzed from various perspectives. It may exist in several forms, including (1)

intra-sentential is referring to switches within a sentence; (2) inter-sentential is referring to
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switches between sentences; (3) tag-switching is referring to switches between short
phrases; (4) emblematic switching is referring to switching between words that contain
symbolic meanings; and (5) extra-sentential CS referring to switching between an utterance
and the tag or interjection attached to it (Milroy & Muysken, 1995, p. 8).

Some researchers explore the different types of CS practiced by various people
under distinct situations. For example, Milroy and Wei (1995) explored how Chinese
participants across different generations practiced CS inside and outside home
environments. Ng and He (2004) studied the frequencies of within-turn CS (CS within an
utterance) and between-turns CS (CS within two consequent utterances) occurring in tri-
generational family conversations in New Zealand. The researchers found that within-turn
CS occurred more frequently than between-turn CS did in participants’ families. Besides,
the ratio of between-turns CS to within-turn CS was higher for grandchildren than for
either their parent or grandparent counterparts. The researchers investigated which age
group of the subjects employed CS more frequently and which type of CS were more
frequently utilized. The above two studies begin to answer the question of who will
practice CS and where it is created.

Grosjean (2001) illustrated the four factors that prompt the occurrence of CS:

1. the setting and situation (e.g., at home or in a party) that indicate where and

under which situation CS is produced;

2. the participants in the interaction (e.g., their gender, ages and occupations);

3. the topic of conversations (e.g., work or sport) that incorporates CS; and

4. the function of the interaction (e.g., requests, thanks or apologies) initiating CS

and why CS is initiated.
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Myers-Scotton (1999) proposed the ways that help to decide whether or not a
speaker wills code-switch. For example, the speakers have to consider the linguistic
constraints (e.g., physical, economic, legal and psychological constraints) they are facing,
the social norms prevailing in the community, the collective expectations and
understandings of the linguistic choices, the conformity controlling in-group members in
the community and the limits of choices themselves.

CS that appears in varied situations and for different reasons may be interpreted
distinctly. For instance, Mondada and Doehler (2004) investigated how students used CS in
classrooms and promoted the effectiveness of learning, while Toribio (2004) examined the
existence of CS among scholars and professionals. CS also takes many different forms
when it is adopted by people of differing ages and educational backgrounds, for distinct

purposes and under various settings.

Orientations of CS

Bayley and Regan (2004) suggested that the use of languages may arise from two
orientations: a cognitive and mentalistic orientation and a social and contextual orientation
(p. 323). These scholars stated two dimensions for viewing CS—referring to cognitive and
mentalistic orientations, CS can serve the purpose of displaying people’s thoughts and
ideas and can likewise be used as a tool for learning (He, 2004). With reference to social
and contextual orientations, CS can help people to communicate with each other more
effectively (Ng & He, 2004) and reflect contextual phenomenon (Don, 2003). Bucholtz
and Hall (2005) proposed the third dimension—sociocultural orientations that emphasize

on the relationship between the formation of identity and the use of language.
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Cognitive and Mentalistic Orientations of CS

For cognitive and mentalistic orientations of CS, researchers focus on investigating
the variables that influence the production of different languages made at the same time,
expand the knowledge of second and third language acquisition, and understand how
different forms and structures of languages can be altered and affect tense marking
(Wolfram, 1985). There are investigations on cognitive resources required during the
process of comprehension and integration of different linguistic factors such as
phonological, grammatical and semantic information (Heredia & Altarriba, 2001).

A study conducted by Martin, Krishnamurthy, Bhardwaj & Charles (2003) that is
concerned with using CS for a learning purpose analyzed lexical borrowings, changes in
vocabulary and word grammar patterns while children were making language choices
between different languages. Through the practice of CS, students were helped to learn

more effectively.
Grosjean (2001) believed that people code-switch as

they lack facility in one language when talking about a particular topic.

They report that they switch when they cannot find an appropriate

word or expression or when the language being used does not have the

items or appropriate translations for the vocabulary needed (p. 150).

Under this situation, people code-switch because they lack cognitive resources for
one language and try to retrieve knowledge from another language to compensate for their
deficiency in the starting language. Grosjean (2001) further suggested that a bilingual may
be simply too tired to search for an exact word in one language and therefore code-switch

to minimize effort. Other researchers also agreed that bilinguals code-switch as “they do

not know either language completely” (Heredia & Altarriba, 2001, p. 165).
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Toribio (2004) argued that CS is able to facilitate the “strategic and efficient use of
linguistic and cognitive resources” (p. 134). In his paper, he gave examples to elucidate that
CS is a conscious use of language choice on the part of the speaker and through the process
of CS speakers extend their abilities. This conscious use of language choices may indicate a
desire to create a verbal impression or effect through the juxtaposition of two codes.

It is recognized that the expressions and transformation of CS could even be more
sophisticated when bilinguals change from formal to informal vocabulary. In other words,
when bilinguals code-switch in different settings, such as at home, in the school or in a
shopping mall, they might use different categories of vocabulary. When there are two
distinct language systems, the CS between them, under both formal and informal situations,
may take varying forms. For instance, Chinese and English have great differences in the
systems of grammar, sentence structure and vocabulary system and many other linguistic
aspects. As a consequence, it is valuable to grasp how Chinese-Canadians code-switch
between Chinese (an oriental language) and English (an Indo-European language) because
CS between two extremely distinct sets of language systems (e.g., Chinese & English) may
qualitatively differ from CS between two more similar sets of language systems (e.g.,

English & French).

Social and Contextual Orientations of CS

Social and contextual investigations of CS emphasize on how social and situational
factors initiate and influence the patterns of CS. Viewing CS from this perspective,
researchers study how CS facilitates human communication, acts as a contextual cue,

provides social meanings and so on.
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Focusing on the social and contextual perspective of CS, Heller (1995) considered
language a tool to help people to bargain for power., People code-switch to achieve specific
conversational purposes in their social lives. She added that language practices are
inherently political insofar as “they are among the ways individuals have at their disposal
of gaining access to the production, distribution and consumption of symbolic and material
resources” (p. 161). CS sometimes enables an individual to secure the power by rejecting,
disrupting or opposing the actions of other co-participants.

Arnfast and Jergensen (2003) described how CS can function in an avoidance
strategy or achievement strategy. They proposed that speakers may code-switch for the
purpose of avoiding a difficult target language form. On the other hand, if speakers code-
switch to keep the conversation flowing without having to pause or interrupt the delivery of
messages, this type of CS is considered an achievement strategy. Their study of first-year
learners of Danish who were bilinguals or multilinguals of Danish, English, Polish and
German showed us that CS is a useful strategy in promoting communication and social
negotiation.

Chan (2004) categorized motivations of CS broadly into “pragmatic” and “non-
pragmatic.” With pragmatic motivations, CS mainly takes the role as a “textualization cue”
to display communicative effects or inferences. With non-pragmatic motivations, CS may
convey social purposes such as the declaration of social roles/identities or reflecting
psychological phenomena such as disclosing the internal state of the speaker. Chan also
stressed that the contextualization of CS (signaling of contextual presuppositions) only
provides an incomplete account of the pragmatics of CS because (1) CS is better

characterized as a “framing” device rather than a “signaling” device where “the highlighted



59

contextual presuppositions are retrieved through pragmatic inferences irrespective of the
switched code” and (2) some instances of CS “do not seem to be contextualization cues at
all” (p. 14). Chan argued that CS is more powerful and plausible when acting as a
“textualization” cue.

The study conducted by Ng and He (2004) and by Milroy and Wei (1995) are quite
similar in the way that they both investigated how CS (between English and Chinese) took
place at home across family members of three generations (grandchildren, parents and
grandparents) in New Zealand and England respectively. Ng and He (2004) focused on the
Communication Accommodation Theory in which language divergence indicates social
disapproval, distancing or misidentification, whereas language convergence shows
approval and social identification with addressees. They gave examples to illustrate how
this theory existed. They also examined differences in frequencies on within-turn CS and
between-turns CS across all three types of participants and concluded the interpretive
function and identity tokens of CS facilitating the communicative flow among family
members. The researchers declared that CS was “a consequence of contrastive bilingual
abilities across generations and in turn provided resources for assisting communication
across generation” (p. 43). That is, CS has a function of facilitating communication among
people of different age groups and of different language abilities vertically. The researchers
proposed that CS likewise holds an interpretive function with which it helps people to
understand the meaning of messages a speaker really intends to deliver to others.

CS can likewise create new micro situations instead of passively functioning as a
contextual cue. For instance, bilingual speakers may “defy the expected performance to

impart extralinguistic message through language alternation at specific choice points of his
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or her utterance to impart new themes and construct new micro-situations” (Al-Khatib,
2003, p. 409). In fact, bilinguals feel incapable of thoroughly expressing themselves in the
monolinguistic system and hence they need to create new linguistic messages, new themes
and new micro-situations within the bilinguistic or multilinguistic system. In this case, CS
mainly facilitates a fluent flow in the circulation of human thoughts and verbal interactions
among bilinguals that monolinguistic systems are unable to sustain.

Edwards (2004) thought that CS can be governed by social-situational or
grammatical constraints and possess some intrinsic communicative or inferential value. The
researcher suggested that it occurs in families where it becomes “the markers of socio-
psychological distance” (p. 137). Edward also observed that CS can express how the users
sense the power of a language, its affective weight, their feelings and pride toward it.

The above studies illustrate how CS serves the social and contextual functions.
However, CS is also evident in the way it facilitates the demonstration of people’s cultural

identity. The next section indicates how CS serves this function.

Sociocultural Orientations of CS

Sociocultural investigations of CS are concerned with the relationship between
language use and people’s cultural identity. From the viewpoint of sociocultural linguists,
the examination of language should be placed in “the broad interdisciplinary field
concerned with the intersection of language, culture, and society” (Bucholtz & Hall, 2005,
p. 586). Theoretically speaking, sociocultural studies of languages include the disciplinary
subfields of sociolinguistics, linguistic anthropology, socially oriented forms of discourse
analysis, linguistically oriented social psychology and developmental psychology. Bucholtz

and Hall (2005) advocated integrating these diverse approaches under a single label by
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acknowledging “the full range of work that falls under the rubic of language and identity
and to offer a shorthand device for referring to these approaches collectively” (p. 586). In
particular, these subfields study the formation of people’s cultural identity through the use
of language.

An interdisciplinary perspective assists researchers and scholars to analyze identity
as “a centrally linguistic phenomenon” (Bucholtz & Hall, 2005, p. 586) because an identity
does not emerge at a single analytic level, but appears at multiple levels simultaneously.
Sociolinguists consider that a close relationship exists between identity formation and
language use, and language becomes a pivotal element in reflecting an individual’s internal
mental state. As a consequence, the formation of identity can be traced by searching for
information from the social ground such as discourse within which people’s identities are
built, maintained, or altered. Since the processes of discourse are changing at all times, the
formation of identity is also subject to change as it is initiated by changes in discourse.

Is the identity formed within a monolingual the same as that within a
bilingual/multilingual? Is the identity formed within a bilingual whose first language is the
dominant language similar to that within a bilingual/multilingual whose first language is a
minority language? The present dissertation focuses on the use of languages within a group
of Chinese-Canadians whose first language is one of the Chinese languages. It is thought
that in minority language settings, “the identity of minority groups and individuals is
constructed as being in some way deficient” (Blackledge, 2001, p. 54). For the dominant
group, anything about the minority groups may be considered “a source of inconvenience
and frustration” (p. 54). Members of minority groups are inclined to shift to the dominant

language for pursuing “economic opportunity” and “socioeconomic mobility” (Myers-
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Scotton, 2002). How do minority people use a language, either the dominant or minority
language to reflect their cultural identity? What role does their use of the majority and
minority languages play in their identity formation?

With the possibility to use more than one language in a conversation, identity
formation will certainly be more complicated than when only a single language is available.
Myers-Scotton (2002) believed that the pattern of CS can “index the speakers’ desire to
project themselves as persons with the identities associated with more than one language”
and as a result, they are projecting to others a “dual identity” (p. 45). Toribio (2004)
thought that CS is a “conscious choice on the part of the speaker” (p. 135), imputing
particular stylistic goals to specific code-alternations such as CS in reported speech,
making emphasis and elaboration. It was believed that a bilingual “does not alternate her
languages for lack of knowledge of structures or lexical items in codes to achieve some
literary effect,” but actually, it is “an exercise of self-consciousness” (p. 136). According to
Toribio, people code-switch for the purpose of conforming to an in-group or community
norm because “not mixing languages in certain circumstances would be considered
irregular and socioculturally insensitive” (p. 136). To put it succinctly, CS performs special
functions during the process of identity formation and the way bilinguals establish their
identities should be distinct from the way monolinguals build their identities.

A number of current studies investigated how bilinguals form their identities
through the use of language and CS. For instance, Lee (2003) examined how people
established multiple identities in a multicultural society of Malaysia where people are using
different languages to represent various types of identities. This study showed the existence

of multiple identities. Tsang and Wong (2004) studied how people in Hong Kong created a



63

shared “Hong Kong identity” with the practice of English and Cantonese. Being a British
colony for over 100 years, the people in Hong Kong developed a type of identity different
from Chinese people in other Chinese-dominated societies. This study investigated how
people use comic discourses in public to present their discontent about public affairs. The
result of this study indicated that languages play an obvious role in displaying people’s
identity that transformed alongside the political development of society. King and Ganuza
(2005) explored how Chilean adolescents developed their identities in Sweden with CS and
how they held their ethnic identities in the dominant culture. This study reported how
minority people negotiated for reserving their ethnic identity under the pressure of the
dominant culture. These studies give us different implications about people who use the

dominant and minority languages to reflect their cultural identities.

Meaning of Culture

The study of language from a sociocultural perspective is a great challenge to
researchers because they examine language at the “intersection of language, culture, and
society” (Bucholtz & Hall, 2005, p. 586).

When talking about cultural identity, we need to understand the meaning of culture.
Triandis (1995) tried to define culture as individuals’ memory that includes the things that
have worked in the past. The “things” can be “words, shared beliefs, attitudes, norms, roles,
and values” (p. 4). When classifying the “things” in terms of contrasting labels, we need to
prevent oversimplication and reduction that obliterates the completeness and complexity of
the phenomenon of culture. Obviously, this task is challenging to researchers and scholars

if they aim at accomplishing their studies in a responsible manner.



64

With reference to the relationship between language and society, such as the social
history of language, scholars have suggested that we need “an agenda for treating language
as an object, a resource, for historical inquiry in its own right” (Porter, 1991, p. 2). Building
the bridge linking language and society may be another great consideration for researchers.
To simultaneously deal with the three components of language, culture and society,
researchers need to develop pragmatic and holistic techniques. However, there is a lack of
studies using such techniques. The present study tends to close this gap and critically
examines how Chinese-Canadians perceive their cultural identity from a sociocultural

perspective.

Speech Community and Social Networks

When we focus on discourse and CS, we must be aware that they do not occur in
isolation, but rather, in a social context. A social network is a theoretical construct that
assists in characterizing a social context. Milroy and Wei (1995) described the theory of
social networks by referring a social network as “a boundless web of ties which reaches out
through a whole society, linking people to one another” (p. 138).

Macro-level constructs such as class, gender and ethnicity show researchers useful
information to unveil consistent sociolinguistic patterns (Milroy & Gordon, 2003). To
understand the relationships between language and the global social categories, we need to
observe “the specifics of local practice and local conditions...with which speakers operate
in their daily lives” (p. 116) and these are concerned with the micro-level analysis. In order
to develop a theoretical understanding of the discourses produced by various participants
within a speech community, all participants are considered possessors of a “linguistic

repertoire” within which they are “linguistically heterogeneous” but “functionally
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homogeneous™ as “each individual assigns a distributional function to each code” (Dabéne
& Moore, 1995, p. 35).

Milroy and Wei (1995) examined the differing linguistic characteristics of age-
related social networks. They found that the participants in their study used CS that
included “interactional patterns associated with conversational use of the two community
languages [English and Chinese]” (p. 147). Using conversation analysis (CA) to interpret
their data, they found that CS is used for preference making, self-repair (modification of
meaning), or pre-sequence (a type of conversational structure that prefigures or clears the
ground for a later interactional episode. They proposed that CS serves the functions of
word-finding, self-editing, repetition, clarification, confirmation and so on (p. 151).

Milroy (1992) proposed that alteration of language systems originates in “casual
and everyday usage rather than in the more monitored and self-conscious styles” (p. 148).
Changes in languages may be initiated by the prestige of the speakers who think that their
ethnic languages are “socially inferior varieties” (pp. 149-150). Prestige leads to the pursuit
of power and charm (Myers-Scotton, 2002). According to Milroy (1992), there are two
types of prestige—firstly, it is the “local prestige” that is agreed by members of a
community, and secondly, it is the broader sense of prestige that “is predicated on the
hierarchical organization of society” (p. 151). For instance, when using a dominant
language, a minority group member may acquire the prestige an ordinary person in the

mainstream enjoys.

CS in Educational Settings
With reference to the functions of CS in classrooms, Martin-Jones (1995)

mentioned that the use of a second language in a classroom is usually for the following
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purposes: (1) translation of meaning; (2) making a “we code” for inculcating a sense of
belonging among speakers of the same language; (3) showing procedures and directions; (4)
making clarifications and (5) checking for understanding (p. 94). These goals are in
agreement with the learning and communicative functions of CS.

With CS, students may explore the contrasts within different types of discourses
and negotiate or renegotiate joint frames of reference in different languages. CS is one of
the “possible contextualization cues or communicative resources for constructing and
interpreting meanings in context” in daily life (Martin-Jones, 1995, p. 98). Thus, in this
section I emphasize the cognitive and social dimensions of CS in educational settings.

Cromdal (2001) investigated how young children used simultaneous bilingual
speech to gain exclusive rights to the floor in multiparty play episodes in the school. In this
study, participants were recruited from an English school in Sweden and their activities
during recess time were videotaped. Sequential analyses were employed to examine CS
that took place when students were engaged in play activities. The results showed that
participants used different methods to deal with disagreements, resulting in various
outcomes of overlap negotiation (speakers speaking different languages at the same time).
The researcher concluded that the linguistic contrast arising from CS may enhance the
opportunity of a second language speaker to acquire the floor and the effectiveness of this
“turn security device” would depend on how well the sequential placement performed or
how effective the piece of CS was used to continue with the argument. Cromal examined
CS from a social and contextual perspective.

Viewing CS from a holistic perspective, Kang (2003), analyzing CS among Korean-

Americans in the school setting, drew the conclusion that CS can demonstrate the existence
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of a social hierarchy that serves to mitigate potential conflicts within Korean communities.
Hierarchical relationships based on power, age and solidarity are embedded in the Korean
language grammatically and the use of CS in discourse among Koreans may “introduce
particular social norms that guide the observable actions used in navigating meaning and
social relations” (p. 299). In Kang’s study, the researcher delineated how potential conflict
was tackled in Korean-English bilingual interactions. He called for more attention to the
multicultural nature of CS taking into account “local ideologies of personhood, knowledge
and social interaction, and the culturally specific views on language, meaning and
intention” (p. 301) instead of emphasizing the intention and meaning of CS. Kang
implemented his study through a sociocultural perspective from which he examined the
culturally specific aspect of language. Like the interpretations of Myers-Scotton’s (1988),
CS symbolizes the speaker’s desire to put forth different sets of rights and obligations “to
be in force for the speech events” (p. 162) and signals the formation of a new negotiation
and an unmarked choice. Power is required and manifested during this process of
bargaining and negotiation (Myers-Scotton, 2002).

Current studies of CS emphasize the sociocultural perspective. The sociocultural
investigation of CS can “integrate rather than isolate various forms of mental functioning
and various scholarly orientations [and] overcome the debilitating effects of disciplinary
specializations” (Wertsch, 1998, p.111). From the socioculturalists’ point of view, language
needs to be examined in the way it is “interrelated with other aspects of social and
individual activity” (p. 115); that is, it is desirable to examine the use of language in a

naturalistic environment while children participating in their regular activities.
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Fishman (1999) proposed that language planning and policies are pivotal in
fostering (or hampering) and modernizing (or archaic zing) the language(s) of a
community’s repertoire. It is suggested that language planning may reflect status planning
that results in the appearance of biases, ideologies and attitudes to a language (Fishman,
2006). On one hand, language usage and planning help bring forward social change, but on
the other hand, they reinforce or stabilize social change. Thus, educators need to help their
students familiarize the huge variations in human characteristics and the wide variety of
language communities all over the world. As educators and educational professionals, we
should be aware of the implementation of government policies that deepen or lesson the
authority of a certain language, and we expect to be informed of the rationales behind such
policies that are unbiased and fair to people of various cultural backgrounds.

However, there is a lack of research on how young Chinese-Canadians use CS in
school settings, especially in Chinese schools where they learn their heritage language. The
expected functions of Chinese will certainly be different from those of English in Canada

and it is worthwhile for us to explore how they use their heritage language in daily life

situations.

Some Questions about CS

As we have seen, CS can facilitate communication, cognitive development and
identity formation in bilinguals or multilinguals. Certain scholars wonder if the practice of
CS might widen the gap between people of different ethnic groups as they continue
practicing their native language instead of completely abandoning it and adopting the new
language. Holding a different point of view, others suggest that “no social group, not even

the domestic household, is internally linguistically homogenous in practice” (Lo, 1999, p.
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461). The degree of linguistic permeability and variation accepted by people of the in-
group or out-group will influence the formation of cultural identity. In fact, recognizing the
discrepancy in languages and membership in a speech community is the first step in
acknowledging, understanding and appreciating the differences between people from
different cultures.

Another question is whether language is “codable” (Alvarex-Caccamo, 1998). The
pendulum of debate swings to and fro regarding the codability of languages. There are
abundant findings showing that “the alternate use of recognizably distinct speech varieties
in discourse may have accountable meanings,” and by understanding the coding system, we
may create more information about the rationales and mechanism behind the use of
languages. However, a counter argument is that do we need to learn the other language
before communicate with people of another ethnic group? Do people who can code-switch
more effectively communicate with people of another ethnic group than those who cannot
code-switch? According to Hornberger (2003), because of the uniqueness of a certain
language, “bilinguals switch languages according to specific functions and uses” (p. 14)
and this special linguistic configuration signifies “a special, salient case of the general
phenomenon of linguistic repertoire” (p. 14) that is common in the current world.

There are major studies (Cenoz, Hugeisen, & Jessner, 2001; Cummins, 2001;
Dagenais, 2003; Grosjean, 1998) reflecting that bilingual, trilingual or multilingual
practices are beneficial to children’s linguistic, conceptual and overall development. The
above discussions indicate that researchers’ preconceptions about the issue may influence
the way they view, design and implement their investigations. For instance, if researchers

have the preconception that bilingual and multilingual education is not beneficial to
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children’s development, they will hesitate to start any project researching on topics in this
aspect. The attitude of researchers, people’s prejudice on minority languages, and their
unnecessary stereotypes and discrimination on minority people might influence the focus
and direction of research on CS and minority languages (Macionis, 1999).

Research findings also indicate that people code-switch for many different purposes,
such as responding to embarrassing situations (Bond & Lai, 2001), conveying to others an
individual’s personal or cultural identity (Bucholtz & Hall, 2005), negotiating conflicts
within constraints of social hierarchies (Kang, 2003), creating a common access between
concepts of the first and second languages (Blot, Zarate & Paulus, 2003) and even desiring
to use CS as a strategy to understand human nature at a deeper degree (Heredia & Altarriba,
2001). As a result, the functions of CS are multifaceted and can be positive and creative.

According to Grosjean and Miller (1994), when people start to learn a new
language (L2), they are actually located at “various points along a situational continuum”
and acquire different levels of proficiency at varying points of the continuum. If a person is
situated at an early point of the continuum, speaks limited amount of L2 and needs to speak
a certain amount of L1 (first language), is it appropriate for others to criticize this person
for having code-switched? Do we expect this person to speak very fluently the L2 at the
beginning of his or her learning of the new language? If CS is practiced under this situation,
is CS “productive” or “unproductive”? We have to answer a number of questions before we
are certain that CS is really “unproductive,” but there are many studies indicating that CS
has helped people to express themselves in a setting where their L1 is different from that of

the mainstream (e.g., Heredia & Altarriba, 2001; Kang, 2003).
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Some researchers (e.g., Dagenais, 2003; Dagenais & Day. 1999) suggested that the
acquisition of the second, or third, or more languages is a capital to children and beneficial
to language education because it can be a means of “securing their children’s access to
various imagined language communities” (p. 269). A bilingual or multilingual is able to
reach resources endowed in different language communities so that he or she acquires more
language resources than a monolingual does. The cultural heritage contained in each

language may also enrich the total amount of “capital” the bilingual or multilingual gains.

Language, CS and Identity

In addition to the studies on syntax and cognitive aspects of CS, researchers have
been examining how people perceive their “selves” or “identity” through the sociocultural
perspective as more voices have been aired for the pursuit of personal autonomy and self-
awareness in the modern world.

To affirm the close connection between language and the self, Porter (1991)
claimed that

Language could help fashion collective identity. But it could also

function as the midwife of individual identity, the bearer of

autobiography. In recent explorations of the growth of self-awareness,

one of the thorniest problems facing historians lies in explaining the

emergence of modern conceptions of the ‘self” (pp. 11-12)

We are curious to know—who we are (i.e., self-concepts), who we are in terms of
the roles we take (i.e., individual identities), who we are in a collective (i.e., group-

identities), who we are with reference to our ethnic backgrounds such as skin color (i.e.,

ethnic identities) and who we are with reference to our culture at large (i.e., cultural
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identities). The concept of self that is closely related to the formation of identity will be
thoroughly discussed in the next chapter of this dissertation.

Language is not merely a method of communication or expression (social and
contextual orientation), or a propeller of cognitive development (cognitive and mentalistic
orientation); rather, it is a tool that “constructs, and is constructed by, the ways language
learners understand themselves, their social surroundings, their histories, and their
possibilities for the future” (sociocultural orientation) (Norton & Toohey,

2004, p. 1).

According to scholars’ opinions, linguistics is considered a descriptive science that
has “no place for value-judgments” (Milroy & Milroy, 2003, p. 10). Although the functions
of language may be viewed from different orientations, it is claimed that linguists’ attention
has hinged much on understanding the nature of language but unwisely ignored its social
functions and characteristics such as the notion of prestige in language. More acute
examination of how people view and value languages may help us to portray a fuller
picture of the relationship between the use of languages and identity formation.

Myers-Scotton (1993a) supported that, through CS, people make code choices to
negotiate interpersonal relationships and “signal their perceptions or desires about group
memberships” (p. 478). As a consequence, language can be swiftly used by speakers to
show their personal and group identities.

In the modern world where different languages are commonly used, people may
wonder how bilinguals, trilinguals or multilinguals foster their identities in accordance with
the languages they are concurrently practicing. If we have the conception that a close

connection exists between the use of language and the formation of cultural identity, will
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bilinguals build two different identities when using two languages? How do bilinguals
preserve their old identities, transform their identities or develop new identities when they
are code-switching?

Hoosain (1991) suggested that “the structure of anyone’s native language strongly
influences or fully determines the world-view acquired as the language is learned” (p. 169).
His opinion delivers to us a message that a person’s native language plays a pivotal role in
affecting how a person observes the external world. There are likewise carry-over effects (p.
168) brought forward from a person’s native language to his or her second language, thus
echoing the proposition that the impact of the native language is powerful.

However, Ji, et al.’s (2004) study suggested that in some way the influence of the
first language less strong than culture in affecting people’s thinking. This study examined
how bilinguals (speakers of Chinese and English) from mainland China, Taiwan, Hong
Kong and Singapore perceived the basis of human relationships with language. Bilingual
Chinese from Hong Kong and Singapore showed less language effect than those from
mainland China and Taiwan. It was suggested that a mixture of English and Chinese
languages and a mixture of Chinese and English ways of living have deeply rooted in the
life of Hong Kong and Singapore and affected their inhabitants when they were young. It
was proposed that the cultural impact of the first language is attenuated when a second
language is learned at an early age.

Indeed, more questions about the thought and behavior patterns of bilinguals,
trilinguals or multilinguals appear when the issue is viewed from different layers and from
different perspectives. For instance, what is the influence of the newly learned language(s)

on the speaker? When should bilinguals learn their second language so that they gain the
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greatest amount of benefit? What is the best setting for bilinguals to learn their additional
languages? How do ordinary people value the languages they use everyday, although
scholars consider language to be value-free? There might be a number of variables that
heighten the intensity of sophistication for bilingual or multilingual studies. Provided that
the newly learned language has really exerted some sort of influence upon the users, it is
valuable to know how and to what extent this influence has affected them.

As evidence shows that the use of language may influence speakers’ thinking, the
relationship between CS and identity formation is far more complicated when it is exposed
to various cultural impacts. In recent years, researchers have been investing more effort in
investigating the significance of CS in the fields of psychology and education such as the
outcomes of language contact and inter-lingual transference (Toribio, 2004), base-language
effect and cross-linguistic flexibility (Grosjean & Miller, 1994), the use of CS as a
communication, learning and social negotiation strategy (Amnfast & Jorgensen, 2003), the
discussion of embarrassing topics in a person’s first and second languages (Bond & Lai,
2001) and the practice of CS as a textualization cue (Chan, 2004). Nevertheless, I could not
find relevant studies that analyze the relationship between CS and formation of cultural
identity among Chinese-Canadian participants.

Kamwangamalu’s (1992) study is somewhat closer to this direction as it explored
the connection between the use of different English accents and the projection of social
identity in a multilingual city (Singapore), but its objectives are still different from those of
this dissertation. Therefore, a main objective of this dissertation is to exactly research on
the CS patterns of Chinese-Canadians in Vancouver, and how they might have formed their

cultural identity with reference to their use of languages. After digging up in-depth



information on CS, the reader may find the literature review on cultural identity that is

another main theme of this dissertation in the following chapter.

75



76

Chapter Four

RESEARCH ON FORMATION OF CULTURAL
IDENTITY

Concepts of Self and Identity

To understand how people form their cultural identities, we need to first grasp the
nature of self and identity. Plato believed that “the individual is both a ‘concrete individual’
and a ‘constituent member’ of society rather than a mere part of the organic world” (Hall,
1963, p. 16). According to Hamachek (1987), modern psychological notions of the self first
appeared in the late 19™ century when William James wrote his remarkable chapter “The
Conscious Self.” However, the theoretical understanding of the self failed to progress until
the rise of psychology in the 1950s which gave scholarly respect and recognition to the
construct of self and self-concept. Since then, the idea of self has been considered ““the
central core of the person,” and became one of the “unifying principles of personality for
psychologists and educators” (p. 166). Today, how do scholars define self or consider
people’s self-concept?

Being able to recognize yourself as a distinct entity is a necessary first

step in the evolution and development of a self-concept, the sum total of

beliefs you have about yourself. The second step involves social factors

[that] other people serve as a mirror in which we see ourselves. We often

come to know ourselves by imagining what significant others think of us

and incorporating these perceptions into our self-concept (Brehm &
Kassin, 1991, p. 48).

According to Hamachek (1987), the self is a person’s total subjective environment

and contains a distinctive center of experience and significance. The self constitutes a
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person’s inner world that is differentiated from the outer world comprising all other people
and things. It is thought that behind nearly every emotion, there is a hidden cognition that
affects the ways we think and analyze events, and manipulates the emotions we have.

Csikzentmihalyi (1993) defined self in terms of its functions. He argued that once
self-reflective consciousness has flourished, the brain not only experiences separate needs,
drives, sensations and ideas, but also “the totality of these impulses as forming a distinct
self, capable of taking charge of the domain of consciousness, and deciding which feelings
or ideas should take precedence over the rest” (p. 23).

Being an existentialist, Sartre (1992) declared that the self cannot be “a property of
being-in-itself.” The self refers “precisely to the subject” (p. 123). He believed a
relationship occurs between a subject and an individual, and this relationship “is precisely a
duality, but a particular duality since it requires particular verbal symbols” (p. 123). In his
opinion, a self cannot be understood as “a real existent” because the subject cannot be the
self. When the subject overlaps with the self, the self may disappear. An individual cannot
be a self without the addition of verbal symbols or meanings.

Other scholars perceive the meaning of self from a perspective that is less
philosophical and more social. According to Cooley (1902, cited in Triandis, 1989), the self
comprises all the statements attached with a person explicitly or implicitly, and is signaled

7 &

by the words “I,” “me,” “mine” and “myself.” Triandis (1989) gave us a broad definition of
self that describes all aspects of social motivation, such as attitudes, beliefs, intentions,
roles and values. He presented three types of self:

(1) the private self which cognitively models the traits, states, or behaviors of the

person;
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(2) the public self which cognitively models other’s view of self;
(3) the collective self which cognitively models states and traits of groups of which the
person is a member.

There exists an abundant psychological literature that delineates the self from
various angles, such as the study of self-regulation (Zimmerman, 2000), self-efficacy
(Bandura, 1993), academic self-concept (Pajares, 1996), spontaneous self-descriptions
(Rhee, Uleman, Lee ,& Roman, 1995), writing self-beliefs (Pajares, Miller & Johnson,
1999), self-ingroup relationship (Triandis, Bontempo, Villareal, Asai, & Lucca, 1988),
conceptions of culture and individuals (Kashima, 2000), and the individual-social antinomy
(Cole & Wertsch, 1996). The collective depth and breadth of these studies demonstrates
that researchers have entered into the investigation of self with expectant zeal.

Viewing the self from another perspective, Martin and Sugarman (2001) proposed
that the self is “related to a particular identity, embodied being, and deliberative, reflective
agency in ways that give it an existential and experiential grounding” (p. 107). To know
“oneself,” we must “penetrate the background of the life-world,” and “grasp and apply,
possibility for being” (p. 112). Martin and Sugarman raised a significant point for us to
ponder—the relationship between the self and identity. How does an individual perceive
one’s self and how does this perception influence the way the person establishes his or her
identity?

Young people experience momentous changes in their teenage years such as
puberty, the promotion to larger and diversified schools, the engagement of sexual and peer

relationships and expanded knowledge of adult society, each of these motivating teenagers
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to define who they exactly are (Berger, 1998). To describe identity or self-identification,
Berger contended that

The first step in this process of self-definition is usually an attempt

to establish the integrity of one’s personality, that is, to see one’s

emotion, thinking, and behavior as consistent from one situation or

relationship to another. Later, the adolescent’s search for identity

broadens, as the young person attempts to integrate his or her sense

of self with the many roles that are associated with becoming a

young adult (p. 137).

The above definition shows that the process of self-identification is not only
determined by a single person, but the mutual influence of a group of significant others.
This describes how self-identification takes its form. The process of self-identification
expands when the person becomes aware of the different roles he or she takes. This reflects
that the process of self-identification might operate in parallel to develop a number of
selves that comprise and distinguish one’s unique identity (Brehm & Kassin, 1993, p. 437).
With these selves, the person is able to perform distinct roles, establish different types of
attachment with various groups and adapt a broad set of attitudes, each relating to a rather
specific setting, subject or social role. If a type of selves will lead to the development of a
form of identity, it can be speculated that different types of selves will result in the

formation of different identities. If a person holds different selves simultaneously, it is

possible that this person may possess multiple identities.

The theories of self and identity show that if we desire to thoroughly know how a
person establishes his or her identity, we must consider the influences of significant others.
Thus, viewing identity through a sociocultural lens is a meaningful approach. Accepting

that the self may be comprised of multiple identities as a result of the various roles taken by
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the individual, under which situations will a person form multiple identities? What is the

mechanism through which a person transforms his or her identities?

Changes in Identities

In Erikson’s psychological theory (Waterman, 1982), a young person’s identity is
the accumulation and reinterpretation of his past experiences together with a reflection of
traits generated from the people to whom he is closely related. Cottle (2001) thought that
people begin seeking attachment and recognition when they are babies. When we give
recognition to a person, we have already placed him “on a higher level” (p. 83). In the
process of granting an individual recognition, we are actually “confirming one’s old being
simultaneously launching a new being” (p. 83); that is, the individual develops through the
influence of other people’s views and opinions.

As young people spend much of their time at school, Toohey (2000) believed that
the interpretation of human identity entails the formation of identity in school settings and
therefore we cannot ignore the development of self in the school community. There are
various factors that collectively build young people’s “school identity” such as school
activities, teachers’ instructional conversations, representations made by teachers, parents,
specialists, other young counterparts and the young people themselves. We are inclined to
establish our identities through interactions with other people. Language thus plays a role
in helping young people build their identities through social interactions in school settings.

Zou and Trueba (1998) recognized the changes in the perception of identity and
claimed that

The very roots of our ethnocentrism and its potential conflicts in
interacting with people from other backgrounds are inculcated early



81

in life with the formation of the self concept and are re-enforced or
changed as we adapt to different circumstances (p. 21).

Their explanation is that a person establishes his or her “enduring self” that is
established in the earliest stage of socialization during the formative years. As time goes by,
this self may grow and transform itself as the person matures or moves into different
settings, environments or cultures. After the major adjustment attributed to the changes in
the environment, there appears a “situated self” that allows us to continuously redefine our
self-identity and to behave in different ways to cope with changes in the environment.

Besides the changes in self-concept that occur as the person matures, the self-
concept of an individual continuously changes as the individual interacts with his or her
social and cultural environment. Martin and Sugarman (2001) captured the dynamic quality
of selfhood as follows:

The self is an ongoing, dynamic process of construction, a constantly
emerging achievement made possible by appropriating the means to
reflexively self-refer, including a socioculturally enable...theory of self
(p. 104).
They thought “the contemporary self is a nonsubstantive, relational entity to be
understood” (p. 107). In one way or another, a person is likely to change his or her self-
concept in the presence of others and under the influences of his environment.

Coté and Levine (2002) explained identity change by delineating the three types of
identity an individual might hold:

(1) ego identity that refers to the more basic subjective sense of continuity that is
characteristic of the individual’s personality;
(2) personal identity that describes the more concrete perspectives of the individual’s

experiences established in interactions; and
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(3) social identity that denotes the individual’s positions in a social structure.

Except for the ego identity that is likely to be affected by the disposition or
personality of the individual, the formation of his or her personal and social identities are
tremendously moderated by the individual’s primary or secondary relationships with others,
his or her social roles and cultural factors in the environment. A person’s identity might
change as a result of changes in relationships with other people and the environment. It is
important for us to consider the mechanism through which a person’s identity undergoes

adjustment and how various identities are formed.

Multiple Identities

Trueba (1999) added depth to our understanding about identity by describing the
formation of multiple identities. He interpreted that the presence of others helps us define
our self-identity. However, as we grow continuously and interact with different groups,

We tend to look into our isolated selves and discover multiple
layers of our personality and multiple identities developed in
response to our engagement in making meaning with peoples from
diverse cultures, language and social strata (p. xxvii).

With reference to the situations in bi- or multi-lingual societies, Shardakova and
Pavlenko (2004) declared that many multilingual speakers “experience significant
identity conflicts in the target language community” (p. 25) when they feel a
discrepancy exists between their original identity and the identity they are expected to
establish in the new community. As a result, some of them may display “denial or
misunderstanding of their identities” (p. 25). Tensions often occur between national and

minority languages and between the national identity and the original identity of

multilingual speakers. In the presence of tensions, people of minority groups may
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transform their existing identities or construct their unique multi-layered identities. It is
believed that a close relationship occurs between the use of linguistic repertoires and
the formation of identities (e.g., Pavlenko, 2003; Pavlenko, 2005b). Under this situation,
people tend to develop multiple identities with reference to the changes and
requirements in environment.

Although language is essential in molding people’s cultural identity, other factors
such as “race, class, ethnicity, religious affiliation, (dis)ability, sexuality” (Shardakova &
Pavlenko, 2004, p. 30) are significant in affecting the process of identity formation. This

dissertation will focus on the impact of language use on identity formation.

Culture and Identity

In the past, researchers were more concerned with viewing identity formation in
terms of the life-course development of individuals (Coté & Levine, 2002), with more
emphasis on the “continual struggle with one’s inner conflicts” (p. 3). However, current
researchers have paid more attention to the dynamic development of human identity, with
particular interest in its interaction with contextual, social and cultural factors.

Focusing on the influence of cultural factors, Vygotsky (1926/1997b) discussed
how speech triggers thinking and the development of concepts under cultural influences.
He proposed that the internalization of cultural forms of behavior or thoughts involves the
reconstruction of psychological activity on the basis of sign operations. The developmental
changes in sign operations occur in language and aspects of external or communicative
speech as well as egocentric speech become internalized to be the basis of inner speech.
This claim reflects the important role taken by language in transforming external speech

that contains various cultural artifacts into inner speech and thought.
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Trueba (2002) observed the importance of understanding cultural factors before
attempting to explain how people master codes and concepts. In a given cultural setting, a
person tries to define his “identity in different ways in order to function effectively in
different cultural settings” (p. 8). When people settle in a new cultural setting, they have to
redefine themselves to function effectively in new social, cultural, linguistic, and economic
contexts so that they define themselves in multiple ways. Thus, the analysis of coding and
concept formation cannot be disentangled from the cultural settings where the codes and

concepts take place.

Cultural Identity, Acculturation and Multiculturalism

When people settle in a place, they form their unique identity under the influence of
the culture enclosing them. Brock and Tulasiewicz (1985) explained how people form their
cultural identity as follows:

The cultural identity of the group is kept up by constant reference
to the reservoir of its culture. The term culture itself, taken to mean
more than the cultivation of the mind, is applied to a system which
informs the whole social activity of a nation, people or group.
Cultural identity is used to designate a distinctive way of life—a
lived culture within political, economic or more specific
educational and social structures (p. 3).

In the early 20™ century, social scientists started to recognize the importance of
studying cultural contact between disparate groups (Trimble, 2002). Because immigration
is a common phenomenon, acculturation becomes an important concept in explaining the
experience of minority groups and political conflicts found in multicultural societies.
According to Coleman (2003), acculturation is the “process of assimilating the ideas,

beliefs, customs, values, and knowledge of another culture through direct contact with it,

usually after migration from one place to another” (p. 6).



85

Deepening the theory of acculturation, Castro (2003) observed that positive and
negative effects may result from the process of acculturation. The positive effect is an
adaptation that consists of “a clear sense of personal and cultural identity, good mental
health, high self-esteem, and the achievement of efficient cultural and social competencies”
(p- 9). On the other hand, the negative effect is like adaptation that comprises of “anxiety,
depression, feelings of anomie, psychosomatic symptoms, and identity confusion” (p. 9).
Scholars believe that the psychological changes experienced during the process of
acculturation might influence the well-being of individuals and this potential problem also
deserves our attention.

J. W. Berry interprets acculturation from a different perspective (Benet-Martinez &
Haritatos, 2005). He proposed four distinct acculturation positions: assimilation reflecting
identification mostly with the major culture, integration indicating high identification with
both cultures, separation caused by identification largely with the ethnic culture and
separation caused by low identification with both cultures.

Phinney (2002) noted that people are likely to change their group identity when
living in a new country. According to Phinney, group identity is “one’s identity or sense of
self as a member” of a group (p. 63) and is a fluid and multidimensional understanding of
self and cultural background. Several factors affect how people form their group identity.
These include the self label people use to identify themselves, their subjective feelings
toward a specific cultural group, and the level of their group identity development. A
minority language will be more highly valued when it has a salient characteristic of the

group’s cultural identity (Cenoz, et al., 2001). For instance, Mandarin is the national
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language of Chinese people who tend to preserve this language even though they are living
in a non-Chinese speaking country such as Vancouver.

Referring to the meaning of ethnic groups, Romaine (1989) considered that they are
often “defined as belonging to a linguistic minority on their basis of their mother tongue”
(p. 21). She suggested that a minority language serves as a communicative function for the
older generation, but it sefves as a symbolic one for the younger generation who are
brought up in a dominant culture. When people of the older generation intend to pass their
native language on to their children, there might be a possibility that a language can be
revived. This phenomenon is termed “ethnic revival” (p. 50). It is thought that the use of a
minority language is only “one factor in identity maintenance™ and “it differs in the extent
to which it plays a part in language movement” (P. 255). Romaine’s description about the
promotion of a minority is similar to the situation in Vancouver. Chinese parents who
register their children to study in Chinese schools do not want their children to acquire it
simply for its communicative function, but also for the function of maintaining their
cultural identity.

Trueba and Zou (1998) described the process through which people of various
minority groups pursue their new identities in the host countries. When they abandon their
home countries and towns of origin,

they carry with them a worldview, a lifestyle, a language and a family

structure that they try to maintain in the host country...In fact, as

immigrants and ethnic groups reaffirm and redefine their identities in

contrast with groups as well as mainstream peoples, they seem to hold

power, to control their destiny, and to succeed in their risky ventures
as immigrants (p. 1).
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During the process of acculturation, how do people of a specific minority group,
such as Chinese-Canadians, Canadians of Chinese descent, maintain or change their self
labels or cultural identity in the local community? When people of differing minority
groups establish their own cultural identities, how do they position themselves in the
mainstream society? Will they tightly grasp their cultural identities or hold multiple
identities when interacting with people of different minority groups under varied situations?

Verkuyten (2005) argued that multiculturalist policy helps enhance understanding
and appreciation of cultural diversity, and thus, minority group identities and cultures are
acknowledged and respected. The ideology of multiculturalism supports the maintenance of
culture by minority groups and the diversification of culture in an equitable way. With
reference to the situation in Canada:

The Government of Canada will continue to partner with the
provinces and territories to facilitate information sharing and
address racism and multiculturalism issues where there is joint
responsibility. The Minister of State (Multiculturalism) will
consult annually with stakeholders to assess progress in breaking
down barriers to opportunity and participation (Department of
Canadian Heritage, 2007).

In Canada, the goal of the multicultural policy is to “preserve basic human rights,
increase citizen participation, develop Canadian identity, reinforce Canadian unity,
encourage cultural diversity and eliminate discrimination” (Mallea, 1990, p. 9).

Fillmore (1999) showed special concern with the linkage between language and
cultural identity. She questioned whether a people can really be connected to their culture,
history and heritage without their own language. She suggested that children will find it

difficult to relate to their family members, connect to their community and acquire the

cultural support they need if they are not allowed to use or hear their heritage language. She
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described how certain African native people thought and felt after having disconnected to
their homeland for a number of years.

Certain scholars (Cenoz, et al., 2001) suggest that the maintenance of minority
culture and languages in a multicultural environment can motivate children to communicate
in various languages and enhance learning. In fact, minority languages are valued as a
‘salient’ characteristic of cultural identity (p. 5).

The study conducted by Benet-Martinez & Haritatos (2005) explored how Chinese
biculturals in the U.S.A. viewed their two cultural identities as “compatible” versus
“oppositional” and measured accultural predictors of Bicultural Identity Integration (BII).
The researchers found that variations in BII were comprised of two constructs: perception
of distance (vs. overlap) and perceptions of conflict (vs. harmony) between the two cultural
identities. People of minority groups located at different settings may display their unique
characteristics under different situations. The result of the study indicated that cultural
conflict and cultural distance reflect distinct personality, acculturation and
sociodemographic antecedents.

Another study (Yeh, Ma, Madan-Bahel, Hunter, Jung, Kim, Akitaya, & Sasaki,
2005) that recruited 13 young Korean-Americans participants used qualitative analysis to
investigate how these new immigrants adapted their lives in the United States and how they
experienced their process of acculturation. Results indicated that the participants were
expected to shift their identities to accommodate to the differing expectations that existed
across distinct interpersonal contexts. Participants also reported that they struggled to attain

a balance between American and Korean cultural values and norms, and they obtained help
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from social support networks such as from families and friends to tackle the stress arising
from the process of acculturation.

Pyke (2005) analyzed 32 interviews with grown children of Korean and Vietnamese
immigrants in which they were asked about different acculturation situations. She found
that elder children who had higher social status and obligation as first-borns, were bound
more closely to their family’s culture than their younger siblings who were more
assimilated into mainstream culture. Those assimilated siblings considered their traditional
older siblings as “generational traitors™ for their aligning with parents, whereas the
traditional siblings described their assimilated counterparts as “black sheep” for their
challenging traditional practices and parental roles. The researcher also discussed how
dissimilarity in the process of acculturation created different perceptions about traditional
housework between the two groups of participants. To understand adaptation of immigrant
families, the researcher advocated investigating acculturation dissonance among siblings.
As a result, researchers may obtain more information about how children in a family may
be assimilated to different degrees although they are nurtured in the same cultural
environment.

The above studies describe how members of minority groups adapt to the
mainstream culture and how they maintain and transform their cultural identity. Their
stories vary when the participants and settings differ. We may question how Chinese-
Canadians as members of a minority group living in Vancouver view themselves and

evaluate their positions in a Western Canadian society.
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Multiple 1dentities, Speech Communities and Imagined Community

One of the main objectives of this paper is to explore the relationships between
language use and the formation and affirmation of cultural identity. We seek to know
whether Chinese-Canadians form and exhibit (or hide) multiple identities through the use
of their multiple languages. Multiple identities may be formed as people speak English,
Mandarin and Cantonese.

According to Pavlenko (2001), when living in a new country, immigrants tend to
alter their identities during discursive assimilation which is an unplanned process of re-
positioning and self-translation in a new country. Repositioning refers to the situation at
which new immigrants have to search for a position in the new society so that they are able

to re-build their comparative relationships with the others in terms of their power relations.
Self-translation is considered

the reinterpretation of one’s subjectivities in order to position oneself in

new communities of practice and to “mean” in the new environment

since “the person can only be a meaningful entity, both to himself or

herself and to others, by being “read” in terms of the discourse

available in that society.” (p. 133)

A community of practice refers to the active involvement of participants within
the community and the participants’ construction of identity in relation to the community
(Handley, Sturdy, Fincham & Clark, 2006; Lave & Wenger, 1991). Dabéne and Moore
(1995) proposed that the identification with a community language is the pivotal factor in
group strengthening and stabilization because language can be “invested and recognized
as the guide to kinship-interpreted group membership” (p. 23).

Pavlenko (2001) claimed that the relationship between the learners of a new

language and the learning environment (i.e., the society) is dynamic and constantly
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changing. When people find that their previous subjectivities cannot be coherently or
legitimately reproduced in a new context, they try to change their behavior until their new
subjectivities are accepted by others through power struggle between the ones who impose
power on to others and those who receive power from imposers. Under this situation, a
particular type of new social identities is formed. Pavlenko (2001) further explained the
formation of new social identities referring to her conception of power:

One’s subjectivities are not entirely a product of one’s own free choice

and agency: they are co-constructed with others who can accept or reject

them and impose alternative identities instead. Often, depending on the

power balance, it is others who define who we are, putting us in a

position where we have to either accept or resist and negotiate these

definitions (p. 135).

Pavlenko (2001) believed the above phenomenon is a painful process because the
immigrants might locate themselves in discomforting positions. They either accept new
concepts through negotiation and compromise, or reject them through the maintenance of
their former subjectivities. These processes take place under the presence and pressure of
others manifested through language, as it is “the locus of social organization, power, and
individual consciousness, and a form of symbolic capital” (Pavlenko & Pillar, 2001, p. 22).
This kind of symbolic capital is the sum of resources, actual or virtual, that “accrue to an
individual or a group by virtual of possessing a durable network of more or less
institutional relationships of mutual acquaintance or recognition” (Bourdieu & Wacquant,
1992, p. 119).

Bourdieu (1993) used the term “cultural capital” to describe the phenomena of

exchange among intellectuals and this capital mobilizes direct profits in the educational

market. Every market, such as the linguistic market, has its “symbolic goods™ (p. 83). The
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availability of power and symbolic capital may affect people in the way they view
themselves and establish their identity.

The focus is not merely placed on the influence of others when immigrants form
their new or varying identities in a new context. Pavlenko and Pillar (2001) also
emphasized “speech communities” that contain “a group of speakers who share roles and
norms for the use of language” (p. 23). A speech community is “a group of people who do
not necessarily share the same language, but share a set of norms and rules for the use of
language” (Romaine, 1994, p. 22) and the boundaries between speech communities are
usually social rather than linguistic. Therefore, to study people’s interaction within speech
communities may give us more information about the roles, norms and identities held by
members of the communities.

Dagenais (2003) in her study recruited 12 families of diverse cultural backgrounds
for the purpose of exploring the constructs of language as “economic and cultural capital,
transnationalism, investment and imagined communities” (p. 269). Economic capital is
concerned with people’s financial and commercial activities and resources, and cultural
capital has been previously discussed in this section. Transnationalism refers to the process
through which migrants live in a social field of networks and have “obligations that extend
across international borders” (p. 273). It stresses the economic, social and political
connections that immigrants carry with them from place to place. “Investment” and
“imagined communities” are manifested when parents invest in their children’s education
because “they imagine language and educational resources will enable their children to
gain membership in particular language communities in Canada and elsewhere” (p. 274).

Dagenais concluded that valuable language resources may help children transcend national
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borders because the maintenance of their family languages enables them to secure their
membership and identity in their language communities. The construction of imagined
communities promotes our relationships to particular communities so that we may draw on
past and present experiences to quest for future opportunities. In Dagenais, Day and
Toohey’s (2006) study, a child of Chinese descent was able to “share her cultural and
linguistic knowledge” and display a “literate multilingual” (p. 214) identity when
interacting with other peers during two years’ observation. Within an imagined language
community, multilingual children, using the available resources, blend their home
languages with the dominant language to create unique hybrid ones. Lu’s (2001) research
revealed that 35 Chinese parents registered their children to study in Chinese schools in
Chicago because they desired their children to preserve a bicultural identity. Within the
imagined communities of Chinese schools, it was hoped that a sense of Chineseness could
be maintained and promoted.

The study of multiple identities gives rise to the speculation that some bi- and
multilinguals may become, in some sense, different people when they change languages.
Pavlenko (2006) conducted a study that provides us with more information about the
influences that shape individuals’ perceptions of the relationships between their using of
languages and selves. Altogether 1039 bi- or multilingual participants were recruited to
complete a web-questionnaire on “bilingualism and emotion.” This study had the following
findings: first, it was concluded that the respondents have distinct verbal and non-verbal
repertoires and cultural perspectives determined by their cultural backgrounds. The
responses given by the participants “frame the perception of distinct selves through the

discourse of language socialization visible in lexical and punctuation choices” (p. 13).
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The researcher used a triangulated approach to illustrate systematic variations in
bilinguals’ perception of selves and how they were perceived by their listeners. This hints
an occurrence of difference between perception of selves and other people. Some
respondents expressed their “true” selves that are single and unitary, no matter what
languages have been used by the speakers. In other words, the change in languages has
exerted no effect on the perceptions of the selves molded by the speakers.

In accordance to the major findings of the study, Pavlenko (2006) made the
following two conclusions: first, language may “create different, and sometimes
incommensurable worlds for the speakers who feel that their selves change with the shift in
language” (pp. 26-27) and second, for some bilinguals, the two languages may be
connected to “different repertoires, cultural scripts, frames of expectations, autobiographic
memories, and levels of proficiency and emotionality” (p. 27).

The above findings offer insights about how the languages use and the formation of
individuals’ identities are connected. A change in language use may signal a shift in
identities under various social or cultural contexts. The formation of multiple identities
becomes more complex when people have varying feelings of their former and later selves
when speaking L1 and L2, whereas some people will have no emotional change no matter
what languages they speak. The presence of an imagined community reflects the provision
of varied and rich language resources for speakers to enhance human relationships and

promote language development.

Cultural Identity of Chinese People and Confucianism
When designing psychological or educational investigations, researchers often

include Chinese participants in their studies (e.g., Fan, 2003; Liao & Fukuya, 2004) as
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China has a huge population (more than a quarter of the world’s total population) and many
Chinese immigrants are scattered all round the world (Jenni, 1999). No matter where
Chinese people live, they tend to possess their own cultural system and value (Lao, 1999)
that is profoundly influenced by an ancient Chinese scholar, Confucius, who was born in
551 B. C., and considered the greatest educator and philosopher of China (Shaughnessy,
2000; Wilson, 1982). Most of his thoughts were collected and written by his disciples or
followers, and compiled in books such as The Analects, The Great Learning and Liki. His
thoughts demonstrate how he perceived the ideal identities of individuals and groups and
how he identified relationships between individuals, and relationships between individuals
and nature.

Confucian concepts are thought to be crucial in affecting the thoughts and behaviors
of Chinese people and the way they view themselves and perceive others. As a result, these
concepts can create a foundation for us to develop a deeper understanding of the way

Chinese people perceive themselves as a group and form their cultural identity.

Chinese Identity in Confucianism

Weiming, Hejtmanek & Wachman (1992) argued that “one’s identity as Chinese
emerges from correct ritual behavior—orthopraxy” (p. 9) delineating that Chinese people
tend to explain their behaviors with reference to Confucian concepts even though they may
not completely understand or accept his thoughts. They think that they are Chinese, and
therefore need to behave in the way proposed by Confucius. In this way, Chinese people
build their cultural identity and a sense of belonging to their collectives.

Works on Confucian concepts contain doctrines describing how individuals should

behave properly to form their selves. For instance, Confucius said people should be
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“reserved” because “the self-restrained seldom err” (Crofts, 1995, p. 20). They should also
be “serene” by freeing themselves from doubt, anxiety and fear as “the noble man is calm
and serene” (p. 39). In addition, they should be “moderate” that in the sense of moving to a
middle point between two opposites. He taught his followers to learn from others humbly
by saying “when you see wise people, think of becoming equal to them” (Cleary, 1992, p.
131). Kelen (1992) suggested that Confucius advised “moderation and restraint in all
things” (p. 46). In Confucius’s opinions, “good” people are those who are reserved, calm,
humble, moderate and self-restrained. Besides, Confucius enumerates five practices to
depict the characteristics of humanity—respectfulness, magnanimity, truthfulness, acuity
and generosity (Cleary, 1998, p. 4).

Identity is not simply consolidated by an individual, but also by the influence of
others. Friedman (1994) stressed that “the constitution of identity is an elaborate and
deadly serious game of mirrors. It is a complex temporal interaction of multiple practices of
identification external and internal to a subject or population” (p. 141). Weiming, et al.
(1992) added that Chinese people adopt and respect Confucian concepts because they
desire to “foster the illusion of cultural unity” (p. 9). To put it succinctly, Confucianism has
been used as tool to link Chinese people together because they think they inculcate in
themselves a similar cultural background and identity when holding a similar belief.
Confucianism becomes a symbol of cultural unity in Chinese people’s perception.

According to Coleman (2003), “illusion” refers to “a misperception or
misconception of a stimulus object, image, event, experience, or problem” (p. 354).
Weiming and his colleagues might consider that Chinese people who use Confucianism, a

kind of Chinese traditional philosophical thinking, to signify their cultural unity or identity
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is a kind of misconception. I wonder what should be the proper symbols for people to
manifest their cultural background. I am curious to know whether there are any

standardized tools with which people should use to reflect their cultural identity.

Secial Identity in Confucianism

Confucius depicted humans’ social relationships with a metaphor of different
layers. The basic layer is concerned with relationships fostered within families, for Chinese
people often consider families the basic foundation of social organizations. His basic rule
to people is to “show piety towards your parents and kindness towards your children, and
they will be loyal to you” (Waley, 1992, p. 92).

Another layer is relationships between people in the community. Confucius
suggested that people, in society, should “have order in the official ranks” (Yutang, 1994, p.
214). When they are regarding matters arising in the village, people must “have respect for
order between the elders and the juniors” (p. 214). It is thought that these rules were
created for the purpose of “promoting mutual confidence and social harmony and
strengthening the social ties and bonds of friendships” (p. 238). However, Weiming, et al.
(1992) argued that Confucian concepts about social concerns reinforce a “social hierarchy”
that bestows the “continuity of relationships with one’s parents long into one’s adulthood”
(p. 7). During the process of socialization, Chinese people are taught the virtues of self-
sacrifice for long-term gratification and endurance, and the significance of dedication to the

benefits of others in families or society.
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Identity of Individuals within Nature in Confucianism

Confucius expanded his opinions concerning the relationships between individuals
and nature that is not common in the Western world on the discussion of identity.
Confucius said

Man is the product of the forces of heaven and earth, of the unions
of the yin and the yang principles, the incarnation of spirits and the
essence of the five elements (metal, wood, water, fire and earth).
Therefore man is the heart of the universe (Yutang, 1994, p. 236).

Confucius contended that life in the universe never stops but continues forever. He
claimed that the virtue of nature is reflected in the many-faceted world of men (Kelen,
1992). In the old days, Chinese people learned rites that were treated as “a system of
etiquette betwixt man and Heaven, by means of which supernatural beings were kept
friendly toward man” (Kelen, 1992, p. 24). Confucius advocated a kind of resonance or
equilibrium between man and nature, and men are situated at the center of the universe. It
was generally thought that Confucius’s thoughts reveal an overall orientation toward
conciliation and harmony between individuals and society, and between individuals and

nature, but rejects deep-seated forms of anxiety and disorder appearing in society

(Weiming, et al., 1992).

Tension on Formation of Cultural Identity among Chinese People

Weiming, et al. (1992) argued on the tension caused by the Confucian value
orientation with which the Chinese culture is viewed through two different approaches. The
first approach assumes that “there can be a single culture which fully represents unifying
values” (p. 18). This approach matches with Confucian concepts of describing that human

beings are the center of the universe and everything evolves around the center in
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equilibrium, stability and harmony. It advocates unity and hence leads to “a very rigid
culture that is not capable of flexibility and change” (p. 18).

The second approach suggests that unifying values are abstractions that cannot be
reduced to fixed cultural forms, and therefore, defended diversity within the elite culture as
different ways of representing universal things. The difficulty with the second approach is
that “the appreciation of cultural diversity will obscure the idea of unity” (Weiming, et al.,
1992, p. 19).

As a consequence, it is too simplistic or superficial to conclude that Confucius only
imposed one type of influences on the formation of cultural identity among Chinese people;
rather, his thoughts are multi-faceted and affect people’s modes of thinking and behaving
through various perspectives. The tension that emerges in his value orientation actually
reflects the sophistication and richness of his concepts that have molded the mindsets of
many Chinese people for centuries. It is interesting to explore whether Chinese-Canadians

are still influenced by Confucian concepts nowadays.

Confucianism in Chinese-Dominated Regions Nowadays

Current scholars (e.g., Li, 2003; Weiming, et al., 1992) start to question, to what
extent, if Confucian concepts are still powerful in stirring the mindsets of Chinese people in
the modern world. Liu (1982) declared that

In reality, Confucian thought on mental development, together with other
ideas in his system, has had a significant influence on the way people have
thought about human growth and development and considered their own
responsibilities in caring for and educating the younger generation. It has
become a component of the cultural background of the society in which
the Chinese have lived from generation to generation (pp. 392-3).
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In another Chinese-dominated society, Taiwan, a nationwide survey (Ma & Smith,
2001) was conducted to investigate the impact of Confucianism across sociodemographic
groups in the Taiwanese population for the purpose of examining its influence upon people’s
social and economic changes. The surveyors interviewed nearly 9000 households and the
result shows that the support for Confucianism varied across occupation, residence, and place
of origin, but it did not significantly differ across most socioeconomic groups. The doctrines
of Confucianism are still influential to people’s beliefs in the current society of Taiwan.

Chan and Lee (1995) believed that the influence of Confucianism is still significant
in Hong Kong as “many of its ethical tenets have become part of the social norms in
everyday life” (p. 86) such as a sense of order, or propriety, and in shaping the dynamics of
daily conducts. However, they argued that there is tension or conflict of various beliefs that
have been creatively channeled to part of the progress of the society that “is not an easy
puzzle to unravel” (p. 87) for the tiny city of Hong Kong has been washed by Eastern and
Western cultural currents in the past decade.

If we agree that immigrant people would probably undergo some sort of
psychological adaptation during the process of acculturation when settling in a new country
(Castro, 2003), we may inquire whether Chinese people still use Confucianism to

symbolize their cultural unity or identity.

Variations in Two Major Chinese Languages: Mandarin and Cantonese
In China, people use Mandarin (or Putonghua) as their official language, and

various regional languages such as Cantonese, Hakka, Min, Gan, Xiang, and Wu in

different geographical regions (Shaughnessy, 2000). The two major languages practiced in

China are Mandarin, spoken in the northern and middle part of Mainland China, and
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Cantonese, spoken in the southern parts of the country (Shaughnessy, 2000). Depending on
regions of origin, immigrants of Chinese descent may speak a variety of different Chinese
languages. Nevertheless, Mandarin tends to be more commonly used by immigrants
because it has been widely used in mainland China, Taiwan, Singapore and Malaysia.

Languages used in China can be extremely complex; for instance, there may be
“mutually unintelligible regionalects™ that are not so related to each other such as
“Putonghua,” “Wu” and “Yue” that have different pronunciation systems. They can also be
further sub-divided into “mutually intelligible dialects™ related to each other, such as the
dialects of Peking and Nanking related to Putonghua, Shanghai and Suzhou are associated
with Wu, while Canton and Taishan are linked to Yue (DeFrancis, 1984).

A special feature of the Chinese languages is that they have a common written
script, which was enforced between 259 B.C. and 210 B.C., and has been a major means of
unifying a diverse country (Zhang, 2000). There might be variations in word choices,
meanings of words, or even word order; however, the major structures of the written
language are similar across China. Written Chinese language became easier to learn after
the establishment of the “simplified” version of Chinese in mid 20" century. The simplified
version is less complex and “ornamental” when compared with the “traditional” version of
the language.

Also deserving of our attention is the discrepancy between the “written” and
“spoken” forms. The written form of Mandarin closely corresponds to the spoken language.
But a large proportion of Cantonese is not represented in the written language.

According to Schafer and Shively (1959), a regional language is “a form of speech

distinguished and opposed to other ones” (p. 74). It can refer to
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A form of speech, used by a certain community of speakers,

distinguished from and opposed to other forms, which may be equal in

standing and parallel in historical development or not, but also may be

socially differing from others, like the standard or literary language as

against spoken and special forms of speech used by limited social

groups (p. 74).

Cantonese has been considered important because it “reserves the essential traits of
Ancient Chinese” (Forrest, 1965). However, the continuous development and expansion of
Mandarin has finally taken over the formerly dominant position of Cantonese. Cantonese
may have declined in importance because it is more complicated (Forrest, 1965) and has
more tones than Mandarin. Moreover, Cantonese has more phonic components that
Mandarin. There is not a standardized and universally recognized phonic system for
Cantonese, but a standardized phonic system exists in Mandarin (Hanyu Pinyin), and as a
result, a new learner can learn the pronunciation of Mandarin more easily after having
grasped the set of phonic symbols. Basically, Cantonese is a verbal language that is
transmitted from generation to generation mainly orally between people, thus making its
standardization and recording across community members more difficult.

An interesting point that has been overlooked by certain researchers is that
Cantonese is mainly a “spoken” language with many non-written components. Thus, when
Cantonese-speakers write in Chinese, they must adjust their thinking to fit the written form
of the language. One important implication is that whenever Cantonese speakers have to
transcribe their spoken language into a written form, they need to use the standardized
written script that is recognized by most people. A discrepancy always exists between oral

Cantonese and the written script because many Cantonese sounds have no written

substitutes.



103

Research on the Chinese languages can be complicated because “Chinese speakers
are exposed to a greater variety of character/word ordering in their various language
activities” (Hoosain, 1991, p. 21). In the past, Chinese grammar was not taught in schools.
Instead, students were advised to attend to “the interrelations of meanings of individual
characters and the emergent meanings derived from their combinations” (p. 22). In fact,
there is a lack of generally and widely recognized grammar rules to guide people’s use of
written and spoken Chinese. As a result, users of the Chinese language may employ
different methods to express the same meaning or may interpret the same meaning in
different ways.

Since one of the main themes of this dissertation is to investigate the formation of
identities with reference to the use of Chinese languages, one may wonder if Cantonese
speakers will form the same type of identities as those who speak Mandarin.

One study (Tong, Hong, Lee, & Chiu, 1999) examined the relationship of social
identities in people in Hong Kong and mainland China. Participants who claimed a
Hongkong identity judged the Hong Kong speaker less favorably than those who claimed a
Chinese identity. On the other hand, participants who claimed a Chinese identity judged the
Hong Kong speaker more favorably when he spoke in Putonghua (Mandarin) than when he
kept using Cantonese. This study tells us how Chinese participants perceived their
counterparts who spoke another Chinese language.

Many studies have investigated bilingual issues among immigrants regarding the
use of minority and majority languages such as Chinese and English (e.g., Holm & Dodd,

1999; Schunn & Vera, 2004), but it seems that researchers have to a certain extent
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overlooked the investigation on comparing the use of two different Chinese languages

spoken by the same minority group.

Chineseness and Chinese Diaspora

As the main objective of this dissertation is to study how Chinese participants use
their heritage languages to manifest their cultural identity in a non-Chinese country, it is
valuable to discuss the meaning of “Chineseness™ and the phenomenon of Chinese diaspora.

According to Ang (2001), “Chineseness” is not a category with fixed components in
terms of cultural or geographical perspectives,

but operates as an open and indeterminate signifier whose meanings

are constantly renegotiated and rearticulated in different sections of

the Chinese diaspora. Being Chinese outside China cannot possibly

mean the same thing as inside. It varies from place to place, moulded

by the local circumstances in different parts of the world where

people of Chinese ancestry have settled and constructed new ways of

living (p. 38)

Ang (2001) declared that the meaning and content of Chineseness is flexible. The
variations in the degree of Chineseness are caused by its interaction with the environments
such as the local affairs where it exists. For instance, Cheng (1994) made detailed
comparisons between Chinese immigrants living in Great Britain and the United States.
The study concluded that immigrants from the two countries had different levels of
occupational attainments and integrated themselves in the dominant countries differently.
Cheng suggested that American-Chinese may have smoothly integrated into the American
occupational structure, but male British-Chinese enjoyed cultural advantage over a certain

type of jobs. Immigrants in both countries perceived and valued their Chinese backgrounds

differently.
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Diaspora refers to “the breaking up and scattering of a people” (Stevens, 1993, p.
320). Ang (2001) considered that both diaspora and multiculturalism depends on the
constitution of minority groups. Ethnicity is a “powerful mode of collective identification
in the globalizing world today” (p. 199). She thought that the study on diaspora of ethnic
groups focuses on “sameness in dispersal” (p. 199), whereas the study on multiculturalism
focuses on how ethnic groups are “living apart together” (p. 199). To put it in another way,
diaspora “tends to pull ethnic identification out of the circumscribed space of the nation-
state,” but multiculturalism tries to “contain ethnic group formation within the nation-
state’s boundaries” (p. 199). Cheng (2004) proposed that the studies on Chinese people in
diaspora are important because those studies can be compared with findings obtained in
mainland China so that the cultural symbolism, identity and religion of Chinese people as a
whole can be comprehensively understood. This comparison gives researchers more
information about “the dynamics of cultural change and sociocultural adaptations” of
humankind (p. 10).

Ang (2001) claimed that discourses of ethnicity reflect the desire of people from
minority communities to “maintain their cultural identity” (p. 30). She used the term
“hybridity” to represent the phenomenon of absorbing “difference into a new consensual
culture of fusion and synthesis” (p. 198). Hybridity is not simply a process of
amalgamation or merger, but rather, a sign of challenge and “intercultural exchange” (p.
198) that leads to profound and interrogative effects. Hybridity can be a long and complex
process. Li (1998) described how male Chinese immigrants landed in Canada before the
Second World War and were scattered in male-dominated communities. Cultural

differences were common between the early Chinese immigrants and non-Chinese in the
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dominant culture in the way they viewed gender differences, concepts of marriage, values
of families and other cultural issues. In contemporary Chinese-Canadian communities, new
features exist. For example, Chinese people are mostly bilingual as a majority of them
speak a Chinese language at home (p. 108) and adopt the concept of “a husband-wife
family” (p. 110) but in the olden China a husband could have more than a wife. With
reference to the development of Chinese communities, Chinese immigrants live in a large
number of bigger “Chinese enclaves” (p. 112), instead of living in a limited number of
smaller Chinese concentrations many decades ago. This is part of the result of hybridity,
effects of a long term intercultural exchange.

This dissertation tends to explore how Chinese participants use Chinese and English
languages to self-represent themselves and display their dual or plurilingual identity
through the process of hybridity. It might be interesting to explore whether Mandarin- and
Cantonese-speakers in the present study form similar or different cultural identities. In
other words, variations may not only occur between Chinese and English speakers, but also
may exist between Mandarin- and Cantonese-speakers. As I cannot find sufficient data in
current studies that tell me how similarly or differently Mandarin- and Cantonese-speakers
may form their cultural identity, this dissertation may help dig up more information in this

aspect.

Caution for Language Use in This Dissertation

The above discussion informs the methodology of this dissertation. First, I believe
that it is worthwhile to recruit both Cantonese- and Mandarin-speakers as participants to
explore if there are variations in identity formation between these two groups. When

transcribing the interactions with the Cantonese-speaking participants, I must be careful in
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interpreting the participants’ actual meanings with their words so that I will not distort what
the participants really intend to convey. The translation for Cantonese expressions will be
more sophisticated because I need to transcribe the verbal form of Cantonese expression
into a written form and then translate the Chinese written form into the English written
form for further discussion. It is hoped that through careful transcription, the real meanings
brought forward by the participants will not be misinterpreted or distorted under this
“double-translation” format.

I also have concern with the recruitment of participants who speak different
Chinese languages. People who speak the same language may come from different places,
such as Mandarin-speakers who may be from Mainland China, Taiwan or even Singapore.
When they grew up in different sociocultural backgrounds, their perceptions of themselves
and others might differ. People who speak Cantonese can also be from Hong Kong,
Guangzhou or Macau. Sociocultural differentiation within language groups was a factor I
considered when designing my research.

Finally, there is the concern with multiple identities—When a person is able to
interact with others in different Chinese languages, has this person fostered in
himself/herself “multiple identities™ already? Is this type of multiple identities the same as
the type that occurs in people who speak English and one Chinese language? If this
variation really takes place, how can I differentiate them? How do Chinese-Canadians
compare the statuses of the two major Chinese languages used in Vancouver? Do they form
distinct identities when using different Chinese languages and what types of identities they

are inclined to construct?
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Individualism and Collectivism
When comparing the perception of identities between the Western and Eastern
cultures, we cannot ignore the construct of individualism-collectivism devised by Triandis
(1995). According to him,
Individualism is a social pattern that consists of loosely linked
individuals who view themselves as independent of collectives, are
primarily motivated by their own preferences, needs, rights, and

the contracts they have established with others, give priority to
their personal goals over the goals of others.” (p. 2)

For the definition of collectivism, Triandis wrote,

Collectivism may be initially defined as a social pattern consisting
of closely linked individuals who see themselves as parts of one or
more collectives...; are primarily motivated by the norms of, and
duties imposed by, those collectives; are willing to give priority to
the goals of these collectives over their own personal goals; and
emphasize their connectedness to members of these collectives” (p.
2)

Triandis’s (2002) understanding of collectivism is close to the main themes of
Confucian concepts. First, both collectivistic and Confucian concepts agreed that an
individual has an inseparable relationship with his collectives (e.g., families, clubs or ethnic
groups). Moreover, all members are bound by the norms, the mutual beliefs or common
understandings of something within collectives. Finally, all members highly value the goals
of their collectives even though they might need to sacrifice their personal goals.

Triandis (1995) pointed out the advantages and disadvantages of being
individualistic and collectivist. He believed that people in different parts of the world tend
to be both individualistic and collectivistic although some of them may be more

individualistic, and the others more collectivistic. He argued that individual and societal

health issues are related to the balance of these two tendencies as “many problems of
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modernity can be linked to too much individualism, whereas a lack of human rights can be
attributed to too much collectivism” (p. 2). The concepts of individualism and collectivism

may be helpful in describing how people form their cultural identity.

Code-switching and Identity Formation

Heller (1999) used the image of a voyager to symbolize the re-construction of a
minority identity through linguistic resources in Canada. This image represents the freedom
of linguistic minorities “to escape the constraints of an old way of life and to construct a
new one” (p. 3). The minority groups need to redefine themselves to maintain their
economic and political resources, and pursue their particular identity.

As code-switching is an essential component in bilingualism and the simultaneous
use of two languages often occurs, there is a need to investigate the relationship between
CS and the formation of identity. According to Milroy and Muysken (1995), when speakers
make language choices in conversations, they are symbolizing the kind of identity they
hope to communicate with others at the moments of interactions. In other words, while
speakers are code-switching, they are actually expressing “aspects of a fluid social identity
as they move through a multidimensional sociolinguistic space” (p. 7).

In regard to identity, Romaine (2000) stressed that people’s choice of languages is
not arbitrary, and all speech communities are formed or organized in the same pattern. She
elucidated that

Through the selection of one language over another or one variety of

the same language over another speakers display what may be called

“acts of identity,” choosing the groups with whom they wish to
identify (p. 35).
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Acts of identity reflect that language choice is not arbitrary as speakers have the
autonomy to change among their languages and varieties, and therefore all speech
communities have different components (Romaine, 2000). Alongside this thought-line,
language users should have the ability to “define what counts as competence, as
authenticity, as excellence, and over who has the right to produce and distribute the
resources of language and identity” (Heller, 2003, p. 474). These scholars emphasized
people’s freedom to exercise their right to allocate various linguistic resources to construct
the type of identities they prefer although in some way they might be restricted by power
and struggle.

Romaine believes that we first need to understand the availability of languages and
varieties in a particular context before attempting to understand the availability of choices
to speakers within the context. In her sense of context, it can be as wide as the official or
unofficial use of languages within a country, or as narrow as the use of languages within a
market. She provided us with a clear concept about the acts of identity and the meaning of
context within which different languages are being used and facilitated.

Auer (1995) stated that language choices can provide us information through two
perspectives—on one hand, language choices are tied with histories of individual speakets
and their preferences, and on the other hand, they are related to personal linguistic
competences, linguistic history and complex bi-cultural identity. The use of different
languages can reflect personal preferences of individuals on a personal level and perception

of individuals’ identities in connection to different cultures on a cultural level.
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Cultural Identity Formed by Bilinguals

From a broader perspective, Grosjean (2001) believed that language is closely
connected to culture that is “acquired, socially transmitted, and communicated in large part
by language” (p. 157). Some bilinguals may be aware that they are, to a certain degree,
bicultural. Biculturalism, “the coexistence and/or combination of two distinct cultures,” (p.
157) is a highly complicated subject. Grosjean proposed that bilingualism and biculturalism
do not necessarily coexist, for instance, people (i.e., bilinguals) who use two languages on a
regular basis may be monocultural, whereas those (i.e., monolinguals) who only use one
language in daily interactions may be bicultural. Under these circumstances, the identities
possessed by bilinguals may vary as their perceptions, beliefs or values are different from
those of monolinguals.

Grosjean (2001) likewise suggested that “integration of traits from two cultures may
lead some people to feel that they do not belong to either culture” (p. 161). Some people
might describe these bilinguals as “marginal” people who lack a personal or group identity;
however, Grosjean suggested that these bilinguals can also have “a strong sense of
identification and personal worth” (p. 161). Instead of seeking to belong to one of the
cultural groups, bilinguals may feel at home in both cultures and feel at ease with people
from both cultures and/or make up a new “cultural group”, that is, there may be different
modes of combinations that illustrate how an individual possesses two cultures at the same
time (p. 162).

In this case, these bilinguals may have established a new culture that is unique and
specific; at the same time, they have also created a new personal identity, group identity

and cultural identity. In sum, the investigations on how bilinguals form their identities can
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be an exciting adventure because no results are predictable. As bilinguals often code-switch
and language can be an act of an individual’s identity, to study how speakers code-switch
may help understand how they perceive or establish their specific identities locally in their
interactions.

When talking about the production of CS within interactions, Myers-Scotton (1993b)
claimed that two types of CS are commonly found in interactions—situational and
metaphorical CS. Situational CS involves “change in participants and/or strategies” while
metaphorical CS involves merely “a change in topical emphasis” (p. 52). It is thought that
through discourses, speakers somehow create their intentional meanings, build their own
and their audience’s abstract understanding of situational norms and share metaphorical
meaning of the words they intend to convey to the interlocutors.

Trueba (1999) assumed that whenever a person code-switches, he or she takes
another identity, deals with another group, manages other matters, and then moves on to a
third or fourth group and makes another set of CS. People may intermittently code-switch
during their daily interactions so that they are putting on multiple identities everyday or
they take multiple identities at different stages of their lives. Again, CS may give us
valuable clues about the multiple perspectives of human identity.

Researchers are investigating how people form their identities with the use of
different languages under the impact of cultural differences. King and Ganuza (2005)
examined the patterns of national, cultural, and linguistic identification among Chilean-
Swedish adolescents in Sweden. The researchers focused on investigating how participants
viewed their ethnic and national identities and their attitudes toward Spanish/Swedish CS

with emphasis on both the minority and majority identities. The findings revealed that the
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participants were constructing an identity that was both Swedish and Chilean that was close
to a combined cultural identity. It was also concluded that the participants’ gender, age of
arrival the new country and contextual factors (e.g., legal status) were important in shaping
the discourse and exerting varied influences on identity formation.

In Lawson and Sachdev’s (2004) study, the participating 21 Sylheti-Bengali
students were requested to use language diaries to self-report their daily use of languages
between their mother tongue and English. Those diaries records participants’ perceptions of
their language choice over a period of time, thus providing the researchers insights on the
basis for the language choices. The findings exposed that the home could be considered the
most important site at which participants’ identity was built and it was also the venue
where their own-group language was most frequently practiced. The participants were
inclined to identify themselves with their native language (i.e., Bangladeshi, Sylheti and
Bengali) that was commonly used at home, but less inclined to identify themselves with
their L2 (English) that was dominantly used out of their homes on many different topics.
The researchers of this study believed that

languages may also be valued aspects of group-identity despite
not being spoken by most group members and the revival of
ancestral languages may become a central issue around which
group members mobilize to affirm or redefine their group
identities (p. 56).
This proposition shows that languages play a pivotal role in molding the speakers’

identity.

Identity Formation among New Immigrants in Canada

How can immigrants form their cultural identity in Canada? Koh (1999) in her

thesis interviewed people and collected data to investigate how Chinese-Canadians
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perceived themselves. The researcher thought that we ought to reclaim’ our “self-identity”
and identify our own terms of reference and lived experiences. We have to define the
purview of our ethnicity, be in control of when and how we relate to it, or else we will be
overrun and burdened by it.” (Koh, 1999, p. 118)

If we believe that Chinese immigrants establish specific type of identities in Canada,
it is important to know how they do so. Possessing Chinese descent, I intend to trace how
they form their cultural identities from both an insider and outsider’s point of view and the
role language plays in this process.

In the study by Costigan and Su (2004), after having immigrated to Canada,
Chinese fathers and children (both were foreign-born) were found not to reduce their ethnic
identity and traditional values although they actively participated in Canadian culture.
Viewing the issue from another perspective, we may ask how Chinese immigrants perceive
their cultural identity especially in relation to their heritage language in Canada. Xiao
(1998) proposed that they learned Chinese in Winnipeg because of the norms present in
their in-groups and pressure from their ethnic community. The researcher found that the
participants in the study spoke a rich language repertoire that included a number of Sinitic
languages, Cantonese, Mandarin and English. They performed a high level of competence
in different Chinese languages that were widely used in their intimate and informal
domains of the family and friendship networks.

Similarly, Chow (2001) linked the learning of Chinese language with the promotion
of culture when he drew conclusions from his data that were collected from 76 Chinese
heritage schools in Toronto. The purposes of building Chinese language schools in Canada

were to inculcate cultural identity, train future leaders of their minority groups, reproduce
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elites at community and national levels and increase the coherence of in-group members. It
appears that the Chinese participants in his study had constructed an obvious connection
between Chinese languages and Chinese culture. They connected the prosperity of their
minority group and attachment with their culture to the promotion of their heritage
language.

Overall, it can be concluded that the use of a language reflects and establishes a
person’s identity. For bilinguals, the dual code in language use even leads to a more
complex relationship between languages and identities. It is useful to understand how
identities of people are developed and influenced by languages and other cultural factors
embodied in languages.

The use of different languages has become a world-wide phenomenon that elicits
new forms of language patterns, new functions of languages, new forms of identities and
new understanding of the world, and in turn sheds light on the impulse to launch in-depth
study on the relationship between how people use languages and how they construct their
cultural identities. In order to search for the required information, we need to use the
appropriate methods. The following chapter aims at finding useful methods to research on

the topics of present dissertation.
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Chapter Five
METHODOLOGY

Literature Review on Research Methods

Current Research Methods Investigating CS and Identity Formation

This dissertation aims at investigating how Chinese-Canadians code-switch at home
or in the school, how they perceive the functions of languages, how they establish their
cultural identity through their use of Chinese and English, and how they relate their cultural
identity with their use of languages.

CS is one of the main themes of this dissertation and it is likewise a common
phenomenon in multicultural societies. Current researchers have put in resources exploring
this phenomenon from various angles. Myers-Scotton and Bolonyai (2001) studied CS with
Rational Choice (RC) Models that give explanatory mechanisms for the ways people select
different languages in their conversations. With RC theory, the researchers explained how
interlocutors decide on the choices of language use. They audio-taped participants’
conversations and transcribed them verbatim for analysis. They later categorized the
language choices into “marked choice” and “unmarked choices.” The former ones
represent a conscious change in language choices, whereas the latter ones represent a
natural and expected selection of language choices. Through this study, the researchers
collected information regarding the dynamics of situations, goals of interactions, the

presence of cues and interlocutors’ expectations. This study does not only inform us how
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people choose languages, but also their intention, purposes and expectations of changing
languages.

Another main theme of this dissertation is the formation of cultural identity. Piller
(2002) demonstrated the integration of quantitative and qualitative methods in his study
that investigated the formation of identity and the factor of age in determining successful
L2 learning. For the qualitative part of his study, he interviewed participants, recorded their
use of languages and then transcribed the conversations verbatim. For the quantitative part,
he used statistical methods to correlate the first years when the participants learned L2 and
their proficiency in the use of different languages. The results reflected that certain
participants had made heavy use of some sounds in L2 to represent their insiders’ status.
They also chose highly stereotyped accents when interacting in L2. In their daily lives, they
were keen on using a range of stereotyped linguistic varieties in L2 hoping to pursue a rise
in their social statuses. The statistical data indicated that “the age of first exposure to the
target language is far less crucial to success than has so far been assumed” (p. 179). Piller’s
study models how quantitative and qualitative methods are effectively blended for
describing a fuller picture of bilingual situations.

In recent decades, new perspectives of research methods that “integrate qualitative
and quantitative techniques within a single analytical procedure” emerge in the field of
educational psychology (Nesbit & Hadwin, 2006, p. 825). Statistical methods can also meet
the objectives of naturalistic modes of inquiries, and statistical models may be derived from
qualitative data. As a matter of fact, nomothetic assessment focuses on “actuarial and
quantitative data, objective tests, and statistical prediction,” whereas the idiographic

assessment on “individual and qualitative data, projective tests, and clinical judgment”
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(Merrell, 1999, p. 19). The tight combination of both research methods is able to describe
situated phenomenon more thoroughly.

Furthermore, remarkable advances appear in methods for assessing children and
adolescents. One major element in these advances is the undertaking of “broad based
designs” (Merrell, 1999, p. 20), often described by study terms as multi-method, multi-
source, and multi-setting assessments. If a study is conducted with a broad-based design,
data are collected through multiple methods (e.g., using direct observation, questionnaires,
interviews, record reviews, frequency, self-report measures, logs), multiple sources (e.g.,
from children, adolescents, parents, teachers and school administrators, or community-
based informants), and in multiple settings (e.g., home, school, play place or community
center). The essential feature of this design is that by using “various assessment methods
with different informants or sources and in several settings, the amount of error variance in
the assessment is reduced” (p. 20).

The following discussions summarize the methods that were used in previous

studies to investigate the use of languages and the formation of cultural identity.

Methods Investigating Language Use and Identity Formation

Observation

Observation is a common research method widely used in studying human
behaviors “by observing how people act or how things look™” (Fraenkel & Wallen, 1993, p.
384). In a study that uses naturalistic observation, “an attempt is made to study the normal
behaviors of people or animal as they act in their everyday environments” (Goodwin, 1995,
p. 333). In some naturalistic studies, observers are hidden, without interfering the natural

sequence of activities the participants are engaging so that the observers are able to collect
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data that naturally occur in practical settings. For linguistic studies, certain researchers (e.g.,
Friendland & Penn, 2003) supported the use of a profound and intricate interpretation of
turns, turns and patterns of an interactive collaborative language whose focus is on
naturally occurring data rather than preconceived checklists. To gather relevant data,
researchers should be “totally immersed in the immediate and local actions and statements
of belief of participants” (Janesick, 1998, p. 43).

Although observation is considered a qualitative method in collecting data
(Fraenkel & Wallen, 1993), the data gathered can be processed qualitatively (e.g., by
researcher’s direct interpretation) and quantitatively (e.g., by statistical methods). This
echoes Nesbit and Hadwin’s (2006) opinion that statistical inferences can be incorporated
with naturalistic approaches for illustrating real situations effectively. Current
researchers have widely used observation in their studies. Mondada and Doehler (2004)
carried out naturalistic observation through which teacher and student participants’
conversations were recorded in actual classroom environment without disturbing the
natural flow of class activities. In Duff’s (2002) study, the researcher observed how student
participants used and made sense of their languages throughout learning and social
activities in the school. Likewise, Milroy and Wei (1998) observed and recorded how
Chinese family members used two languages (English and Chinese) among people from
various social circles for distinct purposes under different situations. It is hoped that
through naturalistic observation, participants’ awareness of the presence of researchers may
be minimized so that participants act and react naturally. As a result, researchers can collect

information that reflects the real situations.
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Besides naturalistic observation, there is participant observation whose power is to
“get the investigator as close to the action as possible” (Goodwin, 1995, p. 334) and
consequently, participant research may acquire first-handed insight that is inaccessible to
hidden observers. Through participant observation, researchers have closer interactions
with participants. In Lu’s (2001) study, the researcher, joining activities with participants,
observed and investigated how Chinese-American participants perceived their identity in
Chicago and viewed their relationship with local Chinatown. The results revealed that
different people may have established different image on Chinatown and built various
relationships with it when forming their cultural identity. Although the degrees of
relationship could be varied, the nature of those relationships was positive.

Another researcher, Morgan (2004) conducted participant observation to investigate
the use of teacher’s identity as a pedagogical method to co-construct mutual understanding
and relationships between the teacher and his students. In the previous two studies, the
researchers directly interacted with participants who were completely aware of the
existence of researchers. With this method, researchers may have a deeper understanding of
participants’ feelings and thoughts trying to view things from participants’ perspectives,
sharing their feelings and interpreting phenomena from an “insider’s” point of view.

The approach of observation can also be used in educational research. Hasan (2006)
analyzed and evaluated spoken discourses in bilingual classrooms at a university. The
researcher looked at the following mechanism of classroom interactions: the use of
questions, initiations, repetitions and expansions. The discourses were observed and
recorded with the use of video- and audio-recorders and later transcribed verbatim for

future analysis. Dagenais (2003) implemented ethnographic research in her study by
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videotaping family conversations within twelve immigrant families of diverse origins to
assess the existence of imagined communities, a symbolic community that encloses the
interactions between interlocutors, and functions of languages. Dagenais and Day (1999)
investigated the representation of identity possessed by three trilingual French immersion
students through an ethnographic stance. In other words, participants’ behaviors were
observed longitudinally within a period of time so that researchers could observe any
changes in behavioral patterns during that period of time. Toohey (2001), using three years’
time, studied two young English language learners of Polish and Punjabi Silh origins who
had disputes, co-constructed meanings and developed understandings among themselves
through the use of the second language of English. Again, this study reflected how
participants’ behavioral patterns changed or remained constant within three years’ of
observation. This kind of long-term observation provides researchers useful information
about children’s continuous development within a period of time.

Researchers of the ethnographic analysis view language use and language learning
from the standpoint of “language socialization,” on which language is perceived as “one of
many social practices that students learn as they participate in the social activities of their
communities” (Dagenais & Toohey, 2002, p. 1).

For analyzing data obtained from observation methods, the researchers first
transcribed the field notes, categorized the data according to the common themes and made
direct interpretations. Varied methods were used to facilitate the analyzing process, such as
the Implication Scale for Observed Language Choice (Milroy & Wei, 1998) that records
when and where utterances/CS take place and the Sequence Analysis Model (SAM) (Ng &

He, 2004) that indicates the frequencies of different types of utterances and elaborates
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variations in utterances among different groups of participants. Mondada and Doehler
(2004) used the method of conversation analysis (CA) to analyze how the teacher
participant asked students questions to trigger discussions on the acquisition of the second
language (French) in class. Dagenais and Day (1999) first related participants’ home
language practices to their family contexts, and discussed the relationships between
language use and context from family to family. Then the researchers interpreted how
trilingual identity was formed from participant to participant under the influences of those
relationships. A wide range of methods have been employed to gather data about language
use.

Since the method of CA is rather unique and has been widely adopted in the
linguistic or sociolinguistic studies, I would use the following paragraphs to explain it in
greater details.

It is thought that CA provides researchers a uniquely tailored method to create a
deeper understanding about the simultaneous use of different languages. Rampton (1998)
mentioned that

There has been a lot of emphasis on code-switching as a routine

practice in everyday conversation. Increasingly, this characterization

of code-switching has been informed by Conversation Analysis (CA),

itself an enormous valuable resources, making available techniques of

analysis with an outstanding record in the discovery of order and skill

in phenomena rejected by traditional linguistics. (p. 309)

Past studies show that CA has been broadly employed in the analysis of CS. For
instance, Friedland and Penn (2003) interpreted the dynamics of medico-legal interviews
using CA to identify both facilitators and inhibitors of a successfully mediated interview.

This method focuses on naturally occurring data and analysis that are guided by the data

rather than preconceived checklists. The interviews in this study are audio-taped and later
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transcribed verbatim with CA notation and then analyzed with reference to CA principles
such as repairs, turn takings and topic management.

Milroy and Wei (1995) explored the dimension of CS behavior within a general CA
framework. Their paper summarized that inter-speaker variations were closely linked to
interlocutor types, and speakers adopted different network patterns with particular
interlocutors. Their framework helped describe how interlocutors’ relationships were
connected through verbal interactions, and how networks of a group of people were
constructed.

CA can similarly be used to meet a wide range of purposes. Mondada and Doehler
(2004) employed CA and the sociocultural theory to enhance the understanding of learners’
practice of their second language within a socio-interactionist perspective. In other words,
tasks are not accomplished by the learners only, but also collaboratively organized by
learners and teachers promoting different types of classroom talks and structuring various
opportunities for learning. CA is effective in reflecting learning activities, interactional
patterns and human relationships among learners and between teachers and students in
classrooms.

CA is also useful in portraying the use and learning of a second language. He (2004)
focused on exploring the “uses” and “nonuses” of CA for language learning such as
Chinese. CA has made different contributions to linguistic education by promoting
teaching and learning of a second language and facilitating oral language assessment.
However, CA does not “address introspective, unobservable matters that may be important
to language learning” (p. 568). CA is actually not designed for documenting learning over a

considerable period of time; that is, it may not be considered a tool for recording a change
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in learners’ behaviors. Therefore, when researchers intend to stitch CA into the research
methods of their studies, they should be aware of its strengths and weaknesses.

Although observation has been considered a useful method in sociolinguistic
studies, its drawbacks unavoidably occur. For instance, the conditions within the
observation setting are usually absent of control and observers’ bias will influence what
and how participants are observed. Moreover, subject reactivity, a phenomenon shows how
researchers, with their prior knowledge, might influence participants’ performance during
the process of data collection. To prevent the occurrence of the above drawbacks, Goodwin
(1995) suggested using the inter-observer reliability to reduce the level of observers’ bias.
For achieving this target, two or more observers are arranged to observe participants’
behaviors. In addition, differing measures like audio or video-recordings can also be used
to prevent the appearance of subject reactivity.

With reference to the needs of this dissertation, observation method can be used to
collect data regarding how participants code-switch at home and in the school in their daily

life situations.

Interviewing

Interviewing is likewise broadly used in sociolinguistic studies. Fontana and Frey
(1998) categorized interviewing methods into three main types: Structured interviewing,
unstructured interviewing and group interviews. Yin (1994) distinguished interviews
according to their functions: (1) interviews with open-ended nature, (2) focused interviews,
and (3) interviews alongside formal surveyors.

Structured interviewing refers to a situation in which an interviewee responds to a

series of pre-established questions with a limited set of response categories (Fontana &
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Frey, 1998). There is usually little room for the variations in the responses except in the
infrequently used open-ended questions inserted in the interviewing process. The
interviewers need to demonstrate interest in listening to what the interviewees reply to
reward the respondents to continue with the conversation.

The formats of structured interviews can be varied: interviews by telephone, face-
to-face in households, intercept interviews in shopping malls, and interviews involved in
survey research are grouped into this type of interviews. Structured interviews enable
researchers to obtain quick answers to standard questions and the consolidation of answers
is easier than those got from unstructured interviews.

Unstructured interviewing provides in-depth information to researchers in
qualitative analysis. According to Fontana and Frey (1998), structured interviewing aims at
“capturing precise data of a codable nature in order to explain behavior within
preestablished categories,” and on the other hand, unstructured interviewing tries to
“understand the complex behavior of members of society without imposing any prior
categorization that may limit the field of inquiry” (p. 56).

Participants are free to tell their stories (Morse, 1998). However, interviewers need
to follow a certain set of questions derived from the main theme of the study (Yin, 1994).
In addition, group interviews are designed to dig up information that individual interviews
cannot provide, or group interviews are used when individual interviews are impossible to
perform.

Campbell and Russo (2001) reminded us of the existence of interview effect, a
phenomenon that might exist when interviewers produce systematic differences in their

interview interpretation with reference to their personal racial, religious or social
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backgrounds. With this effect, interviewees are affected by interviewers’ voices and
wordings, thus being emotionally guided by the interviewers when answering questions.
Many studies regarding education included interviews as their research methods (e.g., Duff,
2002; Kyeyune, 2003; Pak, 2003).

Berard (2005) carried out an educational research project on “politically salient
identity categories” with particular emphasis on class and race/ethnicity. He researched on
his topic by mainly using the news interview excerpt that interviewed Mary Daly, a
feminist professor who refused to accept male students to study in her women’s studies
courses. The researcher adopted the method of “ethnomethodological analysis™ to explore
how “identity can be respecified more widely and more finely by situating identity within
natural use and social interaction” (p. 67). Again, Berard demonstrated that interviewing is
useful in collecting data about language use and identity formation in naturalistic settings.

For analyzing the data obtained from interviews, researchers sometimes would
separate raw data according to their main themes (Li, 2001), and carried out direct
interpretation of the categorized information (Duff, 2002; Li, 2001), and drew diagrams
and tables (Pak, 2003) trying to make sense of the information. Stake (1995) claimed that
in processing information from interviews, researchers may “pull it apart and put it back
together again more meaningfully” (p. 75). Huberman and Miles (1995) proposed the
Interactive Mode operated in the procedures of data collection, data reduction and data
display. The following diagram shows how the model works:

The stage of data collection concentrates on gathering as many usable data as
possible for the study and the stage of data reduction tries to get rid of data that are not

perfectly relevant to the study. Through the stage of data display, data are presented in an
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orderly manner so as to allow researchers to evaluate the effectiveness of the organized
information. Adjustment will be made whenever researchers discover defective data or
procedures within the whole process, such as from data collection to data display.
Researchers may go back to the beginning of data collection when they think that
additional information is required to put in. In some cases, interview data will be
interpreted with reference to information acquired from other research methods such as
observation of participants’ activities (Duff, 2002; Lu, 2001; Pak, 2003) because a mixture
of different methods may draw a fuller picture of the issue. Merrell (1999) suggested
researchers to make notes about the non-verbal characteristics of interviewees during
interviews and use the notes to strengthen future analysis.

In interviewing methods, the quality of interviewers is important for it controls the
pace, content and direction of the whole interviews. Hence, how to decide the interviewing
settings, present themselves to participants, and gain trust from participants might be
significant issues for interviewers to take into account (Campbell & Russo, 2001; Goodwin
& Goodwin, 1996).

The above discussions show that interviewing methods are valuable in gathering
data regarding participants’ perceptions about identity formation. Through the direct
interactions with participants, I can also obtain first-hand information in the way they use

languages.

Survey
Survey research arises from a simple idea—if we want to find out what people think
about a topic, just ask them. Goodwin (1995) defined a survey to be “a structured set of

questions or statements given to a group of people to measure their attitudes, beliefs, values,



128

or tendencies to act” (p. 343). The main purpose of surveys is to “describe the
characteristics of a particular population” (Fraenkel & Wallen, 1993, p. 344). Survey
researchers usually use structured interviews or questionnaires to collect information.

Several types of surveying methods are widely used nowadays. First, interview
surveys are comprehensive and able to yield detailed and useful information. An
interviewer usually asks participants a standard set of questions and produces information
through follow-up questions. The major problems with this method are cost, logistics, and
interviewer bias (Goodwin, 1995).

The second format of surveying is the written survey that contains open-ended or
closed questions (Goodwin, 1995). The questions might be arranged in form of
questionnaires including a number of varied but related questions. Questions within written
surveys are usually short, precise and easy to comprehend and answer; otherwise, the
respondents will not return the completed questionnaire to the sender. Written surveys can
be mailed to potential respondents.

The advantage of this surveying method is that a survey can serve a large number of
potential respondents at the same time, and as a result, time and money can be saved.
However, researchers cannot guarantee the returning rate of completed questionnaires.
Sometimes, the time and money spent on the second mailing of materials and phone call
reminders might even cost more money than that is required by other research methods.

When designing a questionnaire, researchers must be careful in “selecting question
types, in question-writing, in the design, piloting, distribution and return of questionnaires”
(Bell, 1993, p. 75). Researchers have to decide which types of questions should be included

such as the use of double questions asking two questions for an item, leading questions
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with the use of emotive language, presuming questions when the questionnaire writer holds
a strong view on an issue and hypothetical questions that require respondents to make
assumptions (pp. 79-81).

Another type of surveys is phone surveying that is quite cost-effective on the
surface since a surveyor can call a large number of potential participants within a short
period of time (Goodwin, 1995). The strength of this method is that the survey (e.g., phone
survey) is able to obtain quick answers from the respondent and make clarifications
immediately. However, this method also has its limitations such as in phone survey many
calls go unanswered; phone surveying can only be carried out within several hours of a day;
surveyors always reach answering machine and some people simply refuse to answer the
surveyor’s questions.

In exploring information about intergenerational similitude of ethnic identification,
Kester and Marchall (2003) conducted written surveys across Chinese mother-adolescent
dyads. Demographic information was collected with single-item questions and statistical
methods were used to calculate the correlations between groups of scores. This study
displayed that survey research is quick to collect information from a large group of people
within a short period of time. The data it collects may be statistically processed and
analyzed by computer software.

When implementing surveying research, Goodwin (1995) reminded researchers to
avoid the occurrence of social desirability which is a phenomenon indicating that “people
respond to a survey question in a way that reflects not how they truly feel or what they
truly believe, but how they think they should respond” (p. 346). To avoid this drawback,

researchers may compose several questions of a similar meaning within a questionnaire to
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examine whether respondents answer those questions in the same manner. Goodwin and
Goodwin (1996) also advised researchers to use survey protocols to guide the procedures of
surveys.

In sum, surveys are effective in gathering quick information and they can be used in

a broad range of studies.

Case Studies

A case study is supposed to “catch the complexity of a single case” (Stake, 1995, p.
xi). We study a case when it is of special interest to us. When we study a case, we look for
every detail of the interactions within its context. It is the study of “the particularity and
complexity of a single case, coming to understand its activity within important
circumstances” (p. Xi).

There are two broad types of case studies. When we have interest in a case, we may
consider our study an intrinsic case study. When our case study is instrumental and helpful
to accomplish something other than understanding a particular case, we call our study as an
instrumental case study (Stake, 1995, p. 3). The function of case studies can be explanatory,
exploratory or descriptive.

Yin (1994) suggested several methods to analyze the data extracted from case
studies. First, it is pattern-matching through which the logic developed in a case study is
used to compare with a predicted empirically-based pattern. For example, Li (2004)
assumed that children’s learning of a language involved “complex social relationships with
members of their particular sociocultural contexts such as teachers and parents” (p. 32). He
tried to extract information about participants’ behaviors from two cases for matching his

concept or theory and then support his argument throughout his paper. Another analytic
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strategy is to interpret data by building an explanation about the case. For instance, Huang
(2003) interpreted how people learned Chinese as a second language in Canada through a
systematic functional linguistic perspective. A third strategy is to implement a time-series
analysis, exactly analogous to the time-series analysis in experiment. The fourth strategy is
actually a mixture of pattern-matching and time-series analysis. This analysis contained a
complex connection of events (pattern) over time (time series).

In Morgan’s (2004) case study, the researcher mainly used the pattern-matching
method to compare participants’ pattern of memories, beliefs and perceptions of the
teacher’s identity with those of the dominant society, using the study as a tool to explain
phenomena and explore rationales behind the phenomena. Kyeyune (2003) tried to gather
information from several cases to investigate how participants perceived the acquisition of
a second language and their attitudes in the process of acquisition and then drew synthesis
by comparing participants’ experiences across the different cases. Berard’s (2005) case
study on Professor Mary Daly with particular emphasized on politically salient identity
especially class and race/ethnicity. For case studies, researchers often make in-depth
investigation about the topics.

Stake (1995) thought that case studies help us distinguish the “uniqueness” and
“commonality” in people and this is also its major function in educational research.
Researchers can extract unique features found in cases and construct a pattern that can be
used to explain the similar phenomena occurred in all the cases. Therefore, case study
method is useful in this dissertation because it can depict detailed information of specific

phenomena.
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Other Methods

Li (2000) supported to use life history research to explore participants’ classes,
statues and values examining phenomena that arise in ESL (English as a second language)
classes. This is a form of narrative enquiry that initiates meaning construction between
researchers and the researched. In this case, the researcher was also the “participant” of the
study. He was able to view the issue from both an “insider’s” and “outsider’s” point of
view. His participation could also regulate the flow of interactions among participants, thus
promoting their thinking and discussion process. Moreover, O’Brien (2003), through the
creation of a children’s story book, described the formation of a positive racial identity.
With the book, the writer’s perception about a specific racial identity was researched and
later the representation of identity was presented in her story book. This method indicates
the understanding of identity through an indirect method. Consequently, the book writer
became both the participant and researcher. Evidence indicates that researchers have been
taking a more active role in participating in the process of data collection so that they can
build a closer and trustworthy relationship with the participants that is valuable in the

process of data collection.

Integration of Different Methods

In recent days, quantitative methods have been commonly incorporated with
qualitative methods in studies that explore cultural and sociolinguistic topics for collecting
and analyzing data. For instance, to compare the frequencies between in-turn CS (two
different languages interwoven into one turn) and between-turns code-switching (two
different languages used in two consequent turns), Ng and He (2004) used both quantitative

(e.g., computerized corpus retrieval tool, assessment of frequencies with computerized
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programs) method and qualitative method (e.g., sequential analysis model). For studying
the communication strategies used by students in plurilingual classes and the role of CS in
those classes, Muller & Beardsmore (2004) simultaneously employed both quantitative
method (e.g., calculating the percentages of verbal and non-verbal discourses) and
qualitative method (e.g., observation of verbal and non-verbal activities).

The above discussions indicate that researchers tend to integrate different types of
research methods in their studies so that they are able to observe the topics from a broader
and deeper perspective (Nesbit & Hadwin, 2006). Using multi-method, multi-source and
multi-setting assessments enables researchers to establish a more complete and all-rounded
vision on a phenomenon and the co-existence of varied methods may likewise minimize the
occurrence of errors. I adopt the above philosophy when deciding on using a broad-based

research method in this dissertation.

Research Methods Used in This Dissertation

Objectives

The main objectives of this dissertation are to explore how and why Chinese-
Canadians code-switch, how they perceive the functions of their languages, either Chinese
or English, how they establish their cultural identities through the use of languages, and
how they relate their formation of cultural identity with their use of languages.

This dissertation develops alongside the concept that a close interrelationship exists
between languages and cultural identity that are both molded by social and cultural
influences (Trueba, 1999). To search for factors that help explain certain human

phenomena, researchers need to go to the naturalistic settings or real situations to observe



134

the possible causes resulting in the formation of those phenomena (Denzin & Lincoln,
1998a; Denzin & Lincoln, 1998b). As a result, I collected most of my data in naturalistic
environments, such as participants’ homes and schools as these are the places where
children naturally develop their language experiences in relation to the “values and cultural
practices privileged in these contexts” (Dagenais & Day, 1999, p. 101). Central to the
choice of research methods is a “broad-base design” (Merrell, 1999) that underlie a general
notion of interweaving multi-method (different research methods), multi-source (different
types of participants) and multi-settings (different physical settings and situations), and
consequently the issue is observed from a wide range of perspectives. I also integrate both
quantitative and qualitative methods in collecting and analyzing data so that a fuller picture
of the topic can be reflected (Nesbit & Hadwin, 2006). Table 1 gives a summary of

research methods used in this dissertation.
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Table 1 Summary of Research Methods Used in This Dissertation.
First Stage of Data Collection
Data Participants | No. | Language Data Purpose
Collecting (*) Analyzing
Method Method
Questionnaire | Students 203 |E Factor Exploring the use of
Analysis | languages and patterns of
code-switching
First Students 8 E,C,M t-test, Comparing patterns of
Interview Parents 8 Di& SC code-switching, opinions
Teachers 8 @) on identity formation,
functions of language &
impact of Confucianism
Case Studies | Specialists 3 E,C DI Commenting on the
development of Chinese
schools and education in
Vancouver
Second Stage of Data Collection
Data Participants | No. | Language Data Purpose
Collecting Analyzing
Method Method
Second Parents 8 E,C,M DI Commenting on the
Interview Teachers 8 preliminary results of
students’ questionnaire
Home Parents 8 E,C,M DI & SC | Exploring use of
Observation | Students 8 language at home
Class Teachers 8 E,C,M DI & SC | Exploring use of
Observation | Students app. language in the class
15
Group Students 4 E DI & SC | Exploring use of
Discussion Students 4 E,C language within students’
private discussion
Log Students 4 E,C,M DI Exploring students’ use
of language in daily life
Self tape- Students 3 E,C DI Exploring students’ use
recording of language when

interacting with different
people

Key: (*) Language: E — English, C — Cantonese, M — Mandarin
(1) DI — Direct Interpretation, SC — Simple Calculations

Participants

At the beginning of the study, three specialists of Chinese education were

interviewed giving their opinions on the past, present and future development of Chinese
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education in Canada, with particular emphasis on the promotion of Chinese language and
culture. Three specialists would present to me three case studies (Stake, 1995) that helped
provide in-depth information for a specific theme. Their views may help us create a more
complete understanding about the use of Chinese, either Mandarin or Cantonese, and the
development of Chinese education in the community of Vancouver.

For the second part of this study, 203 students who were aged from 12 to 15 and are
studying Chinese (Mandarin or Cantonese) in Chinese Schools were recruited and
requested to complete a questionnaire enquiring their practice of CS (i.e., Chinese and
English) and perception of identity formation.

For the third part of this study, the stratified purposeful sampling method (Gall,
Borg & Gall, 1996) was used to recruit two groups of participants, with 4 students speaking
Mandarin and another 4 students speaking Cantonese at home. Altogether 8 students who
were studying Chinese, and their mothers and Chinese teachers formed 8 triplets of
participants from two different Chinese schools. The students were aged from 12 to 15, and
two students were learning Mandarin and another two were learning Cantonese in each
school. These students were born in Canada or had lived in Canada before the age of two.
Their mothers were the first generation of immigrants in Canada and moved to Canada
from a Chinese-dominant society such as Mainland China, Taiwan and Hong Kong so that
they were brought up in an environment of Chinese culture. The teacher participants were
teaching the student participants in respective Chinese schools.

Selecting participants from multiple sources (i.e., teachers from schools and parents

from households) and backgrounds (i.e., students, parents and teachers) can help me collect
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opinions from people who view the issue from various perspectives. Table 2 gives us a

precise description about the relationships of the three groups of participants:

Table 2 Participants of the Eight Triplets.

Family Student Teacher Parent
1 Lock* Cheng Chien
2 Norman Li Betty

3 Cathy Fang Cindy
4 Kevin Tracy Karen
5 David Helen Karen
6 Joanna Lucy Ruth

7 Stephanie Chiu Susan
8 Kam Vicky Siu

* All the names contained in this table are not real but given by me for the purpose of concealing their real
identity.

Procedure

First of all, I applied for the approval from the Office of Research Ethics (see
Appendix B). I later contacted three specialists in Chinese education in Vancouver and
invited them to be interviewed by me. I then approached the principals of certain Chinese
schools in different cities of Vancouver and requested them to participate in the present
study. Altogether six Chinese schools located at Coquitlam, Burnaby, Richmond and
Vancouver joined the study. Three of the school principals submitted their Letters of
Approval (see Appendixes C to E) to me and the remaining school principals either
emailed me or talked to me to show their consent of participating in the study. The school
heads informed parents of their schools about the purposes of the study and invited them
and their children to participate in different parts of the experiments.

With the introduction of school heads, I approached the parents, students and
teachers explaining to them the objectives of the study. With their consent, data were

collected in the classrooms and homes of the participants. All teacher and parent
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participants needed to sign consent forms (see Appendix F) and relevant parents were
requested to sign consent forms for allowing their children to participate in the present
study (see Appendix G). All participants had a full understanding that their participation in

the study was completely voluntary and they could withdraw from it at any time.

Measures and Analysis

Survey Questionnaire for Collecting Participants’ Background Information

A demographic questionnaire (see Appendix H) was designed to gather
demographic information such as age, gender, number of years living in Canada from the
participants of Stage 1 (Structured Questionnaire—203 participants) and Stage 2
(Interviews—24 participants). This questionnaire consists of a set of questions or
statements given to the participants to fill for collecting information required by the future
analysis of the study. The data collected from this part were processed by using simple
calculation methods. With these data, I grasped more information about the background

information of the participants.

Structured Questionnaire for Collecting Information of the Main Themes

This questionnaire contains 32 questions (see Appendix I), with answers in

7-point Likert scale, asking questions with reference to the main themes of this dissertation,
with particular emphasis on the practice of CS and their perception about their cultural
identity. The questions were composed according to the following themes:
1. patterns of CS (e.g., | sometimes mix Chinese and English in the same sentence.);
(ii) patterns of speaking Chinese (e.g., I speak Chinese at least once per week.);

2. patterns of speaking English (e.g., I mainly speak English at school.):
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3. formation of Chinese identity (e.g., I am proud of my Chinese identity.) and
4. display of interpersonal relationships partly showing the function of their
interactions (e.g., | should talk to my parents politely.).

This questionnaire aims at searching for data to answer or partially answer the four
research questions. I recruited 203 students within the age group ranging from 12 to 15 to
complete the questionnaire.

The data obtained from this questionnaire were entered into computer with the
SPSS (Statistical Package for the Social Sciences) software and processed by the method of
explanatory factor analysis. Statistical data extracted from the questionnaire were used to
compare and contrast with those obtained from interviews and observation so that all data
worked hand in hand portraying a fuller picture of patterns regarding the use of languages
among the participants. Since existing questionnaires related to the main themes of this
dissertation were not available, I specifically designed the present structured questionnaire
with the advice of my senior supervisor, Dr. John Nesbit.

Factor analysis (FA) gives an empirical foundation for eliminating variable to a few
factors by combining variables that are moderately or highly correlated with each other
(Gall, et al., 1996). FA can identify commonalities in a large pool of items written to
measure various aspects of an issue. By comparing the degrees of commonalities and
correlations among factors, researchers can assess how effective the variables are in
affecting the issue. In the structured questionnaire of this dissertation, FA is used to
examine which variables are more powerful in affecting participants’ patterns of thoughts

and behaviors.
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Quantitative analysis generates “numerical data to represent the social
environment” and prepares “impersonal, objective reports of research findings” (Gall, et al.,
1996, p. 30). As a result, I may acquire information from both quantitative (e.g., structured
questionnaire) and qualitative methods (e.g., interview and observation), thus broadening

and deepening my understanding of the topic.

Log

Each of the eight student participants were invited to fill in a log that briefly
described the activities in which they had participated and the languages they had practiced
within two weeks’ time (see Appendix J) but only the activities taken place in the second
week would be considered. They participated in this activity voluntarily and three of them
were willing to complete the log. With reference to the data recorded in the log, I may
gather additional information (e.g., students’ private social life) that was unlikely to be
collected via interviews and observations in students’ classrooms or homes.

Although the log is also a kind of self-report method, participants may directly
narrate the matters that happen within a period of time without much intentional “scanning”
when compared with other self-report methods such as interviewing in which interviewees
might filter their meanings and consciously select the materials to be shared when
answering the interviewer’s questions. Under this situation, the data obtained from the log

may be used as a cross-checking tool for comparing the data gathered from other methods.

Self Tape-recording
Three student participants who had been interviewed were willing to tape-record

their daily conversations under different situations. Episodes included in the tape-recording
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may be concerned with the conversation between students and their parents when they were
having their breakfast, or may be the playing scenarios between students on the playground,
or may be shopping activities in a shopping between a student and her friends.

It is hoped that, through collecting information with tape-recording, students’ actual
patterns or attitudes in language choices would be directly narrated without being distorted
by the intention adjustment of the interlocutors. As a result, these data could be used to

compare those extracted from other channels helping me gather data from a wider source.

Interviewing

This dissertation used semi-structured interviewing that provided in-depth
information to me with qualitative analysis (Fontana & Frey, 1998) and this is a popular
method used for studies that investigate CS (e.g., Kyeyune, 2003; Lo, 1999).

Two stages of interviews were designed for student, parent and teacher participants.
During the interview of the first stage (see Appendix K), I asked participants open-ended
questions with which they were free to explore and expand their answers. This method
aimed at gathering data to answer all the research questions of this dissertation; that is, why
participants code-switched, how they established their identity, and how they related the
use of languages with their formation of cultural identity.

The participants were encouraged to tell their stories and experiences in their homes
or classrooms so that they expressed themselves in a naturalistic environment. I followed a
set of questions derived from the main theme of the study (Yin, 1994) to monitor the flow
of interviews and ensure that the discussions were related to the main themes. The
interviews were tape-recorded or recorded by me in form of field notes if the participants

refused to tape-record the conversations. I briefly summarized the interview contents and
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the participants’ main points in the end of the interviews for the purpose of member-
checking. I made relevant alterations whenever the participants considered their opinions
were misinterpreted. How often a participant used a language, either Chinese or English,
was counted so that I could observe his or her patterns of language choices.

To avoid the occurrence of interview effect mentioned by Campbell and Russo
(2001), I was careful in explaining the questions to the interviewees so that they would not
have the impression that I was guiding them to answer in a pre-conceptualized way or
model answers for the questions existed. I monitored the pace of interviewing and
questioning so that the process of interviews continued smoothly and participants felt
comfortable to express their thoughts freely.

For analyzing the data obtained from interviews, I separated raw data according to
their main themes (Li, 2001), and carried out direct interpretation of the categorized
information (Duff, 2002; Li, 2001), and draw diagrams or tables (Pak, 2003) trying to make
sense of the information. I broke down the data and re-organized the pieces of information
according to the new meanings or new categories given to them (Stake, 1995). Huberman
and Miles (1998) proposed the Interactive Mode operated in the procedures of data
collection, data reduction and data display. CA was used as a qualitative method for
analyzing the contents of interviews (Rampton, 1998). For quantitative interferences, the
frequency of participants’ use of different languages was recorded and the proportional use
of both languages was consolidated by simple calculations and presented in tables.

After I had collected data from the interviews of the first stage, I arranged
interviews with parent and teacher participants for the second stage (see Appendix L). The

questions of the second interviews were set after I had acquired a preliminary
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understanding of the results from the first interviews and the structured questionnaire. The
second interviews helped me clarify doubts arising from the first interviews and the
structured questionnaire so that more useful information could be obtained from the
participants.

Both quantitative and qualitative analyses were integrated in this part of the study
showing that both methods are complementary to each other supplying more thorough

information to me.

Case Studies

Interviews with specialists (see Appendix A) in Chinese education in Canada were
conducted in separation from interviews with other participants. The nature of interviews
with these specialists was different from those with student, parent and teacher participants
because the specialists gave information about the development of Chinese education in
Canada as “cases”—cases about the different stages of its development. Each specialist had
a main theme of discussion, whether focusing on the past, present or future development of

Chinese education and giving in-depth elaboration on the particular focus.

Group Discussions

Group discussions were used in this study for picking up information that individual
interviews could not offer. The four student participants of each school formed a small
group for having a group discussion and altogether there were two group discussions in two
Chinese schools. Before the group discussion, students listened to a short conversation in
which several people were talking in both Chinese and English. Stimulated by the content

of the conversation, group members who were encouraged to use any language they feel
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comfortable to express their opinions, thus enabling the accumulation and expansion of
thoughts and insights that gave additional data to support the analysis of the whole
dissertation (Yin, 1994). Again, the results acquired from group interviews were compared
and contrasted with those from other methods.

One point that deserves discussing was my role in group discussions. I explained
the objectives of discussions to the students and invited their active participation in
expressing their opinions. [ regulated the flow of discussion and encouraged more quiet
students to take part in the discussion. I became a member of the group, and as a result, I
am an insider (group member) and also an outsider (a researcher). This approach matches
Li’s (2001) proposition of co-construction of meanings between the researcher and the
researched.

This method helped find out students’ patterns of CS when talking to interlocutors
of similar ages. Students might exhibit different CS patterns when talking to different

people such as parents, teachers and other students.

Observation

Naturalistic observation was operated in two types of contexts—at students’ homes
and in the classrooms (see Appendix M) so that [ was able to gather data from different
perspectives in naturalistic environments where participants just behaved as they did in
daily life. This method intends to collect information about participants’ CS patterns at
home or in the school. Within school contexts, I stayed inside each of the teachers’
classrooms for about 45 minutes observing how the teachers interacted with their students

and recorded their conversations with a tape-recorder and/or by taking field notes. Their
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conversations were transcribed in their original languages (i.e., English or Chinese) and
translated into English for reference.

When interpreting data obtained from observation, I would count the frequency of
CS and proportional use of Chinese and English languages. The data were summarized by
using simple calculation methods and presented in tables. I analyzed the content of
participants’ conversations with direct interpretations and CA to develop an understanding
about their purposes of using CS and explore whether cues for the use of CS occurred in
the conversations. Therefore, both quantitative and qualitative methods were blended in the
process of data analysis in the part of observation.

In summary, the use of the above methods altogether helped me, from an outsider’s
point of view, collect data in natural settings for answering the four research questions
regarding the functions of language used by the participants, their patterns of CS at home
or in school, how they formed their cultural identity, and how they associated their
language use with their construction of cultural identity. Both quantitative and qualitative
methods were widely integrated within the process of data collection and data analysis in
this dissertation because I support that the most powerful research strategies are those that
“exploit new technologies, situate them in educational practice...and borrow them from the

best methods in psychology” (Nesbit & Hadwin, 2006, p. 825).
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Chapter Six
ANALYSIS OF QUESTIONNAIRE DATA

Use of Questionnaire Data

This dissertation aims at exploring how Chinese-Canadians code-switch, how they
build their cultural identity and how they relate their cultural identity with the use of
languages. The questionnaire that originally consisted of 32 questions was designed for
examining the participants’ CS behaviors and the formation of their cultural identity. It also
served as a foundation on which later participants for the process of interviews were drawn.
The preliminary analysis acquired from questionnaire data helped me design the questions

for interviews of the second stage.

Descriptive Statistics

The data collected from the questionnaire were analyzed with SPSS software.
Descriptive statistics are shown in Table 3. Of the 203 student participants who submitted a
questionnaire, 190 completed all items.

After the raw data were processed with descriptive statistics, I found that some
items had very high means (above 6), and were therefore strongly negative-skewed
(-1.9 to -2.3). I deleted four items because they did not correlate very well with other items.
The first deleted item was Item 7 (I speak Chinese at least once per week, M = 6). This
result is comprehensible because all student participants who completed this questionnaire

were recruited from Chinese schools and taking Chinese lessons at least once a week.
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These students would have a chance to speak Chinese during Chinese lessons even though
they might not speak in other places. Therefore, it is normal that this item has an
extraordinarily high mean.

The second deleted item is Item 14 (every day I speak both Chinese and English,
M=6.09). Because all student participants are studying in regular schools, they probably
have abundant opportunity to speak English in the school. As they also study in Chinese
schools, it is reasonable to assume that they possess a basic level of proficiency in Chinese
that enables them to converse with others in this language. They are willing to learn this
language and likely to integrate it into their daily interactions. As a result, they have a high
tendency to speak both Chinese and English in daily life.

The third deleted item is Item 24 (my parents require me to learn Chinese, M=6.12).
Since Chinese is not easy to learn and is not commonly used in daily life, a lot of Chinese
youngsters may not be willing to learn it if they are given a choice. However, Chinese
parents are keen on registering their children to study Chinese due to different reasons such
as the preservation of Chinese culture, the learning of their ethnic language or the
acquisition of one more language skill for supporting future career. The result of this item
reflects the phenomenon that many Chinese students study Chinese under the requirement
of their parents no matter they are willing or unwilling to learn it.

The last deleted item is Item 32 (I speak English at least once a week, M=6.27). It is
sensible that this item has a high mean because all student participants are studying in
regular schools that use English as their major learning and teaching medium. They
similarly use English as their major language in the community such as in the library, in the

shopping mall or in the cinema. Therefore, the high mean of this item is predictable.



Table 3 Descriptive Statistics

N Min

Max.

Mean

SD

10.

11.

12.

13.

14.

15.

16.

When speaking Chinese, 1 use some
English words because I don’t know
the correct meaning in Chinese

I sometimes mix Chinese and English
in the same sentence.

I never mix Chinese and English in
the same sentence.

I usually speak Chinese to clarify my
meaning with others so that I can
learn English better.

When speaking in Chinese, I use
some English words to help others
understand my meaning better.

I usually speak English to clarify my
meaning with others so that I can
learn Chinese better.

I speak Chinese at least once per
week.

When speaking English, I use some
Chinese words to help others
understand my meaning better.

We should interact with others in a
friendly way and avoid making
conflicts with others.

I mix Chinese and English so that

I can express my meanings more
properly.

I would prefer others not to
recognize my Chinese heritage.
When people speak to me in a
mixture of Chinese and English, I can
understand them better.

When speaking English, I use some
Chinese words because I do not know
the correct words in English.

Every day I speak both Chinese and
English.

It is confusing when people speak

o me in a mixture of Chinese and
English because I cannot completely
understand their meaning.

I should talk to my parents politely.

200

201

201

200

202

200

202

198

202

202

203

202

202

203

203

203

1

7

4.22

4.54

2.64

2.84

4.51

3.91

6.00

3.21

5.95

4.17

2.39

4.01

2.27

6.09

2.44

6.01

1.923

2.047

1.962

1.778

1.906

1.893

1.966

022

1.510

2.059

1.727

1.709

1.965

1.738

1.686

1.449
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17.
18.

19.

20.

21

23.

24.

25.
26.

27.

28.
29.

30.

31.

32.

I should talk to my teachers politely.
When speaking Chinese, I use some
English words to show that I know
English.

I am comfortable mixing Chinese200
and English in the same sentence.
My family members understand

my meaning better if [ speak
Chinese.

. I mainly speak English at school.
22.

[ am proud of my Chinese
heritage.

I learn Chinese because I want to
maintain the Chinese culture.

My parents require me to learn
Chinese.

I speak English with my friends.

I feel comfortable when talking
to others in Chinese.

[ avoid talking with others in
Chinese because I do not want the
others to be aware of my Chinese
heritage.

I learn Chinese because it is useful .
My Chinese teachers understand
my meaning better if I speak
Chinese.

I speak to my family members in
Chinese to maintain the Chinese
language.

My friends don’t like speaking
Chinese.

I speak English at least once a week.

203
203

201

201

201

201

201

201
200

201

201
200

201

201

201

~

5.13

~

5.99

2.76

1.811

5.43

592

5.93

5.18

6.12

5.73
5.23

1.99

5.72
5.37

5.11

3.23

6.27

1.520
1.767

1.827

1.661

1.445

1.965

1.439

1.737
1.789

1.465

1.689
1.844

1.797

1.926

1.814

Factor Analysis

method of exploratory factor analysis (EFA), a statistical technique applied to a set of

After the deletion of Items 7, 14, 24 and 32, the data were processed with the
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variables “when the researcher is interested in discovering which variables in the set form
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coherent subsets that are relatively independent of one another” (Tabachnick & Fidell,
2001, p. 582).

According to Sidanius (2006), as a rule of thumb, a minimum of 10 observations
per variable may be necessary to prevent computational problems. In this dissertation, 28
variables remained after 4 variables had been deleted. The total number of completed
questionnaires was 190. The number of questionnaires may not meet the basic requirement
set by Sidanius, but we did the analysis and it converged. For details, see Communities
(Appendix N), Communalities (0), Total Variance Explained (Appendix P), Factor Matrix
(Appendix Q), Pattern Matrix(a) (Appendix R) and Structure Matrix (Appendix S).

The table of the total variance explained (See Appendix O) mainly indicates the
eigenvalue of each factor and the corresponding percentage of variance each factor
occupied. For instance, the first factor had an eigenvalue of 4.83 and occupied 17.2% of the
total variance. Each of the first three factors occupied more than 10% of the total variance
and these three factors occupied about 42% of the total variance showing that they are
important factors relative to the other factors that were extracted.

The scree plot (Figure 4) shows the relative importance of the factors in accounting

for total questionnaire variance.
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Figure 3  Scree Plot
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Descriptions of the Eight Factors

Eight factors were extracted by factor analysis because they had eigenvalues greater
than 1. The first factor is Utilitarian CS (o = .791) that includes Items 1, 2, 3, 10, 12 and 19.
These items are concerned with participants’ beliefs about their use of CS (Items 1, 2 and
3), their use of CS with respect to specific purposes (Items 10 and 12) and their comfort

using CS (Item 19). Table 4 shows the inter-item correlation matrix of this factor.
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Table 4 Inter-item Correlation Matrix of Factor 1: Utilitarian CS (N =195, a =.791)

[tem 1 2 3 10 12 19

1. When speaking Chinese, [ use -
some English words because [
don’t know the correct words
in Chinese.
2. I sometimes mix Chinese and .565 -
English in the same sentence.
3. Inever mix Chinese and Al4 .638 -
English in the same sentence.
(reversed)
10. I mix Chinese and Englishso .346 485  .357 -
that I can express my
meanings more properly.
12. When people speak to me in 266 359 374 342 -
a mixture of Chinese and
English, I can understand
them better.
19. I am comfortable mixing 192 430 296 421 235 -
Chinese and English in the
same sentence.

The second factor is Chinese Pride (.= .771) that includes Items 11, 22, 23 and 28.
The items are concerned with the reasons why the participants learned Chinese (Items 23
and 28) and how they considered their Chinese heritage (Items 11 and 22). Table 5

indicates the inter-item correlation matrix of this factor.
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Table 5 Inter-item Correlation Matrix of Factor 2: Chinese Pride (N =201, a =.771)

Item 22 23 28 11

22. 1 am proud of my Chinese heritage. -

23. I learn Chinese because I want to 505 -
maintain the Chinese culture.

28. I learn Chinese because it is useful. 526 501 -

11. I would prefer others not to recognize .517 410 348 -
my Chinese heritage (reversed).

I identified Factor 3 is as CS for Weak English (a. = .768) consisting of Items 4, 8,
10 and 15 that are concerned with the reasons why the participants code-switched. Such
reasons are like the clarification of meanings (Items 4 and 10), helping others understand
meanings (Item 8) and the incapability of using a certain language (Item 13). Table 6

shows the inter-item correlation matrix of Factor 3.

Table 6 Inter-item Correlation Matrix of Factor 3: CS for Weak English (N = 195, a = .768)

Item 4 8 13 10

4. I usually speak Chinese to clarify my -
meaning with others so that I can
learn English better.

8. When speaking English, I use some  .496 -
Chinese words to help others
Understand my meaning better.

13. When speaking English, I use some  .524  .534 -
Chinese words because I do not know
the correct words in English.

10. I mix Chinese and English sothat1 291  .518 366 -
can express my meanings more

properly.
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Factor 4 is Speaking English (0. = .846) that consists of Items 21 and 25. They are
mainly concerned with where the participants spoke English (Item 21) and to whom they

spoke English (Item 25). Table 7 shows the inter-item correlation matrix.

Table 7 Inter-item Correlation Matrix of Factor 4: Speaking English (N =201, a =.744)

Item 21 25

21. I mainly speak English at school. -
25. I speak English with my parents. 734 -

Factor 5 is Politeness (o = .744) that consists of Items 16 and 17 concerning the
attitudes with which the participants talked with others such as their parents and teachers.

Table 8 shows the inter-item correlation matrix of this factor.

Table 8 Inter-item Correlation Matrix of Factor S: Politeness (N =203, a =.744)

Item 16 17

16. I should talk to my parents politely. -
17. I should talk to my teachers politely. 593 -

The sixth factor is Family Chinese (a. = .521) that comprises Items 20 and 30
regarding the reasons why the participants talked to their family members in Chinese. Since
the Cronbach’s Alpha is not high (.521), this factor is not very reliable. Table 9 shows the

inter-item correlation matrix of this factor.
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Table 9. Inter-item Correlation Matrix of Factor 6: Family Chinese (N =201, a = .521)

Item 20 30

20. My family members understand my -
meaning better if I speak Chinese.

30. I speak to my family members in Chinese in .353 -
order to maintain the Chinese language.

The seventh factor is Avoid Speaking Chinese (0. = .575). Although the value of the
Cronbach’s Alpha (.575) is not as high as other factors, it is valuable to maintain this factor
as it is the negative reflection of Factor 2. Factor 7 includes Items 27 and 31 concerned
with the negative attitudes or feelings toward Chinese language or heritage and Item 26

describes the positive feeling toward the practice of Chinese.

Table 10. Inter-item Correlation Matrix of Factor 7: Avoid Speaking Chinese (N =200, a = .575)

Item 26 31 27

26. I feel comfortable when talking to others -
in Chinese (reversed).

31. My friends don’t like speaking Chinese. 282 -

27. I avoid talking with others in Chinese 320 355 -
because I do not want the others to be
aware of my Chinese heritage.

The last factor is CS for Weak Chinese (o = .673) including Items 5 and 6 that are
concerned with the use of English to facilitate communication with others so that both the
speakers and listeners understood each other more properly. Both items indicate that the

Chinese proficiency of the speaker was not so desirable that he or she needed to use
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English to smoothen the process of communication. Table 11 shows the inter-item

correlation matrix of this factor.

Table 11. Inter-item Correlation Matrix of Factor 8: CS for Weak Chinese (N =200, a =.673)

Item 5 6

5. When speaking in Chinese, I use some English -
words to help others understand my meaning
better.

6. Iusually speak English to clarify my meaning  .508 -
with others so that [ can learn Chinese better.

The Eight Factors

Factor 1: Utilitarian CS

This factor includes three elements: the participants’ CS behaviors, their purposes
of making CS and the feeling of practicing CS.

Most participants reported that they do use CS, and only a small proportion said
they never code-switch. These behaviors can be best described by Item 2 (I sometimes mix
Chinese and English in the same sentence, M = 4.56) and Item 3 (I never mix Chinese and
English in the same sentence, M = 2.65).

According to Grosjean (2001), bilingualism and CS is an increasing
phenomenon because of the presence of linguistic minorities in big cities as a result of
international migration of people.

A possibility may exist that some young Chinese-Canadians do not code-switch in
Vancouver when their parents insist on using only English at home or their parents are the

second or third generation of immigrants in Canada and cannot speak Chinese at home.
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Under this situation, young people from these families do not speak Chinese at home or in
the school, and therefore they seldom code-switch between Chinese and English. It is also
possible that no matter what language their parents speak at home, the children only
respond to them in English. In this case, these children likewise do not code-switch in their
daily interactions. However, most participants in the present study did claim that they
sometimes code-switched.

The participants’ purposes of CS are reflected by Item 1 (when speaking in Chinese,
I use some English words because I don’t know the correct words in Chinese, M = 4.22),
item 10 (I mix Chinese and English so that I can express my meanings more properly, M =
4.17) and Item 12 (when people speak to me in a mixture of Chinese and English, I can
understand them better, M = 4.01). It appears to us that the student participants code-
switched for the purpose of facilitating their communication with others. Sometimes they
might feel deficient when only using one language and might grasp a fuller set of
vocabulary when simultaneously using two languages.

Moreover, Item 19 (I am comfortable mixing Chinese and English in the same
sentence, M = 5.13), that is similarly under this factor, gives us additional information.
Their comfort in CS may, to a certain extent, indicate their acceptance of the Chinese
language. They did not mind speaking Chinese in public and being heard by others when
they spoke it. Although I could not acquire sufficient evidence to support that they may use
the Chinese language to reflect their identity, at least they did not feel uncomfortable to be
heard of speaking this language. This is a positive factor enabling them to build their

identity with the use of the Chinese language or the simultaneous use of Chinese and
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English. Of course, it might be possible that they use CS to avoid using certain Chinese or

English words.

Factor 2: Chinese Pride

This factor consists of two elements: the reasons they learned Chinese and their
attitude toward their Chinese heritage. The first element is represented by Item 23 (I learn
Chinese because I want to maintain the Chinese culture, A/ = 5.18) and Item 28 (I learn
Chinese because it is useful, M = 5.72). Item 28 will be used to reflect the learning function
of Chinese. We have discussed the communicative function of language in the previous
section. The items in this section will be more concerned with the learning function of this
language.

In recent years, Chinese has become an increasingly important second language to
the Chinese teenagers in Vancouver for several reasons. First, they learn it because they
want to pass the provincial exam of Mandarin so that they can fulfill the requirement of a
second language imposed by the universities in Vancouver that is a pre-requisite of
undergraduate admission. Moreover, they learn this language thinking that it will be an
asset for them because it might help them find jobs in Vancouver or other Canadian cities
where there is a concentration of Chinese settlement.

When the participants agreed that they learned Chinese because they wanted to
maintain the Chinese culture, this might reflect their acknowledgement of their cultural
background. Although this item did not clearly indicate that the participants intended to use
the Chinese language to reflect their ethnic identity, a close relationship may occur between

the Chinese language and the culture that encloses it.
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When we examine how the participants view their Chinese heritage, we found that
the mean of Item 22 is 5.92, whereas the mean of Item 11 is 2.37. In other words, most
participants were rather strongly proud of their Chinese heritage and did not mind being
recognized of their Chinese heritage by other people. According to the results of the inter-
item correlation matrix, Item 23 and item 28 are positively correlated to Item 22 (.505
and .526 respectively). That is, their learning of Chinese is positively related to their
attitude toward their Chinese heritage. This result is sensible as the higher the degree of

pride people is in their ethnic language, the higher their incentive will be to learn it.

Factor 3: CS for Weak English

This factor includes items that explained why the participants code-switched. One
of the reasons may be concerned with the need for clarifying the speaker’s meanings such
as item 4 (I usually speak Chinese to clarify my meaning with others so that I can learn
English better, M = 2.84) and the magnitude of this item is low. Besides, the participants
also code-switched for expressing their meaning such as Item 10 (I mix Chinese and
English so that I can express my meanings more properly, M = 4.17). The use of these two
items echoes the communicative function of language.

Item 8 (when speaking English, I use some Chinese words to help others understand
my meaning better, M = 3.21) shows that the use of CS for helping the interlocutor
understand the meaning of the speaker. In this way, the communicative function of
language is also emphasized although the role of a different party of the communication
flow is focused on; that is, the speakers intended to take a more active role to use more

languages to help the listeners understand the speakers’ meanings.
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Item 13 (when speaking English, I use some Chinese words because I do not know
the correct words in English, M = 2.27) indicates that the participants code-switched
because they lacked proficiency in using a certain language and therefore they had to use
another language.

The overall impression conveyed by the above factors is that the participants code-
switched because they were proficient in English or Chinese and therefore they code-
switched. This phenomenon is common among new Chinese immigrants who have settled
in Vancouver only for a short period of time such as one or two years. They are still unable
to thoroughly grasp the English language skill to fully express their meanings in English,
and therefore they code-switch to Chinese. Some students who are proficient in Chinese
will also code-switch into English because they want to “look good” among their friends.
They might think that using more English will help them form a “better” image. For those
who were brought up in Vancouver, their Chinese language skill is not proficiency enough
for them to fully express themselves in Chinese, and thus they code-switch into English.
This factor tells us that CS will take place when there is an imbalance of proficiency in

different languages among people.

Factor 4: Speaking English

This factor consists of Item 21 (I mainly speak English at school, M = 5.92) and
Item 25 (I speak English with my parents, M = 5.73). It seems that the participants
frequently practiced English at home or in the school. It is understandable because no
matter they were born in Canada or immigrated to here some time before, they must
acquire a proficient level of English in the local community so that they can survive.

Young people must speak English in the school as it is the chief or sole language being
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used here. Even in immigrant families, parents might probably encourage their children to
equip themselves with proficient English to heighten the possibility of merging the life in
the mainstream where they expect to secure better educational and job opportunities. Good
English is a cornerstone on which many school subjects are learned and on which further
education is built. Learning English well is therefore thought to be important in the minds
of Chinese immigrants for it provides a social ladder for people to climb up to higher

positions at the work place or a higher social class in society.

Factor 5: Politeness

This factor is represented by Item 16 (I should talk to my parent politely, M = 6.03)
and Item 17 (I should talk to my teachers politely, A = 6.08). The temperament of
politeness is not easy to be manifested if there is only one person; that is, it is revealed
when at least two persons are interacting and showing courtesy with each other. It is
difficult to relate the quality of politeness to the use of language and the formation of
identity but the high means of these two items reflect that the participants highly valued the
quality of politeness.

In Canada, it seems no ethic or moral education lessons are taught in regular
schools because students of various ethnic backgrounds are studying together and it is
difficult to transmit a certain moral system to children. In Chinese-dominated societies such
as mainland China, Taiwan and Hong Kong, the case is different. Moral education is
usually incorporated into school subjects such as Chinese and Social Studies or taught as a
school subject itself. Articles about Confucian theories are important contents of these

textbooks.
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It is generally accepted that although Chinese people are scattered all over the world,
they still possess a specific cultural value system or value hierarchy (Chang, Wong and
Koh, 2003). It has long been thought that the concepts of Confucianism are one of the
major sources that nurture the thoughts and behaviors of Chinese people. Confucianism has
a complete set of philosophy that helps develop a harmonious and hierarchical human
relationship among Chinese people of various backgrounds and social statuses (Weiming et
al., 1992; Wilson, 1982) and one of the important features is the respect for people who are
senior to oneself such as parents and teachers. Therefore, parents and teachers who were
brought up in Chinese-dominated societies are likely to emphasize on the importance of
being polite to others in front of their youngsters. In the section of interview results, there

will be more detailed discussions on participants’ perception on Confucian concepts.

Factor 6: Family Chinese

This factor comprises Item 20 (my family members understand my meaning better
if I speak Chinese, M = 5.24) and Item 30 (I speak to my family members in Chinese in
order to maintain the Chinese culture, M = 5.21).

Item 20 reflects the use of Chinese for a communicative purpose in the family. It is
common for Chinese people to speak Chinese at home because it is their mother tongue so
that they feel easy and comfortable to talk to each other in this language. Moreover, in
certain Chinese families, people of different generations are living together. Like many
Asian families, Chinese people like to live in big families that consist of people of several
generations. Since their elderly people’s proficiency in English is usually low, most family
members will probably converse with each other in Chinese, thus encouraging the young

people to use Chinese at home. In spite of the possibility that there are no elderly people at
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home, some Chinese parents tend to speak Chinese at home especially if they are new
immigrants or their proficiency in English is relatively lower than that of their children.
Chinese parents would not like to be made fun by their children for their poor English.
Item 30 shows the use of Chinese at home for preserving the Chinese culture. In
Canada, the chance for young Chinese-Canadians to speak Chinese in society will not be
plenty; however, some of their parents are eager to maintain their ethnic culture. To
achieve this aim, they make full use of every opportunity to practice their native language
and speak Chinese at home or in the community. This use of Chinese matches the identity-

reflective function of language with which the speakers desire to pursue their identity.

Factor 7: Avoid Speaking Chinese

This factor includes Item 26 (mentioned before), Item 27 (I avoid talking with
others in Chinese because I do not want the others to be aware of my Chinese heritage, M =
1.94) and Item 31 (my friends don’t like speaking Chinese, M = 3.59). It seems the
participants would not avoid showing their Chinese heritage as the mean of Item 27 is low,
but this item is useful in acting as a lateral reflection of the items that reflect a positive
attitude toward the pride of being Chinese. The result is promising because we can observe
high means for the items showing Chinese pride and low means that reflect the
uncomfortable expression of being Chinese, thus further affirming the significance of the
results.

The means of Item 31 and Item 27 tell us that the participants faced pressure from
their peers who did not like speaking the Chinese language. The participants would not
speak Chinese under certain circumstances not because they felt uncomfortable speaking

Chinese, but their friends who were used to speaking English in some way pressured them
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not to speak Chinese. This phenomenon is understandable as Vancouver is a multicultural
city in which people of differing ethnic backgrounds are interacting with one another
mostly in English. It is unreasonable to persuade others to speak a language that they do not
understand or feel uncomfortable to use. Even for Chinese people, they may hold various
degrees of acceptance of their native language and this acceptance is absolutely voluntary
and does not involve the judgment between right or wrong. Therefore, it can be said that
the pressure from peers might, to a certain extent, affect the choice of languages among the
student participants. The presence of peer pressure is significant in the process of

socialization and the choice of languages among adolescence (Brehm & Kassin, 1993).

Factor 8: CS for Weak Chinese

This factor consists of Item 5 (when speaking in Chinese, I use some English words
to help others understand my meaning better, M = 4.52) and Item 6 (I usually speak English
to clarify my meaning with others so that [ can learn Chinese better, M = 3.91). These
means are moderate to high.

Item 5 shows that the participants spoke English because the others could not fully
understand what they meant if they only spoke Chinese. These participants were willing to
speak Chinese, but they were comparatively less proficient in Chinese than in English and
needed to use English to compensate their deficiency in Chinese. This item stresses the
communicative function of CS.

Item 6 reflects the use of CS for a learning purpose. The participants intentionally
used Chinese so that they could have more practice of this language. Similarly this item

indicates that the speakers were not so proficient in Chinese and therefore they required
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using English as a medium to learn Chinese. The participants’ positive attitude toward
learning Chinese is sensible because they are students of Chinese schools.

The participants’ lower proficiency in Chinese is understandable because they use
English more frequently than Chinese in their daily life and tend to have developed a
higher level of competence in English than in Chinese. In case they really need to converse

with others in Chinese, they may need to use a little English to help them fully express their

meanings.

Factor Correlation Matrix

This matrix shows the correlation between pairs of factors.

Table 12. Factor Correlation Matrix

Factor 1 2 3 4 5 6 7 8
1. Utilitarian CS -
2. Chinese Pride .083 -
3. CS for Weak English S56% 117 -
4. Speaking English -.001 -.061 -271* -
5. Politeness 002 446* -070 .174% -
6. Family Chinese 11 399 250 010 239 -
7. Avoid Speaking Chinese  -.006 -.394* -184* 262* -177* -289* -
8. CS for Weak Chinese. 658 -.067 327*%  211*%  -003 -.112 314 -
*p<.01

When the value is .32, it represents 10% of the variance. We are going to discuss
the values of the paired factors that are at least or above .310 (10% of the variance).
The highest value (.658) was made by the correlation between Factor 1 (Utilitarian

CS) and Factor 8 (CS for weak Chinese). Factor 1 shows people’s patterns of using CS,
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while Factor 8 indicates how far the participants were willing to learn Chinese by
practicing English and understand meanings by using English.

These data gathered for Factor 8 may suggest that the Chinese-Canadian teenagers
used CS when they had difficulty in learning Chinese. These two factors were concerned
with the simultaneous use of two languages, Chinese and English. It is no wonder that they
are highly correlated.

The correlation between Factor 2 (Chinese Pride) and Factor 3 (CS for Weak
English) has the second highest value (.556). There might be a cause-and-effect
relationship between these two factors. As the participant had a high level of Chinese pride
in himself or herself, he or she tended to use or learn more of Chinese so that he or she had
a higher proficiency in it. As more emphasis was put in learning Chinese, less emphasis
might be put in learning English, and therefore, the English proficiency of these
participants was comparatively lower than that of Chinese.

The correlation between Factor 2 (Chinese Pride) and Factor 5 (Politeness) has the
third highest value (.446) when compared with other pairs of factors. It has long been
accepted that the concepts of Confucianism are part of the Chinese culture that has
influenced the thoughts and behaviors of Chinese people for a long time (Weiming, et al.,
1992). Politeness is considered an important ingredient of Confucianism. According to
Confucius’s doctrines (Lao, 1999), people should display piety in front of seniors and be
friendly and harmonious to other people within or outside the families. Chinese people, to a
certain degree, develop some recognition of this type of thinking in order to instill in

themselves “an illusion of cultural unity” (Weiming, et al., 1999, p. 9) and a sense of
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cultural identity. Therefore, when people are proud of their Chinese heritage, they are
likely to respect the temperament of politeness.

The value in the factor correlation matrix was made by correlation (.399) between
Factor 2 (Chinese Pride) and Factor 6 (Family Chinese) ranks fourth in the matrix. Since
families are the first places where young children develop, children often learn their culture
heritage such as their mother tongue at home through various sorts of cultural activities
(Rogoff, Mosier, Mistry & Goncii, 1993). If those Chinese people have pride in their
Chinese culture, it is likely to accept that they take a positive attitude toward using Chinese
at home for it is thought to be an important cultural tool (Vygotsky, 1997/1926).

The next value (-.394) was made by the correlation between Factor 2 (Chinese
Pride) and Factor 7 (Avoid Speaking Chinese). The result is logical as these two factors are
negatively correlated with each other. When the participant was proud of his or her Chinese
heritage, it was not sensible for him or her to avoid being Chinese.

The next value (.327) reflects the correlation between Factor 3 (CS for Weak
English) and Factor 8 (CS for Weak Chinese). This correlation conveys to us that the
participants might code-switch either for the reason that they were not proficient in Chinese
or for the reason that they were not proficient in English. In Chinese schools, two main
types of teenagers may exist, one type being landed immigrants and another type being
local borns. For landed immigrants, especially when they have not settled in Canada for a
long time, they tend to change language into Chinese when their English is not fluent
enough to smoothly communicate with others. For teenagers who were born locally, they

would probably change language into English when they find it difficult to properly convey
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their meanings to others in complete Chinese. As a consequence, the participants might
code-switch either because they were weak in Chinese or English.

The last value (.314) that is the correlation between Factor 7 (Avoid Being Chinese)
and Factor 8 (CS for Weak Chinese) also deserves our attention. This finding may hint
when the participants avoid claiming that they were Chinese, they would probably have
lower incentive or interest in practicing Chinese in their daily lives. This might hint that
their Chinese proficiency would be low so that they were not willing to use it or show
others that they are Chinese. Under this condition, Factor 8 is the cause and Factor 7 is the
result. However, it might be the situation that they were not willing to use Chinese although
their Chinese proficiency is desirable. In this case, Factor 7 was the cause and Factor 8 was
the result.

We may gain additional interest when finding that the correlation between Factor 8
(CS for Weak Chinese) and Factor 1 (Utilitarian CS) (.658) is higher than that between
factor 3 (CS for Weak English) and Factor 1 (.556). This finding may hint that People were
more inclined to code-switch for weak Chinese than for weak English. This result is
comprehensible because English is the official language in Canada and broadly used in
daily life so that the participants were likely to have a higher proficiency in English and a
relatively lower proficiency in Chinese. Therefore, they tended to code-switch for their
weak Chinese proficiency.

Another phenomenon that may intrigue us is the correlation between Factor 2
(Chinese Pride) and Factor 5 (Politeness) (.446) and the correlation between Factor 2 and
Factor 6 (Family Chinese) (.399). It seems that there is a positive relationship among these

three factors. Having pride in being Chinese is clearly an indication of the Chinese
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participants’ coherence to their culture. The use of the Chinese language at home reflects
their preference of preserving their cultural heritage showing that a close connection exists
between language and culture. For politeness, the result hints that this element may, to a
certain extent, be used as a reflection of people’s culture although I could not obtain
sufficient information to show how and why politeness and the Chinese culture are related
to each other. However, I may be quite confident to say that the participants took a positive
toward the temperament of politeness.

Overall, the method of factor analysis helped me gather more information about the
participants’ patterns of CS, their proficiency in Chinese and English and their attitude

toward their cultural background.

Relationship between Factors

When we look at the Factor Correlation Matrix, we may discover that the
correlation between Factor 1 (Utilitarian CS) and Factor 8 (CS for Weak Chinese) is rather
high (.658). The correlation (.556) between Factor 1 and Factor 3 (CS for poor English) is
also high. As a result, it can be said that the participants were more inclined to code-switch
because they felt less competent in Chinese.

This result makes sense because we are likely to expect that the English proficiency
of the student participants was relatively higher than their Chinese proficiency because they
mostly used English at school and in the community. The mean of Factor 3 (CS for weak
English) is .390 while the mean of Factor 8 (CS for weak Chinese) is .539. Therefore, the
participants had a higher tendency to feel that they were less proficient in Chinese than in
English. These two factors help us foster a deeper understanding of how the participants

perceived their proficiency in both English and Chinese languages.
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The correlation between Factor 7 (Avoid Speaking Chinese) and other factors is
worth discussion because except for the fact that it is positively correlated to Factor 4
(Speaking English) and Factor 8 (CS for Weak Chinese), it is negatively correlated with
other factors. The positive relationship between Factor 7 and Factor 4 can be
understandable because the comfort in speaking English may indicate that the participants
had higher proficiency in English and may also have a higher level of recognition and
acceptance of English that is an official language of the country and widely used in society.
When a Chinese teenager has preference to practice more English, he or she might not have
the same degree of preference of his or her ethnic language that represents the identity of a
minority group in Canada and is not so widely used in society. Therefore, it might be
assumed that the higher the degree of a participant’s acceptance of English language, the
lower the degree of acceptance of the participant’s Chinese heritage. Since the correlation
is quite low (.262), there is not sufficient evidence showing that this relationship is
supportive and consistent. Therefore, another assumption can be made that the preference
of speaking a language such as English may not necessarily hint the non-acceptance of
another language such as Chinese.

Factor 7 and Factor 8 is still positively correlated although the correlation is not
high (.314). There might be a sophisticated cause-and-effect relationship between these two
factors. To put it succinctly, we may say that when the participants were uncomfortable of
being Chinese, they were unwilling to learn or use the Chinese language. Their proficiency
in Chinese became weak and therefore they needed to switch to English for continuing the
communication with others. It can also be interpreted that when their proficiency in

Chinese was low, they avoided showing others that they were Chinese.
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Factor 7 is negatively correlated with the other factors except Factor 4 and Factor 8
although the correlations vary from item to item. Factor 7 has a negative correlation with
Factor 2 (Chinese Pride) (-.394) and Factor 6 (Family Chinese) (-.289) that reflect a clear
recognition of Chinese culture. In addition, the correlation between Factor 7 and Factor 5
(Politeness) is only -.177 as the quality of politeness may not be considered a typical
feature of the Chinese people because the Westerners can also possess the quality of
politeness. However, the slightly negative correlation likewise hints that the quality of
politeness may in some way reflect the characteristic of Chinese people. Again, this
speculation is not sufficiently supported as the correlation is quite low.

In sum, the method of factor analysis has provided me a lens to view the topic from
different perspectives such as how and why they code-switched and how they perceived

their heritage language and culture.
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Chapter Seven
ANALYSIS AND INTERPRETATION OF
INTERVIEW AND OBSERVATIN DATA

Results of Interviews, Observations and Others

This chapter reports the results and interpretations gathered from interviews, home
observations, class observations, group discussions, log writing and self tape-recording. In
the first part of this chapter, the results are consolidated and systematically grouped. In the
second part of this chapter, the data are interpreted with reference to the research questions.

Table 13 summarizes the data gathered from interviews, home observations, class

observations, group discussions, log writing and self tape-recording.
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Table 13. Interviews, Observations and Other Methods

No. Interview 2 Interviews 2 Interviews Class Home
with student with teacher with parent obs. obs.
(language (language (language (language (language
used*) used) used) used) used

1. Lok (C) Cheng (C) Chien (C) C&E C&E

2. Norman (C) Li (O) Betty (C) C&E C&E

3.  Cathy (M) Fang (M) Cindy (M) M&E M&E

4, Kevin (M) Tracy (M) Karen (M) M&E M&E

5. David (M) Helen (M) Amy (M) M&E M&E

6. Joanna (M) Lucy (M) Ruth (M) M&E M&E

7. Stephanie (C) Chiu (C) Susan (C) C&E C&E

8. Kam (C) Vicky (C) Siu (C) C&E C&E

* C—Cantonese, M—Mandarin, E—English

+--All names are false names for concealing the real identity of the participants.

No. Group Discussion Log Self Tape-recording

| Kam, Joanna, Stephanie Kam Kam

2 Kevin, Lok, Norman, Cathy Stephanie Stephanie

3. Joanna Joanna

4 Kevin

Specialist 1: Miriam Yu (in Cantonese)
Specialist 2: Grace Ling (in Cantonese)
Specialist 3: Christine Wong (in English)

Interviews

With the assistance of the principals of some Chinese schools, I contacted parents

and teachers who agreed to participate in the study. The interviews were conducted in two

stages. In the first stage, interviews with the Chinese teachers and students were conducted

in the Chinese schools, and the interviews with parents were carried out in their homes. In

the second stage, interviews with parents and teachers were carried out after the

implementation of the structured questionnaire when I had a preliminary understanding of

the questionnaire results. I used the questionnaire results to design another set of interview
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questions that invited the parent and teacher participants to comment on the preliminary
findings obtained from students’ questionnaires and interviews of the first stage. Parents
were encouraged to revisit the issue to decide whether or not they needed to adjust their
opinions, sharpen their points or supplement their discussions on the main themes of this
dissertation.

The interview contents were transcribed verbatim in the languages the participants
used and processed with the method of Conversation Analysis proposed by Don (2003). A
summary table was created for each group of participants to record:

(1) the number of utterances spoken by each participant (an utterance is the speech

occurring between pauses)

(2) the type of languages used by each participants (e.g. English,

Cantonese/Mandarin, English and Cantonese/Mandarin)

(3) the number of utterances that contain CS

(4) the proportions of between-turns and within-turn CS

(5) the topics of utterances before between-turns CS

(6) the topics of utterances in within-turn CS.

The above table was designed with reference to the Implication Scale for Observed
Language Choices (Milroy & Wei, 1998) that indicates the type of languages used by
speakers and the sequential analysis model that investigates the contents of conversation
(Cromdal, 2001; Ng & He, 2004).

I started asking participants questions in the Chinese language (Cantonese or
Mandarin) that was normally used at home. When the participants could not understand

Chinese, I shifted to speak English during the interviews. For the purpose of facilitating the



175

processing of raw data, participants’ utterances were aggregated into units of utterances.
The utterance that is separated by two pauses and contains a complete and comprehensible
meaning by itself is considered a unit of utterance in this dissertation. [ assessed all
participants’ utterances in the same way to ensure a consistent standard for interpreting the
data. Tables 14 to 16 indicate the results of interviews with the students, parents and

teachers respectively.
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Table 14. Interviews with Student Participants
No. No.of C E C No. BT WT Topic before Topic in
Utterances & of before WTCS
E CS BTCS
1 27%(C) 20 2 5 6 1 5  Question asking Feeling (e.g.,
the use of comfortable)
languages noun
(e.g. mom)
2. 16 (C) 13 2 1 2 1 1 Question asking Verb (e.g.,
the use of respect)
languages
3. 21(M) 0 21 0 5 5 0 na n/a
4. 1I8sM) 0 18 0 0 0 O nha n/a
5. 46 M) 41 2 3 5 2 3  When talking Proper
names
about something (e.g., names
“embarrassing”  of people)
6. 20M) 0O 20 0 0 0 O nha n/a
7. 20 (O) 17 O 3 3 0 3 n/a Common
nouns (€.g.,
group, lunch.)
8. 44 (C) 37 0 7 7 0 7 nla Repeating
what was
exactly said
Sum 212 128 65 19 289 19
% 100 60 30 9 100 32 67
09 52 39 00 14 86
*Key:

(C)—Cantonese; (M)—Mandarin; (E)}—English
CS—Code-switching; BTCS—Between-turns CS; WTCS—Within-turn CS
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Table 15. Interviews with Parent Participants

No. No.of C E C No. BT WT Topic before Topic in

Utterances & of before WTCS
E CS BTCS
1. 55C) 51 0 4 4 1 3 Giving Verb (e.g.
examples globalize),

common noun
(e.g., exposure),
short phrase
(e.g., global
language)

25 (C) 24 0 1 1 0 1 n/a Common noun
(e.g., volunteer)

32 27 0O S 5 0 5 n/a Adjective (e.g.
popular), proper noun
(e.g., Mandarin),
short phrase (e.g.,
second language.)

4, 14(C) 14 0 O 0 0 O na Adjective (e.g.,
gentle), proper
noun (e.g..Mandarin)

52M) 50 0 2 2 0 2 na Adjective (e.g.,
gentle), proper noun
(e.g., Mandarin)

o

w

W

6. 33(M) 19 7 7 14 7 7 Answering Proper nouns (e.g.,
questions, Cantonese), common
talking about noun (e.g., church),
feeling and  and short phrase.
answering
questions

7. 88(0) 72 0 16 16 0 16 n/a Proper nouns (e.g.,
China, Chinese),
common nouns &
verb (respect)

8 43O 41 1 1 2 1 1 Answering  Short phrase (e.g.
questions open area)

Sum 342 298 8 36 4 9 35

% 100 87 2 10 100 20 79

13 34 33 45 55




178

Table 16. Interviews with Teacher Participants

No. No.of C E C No. BT WT Topic Topic in
Utterances & of before WTCS
E CS BTCS
1. 57 (O) 51 0 6 6 0 6 n/a Proper nouns (e.g.

Cantonese), common
noun (e.g., mall), verb

(e.g., enjoy)

2. 22 (C) 22 0 0 0 0 0 nha n/a

3. 47 M) 46 0 1 1 0 1 n/a Proper noun (e.g.
Toronto)

4, 32M) 32 0 0 0 0 0 n/a n/a

5. 28(M) 28 0 O 0 0 0 nha n/a

6. 41 ™M) 39 1 1 2 1 1 Asking Proper noun (e.g.,

questions Canadians)

7. 33 (O 33 0 0 0 0 0 na n/a

8. 32 (C) 32 0 0 0 0 0 nha n/a

Sum 292 283 1 8 9 1 8

% 100 97 0 2 100 11 88

27 0 73 11 89

The design of questions for the second interview was triggered by the inconsistent
findings between participants’ interviews and students’ questionnaires. During the second
interviews, it was valuable to examine whether or not I had misinterpreted the data at the

first stage or had overlooked important information.
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Group Discussions

Group discussions among students were organized in two Chinese schools with four
students discussing a given topic in each school. The students in each group were required
to listen to a conversation in which several people were talking among themselves in both
Chinese and English. Afterward, the groups were encouraged to express their opinions on
the conversation. I tried to regulate the flow of discussion ensuring that each member had
the greatest opportunity to express their opinions.

The following two tables include information about the use of languages in

students’ group discussions:

Table 17. Group Discussion 1—Kam, Stephanie, Joanna and David
No. No.of C E C No. BT WT Topic Topic in
Utterances & of before WTCS
E CS BTCS
Kam 25(C) 20 2 3 5 2 3 Disagree with  Proper noun (e.g.,
another karaoke)
speaker
Ste- 33(C) 21 6 6 7 3 4 Givingan Proper noun (e.g.
phanie example, Asian), verb (e.g.,
showing represent)
indifference
and dignity
Joanna 18 (M) 0 18 0 2 2 0 Switchingto  n/a
English all
the time
David 3((M) 0 3 0 1 1 0  Switchingto n/a
English all
the time
Sum 79 41 29 9 15 8 7
% 100 51 36 11 100 53 46
90 71 39 33 67
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Table 18> Group Discussion (2 —Kevin, Lok, Cathy and Norman

No. No.of C E C No. BT WT Topic Topic in

Utterances & of before WTCS
E CS BTCS

Kevin 26(M) 0 26 0 0 0 0 n/a n/a

Lok 4(C) 0 4 0 0O 0 0 n/a n/a

Cathy 2 (M) 0 2 0 0 0 0 n/a n/a

Nor- 1(C) 0 1 0 0 0 O n/a n/a

Man

Sum 33 0 33 0 0 0 O n/a n/a

% 100 0 100 0O 0 0 O n/a n/a

Class Observations

[ went to classrooms where the teacher participants taught and stayed for about 45
minutes in each of the classrooms. I audio-taped the conversations between the teacher and
her students or conversations among students themselves, and would take field notes where

tape-recording was not possible. Table 19 summarized class observations.
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Table 19. Class Observations

No. No. of C E
Utterances

No. BT WT Topic Topic in
of before WTCS
CS BTCS

olmee O

1. 22 (C) 18 4 2 2 0 Student n/a
talking
with each

other

2. 32(C) 28 4 0 6 6 0 Student n/a
answered
the teacher’s
questions.

3. 30 (M) 23 7 0 13 13 0 Students n/a
talking with
each other,
making an
exclamation
or joke,
answering
teacher’s
questions

4. 24 (M) 5 15 4 10 6 4 Teacher Noun
teaching (e.g., father)
vocabulary,
phrases,
giving
comments &
instructions

5. 38 (M) 6 29 3 8 6 2 Talking Proper noun
about (e.g.,Confucius)
Chinese
culture

6. 31(M) 24 6 1 11 10 1 Answering Proper noun
teacher’s (e.g. Paris)
questions,
expressing
personal
opinions

7. 26 (C) 249 2 0 2 2 0 Student n/a
talking
with each
other

8. 35(C) 26 4 5 15 9 6 Student Proper
talking noun
with each (e.g., Brian)
other, Common
talking to noun
teacher (e.g., nail)

Sum 238 154 71 13 67 54 13
% 100 64 29 05 100 8 19
71 83 46 00 60 40
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Home Observations

I visited parent participants in their homes to observe the conversation patterns
between the parent and student participants. The parent-child dyads were free to choose
any activities to demonstrate how they normally communicate. Some dyads simply sat
down and talked; in some cases, the parents helped their children to do homework, and for
other cases, the parent participant invited me to observe their dinner time.

When I arrived at the home of a participant, I would chat with all members of the
family, explaining to them the objectives of the study and how they could cooperate. For
about 45 minutes, they were encouraged to behave as naturally and casually as possible. I
recorded conversations between the parent-child dyads or the interactions within the family.

The data from the home observation were summarized in the following table:



Table 20.

Home Observations
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No. of

Utterances

C

No. BT WT Topic Topic in

29 (C)

46 (C)

38 (M)

3T (M)

42 (M)

38 (M)
63 (C)

43 (C)

26

31

30

28

33

26

36

before WTCS
BTCS
n/a Noun groups

(movie review),
Noun (e.g. accent)

Questioning Common
& answering noun (e.g., pie)

Showing Verb

under- (e.g. sharing)

standing, Adjective

confirmation (e.g., short)

& intention  Noun group
(reading work)

Asking Common noun
question (e.g., teacher)

Questioning Common

& answering, noun

confirming  (e.g., T-shirt)
Verb (e.g. design)
Adjective
(e.g., safe)

n/a n/a

Adverbial Common
phrases noun (e.g., piano)
Personal Noun group
Opinions (e.g., second place)
Verb + Noun
(e.g., finish /)

n/a Noun group
(e.g., test result),
Adjective
(e.g., perfect)
Proper noun
(e.g., Gary)

330
100

210
63
64
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Log

Three students, Norman, Kam and Stephanie were willing to complete a log for
recording their daily conversations with different people. I gave a log table to each of them
to record the details of their activities. They were advised to record the activities across two
weeks’ time although some of them only completed the activities that happened in one
week. When each of them returned the log table, I asked them to explain their log entries,
and to give me more detailed information about the nature and contents of the activities.
The additional information were recorded as field notes and incorporated in the analysis.

During weekdays, Norman went to school, watched TV, played computer games or
talked to friends. He used English in these activities. At home and in the school, he mainly
spoke English. On Saturday, he went to a private tutor’s residence and talked to the tutor in
English. On Sunday, he went to church and communicated with friends in English there.
Only in the Chinese school did he speak Mandarin and Cantonese.

Stephanie spoke English for all the time she was in the school and also used English
when playing computer games at home. When talking to her mother, she used more
Chinese. Also, she spoke Chinese when attending Chinese school, shopping in Chinese
retail districts and going to church on Sunday.

Kam spoke to his parents in Cantonese and communicated with his friends in
English, Cantonese and Mandarin. In the day-school or Chinese school, he spoke English,
Cantonese and Mandarin, selecting the language according to the language preference of
those he interacted with.

Among the three log participants, English was the language used most frequently in
the school, whereas Chinese is the language most frequently used at home. In other words,

it was not the physical setting that influenced the choice of language, but the social setting.
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Moreover, the types of activities the students engage will also influence their
language choice, such as the use of English for playing computer games and the practice of
Chinese when learning Chinese. For example, in Canada, there is a wider variety of
computer games available in the English edition but not so many in the Chinese edition.
The nature of available activities, facilities or equipment available sometimes has
controlled the choice of languages already.

In short, the environment where a person is located, the interlocutors with whom the
person is interacting, and the type of activities the person engages will separately or
collectively affect the type of languages the person chooses. It is difficult to determine
which factor (whether environment, interlocutor, or activity) is powerful in influencing a
person to speak a specific language because two or several factors might lead an individual

to select a certain language.

Self Tape-recording

Three student participants (Kam, Stephanie and Joanna) were willing to tape-record
the conversations that took place in their daily life. They were encouraged to talk to
different people interacting with them in different social circles such as at home, in the
school, when meeting with friends or shopping in the mall. They brought with them
portable recorders and tape-recorded all the utterances if the recording was permitted by the
interlocutors. The contents of the utterances were transcribed into the original language

spoken by the speakers and reserved for later analysis.
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Instant Messages

Joanna offered to provide me with several of her instant messages that she made
with her friend to enrich the analysis of my dissertation. I used the instant messages as a
source of further information for analyzing the CS patterns of the participant and her social

networking with others.

Interpretations of Results from Interviews, Observations and Others

Interpretations of Interviews at the First Stage

The interview results were compared across three groups of participants (i.e.
students, parents and teachers). They had been asked a similar number of questions and
same types of questions, although the wording of the questions was adjusted to match with
the presumed vocabulary level of the participants. The following discussions address the

four research questions of the present paper.

Number of Utterances

Across the three groups of participants, the parent participants produced the
greatest number of utterances (M=42.75, SD=21.32), while the teacher participants
produced fewer utterances (M=36.5, SD=10.52) and the student participants created the

least utterances (M=26.5, SD=11.09).

Use of Languages
When the use of the Chinese language was aggregated within each group of
participants, it was found that the teachers used the greatest amount of Chinese (96.92%),

followed by parents (87.13%) and the students (60.09%).
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With reference to the use of English, student participants used more entire English
utterances (30.52%) of the total number of utterances) to express themselves, while the
parents used fewer entire English utterances and the teachers used the least number of
entire English utterances (0.34%) in comparison with their use of Chinese during the
interviews of the first stage.

This result is understandable because the student participants mostly grew up in
Canada and are expected to possess a higher level of proficiency in English. Presumably,
they felt more comfortable to express themselves in entire English utterances. As the
parents were born in Chinese-speaking communities such as Mainland China, Hong Kong
and Taiwan, and use English as their second language, they may not feel as comfortable in
using oral English as their children. The Chinese teachers spoke the least English entire
utterances during the interviews. This phenomenon might be due to the following reasons:

1. Their proficiency in English was not high enough for them to express their

meanings in entire English utterances.

2. They thought they needed to stick to the language used by me who started asking

the questions in Chinese.

3. They felt comfortable to use Chinese to express their meaning.

4. They considered that because they were Chinese teachers, they should converse

with me in Chinese in keeping with their roles even though they were proficient to
fluently speak in English. Their choice to speak less English did not necessarily

mean that they were weak at English.



188

In short, the interview results only indicate participants’ tendency to use a certain
language. The rationale behind the choice of language could not be clarified unless the

participants were asked to specify the reasons for the choice of their language.

CS—Between-turns CS and Within-turn CS

CS was more common among the students and parents than among the teachers.
The students had 28 units of CS out of 212 utterances. The parents had 44 units of CS out
of 342 utterances. The teachers had 9 units of CS out of 292 utterances. The ratios of
between-turns CS to within-turn CS were 9:19 in students, 9:35 in parents and 1:8 in
teachers. It appears to us that Within-turn CS was more popularly used across the three
different groups of participants who were of different ages, levels of maturity and
backgrounds.

This result is consistent to the previous finding in Ng and He’s (2004) paper which
supported that “between-turns CS occurred less often than within-turn CS” (p. 43). In fact,
within-turn CS is easier to handle as it may occur in small fragments, and unlike in
between-turns CS, longer or more complete utterances of a language are often found.

Another finding mentioned by Ng and He (2004) is that the ratio of between-turns
CS to within-turn CS was “higher for grandchildren than for either parents or grandparents”
(p- 43). When the data of students and parents of this dissertation were compared, it can be
said that students had relatively higher propensity to produce more between-turns CS than
within-turn CS when compared with their parent counterparts. The ratio of between-turns
CS to within-turn CS is also higher in students than in parents and this finding is consistent

to that of Ng and He’s paper. However, the data from the teachers cannot be used to
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compare the data obtained from the other two groups as the difference in the total number
of CS units is great between them.

Although the students were proficient in English, the proportion of their within-turn
CS still exceeds that of between-turns CS. This phenomenon may be attributed to the
following reasons:

(1) Being the interviewer, [ started all the interviews with participants in either
Mandarin or Cantonese, depending on what language the participant normally used
at their homes. I did so intentionally because I did not intend to give clues to the
participants to code-switch, but desired to examine how they code-switched
naturally. Moreover, I commenced all interviews under similar conditions, that is,
all questions were firstly asked in Chinese, either Cantonese or Mandarin.

(2) During interviews, the students were well informed of the purpose of the
interviews—the relationship between their use of languages and their formation of
cultural identity. It was possible that the students especially used more Chinese
utterances and avoided using English utterances because they assumed that I would
like to know more about their Chinese identity for the purpose of matching the topic
of my dissertation (Sommer & Sommer, 2002). In the case, the way they code-
switched in the study might be different from the way they code-switch in daily life.

(3) During class observations, the way the students code-switched also may not be the
same as the way they behave in their normal life because they were having their
Chinese lessons and they had been frequently reminded by their teachers to speak as
much Chinese as possible. As a result, the students may restrain themselves from

speaking English so that they produced less CS.
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(4) During home observations, it was common that the parents started conversations in
Chinese with their children and continued their conversations in Chinese no matter
what kind of language their children used to respond to them. It was possible that
the children spoke fewer English utterances when communicating with their parents
at home.

The results show that the setting, environment and adults’ attitude may influence children’s

language choice.

Chi-Square Analysis Comparing Between-turns CS and Within-turn CS

The chi-square (x°) test of independence is used to examine the relationship
between two proportions (Tabachnick & Fidell, 2001). In this analysis, the two proportions
were the between-turn CS and within-turn CS in students and parents. The data were
extracted from the interviews of the first stage. The difference in teachers between-turns
CS and within-turn CS was not assessed as their frequency of CS was too small. The chi-

square test was applied to the frequencies as shown in Table 21:

Table 21. CS Frequency in Students and Parents

Children Parent Total
Between-turns CS 9 9 18
Within-turn CS 19 35 4
Total 28 44 72

For children, the proportion of within-turn CS was greater than the proportion of
between-turns CS. In parents, the proportion of within-turn CS was also greater than the

proportion of between-turns CS. In children, 68% of the CS was within-turn CS and 32%
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was between-turns CS, whereas 80% of CS in parents was within-turn CS and 20% was

between-turns CS.

Functions of Between-turns CS in Interviews

From the data I collected, between-turns CS was produced by the student
participants for a variety of purposes. They made between-turns CS when expressing their
opinions about the choice of languages, such as the conversation contained in Excerpt 1
(R=Researcher, S1=Student 1)
Key: the following conventions adopted from Don (2003) are used in the transcriptions.

(1.5) length of silence in sounds

[ overlapping utterances

1 step up in pitch

pause

O) English translations of Chinese utterances
Excerpt 1

R: GERMREFMERATEES 2
(What kind of languages do you use at home?)

S1 : I mostly speak Cantonese but a little English at home. I speak Chinese to
my parents but English to my siblings.

Student] talked to me in Cantonese for most of the interview but answered the
question about the use of languages in an English utterance that was the only entire English
sentence in the interview. This student might be using a change in language to stress the
use of languages under different situations. Perhaps, the student tried to demonstrate to me
how he changed language. His choice of CS originated from the purpose of communicating
with other people and the change depended on the participants (i.., researcher) and the
topic of discussion (i.e., code-switching).

In Excerpt 2, between-turns CS was used for a different purpose:
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Excerpt 2

R: 7R E# , RSO ERE S 2
(What kind of languages do you speak in the classroom?)

S5 : MBI,

(All of us speak English.)
[T It’s embarrassing to speak Chinese at school.

The above case shows that the student participant made between-turns CS when
mentioning to the other person something “embarrassing.” This function of CS echoes the
comments by Bond and Lai (2001) who viewed “reduction of embarrassment as a
significant reason for shifting to a second language” (p. 179).

Between-turns CS was also used to clarify meanings, as in the following excerpt:

Excerpt 3

R : fREAHF . JECFE Kb R B 2
(How do you value the use of Chinese and English in Greater Vancouver?)
S5 : I don’t understand your question.

Student 5 mostly used Mandarin to answer the researcher’s questions and two entire
English utterances were found in this conversation. In this case, Student 5 used between-
turns CS to clarify the meaning of the researcher’s question to ensure that he really
understood it. This switch of language may hint that the student did not understand the
researcher’s Chinese question and he would be capable to understand it if the question was
presented in English. Moreover, it could also be interpreted that this was the student’s
natural response in daily life. This purpose coincides with what Ng and He (2004) claimed
that “CS may serve to translate, clarify, elaborate, or emphasize a message” (p. 29).

In the fourth excerpt, a student participant used between-turns CS to explain how

language could be used to reflect his identity in the school.
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Excerpt 4

R : PP AR & FIRE S R ST

(Will you use language to reflect your identity in the class?)

S8 : AR HESREMENK . HFMABCRTEA  BmEE
—HEEE 2 , BRIMERE . Chinese are better than Koreans. (%)
(Sometimes, we will use a language to reflect our identities in order to tell
others that we are Chinese. For example, when we are talking to a group of
Korean classmates, we will make fun of them by saying, “Chinese are better
than Koreans.” [laugh] )

In this example, a language was used to reflect the identity of a person or a group of
people. However, the language that had been used was not the mother tongue of the
speaker but the language of the mainstream. This example shows that any language may be
employed to project the cultural identity of the speaker or the cultural identity of a group of
people, that is, the language used to reflect identity may not be necessarily the first
language of the user, but can be any other language the speaker feels comfortable or
appropriate to use. In the above situation, the student was confronting a group of Korean
students. If he mentioned to his Korean school-mates in the Chinese language that he was
Chinese, his school-mates would probably not understand what he said. Therefore, he
spoke in English to show that he was Chinese. As a consequence, CS served two purposes
in this scenario—for both the communicative and identity-reflective purposes. ~ This
example also leads to a question: If we agree that language can reflect people’s cultural
identity (Bucholtz & Hall, 2005), what kind of language can be used to match the identity
of the speaker? Is it necessarily to use a specific language to indicate the identity that
matches this language? For example, should a person speak Chinese in order to indicate the
person’s Chinese identity? Can the Chinese person use another language to reflect his

Chinese identity? Like the example in Excerpt 4, the student used English to express his
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Chinese identity. Do we accept that this is also a means of reflecting an individual’s
cultural identity? Will people who do not converse with others in their mother tongue
automatically lose their opportunity to display their cultural identities? Will the practices of
CS even enable people to fully express their cultural identities to people of various cultural
backgrounds? Will it be even more effective for bilinguals or multilinguals to convey their
cultural identities to people of distinct ethnic backgrounds by using differing languages?
Therefore, the practices of CS may be considered a powerful additive or multiple tool to
help people demonstrate their cultural identities because “the availability of various
languages in the community repertoire serves as a useful interactional resource” in which
people use varying languages to reflect their different roles and backgrounds (Wei, 2005, p.
13). Practices of CS can enrich and add colors to people’s lives.

From a narrower angle, people may use their native language to reflect their
original ethnic or cultural background. For instance, when a Chinese person speaks in
Chinese, the others might be automatically aware that this person is Chinese. Under this
situation, it can be considered that this language directly serves an identity-reflective
purpose. (However, we should not be over-confident to generalize that all Asian people
who speak the Chinese language are Chinese. For instance, a Singaporean will also speak
Mandarin.)

On the other hand, if people use a language other than their native language to
express their original ethnic backgrounds, it might be argued that this language displays its
communicative function but not an identity-reflective function. For instance, Student 3 said,
“I’m Taiwanese-Canadian. I feel comfortable and proud of my Chinese identity.” She used

English to express her Chinese identity. English was hereby operated as a communicative
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tool to convey a message to the listener that the speaker was a Taiwanese-Canadian.
English itself could not be used to reflect the Chinese identity of the speaker but the content
could. If this student did not really say that she was Taiwanese, the others might speculate
that she was Singaporean, Vietnamese or Malaysian. Therefore, CS had a dual function
here—being communicative and identity-reflective.

Moreover, a language can also be used to reflect an in-group identity of a group of
people. For example, Student 3 told me that she mostly spoke English in the school, but she
would speak “inside jokes” in Mandarin. When the researcher asked her why she especially
spoke this kind of jokes in Mandarin, she replied, “It doesn’t make sense to speak them in
English. We don’t want others to know what we’re talking about.” By using a language that
is only practiced by in-group members, the members can:

(1) choose participants to take part in the interaction;

(2) exclude people whom they do not like from participating in the interaction;

(3) keep the confidentiality of the things they talk about;

(4) create a higher degree of coherence and interdependence within the group;

(5) inculcate a deeper sense of belonging to the ethnic background they belong to; and,;

(6) express meanings that can only be valid or fully expressed by using the language in
which those meanings naturally exist, that is, certain meanings might be distorted
when they are translated into other languages.

In regard to the functions of language, two points are demonstrated by this excerpt.
First, English cannot be used to fully translate or replace the meaning of Chinese jokes
because there is discrepancy between the two language systems. In this case, the shift from

English to Chinese is for the purpose of communicating jokes to others. Second, the
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Chinese jokes helped people to reflect their in-group identity (e.g., membership of a group
of Chinese people), or to a further extent, their cultural identity (e.g., people of Chinese
descent). If a person is not able to speak or understand the Chinese inside jokes, the person
will not be considered a member of the group. This phenomenon is consistent with Lo’s
(1999) claim that “the act of codeswitching itself makes salient the indexical links between
a language, categories of ethnic identity, and speech community membership” (p. 462). CS
may be used to reflect the in-group identity within a speech community or people’s cultural
background at large.

Student 3 likewise conveyed to us an interesting phenomenon about between-turns
CS. At the beginning of the interview, I found that whenever I asked her any question in
Chinese, she would automatically answer it in English. I intentionally kept on asking
questions in Chinese, but she still persisted in answering the questions in English. I was
sure that this student could speak fluent Mandarin because she told me that she spoke
Mandarin with her parents at home and she spoke to me in Mandarin before. Why did she
insist on answering questions in English throughout the whole conversation with me
although all the questions were asked in Chinese? I speculated that the student’s choice of
language was influenced by the interlocutor, the setting and topic of discussion (Grosjean,
2001). The student thought she was talking to a researcher on a formal topic. She thought
she might need to keep a distance with the researcher, so she spoke in English with me. For
the topic of discussion, the student considered she was participating in a research project,
an official matter, something that was serious. Shé had to use a more “official” language to
complete the interview. Although it is generally accepted that CS in human interactions

serves different functions, in some way its use may be constrained by different external or
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environmental factors such as the background of participants, the physical setting, the topic
of discussions and the situation.
Among teacher participants, there was little practice of CS, but there was one

example of between-turn CS presented by Teacher 6 (see Excerpt 5).

Excerpt 5

vV GERR ERRIRREE A RS S 2

(What kind of languages do you use in class?)

T : It depends on the students. i " 3815 t& B 7B AR EGE . e FE MM AR
M R R B R B A T

(It depends on the students. If they understand my Mandarin, I will speak in
Mandarin. I’ll look at their eyes and observe their feedback. If there is no
response, | will explain everything in English.)

This teacher code-switched when answering the researcher’s question about the use
language in the class. This unit of CS may serve a communicative purpose because the
teacher was giving me a piece of information. However, on top of this reason, the teacher
might want to deliver a message to the researcher that she knew English and could give a
quick response in English because she was using English quite frequently in her Chinese
class.

Parent participants comparatively code-switched more frequently than the teacher
participants did. The pattern of parents’ CS pattern was widely different. There were
parents who had no CS at all (e.g., Parent 4 and Parent 5), parents who only made within-
turn CS (e.g., Parent 1 and Parent 3) that will be discussed in the next part, and parents who
made plenty of CS such as Parent 6. This might be due to the reason that the parent
participants had varied backgrounds. Attention will be paid to the between-turns CS

conducted by Parent 6 in the following excerpt.
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Excerpt 6

R : PR&B &Mk o BARFE N2 KR b B [ vh A NS 2
(Do you consider that Confucianism still exists in the Chinese community in
Canada?)

P6 : (.) I'm not sure about the whole mix-up of Confucianism.

Parent 6 changed language to express that she had no understanding about
Confucianism. It is speculated that this parent felt a little uncomfortable for being unable to
give me a better answer due to her innocence in the concepts of Confucianism. In this way,
CS was used to conceal her uneasy feeling of being unable to help the other. This unit of
between-turns CS was used for the purpose of communicating the thought and feeling
between the speaker and listener.

Another unit of between-turn CS was made by Parent 8:

Excerpt 7

R : R A A Fak 2

(Do you speak regional Chinese language with your children?)

P8 : [1 No regional language. £ IR & Rl £% 1 4k 5 58 -
(No regional language. I will practice Mandarin with my children.)

Parent 8 changed language from Chinese to English when she wanted to stress the
certainty of her answer. This parent only made two units of CS throughout the whole
interview, one unit of between-turns CS (Excerpt 8) and a unit of between-turn CS. For
most of the time within the interview, this parent conversed with me in Cantonese.
Therefore, it may be speculated that the above between-turns CS was supposed to attract
the attention of the listener. In other words, it serves a communicate function of passing a
passage to the listener (i.e., no regional language spoken at home) and informing the

listener of the speaker’s attitude (i.e., what I said is clear and certain). By analyzing this
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unit of CS, I got the insight that people should sometimes go beyond a specific utterance
before concluding the purpose of an utterance on the surface. Instead, | need to look at the
use or position of that specific utterance within the whole oral corpus (Dabéne & Moore,
1995) so that a more thorough conclusion of the issue can be drawn.

From the students’ interviews, it is clear that the students used between-turn CS
more frequently than teachers and parents did. Students’ between-turns CS served a
communicative function such as mentioning to others their opinions on the use of
languages or conveying to others their embarrassing feelings, and targeted at an identity-
reflective function such as showing others their beliefs regarding their cultural identity or
an in-group identity. I could not find obvious clues indicating that the students had used
between-turn CS for a learning purpose during their interviews. This might be attributed to
the fact that the interviews with students were taken at their homes under a home and
casual environment that is not a learning situation, and the students and I were sharing
opinions in a friendly manner. Certainly, the students would not assume that they were
talking to a “teacher” for “learning” something. This result also affirms the significant
impact of setting, environment, interlocutors, and topic of this discussion on the functions
of CS.

With reference to the data collected from adult participants, I discovered that they
spoke fewer between-turns CS than their student counterparts did. When comparing the
data obtained from teacher and parent participants, I found that parents practiced more
between-turns CS than their teacher counterparts. The teachers generally exhibited the least
amount of CS, either between-turns or within-turn, among the three groups of participants

within all interview sessions. This phenomenon may be explained by the following reasons.
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First, the teachers were teaching Chinese and supposed to have high standard in the
Chinese language and it was reasonably to speculate that they would probably be more
confident than the students and possibly even the parents in conversing with the researcher
in Chinese.

Second, it is possible that the teachers intentionally minimized their use of English
during the interviews with the researchers because they intended to project an image of a
Chinese instructor to the researcher so that their professional image could be maintained.
They might think that it was not appropriate to speak too much English when discussing
the use of languages.

Third, all the teachers were immigrants of the first generation coming from
Mainland China, Taiwan and Hong Kong, so they might be more capable of using Chinese.

Table 22 shows the languages they used and their countries of origin:

Table 22. Background Information of the Teacher Participants

Teacher Language Country of Origin ~ No. of Years

Used in In Canada
Interview
1 Cantonese Hong Kong 10.0
2 Cantonese China 3.0
3 Mandarin China 11.0
4 Mandarin China 2.5
5 Mandarin China 3.0
6 Mandarin China 10.5
7 Mandarin China 5.0
8 Cantonese =~ Hong Kong 8.0
Total 53.0

Average 6.5
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I could only assume that because the participants came from Chinese-dominated
countries having widely practiced Chinese before immigrating to Canada, it was logical to
guess that their proficiency in Chinese would be higher than their proficiency in English.
Most of them had university degrees or post-secondary education qualifications in Chinese.

I found it useful to give more background information about the use and learning of
English in Mainland China, Taiwan and Hong Kong. In Hong Kong, English is a
compulsory subject in elementary and secondary schools. It had been used as the official
language in society and learned as a second language since Hong Kong had become a
British colony about 100 years ago. As a result, most people who are brought up in Hong
Kong would have the opportunity to learn English throughout their time spent in
elementary and secondary schools. On the other hand, the situations are varied in Mainland
China and Taiwan. In both of these two places, English is not a compulsory subject in
schools and will be learned as a subject in schools. Therefore, people’s ability to use
English might be widely varied across the immigrants coming from Mainland China and
Taiwan. Even though they have high qualifications in certain educational and professional
fields, it does not necessarily imply that they have high proficiency in English.

Fourth, the minimum use of English among the teacher participants might be due to
the influence of the topic the formation of cultural identity. It could be speculated that as
Chinese teachers, they would be keen to promote the Chinese language and culture. They
would be alert about the need of using Chinese in front of me who investigated how they
practiced their languages. As a consequence, some might be affected by the topic of
discussion and tended to give answers “relevant” to the topic and as a result, the accuracy

of data might be deteriorated by the “eagerness of the respondent to please the interviewer”
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(Bell, 1993, p. 95). This might be a reason why the teachers did not speak much English
with me during the interviews.

The above are possible reasons that explain why the teacher participants spoke little
between-turns CS or produced the least CS as a whole. Referring to the case of the parent
participants, I found that the result was quite different. The following table shows the

background information of the parents.

Table 23. Background Information of the Parent Participants.

Parent Language Country No. of Years Attainment
Used in of Origin In Canada In Education
Interview

1 Cantonese Hong Kong 10.0 Post-secondary

2 Cantonese = Hong Kong 12.5 Secondary

3 Mandarin Taiwan 12.0 University

4 Cantonese Hong Kong 12.0 Post-secondary

5 Mandarin China 13.0 University

6 Cantonese  China 15.0 Post-secondary

7 Cantonese China 13.5 Post-secondary

8 Cantonese Hong Kong 13.0 Post-secondary

Total 101.0
Average 12.6

Strictly speaking, there were only two parents who practiced between-turns CS
during the interviews (Parent 6 and Parent 8). I could not consolidate a pattern to interpret
the rationale of adopting between-turns CS among these two parents. For parent 8, it could
be explained that she came from Hong Kong where both Chinese and English are widely
utilized within the city, so it could be understood why this parent practiced between-turns

CS. However, there were also other parents coming from Hong Kong, but they did not
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adopt any between-turns CS. Therefore, the countries of origin could not be a factor that
explains the use of between-turns CS across the parent participants in this dissertation.

No clues could not be extracted from other types of background information such as
the numbers of years staying in Canada or their attainments in education. Referring to
Parent 6 who came from China, there was not obvious information that helped me
conceptualize the reason why only this participant who came from China practiced
between-turns CS but the others from China did not. As a result, I could only conclude that
the practices of between-turns CS among parent participants were mainly the results of
individual differences in the use of languages. Even among bilinguals or multilinguals, they
may have their patterns of adopting their repertoires of language use due to the variances in
media, roles, situations and domains (Fishman, 2005). Nevertheless, it is believed that “the
habitual language choice is far from being a random matter of momentary inclination” (p.
89), that is, a pattern can often be found in an individual’s use of languages, but the pattern
may vary from individual to individual.

To summarize, I suggested that between-turns CS was more commonly used by
student participants than by their adult counterparts. This may be attributed to the fact that
the students were brought up in the local community and are receiving regular education in
public schools where English is used as the sole teaching and learning medium. They are
used to think and speak in English and consequently natural to change language to English.
In contrast, all the adult participants were born and brought up in Chinese-dominant places
where the participants had been habitually used Chinese in their daily lives. Therefore, it is
natural for them to converse with others in Chinese and hence between-turns CS is less

likely to take place among them when compared with the case found in student participants.
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Functions of Within-turn CS in interviews

Within-turn CS was more commonly used than between-turns CS among
participants across the three groups. Participants often made within-turn CS with single
words such as common nouns like in Excerpt 8 (T1—T stands for Teacher, 1 stands for the

number of the teacher. The same system is applicable to other groups of participants.):

Excerpt 8

T1 : 7& mall RLEZAA A EFTHIE. [“Mall” is a common noun. ]

(We need to greet our friends when we see them in the mall.)

When we observe the above use of CS with reference to Dabéne and Moore’s (1995)
model of analyzing CS, the terms “intra-sentential” CS and “inter-sentential,” we may say
that it is an example of intra-sentential CS because CS occurs within a single sentence.
However, the construct of intra-sentential CS and inter-sentential CS does not tell us how
many interlocutors were involved in the conversation because two speakers can also
involve in one complete utterance. The inter-sentential CS likewise does not tell us the
number of interlocutors that were engaged in the conversation. One speaker or two

speakers can also make an inter-sentential CS.

For inter-sentential CS, two phenomena may occur—{first, the inter-sentential CS
takes place across two consequent utterances that are both spoken by an individual, for
example, the speaker delivers an utterance in one language (e.g., English) and immediately
delivers the following utterance in another language (e.g., Chinese). This is an example of
within-turn CS according to the notion stated by Ng & He (2004).

Second, an inter-sentential CS emerges across two different speakers. For instance,

Speaker A delivers an utterance in Chinese and then Speaker B delivers another utterance
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in English. This is an example of between-turns CS (Ng & He, 2004). Consequently, the
interchangeable use of the constructs of between-turns CS/within-turn CS (Ng & He, 2004)
and intra-sentential CS/inter-sentential CS (Dabene & Moore, 1995) has broadened the
discussion on CS in this dissertation.

The notion of intra- and inter-sentential CS focuses on the structure of CS, that is,
how two languages integrate. The notion of within-turn and between-turns CS focuses on
the maker of the CS, that is, who initiates the language change.

When we refer to Excerpt 8, the type of CS can be categorized as a within-turn (CS
found within a single turn) and intra-sentential CS (CS found within a single utterance).
The function of CS here is mainly for communicating information from the speaker to the
listener. The piece of information is that “we should greet our friends in the mall.” The
whole utterance was delivered in Chinese but the term “mall” was in English. The teacher
changing languages in this way may be because: First, she intended to stress the “location”
where we should greet our friends. Second, she could not find an appropriate substitute in
Chinese for the English word “mall.” Third, she was used to describing a large shopping
center as a “mall” like the people in the mainstream did and was not aware to change this
term into Chinese even though talking to another Chinese speaker. Moreover, the unit that

was code-switched can be a proper noun like in the following except:

Excerpt 9

S5 : (3) FERR A MMM K . RBELH KA Alexander, {12 §
Romania . I8 —{E} &K Katetaina ., &3 H Russia , FM 491 .
(In the school, I have several good friends. My best friend is Alexander, coming
from Romania. Another good friend is called Alexander from Romania and I also
have a good friend called Katetaina from Russia. We all speak English.)
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Again, in the above example, we can find repeated use of within-turn and intra-
sentential CS. In this conversation, the function of CS is likewise for communicating the
information of “names” of the speaker’s friends and the “countries” where the friends were
from. We can find a pattern of CS that whenever this speaker mentioned a “proper name,”
he code-switched it into English although he was originally talking to me in Chinese. His
practices of CS may be due to the following reasons.

First, the speaker could not find appropriate substitutes in Chinese for the proper
nouns that were originally formed in English.

Second, the speaker may find it inconvenient and time-consuming in translating the
terms from English into Chinese or some of the terms even did not have their Chinese
translations.

Third, as the speaker mainly used his repertoire of languages for a communicative
purpose, he did not mind using Chinese or English when interacting with the listener as far
as both parties understand the meanings of all utterances; and

Fourth, it might be possible that the speaker desired to stress the Western identities of
his friends by addressing their names and countries of origins in English because at the end
of the conversation, he added an utterance that “we all speak English” (in Chinese).

In short, I had an impression that the within-turn CS used in Excerpt 9 performed a
dual function of communicating thoughts between the speaker and listener and reflecting a
cultural identity of being Westernized.

In the Excerpt 10, the within-turn CS was used for a communicative function, but it

targeted at displaying other purposes.
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Excerpt 10

S1 : () fESRSCERASRA IS . (B CRE P . HRF T Mk
H L3 4 confusing, FU B AR B ASRA R HKIEE S .

(I speak English at the English school and speak Chinese in the Chinese
school. Sometimes, it’s confusing to use English and Chinese at the same
time. I will speak different languages to different people.)

The part of utterance that was code-switched into English was an adjective about
the “confusing” feeling. This is a unit of intra-sentential and within-turn CS. The function
of CS in this scenario is mainly for the speaker to communicating the information and
feeling of “confusion” to the interlocutor within the interaction. In this case, CS could be
used for exaggerating a meaning or people’s impression of something. It may be possible
that the speaker could not find a relevant term in Chinese to express the same meaning.

In the following excerpt, the unit of language being code-switched is a verb.

Excerpt 11

S8 : () AEEEUNIRIA . E respect B , Zff . BIREHLK I (MR |
HAZHERS.

(I heard my parents talk about that. We must respect our parents, teachers,
and get along well with my sisters. We must be polite to others.)

In the above excerpt, the unit of CS is also an example of intra-sentential and
within-turn CS. This practice of CS is for a communicative purpose as well because the
speaker intended to tell the listener the action of “respecting parents.” This action was
especially code-switched into English and it may be because the speaker could not find a
relevant Chinese substitute for the action “respect,” or the speaker wished to stress the

importance of respecting parents.
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The examples of CS from Excerpts 9 to 12 are likewise concerned with the use of a
single English word that was inserted into a Chinese utterance in each excerpt. These
examples may also represent the most basic and simple form of intra-sentential CS under
within-turn CS situations with reference to the data found in this dissertation. It seems the
single-word CS is the simplest form of CS that could be easily found in most participants
who code-switched in the present study.

Besides single words, within-turn CS may consist of a group of words, such as a

noun group or a clause like in following excerpt:

Excerpt 12

S1 : Ifeel comfortable 93 , ©4B T 3 . 7 Aberdeen Center 4 A Hh
[ A& T 3, 7F Coquitlam Center P8 AR Bk s e 3T,

(I feel comfortable using Chinese. I’'m accustomed to practicing Chinese. I use
Chinese at a Chinese-dominated place like the Aberdeen Center. I use English at
a place like the Coquitlam Center that is dominated by Westerners.)

In Excerpt 12, Aberdeen Center and Coquitlam Center are two noun groups that
represent two proper nouns that function at passing information from the speaker to the
listener. ““I feel comfortable™ is also a group of words and a part of an entire utterance but it
does not convey to listeners factual information like “Aberdeen Center,” instead, “I feel
comfortable” serves the communicative function of sharing feeling between the speaker
and the listener. All the within-group CS practices mentioned above are examples of intra-
sentential and within-turn CS.

The co-existence of different types of intra-sentential CS, no matter they comprise
single-word fragments or a group of words, stimulate us to think about the reasons that lead

to their occurrence. For instance, is there any relationship between the educational
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backgrounds of the speakers and the type of CS they produce? What are the speakers
thinking when they are making different types of CS? These might be interesting topics for
future investigations although they are not the objectives of this dissertation.

Most teacher participants made little within-turn CS and there were only a few
examples like “Toronto” (Teacher 3), “Canadians” (Teacher 6) or “Cantonese” (Teacher 1).
Since the number of examples is so small, it is impossible for me to draw a convincing
pattern to explain the result. I only have the following opinions to describe the above
phenomenon.

1. It is not common for teacher participants to practice within-turn CS.

2. The two units of within-turn CS are both one-word format (i.e., Toronto and

Canadians).

3. The speakers delivered the words “Toronto” and “Canadians” in English
although most of their utterances were made in Chinese.

4. These two units of within-turn CS are both intra-sentential and within-turn CS.

5. The speaker code-switched for a communicative purpose such as passing
information to the listener (e.g., Toronto) or for sharing feeling (e.g., studying
English is for the purpose of “enjoy™)

6. The within-turn CS can also be used to reflect the speaker’s cultural identity. For
instance, Teacher 6 considered herself a “Canadian.” It is possible that the speaker
used English to reflect her Canadian identity although the speaker spoke in
Mandarin during most part of the interview with the researcher.

In short, most units of within-turn CS are short, delivering direct and precise

meanings from the speakers to the listeners. It can be summarized that the within-turn CS
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used during interviews across three groups of participants was mostly for the
communicative purpose such as indicating the locations (e.g., Aberdeen Center and
Coquitlam Center mentioned by Student 1), the name of a specific language (e.g.,
Mandarin mentioned Parent 3), people’s English names (e.g., Alexander and Katetaina
mentioned by Student 5) and expressing feelings (e.g. “gentle” mentioned by PS5,
“comfortable” and “confusing” by Student 1).

Generally speaking, in the interviews within the three groups of participants, the
participants tended to use more within-turn CS than between-turns CS. The major content
of the within-turn CS contains singles words such as nouns, verbs, adjectives and several
noun groups. Within-turn CS was relatively more often used by the parent participants but
used the least by the teacher participants. It is not easy to compare the patterns of CS
between the teacher participants and those of the other groups because the teachers did not
code-switch frequently during the interviews.

The patterns of CS demonstrated by the three groups of participants make us aware
of norms—*a bilingual community will develop several varieties of language, each with its
own domains of use of norms of correctness” (Grosjean 2001, p. 330) and “all of the
varieties within each group have their own norms” (p. 331). Members of each bilingual
group will interact with other group members and gradually build their own norms of
correctness in the use of languages.

Like the roles and positions taken by teachers, teachers are likely to be aware of
their use of languages because they shoulder the role of teaching their students. If the
position of a teacher in the classroom is high, his or her students will usually consider him

or her their model. Some scholars put forth the concept of low-status and high status staff
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in the school to illustrate the position of teaching staff in school settings (Martin-Jones &
Saxena, 2001). In short, the concept of the language of authority is used to explain the
situation under which certain languages are more powerful than the others. Although
neutrality (not emphasizing authority) in teachers is advocated by other scholars (Warnock,
1996), it seems there is evidence for both concepts in the classrooms.

Williams (1995) advised us to beware of the effect that the language of authority
has on social experience such as recuperation, bereavement, improvement or occupational
development and plunge into the core issues of the “individual and group alienation in situ
so to speak, whether by reaction to historical events, such as exile or political pressure to
conform, or contemporaneously by reaction to enforced captivity” (p. 70). In the classroom,
the teachers certainly have the language of authority to influence their students. In this
dissertation, the teachers always encouraged their students to speak more Chinese in the
classroom or even at home. The teachers themselves spoke a lot of Mandarin, setting a role
model for the students and, to a certain extent, exhibiting their authority of language to
their students.

In short, the following factors might be used to explain the occurrence of between-
turns CS or within-turn CS among the participants of the present study. The first factor is
the English proficiency of the speakers. The higher the English proficiency of the speakers
is, the greater the possibility for the speaker to produce between-turns CS will be. When
making between-turns CS, speakers tend to produce more entire English utterances or
longer English utterances that require the speaker to be more aware of the accuracy of the

sentence structure, use of grammar, choice of words, and so on. It is logical for the student
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participants to create more between-turns CS as they were socialized and educated in an
Anglophone community.

The second factor may be the ease of retrieving a piece of information that is
habitually used in its original language. During the interviews with participants, within-turn
CS was often used for indicating proper nouns such as the name of a place (e.g., Coquitlam
Center), the name of a person (e.g., Alexander), and the name of a province (e.g., Toronto).
Those terms have been so commonly used in daily life that it is time-consuming and
unnatural to translate them into Chinese in conversation.

The third factor is that the teacher participants might have a keener mission to
transfer the Chinese language and culture to the next generation, and demonstrated this
mission during the interviews with the researcher.

For the parent participants, they did not have the mission of transferring the Chinese
language and culture to the next generation, and code-switched at the moment they felt
comfortable. As their socioeconomic backgrounds were quite varied and the patterns of CS
exhibited by them was also widely different. For the student participants who were mostly

brought up in Canada, just code-switched or simply answered the researcher’s questions in

English.

Manifestation of Identity

Out of the eight parent participants, none of them agreed that language was likely to
be used to reflect people’s identity. Betty (Parent 2) clearly expressed that language could
not be used to reflect a person’s identity thinking that language was mainly used for
communicating thoughts and feelings. Siu (Parent 8) considered that the use of Chinese at

home was only a kind of habit and she did not intentionally use it to reflect her identity.
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Amy (Parent 5) said that liking and using a language were two different things. Language
was mainly used for sharing ideas and to a certain extent for accomplishing academic
research. She would use either Chinese or English to converse with others without
considering about the reflection of her identity. Chien (Parent 1) had his unique opinions

regarding the use of language for reflecting cultural identity.

Excerpt 13

Pl : EX T HEFT UARKRME | R B RRIEM . 4
R R4 ARKEEZMARRE LG4 . AT LUK5ER R K 5
B

(The speaking of Chinese at home is not for reflecting a person’s identity
but for reflecting the characteristic of an ethnic group and where these
people came from. The saying that a language is used for reflecting the
identity of people is racist and too emphatic on people’s historic identity that
should not be stressed.)

It seems Chien challenged the idea that language can be used for reflecting people’s
cultural identity. This parent having this opinion on cultural identity may be due to the
following reasons.

First, it is the parent’s personal opinion that we should not stress our cultural
identities as he thought this sort of thinking to be “racist”. People of the same ethnic
background or are brought up in the same place may likewise have different thoughts and
behaviors due to individual differences (Berger, 1998).

Second, this parent was brought up in Hong Kong that had been a British colony for
over 100 years. It can be speculated that some people who grow up in Hong Kong may be
not so interested in pursuing their cultural identities as they wonder if they consider

themselves as “English subjects” or “Chinese people” in the past. Some people may have



214

formed multiple identities and some people simply avoided thinking about their cultural
identities. Even after 1997 when the sovereignty of Hong Kong was returned to China,
people of Hong Kong still retained a cultural distance with China, while they attempted to
build a new dual Hong Kong-China identity (Fung, 2004).

In sum, most parents consented that language was chiefly for communicating
thoughts or feelings but were not aware that they were displaying their cultural identity to
others.

In regard to the reflection of identity with language, parents held different opinions.
No parent absolutely said that language was not useful in reflecting people’s identity. Tracy
(Teacher 4) thought that students were too young to understand the concept of cultural
identity and perceived that it was needless to use language to reflect their identity. She
believed that people need a certain amount of maturity to understand the meaning of
identity. Helen (Teacher 5) considered that certain students did not like speaking Chinese
in front of others because they would mind disclosing their Chinese identity in front of
other people. Helen was the first adult who mentioned the significance of a language in
reflecting the cultural identity of the speaker, but in the opposite way—how a person to be
embarrassed by disclosing his or her cultural background when speaking his or her heritage
language.

Chui (Teacher 7) expressed her unique opinions about manifestation of identity

with language in Excerpt 14.

Excerpt 14

T7 : OBRBBETEEANE T UKEEN T IOREKEL S0 R
£ A AR B B A B 3L
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(I feel that children who were born in China are more likely to use Chinese to
reflect their identity. Those Chinese who were born here are more likely to use
English to reflect their identity.)

Chui’s thinking was different from those of other adult participants in the way she
acknowledged the significance of language in reflecting people’s identity, but we may use
different languages to display people’s identity without perceiving that people should use
the language of their ethnic group to reflect their cultural identity. She considered that
students who were brought up in different places may have different ways to manifest their
identities. This parent emphasized the relationship between the up-bringing of a child and
his or her cultural identity. Those who were brought up in China would like to use Chinese
to reflect their identity, whereas those who were brought up in Canada would use English
to express their identity. This teacher’s opinions provide us with the following implications:

(1) There is a close relationship between the language used by a speaker and the way
the speaker forms his or her identity.

(2) It is not necessary for an individual to use his or her ethnic language to reflect his or
her cultural identity.

(3) The formation of the individual’s cultural identity is greatly affected by the
environment where the individual 1s brought up and the situation of interaction
(time/place/interlocutors/communicative intent etc).

(4) An individual has the autonomy to choose the type of language to display his or her
cultural identity.

This teacher’s idea accords with Vygotskian concept that “the environment does not
always affect man directly and straight-forwardly, but also indirectly, through his ideology”

and the man’s conditional reflexes are “determined by those environmental influences that
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reach him from outside” (Vygotsky, 1997/1926, p. 211). In addition, a shift of language
may appear when people of a minority group might change “to the language of the
dominant group” for purposes of economic opportunity, socioeconomic mobility or
prestige (Myers-Scotton, 2002, p. 37).

Vicky’s (Teacher 8) opinions on the formation of identity were completely different
from those mentioned by the previous teacher. She disagreed with the idea that language
had a close relationship with the reflection of a person’s identity. She expressed her unique

opinions in the following excerpts:

Excerpt 15

T8 : ?*/:ﬂEATﬂ%‘EE 5 R E ﬁ"ié*ﬁ]z*f ANFE  BHESHEY
F ., BEAAEZRRRME A, B EAMEZE SR RERE
(%)
(I personally disagree with the saying that language is used for reflecting
people’s identity. All people are equal and every language is also equal to the
others. Language should not be used to reflect a certain identity and language
has not any ranking in itself.)
This teacher conveyed to us several messages:
(1) She thought there is not any relationship between language spoken by a person and
the cultural identity he or she forms.
(2) She considered when people use a language to reflect their identity, they have put a
rank or status to the language and this is what she would not be willing to see.
(3) She believed all people are equal and all language are also equal.
This teacher could feel the influential power delivered by a language (Myers-
Scotton, 2002), but she perceived it from a “negative” perspective, that is, by using

language to reflect a person’s identity, inequality between people might occur. Whenever

there is power, there will be imbalance of power. The language with a weaker power is
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likely to be overpowered by the language with a stronger power. On the contrary, Myers-
Scotton interpreted the power of language from a constructive perspective thinking that the
practice of language may bring prestige that “contains power and charm” (p. 36) to the
speakers. Prestige means “at first the performance of a magician; in its wider meaning the
term connotes them mirage of power” (p. 36).

The student participants held varied opinions on the relationship between the use of
language and reflection of identity. For example, Kam (Student 8) had clearly showed his
Chinese identity in front of a group of Korean classmates by joking that “Chinese are better
than Koreans.” In this case, Kam had used English to reflect his Chinese identity at school
because English is the major or only language used in the regular school and his Korean
classmates do not understand Chinese. Therefore, CS is necessary in some cases because if
we do not code-switch, the interlocutors will not understand the meaning of the speaker’s
utterances. Under this situation, the use of CS was mainly for the communicative purpose
but not for the identity-reflective purpose.

Other student participants such as Cathy (Student 3) were also clear of her identity
by saying, “I’'m a Taiwanese-Canadian. I feel comfortable and proud of my Chinese
identity.” Again, this student expressed her Chinese identity in English when talking to the
researcher. However, in this case, this student still spoke to me in English although both of
us could understand and converse in Mandarin. Therefore, I speculated that she felt
comfortable conversing with others in English or she thought she could express herself
more effectively in English. This example likewise shows us that it is not necessary to use

the ethnic language of a speaker to demonstrate the cultural identity of the speaker.
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Another student, Stephanie (Student 7) used language to display the group identity

like the example described in the following excerpt.

Excerpt 16

S7 ¢ () HEHAES AR A RE RN . AL B
KA 3 AP BN AN GRS I . &5 A LIEEAM 72 group, A

i# , 3 lunch time HJRFIR 25 R BR BRI A Bt

(Among my friends, not many of them can speak Cantonese. Some of my
Chinese friends can speak Chinese but some of them cannot. Language can
divide us into groups. However, I usually play with Chinese friends during
lunch time.)

This student’s reply leads us to think about the following points.

First, Chinese-Canadians mainly speak two types of Chinese languages—Cantonese
and Mandarin. Will Mandarin-speakers and Cantonese-speakers display differing CS
patterns?

Second, languages are used to differentiate people into different groups. Will they
manifest different cultural identities when interacting with others in different sub-groups?
In other words, people may possess a combined cultural identity, or a range of cultural
identities under various situations. What are the factors that trigger these variations?

With reference to the opinions of this student, languages were used for reflecting
people’s in-group identity. With an in-group identity, the group members may inculcate in
themselves a deeper sense of belonging. In this case, the use of languages serves the
identity-reflective purpose. The use of language is similar to the practice of “inside-jokes”

by Cathy (Student 3) for putting people into various groups although these two students

used different Chinese languages (i.e., Cantonese and Mandarin).
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On the other hand, certain student participants clearly stated that language could not
be used to reflect people identity. Kevin (Student 4) expressed his point of view in the

following excerpt:

Excerpt 17

S4 : [1 I don’t think language can reflect the identity of a person. Language
can’t reflect personality or identity. For example, some foreigners also speak
Chinese. Do they reflect a Chinese identity? (laugh)

The previous discussions focused on how Chinese-Canadians used Chinese and
English to reflect their cultural identity. How would Chinese people think if non-Chinese
people speak Chinese with them? What sort of identity do these non-Chinese people
convey to the listeners when they speak in Chinese? Do they necessarily display a Chinese
cultural identity or can they use the Chinese language to reflect a non-Chinese culture?
Therefore, language can serve a communicative or identity-reflective purpose or both
purposes at the same time. It is advisable for us to jump beyond all possibilities strung
together to give plausible conception that describes a fuller picture of the relationship
between the language used by speakers and the type of cultural identities reflected by them.

David (Student 5) similarly supported that language cannot be used to reflect the

speakers’ identity by stating his viewpoint in Excerpt 18.

Excerpt 18

S5 : MM RARBHERNBERLEER . AMAGZIE A
¥HESHNEATREBAKSG.

(Referring to what 1 have come across, I don’t feel that people will
intentionally use a certain language to reflect their identities.)
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What Student 5 was concerned with is when and how a person’s identity is
delivered to the others, but not about what type of identity is presented. He believed people
will exhibit their identity unintentionally and naturally without their own self-awareness.
That is, sometimes they are not aware of what they have said or behaved but have actually
given clues to others about their cultural identities. This is an insight showing that
sometimes people’s self-perception of their thoughts and behaviors may not be necessarily
identical to the manifestation of their actual behaviors or others’ perception of their
behavior.

Drawing on this possibility, I designed the research methods in such a way that I
gathered information from participants’ self-reports (e.g., interviews) and from observers’
reports (€.g., observations). The comparison of data obtained from both sources may
uncover information to tell whether any discrepancy exists between how the participants
perceived their own behaviors and how others viewed their behaviors.

Instead of declaring one’s identity in a dichotomous way, Joanna (Student 6) said,
“I think I’m not either Chinese or English. I’'m in the middle of both identities.” Young
people often show ambivalence in the process of establishing their identity in a multilingual
or multicultural environment because “if monolingual speakers find bilingualism a strange
animal, bilingual speakers in their turn find it difficult to comprehend extensive
multilingualism” ( Jones & Ghuman, 1995, p. 9). Bilinguals often face confusion when
locating themselves in a bicultural or multicultural society.

In Canada where English and French are the official languages, it is not easy for a

young Chinese-Canadian to form her identity with her heritage language. The opinion of
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Student 6 suggested that a Chinese-Canadian may possibly display the following types of
identity:

(1) Mainly Canadian—The dominant culture is reflected.

(2) Mainly Chinese—The ethnic culture is reflected.

(3) Half Canadian and half Chinese—Both the dominant and ethnic cultures have
exerted similar amounts of impact on the person. This person possesses a dual
identity.

(4) More Canadian and less Chinese—The dominant culture is more powerful in
affecting the person, but the person does not totally get rid of his or her ethnic
culture.

(5) More Chinese and less Canadian—The ethnic culture of a person is more powerful
in affecting the person but the person is also influenced by the dominant culture.

(6) A new identity—A person develops a new identity that is different from the
dominant or ethnic culture.

(7) Unstable reflections of individual identities—The person reflects the identity of the
dominant culture in some occasions but displays his or her ethnic identity in other
occasions, that is, the choice of identity depending on the settings, situations,
interlocutors, subjects of interactions and many other factors.

(8) Unstable combinations of both identities—The person displays a combined identity
of both cultures but the proportions of both cultures are not stable. Under some
situations, the portion of the dominant culture will be larger, whereas the share of
the ethnic culture will be greater under other situations depending on the changes in

the environment.
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(9) No cultural identity—The person is not willing to build his or her identity with
reference to any culture considering oneself to be a member of the universe.
When talking about the use of language and identity, David (Student 5) told me,
“It’s embarrassing to speak Chinese in the school.” Both Joanna and David, like many
minority youths, indicated their tendency to “desire assimilation into the dominant culture
when they are young” (Kanno, 2003, p. 126). Such young people might be ashamed of their
biological characteristics (e.g., colors of skin and eyes) and their lower proficiency in using
the dominant language. David even commented on the English accents spoken by Chinese

people as he expressed his opinions in the following excerpt:

Excerpt 19

S5 : fEIEMREPRAREI . HEMMIEMEEEF  BAKNEE
&SP UK — 2SI RERSCR &R . MRS KSR &
—8. REBSFEEOFNAELKEZBALMPEE. (5K)
(There are many Chinese people who speak English here, but their English
has accent giving others an impression their cultural level is lower than that
of others. If their English has British accent, others may feel that their
cultural level is higher. I feel that those who speak English with British
accent can integrate into the local society more easily. [laugh] )

David (S5) directly associated the social status of a person by measuring the accent
of English a person possesses. This phenomenon shows that people are likely to compare
the values and powers between the dominant language and heritage language.

Kanno (2003) contended that minority youths may have various patterns of
assimilation or adaptation when interacting with others in the dominant culture. David’s
opinion can also be explained by using Bourdieu’s concepts of cultural capital (Bourdieu,

1990) and a hierarchy of power (Hey 2005). Bourdieu (1990) claimed that the cultural

context is built in relation to the social origins of an individual and his intellectual training.



223

Intellectuals occupy the dominant class holding “the power and privilege conferred by the
possession of cultural capital” (p. 145). This kind of power “exercises an influence over the
literary field” and value the use of language (p. 144). As a result, people who can use the
dominant language are thought to be located at a higher class than those who cannot speak
it. With reference to David’s opinions, people who speak the dominant language with a
recognizable non-Canadian accent are thought to be inferior to those who can speak it
fluently.

Hey (2005) believed people construct a hierarchy of power through the social logics
of the individual which is conceived as a “thoroughly social subject marking the
‘individual’ through and by social dispositions that carry the force of the wider social
hierarchy of power” through the effects of the “discourse and practices of
individualization” (Hey, 2005, p. 856).

The opinions provided by the above students have given useful information for
building up the platform on which different models of identity formation may be created

like the following examples:



Figure 4

Different Models of Identity Formation
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No.

Model (* an individual)

Description

1

Suppose that A is the ethnic culture of a
person who uses his or her heritage language
to express his or her identity although he or
she is living within the dominant culture B.
For example, Cindy (Parent 3) stated that her
children like learning Chinese and showing
that they are Chinese.

Suppose that B is the dominant culture the
person is facing and he or she uses the
dominant language to express his or her
cultural identity. For example, whenever Ruth
(Parent 6) mentioned to her children that “we
are Chinese,” her child replied her, “I’'m
Canadian.”

The person is standing in the middle of the
two cultures and establishes his or her identity
there. For example, Joanna (Student 6) told
me that “I think [’m not either Chinese or
English. I'm in the middle.”

The person lives in an environment where the
cultures of A and B interact with each other
and the person reflects his or her identity with
either one of the languages or cultures. For
example, David (Student 5) expressed that he
would not intentionally speak a certain
language to reflect his identity. He would
probably speak Chinese with Chinese friends
and speak English with English speakers.

The person interchangeably uses the language
of A or B to reflect his or her identity. For
example, Cathy (Student 3) used English to
demonstrate her Chinese background.
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No. | Model (* an individual)

Description

The person lives in an environment where he
or she integrates the cultures of A and B and
creates a new identity C inside this
environment. The characteristics of C may be
completely different from those of A and B
although they directly interact with one
another. For example, Vicky (Teacher 8)
disagreed to use language for reflecting a
person’s identity and did not consider that her
identity was formed in association with the
cultures around her. Her identity C was
different from the cultures of A or B although
she was exposing herself to the influences of
these two cultures.

The Universe

Although the person considers himself or
herself living in a global environment, the
person separates himself or herself with the
culture where the person is located. The
person tries to build his or her identity C with
reference to one’s relationship with the
universe. According to the concepts of
Confucius, humans are located at a “many-
faceted world” and ruled by “non-activity”
(Kelen, 1992), and the idea of this world and
the world beyond the present world
(Weiming, 1992).

The above discussions provide useful information on how the participants formed

their cultural identity and on how they related their use of language to the formation of

their cultural identity. To put it succinctly, people’s identity is dynamic and subject to

change (Martin & Sugarman, 2001) and people may display or hold multiple identities

(Pavlenko, 2003; Shardakova & Pavlenko, 2004).

Status of Different Languages in Vancouver

According to certain scholars’ opinions (e.g. Milroy & Milroy, 2003), there is no

such thing as good or bad in language and all forms of language are in principle equal.
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However, some people are likely to posses some sort of prestige or charm (Myers-Scotton,
2002) with their language use. In the present study, I also investigated how the participants
perceived the statuses of the languages they used.

The participants hold different opinions regarding statuses of languages used in

Vancouver. First, languages were thought of having the same value in Excerpt 20.

Excerpt 20

S8 : B NIl | WMEEE 5 AL AR 4% . BRI —#
AEERRFRMER  MRMEAR—EES . R E B M
(I feel that the two languages [English and Chinese] are of the same status. In
fact, we use a certain language depending on our ethnic background and how
we are accustomed to using a specific language. I don’t think it’s concerned
with the status of a language.)

Kam (Student 8) supported that all languages are equal and of the same status.
Certain participants thought that the dominant language, English possessed a higher status
than the minority language, Chinese. This point was generally agreed by several
participants of the present study due to various reasons. For example, Chien (Parent 1) and
Amy (Parent 5) thought that English is a global language that cannot be surpassed by
Chinese for the time being. Betty (Parent 2) considered English the official language of
Canada, and Tracy (Teacher 4) suggested that English is more popular than Chinese among
young Chinese-Canadians because English is easier to learn.

However, several participants attained a mutual understanding that Chinese has

become increasingly important in Canada. Li (Teacher 1) stressed the importance of

Chinese in Canada in Excerpt 21:
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Excerpt 21

T1: () KRR AN 2rh 3, B2 FMMZE regular FEHHHE
2ip3 A DEABRTRBEREMNER , PERBE NEEET WA
KM E R  PREEMERE - KWEZH . SEFHRBEIRNE
(.) (In Greater Vancouver, there are more and more people who learn Chinese. |
heard from students that they even learn Chinese in regular schools. Some
students learn Chinese according to the requirement of their parents. More
students are learning Putonghua [Mandarin] because of the greater and greater
influence radiated from China which is the second largest trading partner of
Canada. A close economic relationship exists between these two countries. )

Li valued Chinese with reference to the economic power of the country, China. If
people want to build up business relationship with partners in China, they need to learn
Chinese. In addition, Chinese becomes more important in recent days because it has been
widely used in the world like English (Parent 1). Amy (Parent 5) also agreed that Chinese
is important as many Chinese people are scattered at different parts of the world and they
still use Chinese in their daily life. She stressed that an increasing number of non-Chinese
are learning Chinese nowadays. Siu (Parent 8) said that Chinese is important to us because
it helps people to find jobs in Vancouver where there is a concentration of Chinese people.

Susan (Parent 7) mentioned a number of examples showing that Chinese becomes

important in the daily life of Vancouver in Excerpt 22:

Excerpt 22

P7: WX REAMFEL , BEEHE L, A St a1 R s i
= . YRETE bank, library [ park . #E 2P X HARRE R~ X8,
District Test f) Information #8# Chinese . 8 Hi@ R K N , HREFXRE
E 30 smA o

(English is the official language and therefore its status ranks first. However, the
status of Chinese becomes higher and higher. When we go to the bank, library
and park, we may see many Chinese signs or indications. For instance, the
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information on the District Test is printed in Chinese although the questions are
still printed in English. There is a section printed in Chinese for parents to read.)

Susan assessed the value of a language with reference to its acceptance by people of
the mainstream especially in official sectors and the high frequency of its appearance in
daily life situations.

Throughout all the interviews, I could not find sufficient evidence to show that
Chinese is more important than English in Vancouver. However, there is also no obvious
evidence indicating that the participants constructed their identity with English as many of
them declared that they were proud of their Chinese heritage. It can be said that there is no
close relationship between how the participants formed their cultural identity and how they

valued the status of languages with reference to participants’ opinions.

CS between Mandarin and Cantonese

In Vancouver, two Chinese languages are similarly popular—Mandarin and
Cantonese. Cantonese-speaking Chinese immigrants are mainly from Hong Kong and from
the southern part of China such as Guangzhou and Shenzhen. Mandarin-speaking Chinese
immigrants are mainly from Mainland China and Taiwan.

In 1996, 29,988 Chinese immigrants moved to Canada from Hong Kong and 17,533
Chinese immigrants from Mainland China and 13,225 from Taiwan (Citizenship and
Immigration Canada, 2005). The total number of Cantonese-speaking Chinese immigrants
was quite similar to the total number of Mandarin-speaking Chinese immigrants in 1996.
However, the situation changed in 2005 as 42,291 Chinese immigrants from Mainland

China, 3,092 from Taiwan and 1,784 from Hong Kong (Citizenship and Immigration
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Canada, 2005). These numbers unveil the fact that the number of Mandarin-speaking
Chinese immigrants has greatly exceeded that of Cantonese-speaking immigrant recently.

The Cantonese-speakers from China, such as Guangzhou are usually capable of
speaking fluent Mandarin because Mandarin is the only language used in schools in
mainland China. As a result, Chinese immigrants who speak Cantonese at home are usually
able to code-switch between Cantonese and Mandarin. Some immigrants from Hong Kong
also possess the ability to code-switch between Mandarin and Cantonese because all people
in Hong Kong are required to study Mandarin as a subject in regular schools although
Mandarin is not a teaching medium there. Those immigrants from the middle or northern
part of mainland China may not be able to code-switch between Mandarin and Cantonese if
they did not have the opportunity to learn Cantonese before.

In the present study, several student participants could code-switch between
Mandarin and Cantonese (e.g., Students 1 & 8) because their first language is Cantonese
and they are learning Mandarin in the Chinese schools. The Mandarin-speaking students
normally could not code-switch between these two Chinese languages because Mandarin-
speaking students seldom learn Cantonese in Chinese schools. For teacher participants, two
of them (i.e., Teachers 2 & 4) could code-switch between Mandarin and Cantonese because
they were brought up in Guangzhou, a southern city in mainland China. For the parent
participant, only Parent 6 who came from Mainland China could master both Mandarin and
Cantonese.

From the data collected from interviews, it was found that no participants
concurrently used both Cantonese and Mandarin during the interviews although some of

them were able to master both Chinese languages. Although I was able to speak both
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Mandarin and Cantonese, I only used either one Chinese language but encouraged the
participants to use the Chinese language they felt comfortable in expressing their opinions.

It is understandable that CS between Cantonese and Mandarin was not common
among teacher participants because the school administrators usually employed native
speakers of a Chinese language to teach a Chinese course. The Chinese teachers were
usually reserved to speak the Chinese language that was not supposed to teach in the
lessons and they were also uncomfortable to speak in the Chinese language that they were
incapable of mastering in front of their students. Therefore, CS between Mandarin and
Cantonese was absent during all class observations.

During home observation, participants were inclined to only use the Chinese
language that was often used at home. CS between two different Chinese languages could
not be found during all home observations. This result is logical because the participants
may not know the other Chinese language. Even though they knew another Chinese
language, the other family members may not understand it.

Although CS between Cantonese and Mandarin was not common during the process
of data collection of this dissertation, it does not necessarily imply that this phenomenon is
absent in other sectors of people’s social life such as in the shopping malls, restaurants or

other public areas.

Influences of Confucianism

Half of the students did not know anything about Confucianism while half of them
heard their parents mention it before. Some students had positive impression on it. Lok
(Student 1) said her parents directly told her the concepts of Confucianism that taught her

to greet others politely and treat others as they treat themselves. To him, the core of
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Confucianism was to treat others nicely and be friendly to others. Cathy (Student 3) said
her understanding about Confucianism mainly came from her parents and they taught her to
get along with others peacefully and respect others trying to maintain a harmonious
relationship with them. David (Student 5) thought that the concepts of Confucianism still
existed among Chinese-Canadians in Vancouver although these concepts were not popular
nowadays. According to his understanding, Confucianism meant being courteous, fair and
respectful to others. He believed there was a close relationship between Confucianism and
the Chinese culture because the two of them were interlocking each other.

From the teachers’ point of view, Cheng (Teacher 2) thought that the concepts of
Confucianism was not widespread among her students in the Chinese school, so she had to
teach them these concepts in the class intentionally. Through her opinions revealed in the
following excerpt, we may have a glimpse of how some Chinese people may perceive

Confucianism.

Excerpt 23

Tl : Q) BAEHHBRBECASE , PrilREHBMALE. BRBIAITHEE
£ Mall BB K ESTHIE . BE MR | EE AL  HRMEH
il Al B2 IS E BRI KT | 1818 HARAY . 610 T RREZEARAER Bye-bye.

(Among our students, the thinking of Confucianism is not popular, so we have
to teach them to be polite. When we meet friends in the mass, we have to greet
them. We need to teach them to have courtesy, loyalty, honesty and prestige,
and also teach them to strengthen themselves in the moral, intellectual,
physical, social and artistic aspects. However, I understand that they may not
be able to learn so many things and therefore we have to teach them slowly.
For example, at the end of the class we have to say bye-bye to others.)

From the opinions of Teacher 2, we may draw the following understanding about

Confucianism:
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(1) The concepts of Confucianism are not popular among Chinese-Canadians in

Canada.

(2) Confucianism is teachable and people should teach their youngsters its concepts.

(3) Confucianism comprises the following themes such as being courteous, loyal,
honest and prestigious, and having emphasis on the moral, intellectual, physical,
social and artistic aspects of human development.

(4) To manifest the concept of Confucianism, Teacher 2 gave the example of greeting
others and saying good-bye to others.

Fang (Teacher 3) claimed that students might possess the concepts of Confucianism
of varying degrees. For example, the more mature the students were, the higher the degree
of understanding about Confucianism they would posses. Those students who were brought
up in Asian countries would at the same time hold a deeper understanding of Confucianism.
Tracy (Teacher 4) thought that students who grew up in Canada usually had a lower degree
of acceptance of Confucianism because they were not familiar with its concepts.

From the point of view of the parent participants, Amy (Parent 5) might represent
some parents’ opinions. She considered Confucianism imposes positive effects on the life
of Chinese people in Canada because it teaches people to be gentle, elegant, hard-working
and moderate. Its beliefs have a long history and it has been percolating in the life of
Chinese people for thousands of years. Being moderate helps people cooperate with others
and complete tasks smoothly.

On the other hand, there are also negative comments about Confucianism. Susan
(Parent 7) considered that the concepts of Confucianism were part of family education in

Chinese people. She thought these concepts were not welcomed by children in Canada
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where everybody asked for equality and fairness and would not sacrifice personal benefits
for the sake of collectives. In her understanding, being courteous meant submissive and
people holding this type of personality were likely to be manipulated and taken advantage
by others. She thought that the teaching methods and values between the East and the West
were completely different and therefore Confucianism was ignored in the local community.
Sharp criticism on Confucianism came from Vicky (Teacher 8) who confronted the

ideas of Confucianism in Excerpt 24:

Excerpt 24

T8 : ) LT BABEAABAKEE  EALEREM | REHTE

B OMEREEN  REBEMERHASR A REM#EEE <
AE  AREE  RESKE  EAFNKBRIARTEAHEE. &
MERFERFEB AT LL , BEEE . AT —BRkHRE A EI O A
PL, AT ABIE BRESE . (5

(1) (I am not very sure about the thoughts of Confucianism. Is it about changing
the mindsets of young children, forcing them to learn and stressing education? I
think the education in Canada is very free. If we try our best to study, we must
have the opportunity. This is different from the situation in Hong Kong where it
is difficult to be admitted by the universities. If we are unable to successfully
apply for a university there, there is no chance to further our study. In Canada,
we have plenty of opportunity to study and even for adults, they may return to
the school after having worked for a period of time. Every person has the
opportunity to develop here.)

Vicky fostered in herself a negative feeling against Confucianism in the following
ways.
1. She considered Confucianism a mechanism that forced children to learn.
2. Confucianism is also able to brainwash the minds of young people.
3. she described the situation in Vancouver as free and hinted that the situation of

Hong Kong (this is her original country) was not so free.
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4. she used the education opportunity to illustrate her opinions thinking that in Canada,
there was plenty of education opportunity and whenever people desired to learn,
they would get the chance. However, the case in Hong Kong was different. The
competition was so keen that it was not easy to be admitted to a university there.

It seems that Vicky mixed up the concepts of Confucianism with the education
systems in Hong Kong and Canada. However, I would like to point out that the education
system was designed by the British colonial government and adopted a Western
administrative model in education. The teacher’s perception on Confucianism may
originate from the fact that some Confucian concepts advocate obedience to collective
goals (e.g., parental, parental and social goals) that might discourage the autonomous
development of individual goals. In addition, Confucianism proposes an interlocking
hierarchy among people of different layers that all people have to follow (Lao, 2000). She
felt that the spread of Confucianism hampered young people’s freedom to think, behave
and receive education within this tight hierarchy.

Betty (Parent 2) stated that she could not find Confucianism among children in
Canada because people in Canada advocated faimess and equity. The concepts of
Confucianism created a hierarchy among people. This kind of thinking is similar to that of
Teacher 8 discussed previously. Vicky and Betty spoke Cantonese and came from Hong
Kong. They made critical judgment against Confucianism that could not be found in
participants coming from Mainland China and Taiwan. This might be an individual
incident because the number of adult participants in this study is small and it is difficult to

draw any generalization.
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By comparing the interpretations of Confucianism across participants of different
groups, we may be aware of certain participants’ agreed that Confucianism encouraged
people to lead harmonious life with others and to be courteous and polite to others. Its
emphasis on human relationship represents part of the value system of Chinese people that
is consistent to the theory of collectivism advocated by Triandis (1995). Certain
participants (e.g., Tracy) had equalized the characteristics of being self-centered and the
pursuit for personal rights to be non-Confucian and these characteristics are some of the
common features of individualism that is the opposite of collectivism in Triandis’s theories.

When relating Confucianism and the formation of identity, most participants agreed
that it imposed a certain degree of influence in the way they built up their identity although
the degree varied from person to person. Cheng (Teacher 1) in the second interview
mentioned that there was a close connection between Confucianism and the identity of

Chinese people by saying that:

Excerpt 25

Tl : R AEHES R ARKBER . EILRMAMIEM B, &7
HEHERS . EAMBEARAZHREE  AMEREERA.

(There is a close relationship between Confucianism and the construction of
identity. In North America, people pursue freedom. Although the Western
world emphasizes courtesy, they are not aware of human relationship and
being considerate to others.)

Cheng’s argument was that Chinese people are likely to build up their identity
through a special emphasis on the human relationship as an important element of
Confucianism, something not valued in the Western world. This teacher considered

Westerners are courteous on the surface because a lot of them are highly educated through

the proper education system and know how they should behave in the public life. However,
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their individualistic character will lead them to concentrate on pursuing their personal goals,
interests and benefits through competing with others. In the eyes of this teacher, these
competitive qualities are damaging to human relationships and inconsiderate to others’
needs.

Most participants in this dissertation had different interpretations regarding the
concepts of Confucianism but mostly claimed that it had, to a certain extent, affected the
way they formed their identity. This phenomenon is reconciled with Weiming et al’s (1992)
viewpoint that some Chinese people tend to attribute their thoughts and behaviors to
Confucian concepts even though they do not completely accept or understand those
concepts because by so doing, they are able to “foster the illusion of cultural unity” (p. 9).
This kind of unity establishes a state of distinctiveness separating groups of people. The in-
group members have the feeling that they are special and proud of their uniqueness (Brock
& Telasiewicz, 1985).

Some participants in the present study held contradictory opinions on linking their
identity to Confucianism. These variations may be due to individual differences; that is,
people of the same ethnic groups might have varied opinions of the same thing (Berger,
1998). The variation may be because the “notions of Chineseness are rapidly becoming
more fuzzy, as cultural and national identities are called into question” (Hodge & Louie,
1998, p. 1). In a multicultural city such as Vancouver, no wonder people of bi- or multi-
cultural backgrounds may be confused during the process of identity formation in the

presence of heritage and dominant cultures.
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Purpose of Using English—Was there any Canadian Identity in Participants?

It is suggested that “ethnic groups within a modern nation-state, given opportunity
and incentive, typically shift to the language of the dominant group” (p. 37). It is also a
sub-goal of this paper to investigate whether or not the participants formed a new identity
when living in a Western society. If it was really formed, it was meaningful to explore how
and why it existed.

With reference to the data obtained from interviews, most adult participants
expressed a clear attachment with their Chinese cultural identity. They directly manifested
their Chinese ethnic background no matter what languages they used in presenting this idea.
Across all the student participants, all of them acknowledged their Chinese cultural identity
except Student 6 who said she was neither Chinese or Canadian, but located somewhere in
the middle.

For the purpose of using English, most student participants declared that they used
English for interacting with others in the schools or in the community (e.g., Students 6 & 7).
Teacher 7 likewise agreed that she practiced English in the class in order to communicate
with her students. Parent 2 similarly used English to converse with others in her work place.
In short, English played an important role in helping participants interact with others in
their social life.

Student 7 suggested a useful function of English—she played English video games.
Strictly speaking, it can be said that she used English for an entertaining purpose that seems
to be a new function in this dissertation. In Canada, it is common for young people to
watch English TV and listen to English songs and radio programs.

Parent 7 considered that English is a powerful language in the world in Excerpt 26:
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Excerpt 26

P7:(QQ) HEWMBEPRT L PESMLEERE  FREA . BIRER
W, W CREFNGEES  WHAERRREREA KT CHRAT . R/ AL
e, LA SUEAE L

(2)I like my child to continue to learn Chinese because the Chinese culture has a
long history and its content is very profound. The Chinese language is very
outstanding as well although it is not so popular as English in the world. If
Chinese people in overseas are more powerful, then the Chinese language will be
more popular.)

This parent viewed the power of language from a global perspective and hooked the
power of a language with its popularity in the world, that is, she was not assessing the value
of English and Chinese in Canada, but their values from the international perspective. She
thought her child should learn English because it is powerful universally. She even said that

“Je W A& No. 1.” (English is No. 1.) This parent could only speak limited English.

Nevertheless, she thought the proficiency in English gave her pride and power and she was
willing to relate her identity to English although she still emphasized her Chinese cultural
identity. This parent’s opinions lead us to think about the following questions.

(1) Can a Chinese-Canadian who is not proficient in English use Chinese to reflect his
or her Canadian identity?

(2) Is there any rule that restricts the way people reflect their cultural identity? If there
is such a rule, who is eligible to set it? Besides language, are there other channels
that help people manifest their cultural identity?

(3) Will it be possible that a person who has an open identity that he or she manifests in
the public, but at the same time this person possesses a private identity with or

without the person’s self-awareness?
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The discussions provoked by this participant in some way can be associated with

the argument that if it is necessary for a person to use the heritage language to reflect his or

her cultural identity. Another point that also deserves our attention is the discrepancy in

how the participants perceived themselves and how other people perceived the participants.

Is the way the participants perceived their cultural identity the same as the way how others

perceived their cultural identity?

Across all student participants, seven out of eight of them clearly expressed their

Chinese cultural identity when talking with me. However, when I discussed this point with

a parent participant, she expressed her unique opinions as in Excerpt 27:

Excerpt 27

P7 : [t iR B CHH G —FREBBEAN . —FR& Canadian, i B} 1
A AR BEAMMA  WRAARBEETBRA . AT EREAE
AR an R A AR banana, MERRA A WAL DB E TR o X
*H 7 )iy ABA (American Born Chinese), 7E & X 1 4 1) CBC
(Canadian Born Chinese), #i/R B SR MU 5215 M AR V%

(She [the child] said she is half Chinese and half Canadian. Although her
parents are Chinese and she is of the Chinese descent, she would feel
uncomfortable when the others mention to her that she is Chinese. If the
others said that she is “banana,” (the inside is white but the outside is yellow)
she has no special feeling. When she was very young, I started telling her that
for children who are born in the U.S.A., we call them “ABC” [American Born
Chinese]. For children who are born in Canada, we call them “CBC”
[Canadian Born Chinese]).

This student participant told me she possessed Chinese identity, but her parent told

me her daughter did not recognize her Chinese identity at home.

It is common for people of minority groups to shift to the dominant language with

which they can regain their power (Myers-Scotton, 2002). It is found that even young

bilingual children know how to differentiate the first and second language systems and
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make full use of the systems for enhancing their social statuses (Meisel, 2000). As a
consequence, it is valuable to investigate the functions and power of languages, either the
dominant and heritage languages, in a multilingual country because linguistic norms and
practices are able to control the allocation of resources and opportunities in education

(Heller & Martin-Jones, 2001).

Results of Interviews in the Second Stage

The interviews of the second stage (Appendix L) were carried out after the
completion of the interviews at the first stage and the implementation of students’
questionnaire. It was hoped that the second interviews might give supplementary
information for clarifying the doubts that emerged in the first interviews and explaining the
gaps between preliminary results obtained from the first interviews and students’
questionnaire. The second interviews were carried out among teachers and parents who
were interviewed in the first stage.

Doubts appeared after the preliminary analysis of the data gathered from the
interviews of the first stage. For instance, there were questions asking participants the use
of different languages under different situations, but no questions were designed for
enquiring about their opinions on the functions of language such as—what were the
different functions of language and how did they assess the value of those functions? The
answers of these questions may help answer the first research question of the present paper.
To meet this specific purpose, I added a question that especially investigated how the
participants perceived the three functions of language that we were particularly interested
in this dissertation (i.e., the learning function, the communicating function and the identity-

reflective function) in the second interviews.
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Moreover, the second interviews also targeted at searching for the reasons that

helped me explain the gap in results between the first interview and students’ questionnaire.
What are the variations in the results acquired from the above two research methods?

The major difference is how the adult participants perceived students’ ability in
understanding the concept of identity and how the students’ expressed their ability in
understanding the concept of identity. For example, during the interviews, Susan (Parent 7)
claimed that the concepts of identity and culture were difficult for children to understand.
On the other side, students clearly acknowledged their Chinese heritage as reflected by the
questionnaire results.

The second interviews provided me additional information in the following aspects:
First, in regard to the functions of language, most of the teachers and parents agreed that
the communicative function of language was the most important one when compared with
the learning and identity-reflective functions except for Karen (Parent 4) who claimed that
the learning purpose was the most important function of language.

Besides assessing the importance of the functions of language differently, certain
participants had their unique opinions on the functions of language such as Karen (Parent 4)

claimed that

Excerpt 28:

P4 BRMIIRLKRER , AR REERDRFAKER,

(The learning function is more important. Sometimes, the learning
function is as important as the communicative function.)

This example shows that two different functions of language may bear the same

weight in people’s daily life and different people may consider a language a different type
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of tools for them to use in daily life. A language may also serve more than one purpose at
the same time. In this way, the function of a language can be multifaceted.

However, Fang (Teacher 3) had opinions different from others.

Excerpt 29

T3 : ZEARNIGE AR AFPYGE  HERE AR EE , WRE
B B PRCHRELCIREE | 75 A6 A8 1 B 7E 2R 0 2 0 1Y L g
Sl 3

(Conversation has different functions under different situations. It is difficult to
say which function is more important. In the school, the learning function is
more important, whereas the communicative function is more important at home
or in society.)

This teacher pointed out that the situation under which people are located may be a
significant factor in determining the function of language; that is, language will be used for
different purposes when the situation changes and hence its function can be changeable and
dynamic.

Lucy (Teacher 6) also had her specific ideas regarding the functions of language

that were presented in Excerpt 30.

Excerpt 30
T6 : RFACHIMZ2HGE S REE . SFARF2HE S RS 8RR
k.

(Students of the lower levels will use language to communicate with each
other. Those at the upper levels will use language to learn and reflect cultural
backgrounds.)

Lucy’s opinion is that the maturity level of a person may affect the purpose of using

a language. She considered that people might need to possess a higher degree of maturity
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before using language to learn something or displaying their cultural identities. Lucy’s
thoughts lead to think—what are the things to be learned related to the proficiency of
language skill? Will more mature children be necessarily more capable of learning new
things or displaying their identities than the less mature children?

Cheng (Teacher 1) added her opinions on the functions of language in Excerpt 31:

Excerpt 31

T1 : 7edbseui . PO BEAGRMERS X ORED | BiNiTHS Bl
R, MBI BREBVNDRMILES B HANBETFREAR
GHPE, HARBBRNETAR.

(In North America, we speak the language used by other people we meet.
We just say how much we are able to speak. For example, if we intend to
develop our future in Shanghai, we learn Chinese. In this way, the learning
function of language becomes stronger. It is different from the children who
were born here and would not return to Chinese. The function of language
might display differently in immigrant children and those who were born
here.)

Cheng indicated that the motive with which a person pursues a language will
influence how the users view the function of that language. In sum, the adult participants
considered the functions of language can be flexible in accordance with the maturity level
of the speakers, the needs for using a language and the situations under which a language is
used.

Another difference between questionnaire results and interview data is that the
teachers and parents thought that their students or children were not aware of their cultural
identity but the questionnaire results told me us students clearly acknowledged their

cultural identity.

Referring to this difference, Lucy (Teacher 6) expressed her opinion in Excerpt 32.
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Excerpt 32

T6 : BREXEHETRY U EREEN HR | B CRRAMR RS R
0 A A iTE = VA= N = 47

(This is the objective showing why parents bring their children to study in the
Chinese school where they are affected by the Chinese culture and then build up
their identity.)

Lucy’s point was that originally children were not so aware of their cultural identity;
however, they became aware of their cultural identity after having studied in the Chinese
school. This point makes sense because this present study was conducted among students
who were studying Chinese programs in Chinese schools. They studied Chinese either
because their parents valued the significance of Chinese or the students did not reject
learning Chinese. That is, the students would not take an adverse attitude towards learning
Chinese language and culture. As a consequence, students’ positive attitude towards their
cultural identity was expected.

Lucy also suggested another reason that led to the discrepancy—some adult
participants considered their children were too young to understand the concept of cultural
identity, but the result of the questionnaire showed that most student participants were
aware of the Chinese cultural identity. In this dissertation, the student participants were
aged between 12 and 15. They were experiencing their adolescence that is the link between
childhood and adulthood and a period of emotional and social turmoil. According to
Macionis (1989), “young people experience conflict with their parents and attempt to
develop their identity and find their place within adult society” (p. 139). Therefore, it is

comprehensible that students in this dissertation were especially aware of their cultural

identity because they are actually located at the stage of personal development where they



245

are earnestly questing for their identity and a place in the adults’ world (Parkinson &
Drislane, 2003).

Lucy also expressed in the second interview that students recognized their Chinese
heritage because their parents taught them to do so at home. In other words, the
acceptability of one’s cultural heritage can be teachable. In Canada where is full of Western
cultural influences, it is not easy to lead young Chinese-Canadian to understand or
acknowledge their cultural background that is not dominant in society. Instead of allowing
their young children to be freely affected by their external environment, the Chinese
parents actively inculcated their children with knowledge of their original cultural
background such as registering them to study Chinese courses in Chinese schools.
Therefore, it is not surprising that children in this dissertation exhibited a high degree of
acknowledgement of their ethnic background.

The discrepancy in the perception of identity between adult participants
(teachers/parents) and student participants might be attributed to the variations in their
sociocultural backgrounds. For example, the adult participants mostly grew up in Chinese-
dominated societies in which they were more deeply influenced by Chinese traditions and
values. However, the student participants were mostly brought up in Canada where
Western values are well rooted. As a result, participants of both groups may interpret the
definition of identity differently.

Nevertheless, people of the same level of maturity may also perceive the same
matter differently because of the existence of auto-categorization and hetero-
categorization—the way they perceive themselves and they perceive others. Do people

necessarily have the ability to understand themselves or do people necessarily lack the
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ability to understand others? Sometimes, it is difficult for them to ascertain how much they
understand themselves or how much they understand others because
To know someone else or even ourselves requires not the ability to
psychologically unite with them or ourselves at an earlier time but the
ability to interpret the meaning of the various states, relations, and
processes which comprise their or our lives. (Fay, 1996, p. 25)
Cheng (Teacher 1), echoing the above point, gave the researcher her explanation for

the reason why adults and students view the concept of identity differently in the following

excerpt.

Excerpt 33

T1 : B WRERAHT IR ERFATBERANS I KREBHTEAR
B4 T AELL AR | L rb SR R R g EARIKAESK
K.

(Perhaps, children thought that to study Chinese has been a way to
acknowledge their Chinese identity, but their parents thought that it is a
complicated matter. In the minds of parents, the acknowledgement of the
identity may include the combination of different roles in society.)

In the above case, parents and students may basically have varied definitions of
identity. Being the insiders of ourselves and the outsiders of other people, we need the
openness, sensitivity and acuity to grasp the real meaning of the verbal or non-verbal

messages delivered by ourselves or other people. To sum, it can be accepted that variations

in the opinions between adult and student participants is understandable and sensible.

Group Discussions

Group discussions were included in the present study because communication in
groups is common in real settings (Macionis, et al., 1997). Useful data might be collected

while participants were interacting with one another in a group. For group discussions, all
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the student participants who had been interviewed by the researcher were divided into two
groups according to the locations of their Chinese schools. It was so designed that there
were two boys and two girls in each group. Before starting the discussion, members of each
group listened to a conversation in which two people were talking in both English and
Chinese with contents of CS.

During group discussion, student participants were encouraged to express their
opinions about the use of languages and the formation of identity with reference to the
conversation they listened before group discussions. Kam, Stephanie, Joanna and David
were arranged in the first group, and Kevin, Lok, Cathy and Norman were assigned to join
the second group.

For the first group, there were four different types of languages used by the
participants: (1) Chinese only, (2) English only, (3) within-turn CS of English and Chinese,
and (4) between-turns CS of English and Chinese.

A little knowledge about the background of the participants may help us understand
the pattern of their interactions. Joanna and David were born in Canada, while Kam and
Stephanie were born in Hong Kong but immigrated to Canada before the age of two.
Joanna and David mainly speak English at home, whereas Kam and Stephanie speak
Cantonese with their parents and speak English and Cantonese with their siblings. Kam and
Stephanie are proficient in speaking Cantonese, but Joanna and David only have limited
ability in speaking Cantonese.

At the beginning of the group discussion, Kam and Stephanie were active in
expressing their opinions and occupied a great proportion of the discussion time. If they

intended to deliver a message to each other, they mainly used Cantonese although there
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were two other students who knew little Cantonese sitting besides them. Because Kam and
Stephanie were fluent in both English and Cantonese, their internal conversations consisted
of a large number of CS, either between-turns CS or within-turn CS, depending on their
choice. For instance, originally they were talking in English, but Stephanie (S 7) code-

switched when saying:

Excerpt 34

S7 : I have a point. fZEFRZLRHIPEARME , ReEFEHD , 2 EHE
) CHINESE. (%%)

(I have a point. The Chinese people in my school are very rude. They always
speak coarse language, especially those coming from Hong Kong.) (laugh)

Before this unit of CS, they were discussing the percentage of different ethnic
groups in their schools; however, Stephanie changed her tone and spoke in Cantonese for
the purpose of teasing Kam. The use of CS could act as a “cushion” to eliminate the
embarrassment that might be caused by ordinary language (Bond & Lai, 2001).

When the participants were elaborating the functions of language, they mainly used
English. However, Kam and Stephanie code-switched into Cantonese when they started a
new topic on the use of language at the national feast. They collaboratively created a new
topic and enthusiastically took part in the discussion, but the other two members had no
chance to participate in their discussion. Kam and Stephanie used more Cantonese or CS to

expand the topic. For example, Stephanie (S 7) said

Excerpt 35

S7: " B%ETE represents H [ A . Chinese pride, fh B+ X , EfLEF
B3ctk  PBAM RIS R S P 3K AR,
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(The Prime Minister of China represents Chinese people and Chinese pride. He
must speak Chinese for it stands for Chinese culture and the dignity of Chinese
people. When he finishes his speech, the interpreter may translate what he has
said in English.)

Stephanie’s opinions can deliver to us several messages—first, she thought that
during the official occasion of the national feast, the Prime Minister of China should speak
Chinese. This shows that the situation will influence the choice of a language. Second, she
clearly indicated that the choice of a language would reflect the pride, dignity and culture
of a group of people. This shows how she related a language and the symbolic identity the
language carried.

In the first part of the group discussion, Joanna was very silent, without saying
much. However, in the middle of the discussion when they were discussing about the use of

language to reflect people’s identity, Joanna became more active in presenting her ideas to

others and indicating her points in the following excerpt:

Excerpt 36

S6: I don’t speak Chinese in the public, but I don’t mind speaking Chinese in
the public. I’'m proud of my Chinese identity. I feel “safe” inside my heart and I
don’t need to use my language to reflect my identity. I’m sure about my identity.

Joanna’s opinions created new insights for further discussions by expressing that
she usually did not speak Chinese in the public because she was accustomed to speaking
English in daily life. However, it did not mean that she minded speaking Chinese. This
phenomenon reflects that people should not be too quick to say that a person does not use a
language because he or she does not like the cultural identity carried by the language.

Joanna’s opinion also led us to think whether it is necessary to use the language of

an ethnic group to reflect their cultural identity. For example, Joanna used English to say
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that “I’m proud of my Chinese identity.” What type of cultural identity has been delivered
by this English statement?

Joanna’s words also stimulate us to think about the need of reflecting our cultural
identity? Why do we need to tell others our identities? Joanna said she felt safe inside her
heart because she was certain about her Chinese identity. Will it be the case that some
people try hard to express their identity or require others to recognize it because they feel
insecure or confused about their identity? In society, some people may openly express their
identity, but others might be reserved in disclosing their identities to others. Does it mean
that they have no recognition of their own identities?

The first group discussion likewise conveys to us that a subgroup existed within the
group. Kam and Stephanie formed a subgroup within the group of four as they came from
the same city (Hong Kong), had the similar level of language proficiency in both Chinese
(Cantonese) and English, similar family background (immigrant families of the middle
class) and similar hobbies (playing computer games and reading Japanese comics). They
occupied a large proportion of time within the group discussion and always looked at each
other during the discussion. They even spoke jokes that were mainly familiar to themselves.

Comparatively, Joanna was quieter than the other members and Kam was even
hesitant to express his opinions although I tried to encourage him to tell others his
viewpoints at suitable times. The scenarios happened in this group discussion could be
considered the miniature of the big society in which we have daily interactions with many
other people and we may have various ways to express ourselves.

Similar questions about the relationship between the use of language and identity

formation were discussed by the participants in the second group discussion that included
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the following members: Kevin, Lok, Cathy and Norman. All members talked in English
during the discussion.

When being asked how they used their language to reflect their identities, Kevin
(S4) replied, “I don’t agree with the use of language to reflect our cultural identity. [ don’t
care about the cultural background of the people who are talking to me.” He further

explained his ideas in the following excerpt:

Excerpt 37

S4 : Every language is a key to unlock people’s minds. When we travel across
many areas, we’ll meet many different languages. Languages are used to
communicate ideas, share feelings and pick up habits.

It seems that Kevin valued the use of language for the purpose of sharing ideas

and feelings but not for reflecting people’s cultural identity. He added his opinions in

Excerpt 38

S4 : Many people are speaking the same language in a country. Can we say that
all of them want to reflect the same type of identity? Some Westerners also
speak Chinese. Do they want to reflect a Chinese identity?

Kevin’s questions are similar to the ones raised by Joanna in the first group. It is
sensible to accept that people feel natural to reflect their identity by using their native
language; however, is it abnormal for a person to reflect his or her cultural identity with
other languages in the actual world that is multilingual and multicultural?

The two group discussions contributed to this dissertation in the many ways. They
stimulated thinking and helped members construct ideas on top of prior ones so that the

amount of knowledge expanded. By observing the conversational patterns among

participants, [ also collected data about the actual language patterns used by the participants
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such as to whom the speaker may use a specific type of language and how often he or she
used the language. Group discussion is dynamic encouraging continuous sharing of

thoughts and co-construction of ideas.

Class Observations

Each class observation was observed for about 45 minutes depending on the nature
of the class activities. Sometimes, the teachers were teaching, or for the other times, the
teachers might be conducting a dictation lesson or a short quiz. It was difficult to control
what to be observed in the classrooms as the activities were decided by the teachers
voluntarily.

During the eight periods of class observation, I had recorded 238 units of utterances
and about 45% of them contained English words, some being in entire Chinese utterances.
Out of the 67 utterances that were related to CS practices, 80.6% of them were between-
turns CS and the remaining 19.4% were within-turn CS. This finding is understandable for
a lot of the students were brought up in Canada or are studying in the regular schools in
weekdays. Their English proficiency would be high enough for them to converse with
others in entire English utterances. Therefore, between-turns CS occurred more frequently
than did within-turn CS in the Chinese classes.

During class observations, I found several common phenomena such as the students
liked shouting out the answers from their seats when the teachers asked questions.
Sometimes, they would answer the questions in Chinese, but it was common that they gave
answers in English although the teachers asked questions in Chinese. Very often, the

teachers accepted students’ English answers although certain teachers insisted on requiring
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their students to give answers in Chinese. Another phenomenon is that most between-turns
CS was produced by students, whereas most within-turn CS was created by teachers.

There would be two types of teachers if they were categorized in accordance to the
languages they used in class. The first type of teachers, like Fang and Chui, solely used
Chinese (either Mandarin or Cantonese) throughout the whole lessons without using a
single English word. The teachers could do so based on certain factors; for example, the
students’ competence in Chinese was good enough to follow the whole lesson in Chinese
without any English explanation. Under other situations, the teachers might intentionally
use complete Chinese to conduct the whole class because they simply desired students to
have more opportunity to listen to Chinese.

The second type of teachers performed a lot of CS especially within-turn CS in their
teaching. The practice of CS by the teachers was required when the students’ Chinese
proficiency was low and they could not completely understand what the teachers said if the

lessons were taught in Chinese only. For example, in Tracy’s (T4) class:

Excerpt 39

T4: What does “*” mean?
(What does “father” mean?)

In the above case, the use of CS was for a learning/teaching purpose as the teacher
wanted to teach the meaning of the word “A”. During the class visit, Tracy spoke plenty of

English throughout the lesson. She was teaching a small group that consisted of three

students who were born in Canada and whose Chinese proficiency was rather low.
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Vicky’s (T8) class reflected another phenomenon. Vicky did not speak much
English when compared with the situation in Tracy’s class. Nevertheless, it was common

for Vicky to add an English word in her Chinese utterance. For instance:

Excerpt 40

T8: —EHWZE , F easy.

(There are four seasons in a year, very easy.)
Excerpt 41

After a student had recited a paragraph of the text, Vicky said,

T8: I 1§ excellent!
(Your recitation is excellent!)

Like the examples indicated in Excerpts 40 and 41, Vicky was accustomed to
integrating a single English word that was usually an adjective into her Chinese utterances.
She liked using English adjectives to comment on her students’ performances. It seemed it
was her personal habit to make this type of CS.

It appeared to me that CS was a popular phenomenon in the Chinese classes. First
of all, the teachers themselves code-switched in class setting a model for students to imitate
no matter they code-switched for a learning/teaching purpose or for a communicative
purpose. In addition, the students likewise code-switched mostly in the form of between-
turns CS when chatting with other students or replying the teachers’ questions.

Interesting examples of within-turn CS happened in Vicky’s class. When I entered
the classroom, the teacher was leading a group discussion on the topic of Confucius. She
encouraged students to express their opinions on anything about this philosopher of ancient

China. When the teacher asked her students to what extent they thought the concepts of



Confucius was still present in their lives, a male student indicated his opinions in the

following excerpts:

Excerpt 42

S : Do you know—it really depends... (.) L7 BAHE A listen to people whose
ranks are higher than yours. It’s bull. Why do we need to do so?

(Do you know—it really depends... (.) The concepts of Confucianism require
people to listen to those whose ranks are higher than yours. It’s bull. Why do we
need to do so?)

Excerpt 43

S: [11 don’t like Confucius. Confucius P4 N EHERE . KR T . stay on
the line, “RETIE . TA/AL” . (K)

({1 T don’t like Confucius. Confucius tells people to listen to the others’
words and this makes people too obedient...stay on the line. “If a father
requires his son to die, the son cannot survive.” {laugh] )
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According to my observation, this student’s competence in English was very high

because he conversed with other students in fluent English during class discussion. After

the discussion, I enquired about his background and he told me that he came to Canada

from Mainland China when he was very young, so he had a little understanding about

Confucian concepts.

In Excerpt 43, he especially mentioned the Chinese proverb “ X E T3 , A%

AZE” in Chinese, that is, in its original form of the ancient Chinese language. By

reserving the original form of a language, both the speaker and listener would fully

understand what the original message was. Under this situation, the student code-switched

because it was difficult for him to find a suitable English substitute to replace the Chinese
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proverb. Sometimes, it is even not easy to find modern Chinese expressions to replace
ancient Chinese texts.

In short, both teachers and students displayed different types of CS within their
Chinese lessons for various purposes and this reflects that CS is a common phenomenon in

Chinese schools when people teaching or learning Chinese.

Home Observations

The duration of time for each home observation was about 45 minutes that was
quite similar to that of class observation. It seemed the verbal interactions between parent-
child dyads were more frequent than those between teachers and students for there are 330
utterances (Mean=41.25, SD=26.19) in home observation and 238 utterances (Mean=29.75,
SD=96.94) in class observation. This difference is understandable because the interactions
at home were usually more casual and people were free to chat with each other. On the
other hand, in the classes, students were usually engaged in various learning activities and
their verbal interactions were sometimes restricted by teachers.

However, an obvious phenomenon is that the inclusion of English was popular in
the utterances spoken at participants’ homes. Out of the 330 units of utterances, 63 of them
contain English components of varying forms and 94 units of CS can be found. Within
those CS units, 38.30% was between-turns CS and 61.70% was within-turn CS. Most of
the CS was produced by children although parents also included English words and phrases
in their utterances like Betty (Parent 2) who made a number of between-turns CS and
within-turn CS.

One point that is worth discussion is the observation taken at Ruth’s (Parent 6)

home where all the utterances were spoken in English although all family members are of
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the Chinese descent. This can explain why Joanna, Ruth’s daughter mostly spoke English
during the interview with me and during the group discussion with other students. It was
simply because they spoke English for most of their life situations.

There are several parents who only spoke Chinese at home such as Karen (Parent 4)
and Siu (Parent 8). Siu told me that she felt uncomfortable to speak English anytime
although she has immigrated to Canada for about 15 years. She was a Chinese teacher in
Hong Kong and was able to communicate with others in English although she thought her
English proficiency was not.

For the contents of the between-turns CS, they may be concerned with questioning
and answering questions (e.g., in Cindy and Amy’s homes), making confirmation (e.g., in
Amy’s home) or expressing personal opinions (e.g., in Susan’s home). A variety of
purposes determined the use of between-turns CS.

For the contents of within-turn CS, they were mostly represented by common nouns
(e.g., pie, teacher, piano), noun groups (e.g., movie review, second place, team spirit),
proper nouns (e.g., Douglas, Cook), verb (e.g., design) and adjectives (e.g., safe, helpful).
These show that the content of CS produced at home can be varied and used for
communicating different kinds of meanings.

An interesting phenomenon was found in Susan’s home. Her daughter, Stephanie (S
7) was born in Canada and studying in a private middle school. When Stephanie conversed
with her mother, most of her conversations comprised English fragments of various types
forming a complex pattern that was not easy to analyze or categorize. The following

excerpt will show how unique her CS is:
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Excerpt 44

S7: RAIEE involve i £ B . #1140 piano i , I 4 finish A History
B 3 & 4 [7] Harmony B 3 & 4. FRAFECE . 34 = E Math { subject.
B M EEK contest BE, H{F school & & join contests fll. FIMEE school
E A BE contests , FHLEE class F join Scout contest . Outside school,
A join HAh contest. K E join Chinese school B, & #55%
competitive B%, recently, $4E /- second place {&1f writing competition
1. For sports, J#P 58 = energetic side, T2 #7#1% academic Bk, Fl%
school A track meet, Bk passion & running. At school, &K join A
{& Chinese Club. AE summer f§ volunteer Fl& Al try T% D
experience , touch the society in different ways, &1###{% give and take.
(%)

(My interest involves many things such as playing piano. I have finished
Grades 3 and 4 of Music History and Grade 3 and 4 of Harmony. I like
Math and joining contests. There are different contests in my school and
my class has Scout contest. Outside school, I also join other contests. I like
joining the Chinese school for it is quite competitive. I like the energetic
side of sports besides the quiet side of academic subjects. There is a track
meet in my school and I have passion in running. At school, I have joined

a Chinese club and want to have more experience in volunteering so that I
can touch the society in different ways instead of simply “give and take.”)

Stephanie’s style of CS is unique in several ways.

1. She code-switched in nearly every utterance she spoke and freely code-switched
with a wide range of patterns. CS items can be a common noun (e.g., piano, contest),
a proper noun (e.g., Harmony, Scout), verbs (e.g., join, try), and short utterances
(e.g., at school, outside school).

2. There were no tenses in the English she used even though she was describing
something that had happened in the past. It is speculated that she adopted the style

of Chinese language that traditionally has no tenses.

3. Her patterns of CS are rather complicated for she had combined different kinds of

words together such as in the utterance “HHEE class F join Scout contest hi”—



259

“join” is a verb and “Scout contest” is a noun group. It appears to us that

Stephanie’s style of CS indicates some sort of transformation moving from simple

within-turn CS that may only contains a single word of another language to

between-turns CS that includes an entire utterance of another language. This shows

that CS may display itself in many different forms.

The observation at home was useful because it gave more information to help
explain the use of language practiced by children at school. Moreover, children might
demonstrate other CS patterns as they were located at different environments and

interacting with different people.

Log

Out of the eight student participants, four of them, Norman, Stephanie, Kam and
Joanna were willing to complete the log. They were advised to record their activities and
the languages involved in them in two consecutive weeks, but only the data collected in the
second week were taken into consideration. The following tables describe what activities

the students were engaged, what languages they used and to whom they talked.

Table 24. Norman’s Weekly Record of Activities

Location Interlocutor/ Language Used
Activity
Regular School Teachers & friends English
Tutor’s Home Tutor English
Church Friends English
Home Watching TV English
Home Computer Game English
Home Talking to friends on phone English

Chinese School Teachers & friends Cantonese & Mandarin




Table 25. Stephanie’s Weekly Record of Activities

Location Interlocutor/ Language Used
Activity
Regular School Teachers & friends English
Regular School Band performance English
Regular School Cadet English
Church Friends Cantonese
Home Computer & MSN English
Home Chatting with mother Cantonese
Tutor’s Home Tutor English
Community Shopping at Richmond Chinese
Chinese School Teachers & friends Cantonese & Mandarin

Table 26. Kam’s Weekly Record of Activities

Location Interlocutor/ Language Used
Activity
Home Parents Cantonese
Regular School Teachers English
Regular School Friends English/Mandarin/Cantonese

Table 27. Joanna’s Weekly Record of Activities

Location Interlocutor/ Language Used
Activity
Regular School Learning English
Home Dinner English
Home Talking to parents English
Tutor’s Home Tutor English
Church Friends English
Home Computer & MSN English
Home Talking to friends on phone English

Chinese School

Teachers & friends

Cantonese & Mandarin
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When we compare the data across the four tables, we may find that Norman’s
pattern of language use is quite similar to Joanna’s pattern for both of them spoke English
under most situations except in the Chinese schools where they spoke Cantonese and
Mandarin. That is, the Chinese school was the only place where they practiced their
Chinese language.

Stephanie’s pattern of language is similar to Kam’s pattern in the way they both
spoke to their parents/mother in Chinese (Cantonese) at home. Besides practicing Chinese
in their Chinese schools, they also talked to their friends in Chinese at other places such as
in the regular schools or during shopping. Comparatively speaking, Stephanie and Kam
code-switched between Chinese and English more frequently than Norman and Joanna did.
It seems there is a pattern that when the children talked to their parents in Chinese, they
were more likely to talk to personal friends in Chinese (e.g., Stephanie and Kam); when
children talked to their parents in English, they also tended to talked to personal friends in
English (e.g., Norman and Joanna).

Moreover, the place that people chose to go likewise reflected their preference of
language use for a certain purpose. For instance, Stephanie’s family went to a Chinese-
speaking church where they spoke with others in Chinese in the church. On the other hand,
Joanna’s family went to an English-speaking church where they spoke to others in English
there. Another example is the city where Stephanie’s family selected to go shopping. They
would expect to speak more Chinese when going to Richmond where was densely
populated by people of the Chinese descent. In sum, the data contained in the log can show
the children’s choice of language in their private life reflecting their pattern of language use

in a broader perspective. Figure 6 indicates the pattern of interactions:
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Figure 5 Log record—Low-density Personal Network Structure

X

According to the above figure devised by Milroy (1987), X was the focal point of
the communication network connecting persons A, B, C, D, and E. The person X might
talk to the connected people in different languages under various situations. This structure
is described as low-density because the major linkage between people originated from X to
another person and there was unlikely to have interaction among other people without the

presence of X.

Self Tape-recording

Three student participants, Stephanie, Kam and Joanna, offered to make self tape-
recording. All of them made their recording with different people and under various
situations, thus reflecting their unique characteristics of interactions with others.

Kam audio-taped two scenarios; one was about his discussion with a group of
friends regarding the itinerary of a trip to Japan in Kam’s home. Because all of his friends

who were talking with him were of Chinese descent, they mostly code-switched; in other
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words, they spoke in both Chinese (Cantonese/Mandarin) and English. They mainly
produced between-turns CS although all of them were fluent in both languages. This
scenario tells us that these students code-switched naturally and they did not code-switch
because of deficiency in a language.

Another scenario was taped when Kam was talking with his parents. All the
utterances were delivered in Cantonese, and they code-switched only when mentioning
several people’s English names. They were discussing the use of several Chinese proverbs
and the historical stories that described how the proverbs were created. This scenario
highlights the following points for us to consider.

1. The parents were proficient in their mother tongue so that they could converse with
their child in their native language at home. Sometimes, the parents themselves
might not be able to speak in their native language at home in Canada.

2. The parents insisted on speaking their native language with their child at home so
that the child may have more opportunity to practice it feeling that it was part of his
life already.

3. The parents taught their child Chinese proverbs and stories showing their intention
or enthusiasm in transferring the Chinese culture from their generation to the next
generation.

The second student participant, Joanna, included a number of scenarios in her tape-
recording. For instance, in the school, she talked to friends before school and talked to the
teacher during the Gymnasium Lesson. At home, she chatted with her sister and talked to
her parent at dinner time. At the mall, she discussed with friends about the price of a

cosmetic product. At the movie, she talked with friends about her preference on music. In a
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friend’s birthday party, she met new friends. Lastly, she chatted with friends about her
opinions on cars in the street when walking back home.

Joanna talked with different people under distinct situations, but she only used
English when conversing with others. This is a common feature found on people who were
born in a Western country and brought up in a Western culture although they are of the
Chinese descent.

There is a contrast in the pattern of language use between Kam and Joanna. Kam
and his family still widely used Chinese at home, but Joanna and her family mostly spoke
English at home. Kam still talked with friends in Chinese or had friends who spoke
Chinese, whereas Joanna mostly spoke English with friends or had friends who only spoke
English.

Stephanie’s had tape-recorded two scenarios; the first one was about her
conversation with the Principal of her regular school. They chatted in English and their
topics of conversation were mostly concerned with Joanna’s school life and her opinions on
certain school policies. The second scenario was taped when Stephanie was talking with
her mother about her homework and school life. Her mother mostly spoke in Cantonese
with little within-turn CS in English and Cantonese. However, Stephanie mostly spoke in
English with little within-turn CS in both languages.

Like the logs, self tape-recording may also provide me with more information
concerning the participants’ language use in their private life that is not easy to be collected
in the laboratories. Facts tell us that CS is a popular phenomenon in the social life of young

Chinese-Canadians in Vancouver.
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Instant Messages

According to the original planning, I did not intend to collect any data from
participants’ instant messaging interactions. However, when [ gathered data from Stephanie,
a student participant, she told me that it was common for her to communicate with her
friends via instant messages and she retrieved two units of instant messaging conversation
for me. Thinking that this was a true reflection of young people’s activities in daily life, I
accepted her offer and included this piece of information in the present study.

In the first piece of instant messaging conversation, Stephanie chatted with a friend
without any concern on a specific topic. Sometimes, they talked about matters that
happened at school and suddenly switched the topic to the making of photo frames. Later,
they returned to the topics of school subject and examinations. In the second unit of
conversation, Stephanie mainly chatted with her friend on her feeling about a movie she
recently watched. In both units of instant messaging conversation, all people interacted in
English.

It is understandable that young Chinese-Canadians mostly conversed with each
other in English because it seems that Chinese version of instant messages is not popular in
Canada right now although it is popular in some Asian countries such as mainland China
and Taiwan. Therefore, the availability of computer software will, to a certain degree,
influence people’s choice of languages when using computer. Moreover, it is not easy for
young Chinese-Canadians to learn the typing method of Chinese characters because the
pre-requisite condition for learning Chinese typing is the prior knowledge on the meaning
and structure of Chinese characters. In a Western country like Canada, young Chinese
people only spend a limited amount of time a week to learn Chinese, so it is not easy for

them to acquire a high level of proficiency in Chinese within a short period of time. My
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experience is that even though I am proficient in typing Chinese characters and English
words with a keyboard, I usually choose to type in English because typing English words is
simpler and quicker than typing Chinese characters.

As a matter of fact, computer technology is important in transmitting knowledge in
the current world. People who hope to maintain or spread the Chinese culture and language
may think about inventing new computer software in the Chinese version that facilitates
users to communicate with others in Chinese. The engagement in instant messaging
conversations may be a natural and interesting way of practicing this language. However, it
can only be possible when the Chinese version of instant messaging system becomes

popular in Canada.
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Chapter Eight
CONCLUSIONS

General Discussion

This is a study that investigated participants’ use of language and their patterns of
CS because all these could reflect their cultural identities. The data extracted from different
methods such as the structured questionnaire, interviews, class and home observations,
group discussions, written logs, self tape-recording and instant message have been

integrated in this chapter.

Chinese Schools in Vancouver

Three specialists in Chinese education were interviewed at the first stage of the
study. These specialists gave me useful information about the past, present and future
development of Chinese schools and Chinese education in Vancouver. Chinese schools are
important places where many young Chinese-Canadians receive their heritage language
education, where cultural knowledge is mediated and where cultural identity is formed.
Because a main theme of this dissertation is to explore the formation of cultural identity
among Chinese participants, Chinese schools are suitable places for me to select
participants.

The findings from the specialists provided me insights on the objectives of early

school founders for building Chinese schools in Canada—transmitting the Chinese culture
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to their next generation, preserving their heritage language, forming their cultural identity
and enabling minority people to have a greater sense of belonging and coherence.
Regarding the future trend of Chinese education, it is expected that there will be
more Mandarin but fewer Cantonese courses arranged in Chinese schools because the
number of Mandarin-speaking immigrants exceeds that of Cantonese-speaking ones.
Another trend is that more children from the second or third generation of Chinese families
will study Chinese. Their parents will not require these children to acquire a high level of
proficiency in Chinese and are not concerned with the transmission of culture. They mainly
require their children to maintain a minimum understanding in their heritage language. This
phenomenon reflects that Chinese parents of various generations may have different
purposes for registering their children to learn Chinese, and may perceive the function of

their heritage language differently.

Participants’ CS Prevalence

Our first research question focused on identifying participants’ CS patterns. The
data acquired from interviews and observation revealed that CS was not common among
the teachers, and relatively more common among parents and students. This result is
understandable because the Chinese teachers as role models were supposed to show
proficiency in Chinese. They might have believed it inappropriate to speak English when
being interviewed, or while teaching Chinese. Even though they were proficient in English,
they might have thought they had to convey to others the proper image of a Chinese
instructor who speaks Chinese in front of students. During interviews, some teachers
stressed that they needed to provide good language models for students so that they tried to

speak as much Chinese as possible during the Chinese lessons. Some teachers would
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strictly require their students to speak Chinese only in Chinese lessons, or some would not
respond to their students if they did not speak Chinese.

Among the parents, some rarely code-switched (Parent 4 & Parent 8) and some
often code-switched (Parent 7); that is, their CS behaviors were widely varied. During
interviews, parents took controversial attitudes towards the use of CS. Some parents said
that it is a common phenomenon among young Chinese people in Canada. However, some
parents said they had been adapting to their heritage language and therefore they would be
keen on speaking the dominant language. Certain parents required their children to use only
heritage language at home thinking that it is a good way to preserve their heritage language.
For some parents, they used plenty of English to converse with their children inside or
outside their homes.

Parents had different levels of proficiency in English depending on their varied
educational backgrounds in their countries of origin. In addition, most parents displayed a
large number of within-turn CS and little between-turns CS. It may be due to the fact that
some of them were brought up in Chinese-speaking cities where English was used as a
second language. Within-turn CS, especially that which consists of small fragments of
English utterances, is easier to master compared to CS that contains complete English
utterances. During interviews, certain parents mentioned that they felt uncomfortable to
code-switch to English because they thought their proficiency in English was low. It
seemed the self-perception of a person language proficiency in the dominant language may
influence the person’s inclination to code-switch no matter his or her language proficiency

in the dominant language is actually high or low.
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When compared with parents, the students performed more between-turn CS than
their parent counterparts. This result might be attributed to the fact that the students were
mostly born and brought up in Canada. Their English proficiency was high enough to
enable them to speak longer English utterances. They were also more confident to express
themselves in English. The above results are consistent with those of a previous study (Ng
& He, 2004) which found that between-turns CS occurs less frequently than within-turn CS
and the ratio of between- to within-turn CS was higher for children than their adult
participants. This shows the different CS behaviors across people of different generations.

With reference to the data gathered from students’ questionnaire, the factor of
Utilitarian CS became the most important factor among the remaining 7 factors that
occupied 17% of variance. When looking at individual items, we may find that the mean
for Item 14 (every day I speak both Chinese and English) is quite high (6.09 out of 7). This
shows that CS may be a common practice in the daily life of the students who also
displayed a positive attitude toward CS as reflected by the mean (5.13) of Item 19 (I am
comfortable mixing Chinese and English).This finding matches the results extracted from
interviews and observations. Some parents frequently code-switched when they were
talking to me and some clearly considered that CS is a common phenomenon among young
Chinese-Canadians because their proficiency in Chinese is low so that they need to code-
switch to English; they have to code-switch to Chinese when speaking to their parents and
grandparents who mainly speak Chinese at home. In short, the participants code-switched
depending on who was talking to them, whom they were talking to, where and under which

situations they were speaking, the purposes of discourses, the topic of discussions, and the



271

proficiency in heritage and dominant languages possessed by the speakers. All these factors
may have affected the frequency, patterns, contents and distribution of CS,

To sum, this dissertation has given me first-hand information about how certain
Chinese-Canadians code-switched in different real life situations in Vancouver nowadays
either at home or school. Certain participants also provided information concerning their
use of languages in other parts of their social life such as in the church or shopping mall.
This study may be considered one of the first in-depth studies about the CS patterns
displayed by participants of different age groups (e.g. children and adults) but they were in
some way connected (e.g. children/parents, students/teachers). British Columbia, a
Canadian province that has housed 365,490 Chinese-Canadians (Statistics Canada, 2001), a
deeper understanding about how this group of people code-switch may give insights to
educators and policy makers on the design of language curriculum and distribution

educational resources.

Functions of CS

The second research question is concerned with the functions of CS. According to
recent scholars, language has a cognitive function, a social function (Bayley & Regan,
2004), and a sociocultural function (Bucholstz & Hall, 2005). Following this line of
thought, I propose that language comprises learning, communicative and identity-reflective
functions. When talking with parents and teachers at the second stage of interviews, I asked
them to weigh the relative importance of these three functions. Most of them considered the
communicative function the most important function of language because people needed it
to share thoughts and feelings with others. Some of them thought that the learning function

of language was also important although it might not be as important as its communicative
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function. Most of them believed that the identity-reflective function of language is the least
important.

Certain student participants likewise highly valued the importance of the
communicative function of language when they were interviewed or during group
discussion. In the questionnaire, items about language function were included. For example,
the communicative function was represented by Item 29 (my Chinese teachers understand
my meaning better if | speak Chinese, M = 5.37); the learning function was represented by
Item 4 (I usually speak Chinese to clarify my meaning with others so that I can learn
English better, M = 2.84) and the identity-reflective function was represented by Item 22 (I
am proud of my Chinese heritage, M = 5.93). We could find clues to know how the
students evaluated individual functions of language, but no questions in the questionnaire
specifically enquired about how the participants compared and valued the relative
importance of the three functions of language. In short, it could be said that the students
were aware of the different functions of language but we cannot confidently conclude how
they compared the relative value of the three functions.

The functions of language are dynamic and subject to change with reference to
different factors such as geographic and social environment that have led specialists to put
in painstaking effort in investigating the variations in languages (Romaine, 2000). For
example, in this dissertation, teachers and students might use languages for learning
purposes in the school, but at home, children may use languages to communicate with their
friends via instant messages, depending on the needs of the situations, the cultural
backgrounds of the interlocutors and the topics of conversation. A student participant

mentioned that a Chinese government official may use the Chinese language to manifest
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the identity-reflective function of language during an official event in Canada. These
examples clarify that the use of languages is

an element in a socially agreed matrix of contextualization cues and

conventions used by speakers to alert addressees, in the course of

ongoing interaction, to the social and situational context of the

conversation. (Milroy & Muysken, 1995, pp. 9-10)

The result of this study lead me to think about other questions—Can the same unit
of language serves a different function in different settings, among different interlocutors
and under different situations? We may also analyze the differences in the purposes of
language between speakers and listeners; to put it succinctly, will it be possible that the
speaker and listener of a unit of conversation interpret the function of the language
differently as people interpret things differently and are motivated by disparate interests
and intentions (Macionis, Clark & Gerber, 1997)7 Although this is not an objective of this
dissertation, I may leave it as a possible topic for future investigation.

One point that deserves our attention is the discrepancy between a participant’s self-
perception about the function of language and his or her actual reflection of the function of
language. A student said that she did not think language could reflect a person’s cultural
identity but she used Chinese inside-jokes among Chinese friends to exclude her English-
speaking friends. This student expressed her cultural identity when using her heritage
language without her conscious awareness. Therefore, the broad-based design of this
dissertation that contains self-report measures and observer’s evaluations helped minimize
this discrepancy.

We also have to consider the variations in interpretations between in-group

members and out-group members. Using the example of inside-jokes again, the student

thought that the practice of inside-jokes was fun. For this student and other in-group
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members, these jokes may serve an entertainment function. As an outsider and observer, |
inferred that these jokes displayed, not only an entertainment function, but served also to
display identity, connivance and group-membership. Is it incorrect for the student’s to
interpret the function of inside-jokes to be entertainment? Is it incorrect for me to interpret
the student’s inside-jokes to be identity-reflective? Perhaps, both of us are correct in
evaluating the function of the jokes, but our interpretations were built on different
experiences, the student with insider experience and the researcher with outside experience.
This example shows that a researcher should collect as much information as possible when
interpreting participants’ opinions trying to view them from participants’ points of view.

This interpretation can be logically applied to the whole dissertation. I am fluent in
both Mandarin and Cantonese and familiar with Chinese culture. I understand the life
experience of immigrants in Vancouver for I am one of them. Thus, I investigated the
issues of this dissertation as an insider and also as an observer, with the relevant training
and knowledge a researcher needs. The two points of view enable me to acquire a broader
and deeper understanding of the topic.

It can be summarized that the functions of language can be dynamic and multi-
faceted serving different purposes simultaneously. The participants of the study generally
agreed that the communicative function of language is the most important one, and the
function of learning moderately important and the identity-reflective function the least
important. This dissertation tried to make the first step of investigating how Chinese

participants compared and weighed the importance of the three functions of language.
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Identity Formation and Relationship between Identity Formation and Language Use

In recent years, a number of studies investigated CS, and many of them were
considering CS as a linguistic and cognitive resource (e.g., Al-Khatib, 2003; Martin et al.,
2003; Toribio, 2004). I could not find sufficient information indicating the relationship
between the use of languages and formation of identity especially about Chinese-Canadians.
The third research question aims at searching how the participants formed their cultural
identity and the fourth research question aims at exploring how the participants related
identity formation and language use.

Some participants consider the concepts of cultural identity are not important. Some
adult participants even thought that the topic of identity was difficult for children to
apprehend, so they considered their children usually did not have concrete concepts about
cultural identity (e.g., Parent 4 & Teacher 4). They believed children needed to attain a
certain level of maturity before they could understand the meaning of cultural identity.

However, referring to the questionnaire results, the means of the items about
Chinese identity were rather high such as Item 22 (I am proud of my Chinese heritage, M =
5.93) and Item 23 (I learn Chinese because I want to maintain the Chinese culture, M =
5.18). According to factor analysis, the second important factor is Chinese Pride meaning
that variation in expression of Chinese Pride accounted for variation in questionnaire
responses after Utilitarian CS.

The discrepancy here is worth further thought and investigation. The second
interviews with the parents and teachers put special emphasis on exploring this
phenomenon. Some of the adult participants were quite surprised to know that the
questionnaire items about identity reflection had high means, but they were happy to know

that the students possessed a positive attitude toward their cultural background.
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I think this discrepancy may be due to the variations in the insider’s and outsider’s
points of view. The adults thought that the young people did not know the meaning of
identity, but the young really understood it without the adults’ awareness. Second, both the
adults and youths may have different interpretations of the meaning of identity. The young
people might think that whenever they spoke Chinese or acknowledged their Chinese
heritage, they were recognizing their Chinese cultural identity. However, the adult
participants might have a preset expectation on the youths’ performance before accepting
that the young people understood the meaning of identity.

To answer the third research question about identity formation, the data of this
dissertation show that adult and student participants may have different beliefs about the
definitions and manifestations of cultural identity.

The focus of the fourth research question is—what is the relationship between
identity formation and language use? Porter (1991) claimed that “language could help
fashion collective identity. But it could also function as the midwife of individual identity”
(p- 11). He thought a relationship does exist between language and identity formation, but
what kind of language is concerned with? In the multilinguistic world, how do we perceive
the meaning of language? What are the functions of the dominant and native languages?
How do we perceive a cultural identity in a multicultural society where immigrants of
different generations co-exist in the mainstream?

In this dissertation, both the adult and children participants mentioned that it was
not necessary for them to use their mother language (Mandarin or Cantonese) to reflect
their cultural identity. They thought Chinese-Canadians may use English to express their

Chinese cultural identity. During the interviews with students, there were students speaking
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English throughout the whole interviews but they clearly conveyed to me that they highly
valued their Chinese cultural background and were proud of it. A parent also commented
that a lot of foreigners were learning Chinese these days, but it could not necessarily imply
that these foreigners intended to convey to others a Chinese identity. The participants’
saying that no relationship existed between language use and formation identity may be due
to the reason that they were using languages to reflect their cultural identities without their
self-awareness. For example, a parent insisted on using Chinese at home because she
wanted to encourage her child to recognize and preserve their heritage language although
she considered language could not be used for reflecting cultural identity.

When we observe this relationship from a broader and deeper perspective, I will
agree that there is a close relationship between language use and expression and
establishment of cultural identity. We can use English, Spanish, French, Japanese or
Korean and so on to reflect our cultural identities although they are not our heritage
languages.

In addition, people may also use different heritage languages used in the same
country to reflect the same cultural identity. For instance, Mandarin- and Cantonese-
speaking participants were recruited in the study and it was found that no significant
difference was found in the process of identity formation between these two. Although they
used different Chinese languages, they lived in the same Chinese community, used the
similar type of Chinese script and faced the same Western culture in the dominant
community. When they were using their heritage languages, they were reflecting and

forming their cultural identity continuously.
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To answer the fourth research question, the data of this dissertation found that the
type of language used by the speaker is not the only factor that determines the type of
cultural identity to be reflected. The relationship of language use and identity formation is

positive although the two components can both be closely or not so closely related.

Confucian Concept of Being Polite among Chinese-Canadians

This dissertation has spent some space elaborating whether or not certain Confucian
concepts such as ideas of courtesy and obedience influence the Chinese participants. It is
thought that Confucian concepts may play a role in affecting the way Chinese people form
their cultural identity.

During interviews with participants of different groups, I directly asked the
participants their understanding about Confucianism. Most participants replied that they did
not exactly know the nature of Confucianism, but they thought it was related to the
concepts that people should respect their elderly and seniors and build a harmonious
relationship with others. This finding is reconciled with Confucius’s concepts on five types
of human relationships: ruler-subject, husband-wife, father-son, older brother-young
brother and friend-friend (Ficklen, 1982). In most human relationships,

there is a person who is dominant and one who is submissive, yet

both are striving for virtue and the dominant member in a benevolent

manner is showing the way for the submissive member” (pp. xi-xii)

Although some participants questioned the presence of Confucianism among
themselves in Canada, there are clues indicating the possibility of its occurrence. First of
all, students’ questionnaire responses show that they claimed to be polite to their parents

and teachers. Being polite and respectful to the ones who are located at higher positions

or senior to us is an important doctrine advocated by Confucius. During the interviews,
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most participants agreed that they should maintain a respectful, friendly and harmonious
relationship with others especially to their seniors. A number of student and adult
participants did mention the qualities of being polite and respectful to others when they
were requested to define Confucianism. A couple of students even said that their parent
taught them Confucian concepts such as being courteous to others at home. These results
may reflect that the impact of Confucianism still persisted among the Chinese
participants although it is undeniable that the Western cultures also encourage people to
be polite and respectful to others. The presence of the impact of Confucianism does not
necessarily imply that the impact of Western culture must be absent. Perhaps, both
Confucian and non-Confucian concepts are molding the participants’ beliefs about polite
and respectful manners to others.

The second clue can be obtained from item 24 of the questionnaire (my parents
require me to learn Chinese, M = 6.12). This item was deleted from the data that were
processed with factor analysis as the variance in responding was so low; however, the
mean of this item indicates that almost all the students learned Chinese because their
parents required them to do so. It is widely accepted that the Chinese language is not an
easy language to study. Nevertheless, the students still studied Chinese in Vancouver,
thus showing that they obeyed their parents’ requirement for learning Chinese. This
phenomenon is close to Ficklen’s (1982) idea of the dominant-submissive relationship
between Chinese parents and children, with the parents as the dominant figures and
children as the submissive figures. The children were willing to obey their parents’
instruction. This phenomenon might be magnified because all students were recruited

from Chinese schools and it may not reflect phenomena in other circumstances.
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Third, the presence of Confucianism was also exposed during the second group
discussion in this dissertation. During this group discussion, a student participant
clearly stated that he disliked Confucianism because it advocated obedience to rules and
discipline.

For some scholars, the study of Confucianism is important in understanding
how Chinese people create their cultural identity because it enables them to establish a
sense of cultural unity (Weiming, et al., 1992). This imagined or real unification and
coherence is in certain aspects attributed to the promotion and existence of
Confucianism. On the contrary, Confucianism that, to a certain extent, stresses the
obedience to rules and well-established hierarchy has been criticized as a rigid tie that
hinders individuals’ personal development among Chinese people (Weiming, et al.,
1992). Scholars advised people to be aware of the pros and cons of Confucian concepts
that influence how Chinese people perceive their personal identities, their relationships
with others and how they form their cultural identity.

The investigation about the impact of certain Confucian concepts on the
participants may help us foster a deeper understanding of their formation of cultural
identity in Vancouver which is a metropolitan where interactions between the West and
the East are frequent. Confucianism provides us more information about how Chinese
people may develop their cultural identity. If we agree that culture is dynamic, growing
and developing endlessly, we will similarly have the impression that people’s
interpretation and value toward Confucianism are likewise being adjusted and modified

in a Western society.
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Different Peoples, Different Languages, One Community

In this dissertation, part of the discussions focused on the use of two Chinese
languages—Mandarin and Cantonese by the participants and how their use of these two
languages might have affected their formation of cultural identity. The findings from the
study unveil that the participants were interacting with each other in one single Chinese
community based on Vancouver although they came from different original countries and
are speaking different Chinese languages. There are various reasons for this apparent
coherence.

First, it might be the existence of a unifying cultural value system among Chinese
people no matter where they live (Weiming, et al., 1992) and this cultural unity is
supposed to be condensed by the concepts of Confucianism that helps Chinese people
form an illusion of cultural unity and an imagined or real cultural identity.

Second, the sentiments of many people of the Chinese descent are interwoven by
a common form of written Chinese. For hundreds and thousands of years, Chinese people
have been using the same system of Chinese script although variations in patterns, word
choice and vocabulary occur from regions to regions. The simplified version of Chinese
characters is used in Mainland China, Singapore and overseas countries such as
Vancouver, whereas the traditional version of Chinese characters is used in Hong Kong,
Taiwan, Macau and so on. Chinese people can understand the meanings of Chinese
characters no matter they are of traditional or simplified version because they were
created from the same origin. With a generally similar written language, Chinese people
can share thoughts and feelings with each other naturally and successfully. A written
language is powerful in transferring people’s culture from generation to generation

(Robers & Street, 1997).
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Another reason to support the idea of a common community transcending
differences lies in the fact that all parents and students have lived in Canada for more
than 10 years and have been influenced by the local Canadian culture in similar ways.
For instance, some parents studied English courses in order to equip themselves with a
higher proficiency in this dominant language considering it their survival skills in Canada.
Some parents learned to drive motor cars although they did not drive in their original
countries. The changes in life style, interest or habits may reflect their desire to adapt to
the new life in Canada. All participants began their new lives and endeavors in the same
society where they faced similar environmental influences. These can be the factors that
narrowed the gaps that previously existed between them. They modified their patterns of
life to conform to the style of the dominant culture in the process of assimilation
(Macionis, 1989). For new immigrants, to acquire the dominant language and lean to the
new culture is a precondition for political legitimacy.

Another factor that builds the similarities across the participants is that the adult
participants have left their original countries for a period of time already. The longer the
time they have left their original countries, the greater the possibility that they distance
from the relationships and memories established in the original countries. What they still
retain is only old memories that happened long time ago and far away from Canada. As
time goes by, these Chinese immigrants’ linkage with their original countries may fade
and become weakened, thus leveling the original differences across the adult participants.

The demand for a loud voice is also a factor that leads members of a minority
group to cohere. Being members of a visible minority group in Canada, Chinese-

Canadian also desire to bargain with others for power as minority groups are always
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considered “subordinate groups” having a “distinctive identity” (Macionis, 1989). To
have a louder voice or to enable their voice to be heard, they merge together to create a
larger group. This concept was brought forward by the educational specialist, Yu, when
she was interviewed by me. To make the others recognize their existence, minority
people should acknowledge their own existence first. This is a useful way to arouse other
people’s awareness of their presence, prestige, rights and privilege.

The above reasons illustrate why I suggest that Chinese-Canadians are living in
one community in Vancouver although they speak different Chinese languages and came
from different countries of origin. This community can have a physical or imagined

boundary. This is one of the useful insights of this dissertation.

Limitations in Research Methods

No study is perfect and this dissertation also faced challenges during different
stages of its development.

First, the number of completed questionnaires (N = 203) may not meet the need for
the processing method of factor analysis (FA). According to Comrey and Lee (1992, cited
in Tabachnick & Fidell, 2001), it is only fair to have a sample size of 200 as “it is
comfortable to have at least 300 cases for factor analysis” (p. 588). Another researcher,
Sidanius (2006) believed that it is helpful to have 10 cases for each item in the
questionnaire. In this dissertation, 28 items were reserved; in other words, it is desirable to
have 280 completed questionnaires for the use of factor analysis. Although the number of
questionnaires collected for the present study might not be sufficient, it is a meaningful
start of investigation as this study is the first one of the same kind providing experience to

future studies.
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The second difficulty I encountered was that some Cantonese conversations could
not be transcribed into written Chinese. To analyze the patterns of CS, I had to record what
the participants actually said and made verbatim transcriptions. However, Cantonese is a
conversational language and some of its sound cannot be transcribed into Chinese written
characters. When the sounds are translated into written form, the original meanings of the
speakers might be slightly distorted. There is also no computer software that is specially
designed for typing Cantonese sounds. This intensified the degree of difficulty in the
procedures of data processing and analyzing. Being an instructor of Cantonese and
Mandarin, I tried my best to transcribe the verbal form of Cantonese into the written script
without significant distortion of the speakers’ original meanings.

In this dissertation, two major types of research methods, quantitative and
qualitative ones were stitched together to portray a fuller picture for the topic.
Questionnaire data were mainly extracted from the questionnaire given to the student
participants to complete, whereas qualitative data were obtained from interviews, class
observations, home observations, log writing, group discussions, self tape-recording and
instant messages. Because the questionnaire was mainly for students, it could only collect
information from this group of participants. As a result there might be a lack of appropriate
data to make parallel comparisons across quantitative and qualitative methods in
participants between two similar groups. To solve this problem, | might also design
questionnaires for parents and teachers to complete in the future. In reality, it is not easy to
recruit sufficient Chinese parents and teachers to complete the required number of

questionnaire so that the data obtained from the questionnaire become usable or statistically
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significant. However, this will be a point to be considered whenever a project of the similar
type will be planned in the future.

If the present study is re-conducted, I will probably make changes in the
questionnaire so that it includes items that require the participants to compare the value of
the different functions of language (i.e., the learning, communicative and identity-reflective
functions) and their understanding or impression about Confucianism. In the present
questionnaire, the participants were asked to give their opinions on the use of individual
functions of language without comparing the importance of those functions. However, in
the interviews, all participants were asked to weigh the different functions of language.
Similarly, during interviews, the participants were requested to air their opinions about
Confucianism, but in the questionnaire, there were no obvious items enquiring this topic.
More interesting findings might be obtained if the contents of the questionnaire can be

enriched.

Concluding Remarks and Suggestions on Future Investigations

With reference to data collected, it was obvious that CS was a common
phenomenon among the Chinese participants especially among the students and parents at
home or in the school although it was comparatively not so common on the teacher
participants. Generally, within-turn CS was more popular than between-turns CS across the
three groups of participants. The use of CS would be affected by the educational
backgrounds of the speakers or interlocutors, the setting and situations under which the
conversation took place or the topics of conversation and the language proficiency of the

speakers.
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During interviews, most participants considered the communicative function of
language exceeded its learning and identity-reflective functions. However, it was found that
the functions of language may be multifaceted or a language may perform different
functions simultaneously, thus showing that the functions of language can be a complex
issue.

Most participants believed that it was not necessary to use the Chinese language to
reflect their Chinese cultural identity. They said they might use English to display their
cultural identity. Most participants highly valued their cultural identity and were proud of
their cultural background.

In regard to the relationship between the use of language and the formation of
identity, most participants agreed that there was no obvious relationship between these two
elements. In a narrow perspective, it is concluded that there is not a necessary relationship
between the use of language and the reflection of cultural identity because people may use
different languages other than their heritage language to reflect their cultural identity.
However, in a broad perspective, we may also conclude that language use has a close
relationship with identity reflection because we may use any language to reflect our
cultural identities.

In addition, it was found that certain Confucian concepts still existed among
participants although it was not common or it was not highly valued by the participants.
However, the data were obtained from the personal opinions of the participants and impact
of Confucianism might appear on people without their awareness.

In the future, in tune with our understanding about language use and identity

formation, we may carry out studies that investigate how different functions of language
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display in various situations or how different functions co-exist on people. This study aims
at exploring how people’s different types of cultural identity develop with the use of
languages, and we may also examine whether there are factors propelling the formation of
cultural identity.

Drawing on the weakness of the present paper in the design of the questionnaire, I
may improve its quality by adding the number of items to satisfy the basic requirement
imposed by the research method of factor analysis. For the questionnaire, I may add more
items to assess how participants compare the different values of the three functions of
language.

If a similar study will be conducted in the future, it is useful to design structured
questionnaires for all groups of participants instead of only having student participants
complete the questionnaire. When participants across the three groups undergo similar
quantitative and qualitative methods, vertical comparisons across various research methods
of the same group or horizontal comparisons across the same research method of different
groups are possible.

The focus of this dissertation lies with Chinese-Canadians’ perception of the
functions of language and their formation of identities with the use of languages. However,
our vision may expand when we recruit members of other minority groups to take part in a
similar study and its results are compared with those of this dissertation. By conducting the
same study with other minority groups, we may be able to draw cross references among
various cultural groups.

The fundamental assumption underlying the studies of sociolinguistics is the notion

that “‘the way people live affects the way they speak, and vice versa” (Penalosa, 1980, p. 4).
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As language is the manifestation of people’s lives and the integral part of human identities
(Kanno, 2003), we should go beyond facts strung together for making more plausible and
productive theories to understand the purposes of language and its significance in the

formation of people’s identities.

Educational Implications of this Dissertation

Referring to the contribution of the knowledge about language and identity to
education, Wright (1982) thought that identity is a psychological crisis in a social
dimension within which people quest for the answer to the question of “Who are they?”
and their positions in the world. In the fields of education and psychology, researchers are
always eager to explore how people perceive their own identity as the thoughts and
behaviors of others can in some way mirror our own thoughts and behaviors (Fay, 1996).

Following the above thought-line and hoping to deepen our understanding, this
dissertation intends to observe language use and cultural identity from the dual perspective
of educational psychology and sociolinguistics. Topics of educational psychology are more
concerned with the exploration of people’s thoughts and behaviors, self-beliefs and
development as individuals or groups in educational settings, whereas sociolinguistic topics
focus more on the relationships between language use and language behaviors in accord to
the social contexts where people are located (Fishman, 1999). Viewing the same object
through different lenses may help the viewers develop a new path of thinking.

In a multicultural perspective, how people of different cultural backgrounds live in
another part of the same country or in another part of the earth may work as a reflection of
our own life, thus enhancing mutual respect and understanding. It is even estimated that at

least half of the world’s total population is bilingual (Grosjean & Miller, 1994). The studies
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of CS and identity formation help reveal more phenomena regarding “new mixed
communities” (Rampton, 1998, p. 311).

From an educational point of view, to interpret how children code-switch under
various situations may help educators and professionals understand the communicative
repertoire children are drawing on for creating meanings and making sense of the external
world (Martin, et al., 2003). As a matter of fact, the use of different languages or uses of
CS in real settings simply reflects people’s “humanistic need” to naturally and freely
express themselves in the languages they feel comfortable to practice (Macaro, 2001).

This dissertation aims at exploring how Chinese-Canadians who belong to a
minority group in Vancouver form their cultural identity through the use of different
languages such as Mandarin, Cantonese and English. As language is thought to contain
insights on social relations in a given society (Bucjen-Knapp, 2003) and possess speakers’
voices, thoughts and feelings in linguistic environments (Spira, Grossman, and Wolff-
Bensdorf, 2002), it is an effective tool with which we detect how people develop their
identities. However, certain scholars (e.g., Lee & Gong, 1996; Rybak et al., 2002)
suggested that people of different cultures may display specific behavioral patterns that
cannot be explained by using studies acquired from other cultures. For instance, people’s
CS patterns found in Hong Kong may be greatly different from those recorded in
Vancouver as the sociocultural backgrounds of these places are completely different. I
started my project in Vancouver because I exactly intended to research on how local
Chinese-Canadians code-switched. No other studies can give more direct and appropriate

information of the same theme than this study.
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From a broader perspective, the acculturation of immigrated Chinese people, the
interaction between Western and Eastern cultures, the CS of Chinese and English
languages and the formation of cultural identity may reflect the way Chinese immigrants
adapt their life in this new country. It is generally accepted that immigrants have made
countless contributions in building the whole country.

The last but not the least, it is the role of endless effort and insight in research that
guides our investment and molds our zest for creating new topics in the fields of language
use and identity formation that pave a prosperous avenue for children’s development. We
also need to have continuous re-visions on our conceptions of multiculturalism and
multilingualism so that mutual respect and appreciation among different peoples can come

into view.
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Appendix A: Interview Questions

Questions for interviews with Specialists
Topic: The Promotion of the Chinese Language in Vancouver—
The Past, Present and Future

(A) Interview 1 (Specialist 1: Dr. Miriam Yu)

Topic: The Past of Chinese Education in Vancouver

1.

2.

3.

Would you please describe the early development of Chinese education in
Vancouver and the factors that led to its development?

When was the first Chinese school established? How were the early Chinese
schools operated? What were their mandates?

How did those schools meet the needs of the community?

What types of courses were run by those schools? What were the characteristics
of their students such as their family backgrounds?

Did those schools undergo different stages of development? What was the trend
of this development? What were the causes and effects of this trend?

According to your estimation, how many Chinese schools are there in
Vancouver right now? In what way the existing Chinese schools are similar or
different from the Chinese schools established in the past?

(B) Interview 2 (Specialist 2: Ms. Grace Ling)
Topic: The Present of Chinese Education in Vancouver

1.
2.

What are the characteristics of Chinese schools in Vancouver nowadays?

Were the students coming from immigrant families or born locally? What is the
proportion of these two types of students? Is the ratio the same as that in the
past?

What types of courses do they study? What is the proportion of Mandarin and
Cantonese courses? Is this proportion the same as that in the past?

What does the ratio in Question 3 reflect?

How would you describe the family backgrounds of those students? Are they
from families of the first generation of immigrants?

How would you think about the relationship between family backgrounds of the
students and the types of Chinese courses they require?

How would you predict the trend of development of the relationship in
Question 67

(C) Interview 3 (Specialist 3: Miss Christine Wong)

Topic: The Future of Chinese Education in Vancouver

L.

As 1 know that the Chinese programs operated by your learning centres are
different from those of the traditional ones, how would you compare your
Chinese programs and those provided by traditional Chinese schools?
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What are the reasons that stimulate you to develop the current Chinese
programs? In what way will you evaluate the significance of your Chinese
programs to the local Chinese community?

How would you assess the value of Chinese education and Chinese culture to
the local Chinese community and the mainstream?

How would you predict the roles of Chinese schools and Chinese culture in
Vancouver in the future?

In what direction will Chinese schools develop?

What are the factors that lead to this development?

How would you develop a model Chinese school that will match the needs of
the community?
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procedures, possible risks, and benefits of this research study, that you have received an
adequate opportunity to consider the information in the documents describing the study, and
that you voluntarily agree to participate in the study.

Any information that is obtained during this study will be kept confidential to the full extent
pemitted by the law. Knowledge of your identity is not required. You will not be required to
write your name or any other identifying information on research materials. Materials will be
maintained in a secure location.

Title: The manifestation of identities in Chinese-Canadians through code-switching in
school or at home in Vancouver

investigator Name: Vivian Lo

Investigator Department: Education

Having been asked to participate in the research study named above, | certify that | have read
the procedures specified in the Study Information Document describing the study. | understand
the procedures to be used in this study and the personal risks to me in taking part in the study
as described below:

Risks to the participant, third parties or society:
There will be no risks to the participant, third parties or society.

Benefits of study to the development of new knowledge:

Participants will be more aware that they are building thier identities while they are
interacting with others and while they are code-switching between different languages.
The investigator may collect more information in regard to the relationships between
the use of different languages and the establishment of personal and cultural identities
with special reference to the Chinese-Canadians in Vancouver.
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Appendix G
Sample of Consent Form for Student Participants

SIMON FRASER UNIVERSITY

Form 3: INFORMED CONSENT FOR MINORS or CAPTIVE AND DEPENDENT
POPULATIONS

CONSENT BY PARENT, GUARDIAN TO ALLOW PARTICIPATION IN A RESEARCH
STUDY

Titled: The manifestation of identities in Chinese-Canadians through code-switching in school
or at home in Vancouver

Investigator Name: Vivian Lo
Investigator Department: Education

The University and those conducting this study subscribe to the ethical conduct of research
and to the protection at all times of the interests, comfort, and safety of participants. This form
and the information 1t contains are given to you for your own protection and to ensure your fuil
understanding of the procedures, risks, and benefits described below.

Risks to the participant, third parties or society:
There will be no risks to the participant, third parties or society.

Benefits of study to the development of new knowledge:

Participants will be more aware that they are building thier identities while they are
interacting with others and while they are code-switching between different languages.
The investigator may collect more information in regard to the relationships between
the use of different languages and the establishment of personal and cultura! identities
with special reference to the Chinese-Canadians in Vancouver.

Procedures:

Eight student participants will be interviewed, observed at their homes and inside the
classrooms where they have their Chinese lessons. These student participants will have
group discussions later. Some of them will be required to tape-record their daily
conversations with other people. These student participants will aiso be requested to
complete a log to record their daily use of languages.

Your signature on this form will signify that you have received a document which describes the
procedures, possible risks, and benefits of this research study, that you have received an
adequate opportunity to consider the information in the document, and that you voluntarily
agree to allow the minor named below to participate in the study.

Name Parent, Guardian or other (PRINT);
who is the {(refationship to minor) (PRINT):
of

First name of minor (PRINT): Last name of minor (PRINT):
| certify that | understand the procedures to be used and have fully explained them to:
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Name of minor participant:

and the participant knows that myseff, or he or she has the right to withdraw from the study at
any time, and that any complaints about the study may be brought to the chief researcher
named abave or to:

Department, School or Faculty: - .
Education Chair, Director or Dean:

8888 University Way, Simon Fraser University, Burnaby, British Columbia, V5A 186, Canada

I may obtain copies of the results of this study, upon its completion by contacting the
researcher named above or:
The investigator, Vivian Lo (ph.604-5430587) (Email: knlo@sfu.ca)

| certify that | understand the procedures to be used and that | understand the Study
Information Document, and that | have been able to receive ¢larification of any aspects of this
study about which { have had questions.

Last Name Parent or Guardian: First Name Parent or Guardian:

Date (se for
MM/DD/YYYY) |

Signature: Witness if required:



Appendix H
Survey

Our ref. no.:
Please put “x” against the suitable answer:
In this study,
you are a student ( ), mother of a student ( ) or teacher of a student ( )

Please fill in the blanks with relevant information:

1.

2.

Age:
Sex: M/ F
Were you born in Canada? Yes/No

If you were not born in Canada, how old were you when you moved to Canada?

If you immigrated to Canada, where did you come from?
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Appendix I
Structured Questionnaire for Students

(A) Please circle the number that represents each of your answers for the following
questions:

1.

When speaking Chinese, I use some English words because I do not know the
correct words in Chinese. (learning)

neutral
Strongly disagree 1 2 3 4 5 6 7 Strongly agree

I sometimes mix Chinese and English in the same sentence.
neutral
Strongly disagree 1 2 3 4 5 6 7 Strongly agree

I never mix Chinese and English in the same sentence.
neutral
Strongly disagree 1 2 3 4 5 6 7 Strongly agree

I usually speak Chinese to clarify my meaning with others so that I can learn
English better.

neutral
Strongly disagree 1 2 3 4 5 6 7 Strongly agree

When speaking in Chinese, I use some English words to help others understand my
meaning better.

neutral
Strongly disagree 1| 2 3 4 5 6 7 Strongly agree

I usually speak English to clarify my meaning with others so that I can learn
Chinese better.

neutral
Strongly disagree 1 2 3 4 5 6 7 Strongly agree

I speak Chinese at least once per week.
neutral
Strongly disagree 1 2 3 4 5 6 7 Strongly agree

When speaking English, I use some Chinese words to help others understand my
meaning better.

neutral
Strongly disagree 1 2 3 4 5 6 7 Strongly agree



10.

11.

12.

13.

14.

15.

16.

17.

18.

323

We should interact with others in a friendly way and avoid making conflicts with
others.

neutral
Strongly disagree 1 2 3 4 5 6 7 Strongly agree

I mix Chinese and English so that I can express my meanings more properly.
neutral
Strongly disagree | 2 3 4 5 6 7 Strongly agree

I would prefer others not to recognize my Chinese heritage.
neutral
Strongly disagree 1 2 3 4 5 6 7 Strongly agree

When people speak to me in a mixture of Chinese and English, I can understand
them better.

neutral
Strongly disagree 1 2 3 4 5 6 7 Strongly agree

When speaking English, I use some Chinese words because I do not know the
correct words in English.

neutral
Strongly disagree 1 2 3 4 5 6 7 Strongly agree

Every day I speak both Chinese and English.
neutral
Strongly disagree 1 2 3 4 5 6 7 Strongly agree

It is confusing when people speak to me in a mixture of Chinese and English
because I cannot completely understand their meaning.

neutral
Strongly disagree 1 2 3 4 5 6 7 Strongly agree

I should talk to my parents politely.
neutral
Strongly disagree 1 2 3 4 5 6 7 Strongly agree

I should talk to my teachers politely.
neutral
Strongly disagree 1 2 3 4 5 6 7 Strongly agree

When speaking Chinese, I use some English words to show that I know English.
neutral
Strongly disagree 1 2 3 4 5 6 7 Strongly agree



19.

20.

21.

22.

23.

24.

25.

26.

27.

28.

29.

I am comfortable mixing Chinese and English in the same sentence.
neutral
Strongly disagree 1 2 3 4 5 6 7 Strongly agree

My family members understand my meaning better if I speak Chinese.
neutral
Strongly disagree 1 2 3 4 5 6 7 Strongly agree

I mainly speak English at school.
neutral
Strongly disagree 1 2 3 4 5 6 7 Strongly agree

I am proud of my Chinese heritage.
neutral
Strongly disagree 1 2 3 4 5 6 7 Strongly agree

I learn Chinese because I want to maintain the Chinese culture.
neutral
Strongly disagree 1 2 3 4 5 6 7 Strongly agree

My parents require me to learn Chinese.
neutral
Strongly disagree 1 2 3 4 5 6 7  Strongly agree

I speak English with my friends.
neutral
Strongly disagree 1 2 3 4 5 6 7 Strongly agree

I feel comfortable when talking to others in Chinese.
neutral
Strongly disagree 1 2 3 4 5 6 7 Strongly agree
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I avoid talking with others in Chinese because I do not want the others to be aware

of my Chinese heritage.
neutral
Strongly disagree 1 2 3 4 5 6 7  Strongly agree

I learn Chinese because it is useful.
neutral
Strongly disagree 1| 2 3 4 5 6 7  Strongly agree

My Chinese teachers understand my meaning better if I speak Chinese.

neutral
Strongly disagree 1 2 3 4 5 6 7 Strongly agree
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30. I speak to my family members in Chinese in order to maintain the Chinese language.
neutral
Strongly disagree 1 2 3 4 5 6 7 Strongly agree

31. My friends don’t like speaking Chinese.
neutral
Strongly disagree 1 2 3 4 5 6 7 Strongly agree

32. I speak English at least once per week.
neutral
Strongly disagree 1 2 3 4 5 6 7 Strongly agree
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(B) Read the instructions and fill in the following blanks with reference to your
real experiences:

1. List the most frequent situations in which you speak only Chinese (for example,
talking with my grandparents, talking with my Chinese teachers).

(1)
(i1)
(1i1)
(iv)
v)

2. List the most frequent situations in which you use both English and Chinese (for
example, eating dinner with family).
)
(ii)
(iii)
(iv)
v)

3. List the most frequent situations in which you mix English and Chinese in the same
sentence (for example, talking with new immigrant friends).
(1)
(i1)
(iii)
(iv)
V)

4. List the most frequent situations in which you speak only English (for example, in
school).
1
(i1)
(111)
(iv)
v)

5. List the most frequent situations in which you speak English and Chinese in different
complete sentences under the same situation (for example, talking with friends who can
speak both languages).

@)
(i1)
(iii)
(iv)
v)




Appendix J
Log for Recording Language Use

Name of Participant: Sex: Age:

Were you born in Canada? Yes No
If you were not born in Canada, how old were you when you immigrated here?

Native Language: Mandarin Cantonese

Please record your daily interactions with other people.

Time: Fill in the duration of time within which you had the activity.

Activity: Use one or two words to describe the activity.

Language: Circle or write the languages you used when conversing with others.
(Key: M—Mandarin, C—Cantonese, E—English)

Interlocutor: To name the person with whom you were talking.
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Time Monday Tuesday Wednesday Thursday Friday | Saturday Sunday
(Fillin) | Date: Date: Date: Date: Date: Date: Date:
Activity:
Language:
M/C/E

Interlocutor:

Activity:

Language:
M/C/E
Interlocutor:

Activity:

Language:
M/C/E
Interlocutor:

Activity:

Language:
M/C/E
Interlocutor:

Activity:

Language:
M/C/E
Interlocutor:
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Appendix K
Interview Questions for Stage One: For Parents, Teachers and Students

(A) Questions for Interviews with Parents

1.

What are the languages you use when talking with different members of your
family, such as the elderly, your spouse and children? Do you use different
languages with different children? If yes, under what situations do you change your
languages?

What is the Chinese dialect you speak at home with your family members? Do you
speak different Chinese dialects? Do you speak different Chinese dialects to
different people? Please give examples to explain.

Do you work? What languages do you use when talking with your co-workers at
your work place? Do you change the languages when talking to different co-
workers? If yes, why and when do you make such changes?

How often do you meet with your relatives? Will you meet certain relatives more
often than the others? What languages do you use when talking to them? How
often and where do you meet with your friends?

Do you have many friends? Do you have friends from different groups? Can you
give some examples showing how and where you know your friends? Will you
engage in different activities when meeting with different groups of friends?

How do you think about your child’s learning of Chinese? Why do you register
him/her in a Chinese class?

How would you think about your identity at home, at your work place and in
society? How would you think about your child’s identity at home, in school or in
society?

How would you value the languages you use at home, in your work place and in
society?

How would you value the Chinese and English languages in Greater Vancouver?

. How do you think about the influences of Confucian theories on you, your family

and the local Chinese community? To what extent do you agree that these theories
have influenced the process of self-identification? Can you give some examples?

(B) Questions for Interviews with Chinese Teachers

1.

What are the languages you use when teaching in class?

2. What is the language the participating student usually uses when communicating

with you in class? What is the language used by other students?

Will you change the languages you use from time to time in class? If yes, under
what situations will you change the languages you use? What are the languages
used in class usually and what are their proportions?

Will your students change their use of languages in class? Under what situations
will they change their use of languages and how often are the changes? Do you
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have any special communication patterns with the participating student; that is,
what are the languages you use when communicating with him/her?

How would you value your student’s identity in class and in society?

How would you value the use of languages in class? How would you think the
participating student values his/her use of languages in class?

How would you value the English and Chinese languages in Greater Vancouver?
How do you think about the influences of Confucian theories on your students and
in the local Chinese community as a whole? Can you show me some examples
indicating the presence of Confucianism in class or elsewhere?

(C) Questions for Interviews with Students

1.

What languages do you use in your family? Will you use different languages when
talking to different members in the family? If yes, under what situations, and with
whom will you will you make a change in the use of language?

What are the languages you use in class? Will you change your use of language in
class? If yes, under what situations will you make the change? How do you make
such changes? Will you use different languages when talking to your teachers and
classmates?

What languages will you use when communicating with your friends? Can you tell
me the names of three of your best friends? What kind of languages will you use
when talking to them? Will you change the use of languages when talking to
different friends? Why and how often do you make such changes?

How would you describe yourself to be Chinese? How would you think about your
position at home, in class and in society? Will your Chinese descent be a factor that
influences your position at home, in class and in society? How would you feel if the
others describe you as a Chinese boy/girl?

If you use different languages like English and Chinese at different places, how
would you think about meanings of making such changes? Can you explain with
your own words about the values or importance of these languages at home, in
school and in society?

How do you think about Confucian theories? Can you give examples to show your
understanding about these theories? In what way do you think these theories have
influenced your thinking or your life? To what extent do you find the practices of
these theories at home, in school or in society?
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Appendix L
Interview Questions for Stage Two: For Parents and Teachers

1. The data of questionnaire for student participants reveal that the student participants
mix Chinese and English languages in their daily life situations. What are your
opinions on the conversation pattern?

2. Some people consider the functions of language as for: (a) learning, (b)
communicating thoughts and feelings, and (c) reflecting one’s identity. How do you
comment on the use of Chinese and English in Vancouver?

3. The findings of the questionnaire for the student participants tell us that they mostly
felt proud of their Chinese heritage. How do you comment on their thinking? In
what way it is related to the way they establish their identity?

4. The findings also tell us that the student participants spoke with each other mainly
in English although they sometimes mixed Chinese and English in their dialogues.
To what extent do you think their conversation patterns will influence the way they
establish their identity? What type of identity they are likely to establish?

5. The findings reveal that the student participants learned Chinese because they
wanted to preserve the Chinese culture, this language is useful and their parents
required them to learn it. How do you think about their motives of learning Chinese?
To what extent do you think these motives reflect students’ beliefs about their
identity?

6. A large number of student participants agreed that they should talk to their parents
and teachers politely. To what extent do you consider that their thinking is related to
the influence of Confucianism?

7. A large number of student participants agreed that they learned Chinese because
their parents required them to do so and they wanted to preserve the Chinese culture.
To what extent do you consider that their thinking is related to the influence of
Confucianism?

8. For the interviews with parents and teachers at the first stage of this project, a
number of parents and teachers suggested that their children were not aware of their
cultural identity or they were not mature enough to develop their identity. How do
you comment on these opinions? At what age do you think young Chinese-
Canadians will start to think about their cultural identity in Canada?
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Appendix M
Protocols for Observation at home and in the school

(A) Protocol for Observing the Group Discussions

1.

There will be two group discussions, one in each school.

Students of each group will be given a unit of tape-recording to listen to. Afterward,
students are encouraged to discuss the contents of the recording. During the
discussion, each student will be requested to express his/her personal opinions. The
contents of the group discussion and expression of individual opinions will be
recorded verbatim.

The tape-recorded scenario will be about several young people who are talking in
different languages under a daily life situation.

The scenarios given to the two groups will be the same.

The data obtained from two groups will be compared and analyzed to examine if
there are significant differences between members of the two groups.

Opinions from Cantonese and Mandarin students will also be compared. Since there
will be two Cantonese native speaker and two Mandarin native-speaker in each
group. It will be expected that most of them will tend to converse in English.

The researcher will count (i) the frequency of CS, (ii) the topic of discussion prior
to CS, (iii) the characteristics of CS, (iv) participants’ opinions about their identities
with their use of languages, (v) other relevant information.

The researcher will also record who initiate a dialogue and who responds to it and
how the flow of discussion perpetuates.

(B) Protocol for Observations within Classrooms

2.

The researcher will go to the classroom of each student participant trying to record
the conversations between the student participant and the teacher, and between the
student participant and other students. The researcher will record their
conversations and make verbatim transcription later for future analysis.

The researcher will take field notes about the dialogues if necessary in order to
record both verbal and non-verbal information that might be valuable to the overall
discussion.

The researcher will pay special attention to the languages used within the
conversations. Then the research will count the number of dialogues that are spoken
in English and Chinese (Cantonese/Mandarin) and investigate the contents of
conversations that precede the occurrence of CS.

The researcher will record who initiates a dialogue and who responds to it and
under what situation a unit of CS takes place.

The researcher will, from the conversations, muster all clues that can reflect how
the teacher or students form their identities.

The data obtained from classroom observations will be compared in order to search
for patterns of similarities and differences across varied classroom situations.
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(C) Protocol for Observations at Participants’ Homes

1.

The researcher will visit the family of student participant and prepare a game for the
mother to play with the student. The game session will approximately last for one
hour. The researcher will observe their interactions during this play session and
tape-record their conversation as far as possible.

The researcher will pay attention to the types of languages they use when
communicating with each other. Then the researcher will count the frequency of CS
and analyze the topics of conversations that precede CS. This process will be put
forth and interpreted in a similar way like that used in the classroom observation.
Again, data collected from different families will be compared for the purpose of
mustering evidence that shows similar or contrasting phenomena across differing
familial situations.
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Appendix N
Revised Descriptive Statistics
Mean Std. Deviation Analysis N

1. When speaking Chinese, | use some 4.19 1.919 190
English words because | don't know
the correct words in Chinese.

2. | sometimes mix Chinese and English 4.56 2.056 190
in the same sentence.

3. I never mix Chinese and English in 2.65 1.943 190
the same sentence.

4. | usually speak Chinese to clarify my 2.83 1.771 190

meaning with others so that | can
learn English better.
5. When speaking in Chinese, | use some 452 1.879 190
English words to help others understand
my meaning better.
6. | usually speak English to clarify my 3.93 1.872 190
meaning with others so that | can learn
Chinese better.
8. When speaking English, | use some Chinese 3.23 2.021 190
words to help others understand my meaning
better.
9.. We should interact with others in a friendly 5.99 1.447 190
way and avoid making conflicts with others.
10. 1 mix Chinese and English so that | can 4.18 2.083 190
express my meanings more properly.
. I would prefer others not to recognize 237 1.734 190
my Chinese heritage.
12. When people speak to me in a mixture 4.07 1.689 190
of Chinese and English, | can understand
them better.
13. When speaking English, | use some Chinese 2.72 1.950 190
words because | do not know the correct
words in English.
15. It is confusing when people speak tomeina 2.40 1.699 190
mixture of Chinese and English because |
cannot completely understand their meaning.

1

-

16. | should talk to my parents politely. 6.03 1.445 190

17. | should talk to my teachers politely. 6.08 1.410 190

18. When speaking Chinese, | use some 2.76 1.755 190
English words to show that | know English. ’

19. | am comfortable mixing Chinese and 5.17 1.813 190
English in the same sentence.

20. My family members understand my 542 1.846 190
meaning better if | speak Chinese.

21. I mainly speak English at school. 5.91 1.640 190

22. | am proud of my Chinese heritage. 5.92 1.458 190

23. | learn Chinese because | want to maintain 525 1.899 190
the Chinese culture.

25. | speak English with my parents. 573 1.715 190

26. | feel comfortable when talking 5.20 1.797 190
to others in Chinese.

27. 1 avoid talking with others in Chinese 1.94 1.433 190

because | do not want the others to be
aware of my Chinese heritage.

28. | learn Chinese because it is useful. 574 1.679 190

29. My Chinese teachers understand my 533 1.840 190
meaning better if | speak Chinese.

30. | speak to my family members in Chinese 511 1.800 190

in order to maintain the Chinese language.

31. My friends don't like speaking Chinese. 3.15 1.895 190

-
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Appendix O
Communalities

Communalities Initial Extraction

1. When speaking Chinese, | use some .581 607
English words because | don't know
the correct words in Chinese.

2. | sometimes mix Chinese and English 663 .749
in the same sentence.

3. | never mix Chinese and English in the .505 .537
same sentence.

4. | usually speak Chinese to clanfy my .468 467

meaning with others so that | can
learn English better.
5. When speaking in Chinese, | use some 508 714
English words to help others understand
my meaning better.
6. | usually speak English to clarify my .426 453
meaning with others so that | can
learn Chinese better.
8. When speaking English, | use some 542 .581
Chinese words to help others understand
my meaning better.
9.. We should interact with others in a friendly .337 .367
way and avoid making conflicts with others.
10. I mix Chinese and English so that can .565 .565
express my meanings more properly.
. I would prefer others not to recognize 478 513
my Chinese heritage.
12. When people speak to me in a mixture .345 .337
of Chinese and English, | can understand
them better.
13. When speaking English, | use some 512 661
Chinese words because | do not know
the correct words in English.
15. It is confusing when people speak to me 217 A7
in a mixture of Chinese and English
because | cannot completely understand
their meaning.

1

-

16. | should talk to my parents politely. .557 776

17. | should talk to my teachers potitely. 495 .544

18. When speaking Chinese, | use some .262 224
English words to show that | know English.

19. | am comfortable mixing Chinese and 464 495
English in the same sentence.

20. My family members understand my .356 .360
meaning better if | speak Chinese.

21. I mainly speak English at school. 614 .879

22. 1 am proud of my Chinese heritage. 574 728

23. | learn Chinese because | want to 490 .485
maintain the Chinese culture.

25. | speak English with my parents. .607 652

26. | feel comfortable when talking to others 484 574
in Chinese.

27. 1 avoid talking with others in Chinese 471 516

because | do not want the others to be
aware of my Chinese heritage.

28. | learn Chinese because it is useful. 497 515
29. My Chinese teachers understand .362 .299
my meaning better if | speak Chinese.
30. | speak to my family members in Chinese 521 610
in order to maintain the Chinese language.
31. My friends don't like speaking Chinese. .359 443

Extraction Method: Principal Axis Factoring.
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Appendix P
Total Variance Explained

Initial Eigenvalues Extraction Sums of ‘ Rotation
Squared Loadings Sums of
Loadings
(a)
Factors Total % of Variance Cumulative % Total% of Variance = Cumulative % total
1. 4.828 17.245 17.245 4375 15.624 15.624 3.469
2. 4.204 15.016 32.261 3.777 13.489 29.113 3.248
3. 2.827 10.097 42.358 2472 8.830 37.943 2.780
4, 1.724 6.158 48.516 1.213 4.332 42.274 2.204
5. 1.357 4.847 53.363 .944 3.372 45.646 2.551
6. 1.210 4.320 57.683 .769 2.747 48.394 2742
7. 1.149 4103 61.786 .667 2.382 50.776 2.371
8. 1.059 3.782 65.568 .605 2.161 52.937 2.536
9. .987 3.525 69.093
10. .920 3.286 72.379
11, .738 2.636 75.016
12 .669 2.389 77.405
13. 615 2.198 79.603
14. .578 2.064 81.666
15. .564 2.016 83.682
16. 544 1.941 85.623
17. .488 1.743 87.366
18. .462 1.651 89.016
19. .439 1.567 90.583
20. .394 1.406 91.989
21, .356 1.271 93.260
22. .341 1.219 94.479
23. .316 1.129 95.608
24, .306 1.092 96.700
25. .253 .903 97.603
26. .238 .849 98.452
27. 224 .801 99.253
28. .209 747 100.000

Extraction Method: Principal Axis Factoring.
a When factors are correlated, sums of squared loadings cannot be added to obtain a total variance.
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Factor Matrix

2

Factor

4

5

7
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10.

1

—_

12.

13.

15.

16.
17.
18.
19.
20.
21.
22.
23.

25.
26.

27.

28.

. When speaking Chinese, | use 1568

some English words because

| don't know the correct words in
Chinese.
| sometimes mix Chinese and 472
English in the same sentence.

| never mix Chinese and English -.362
in the same sentence.

| usually speak Chinese to clanfy .407
my meaning with others so that |

can learn English better.

When speaking in Chinese, | use .291
some English words to help others
understand my meaning better.
| usually speak English to clarify 230
my meaning with others so that

1 can learn Chinese better.

When speaking Engiish, | use .489
some Chinese words to help

others understand my meaning

better.

. We should interact with others in 479

a friendly way and avoid making

conflicts with others.

I mix Chinese and English sothat  .609
can express my meanings more

properly.

. I would prefer others not to -.470

recognize my Chinese heritage.

When people speak to me in a 311
mixture of Chinese and English,

| can understand them better.

When speaking English, | use .362
some Chinese words because |

do not know the correct words in

English.

It is confusing when people speak -.206
to me in a mixture of Chinese and

English because | cannot

completely understand their

meaning.

| should talk to my parents politely. .384
| should talk to my teachers politely. .304
When speaking Chinese, | use 162
some English words to show that

| know English.

| am comfortable mixing Chinese  .499
and English in the same sentence.

My family members understand my .287
meaning better if | speak Chinese.

I mainly speak English at school. -.143
| am proud of my Chinese heritage. .552
| learn Chinese because | wantto  .521
maintain the Chinese culture.

| speak English with my parents. =111
| feel comfortable when talking 451
to others in Chinese.

| avoid talking with others in -.463
Chinese because | do not want the

others to be aware of my Chinese
heritage.

| learn Chinese because it is useful . .499

872

.643
-470

.188
.561
494

452

-175
418

.368
.306

.336

157

-.422
-.340
.366
190
-.152
.021
-.421
-.300

.000
-.358

.339

-.383

310

-.053
-.068

-.379

.243

.299

-.290

187

.020

-.075
.095

-.489

-.063

379
.395
-.016
AN
-112
759
.032
.087

726
=213

.046

181

-.092

-.294
.286

.296
A37
035

174

-.050
.07

214

-.154

.307

.236

119
.084
217
-178
357
.251
-.260
.003

187
135

235

.066

150

-.005
-.036

.045
-.007
.090

-.080

-.077
-.021

015

.013

.096

122

424
.250
.032
-.308
-.200
-.334
14
.204

=277
-.321

292

A72

-.049

-.083
-124

-130

-.102

-.105

-103

156

.097

A79

-.018

-.012

.057

319
296
.007
.235
-.051
-.200
-.366
-.220

.008
.256

135

-.211

.006

119
-.281

-110

-.223

-197

-.059

-174

-.043

27

76

-.125

-.085

-.105
-.133
-.032
.01
.265
-108
-.040
148

.035
-.041

.152

.060

-.026

-.049
.056
.069

-.420

-.085

.062

.094

.043

239
.288

243

-.140

0.34
078
A21
103
-.041
.235
.168
-.066

.002
-.100

.058

71
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29. My Chinese teachers understand  .301 -.251 -144 .326 -.016 -.015 .06 -116
my meaning better if | speak
Chinese.

30. | speak to my family members in 592 -264 .078 202 -.053 .083 334 -.151

Chinese in order to maintain the
Chinese language.

31. My friends don't like speaking -.225 .210 .390 232 A77 -.148 .297 -.029
Chinese.
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Appendix R
Pattern Matrix (a)
Factor
1 2 3 4 5 6 7 8

1. When speaking Chinese, | use some .456 -.007 .044 .056 .029 -.205 232 .296
English words because | don't know
the correct words in Chinese.

2. | sometimes mix Chinese and English .786  .002 -.016  -159 -.073 -.059 -.037 159
in the same sentence.

3. | never mix Chinese and Englishin -801 .019 163 .204 .051 -.074 -.091 -.008
the same sentence.

4. | usually speak Chinese to clarify -129 .093 .013 -.086 -.057 146 -.036 103
my meaning with others so that |
can learn English better.

5. When speaking in Chinese, luse  -.003 -.044 .042 .060 -.054 .025 -.002 .822
some English words to help others
understand my meaning better.

6. | usually speak English to clarify 119 .063 148 145 .074 -.202 .064 455
my meaning with others so that
| can learn Chinese better.

8. When speaking English, | use A72 .038 .546 -.018 -175 1129 -.088 147
some Chinese words to help others
understand my meaning better.

9.. We should interact with othersina  .087 112 .064 129 .327 -.049 -.351 .003
friendly way and avoid making
conflicts with others.

10. | mix Chinese and English so | 392 -.025 328 .014 126 .082 -121 163
can express my meanings more
properly.

11. I would prefer others not to 095  -.535 213 .083 .003 -.020 257 -.279
recognize my Chinese heritage.

12. When people speak tome in a .578 144 1561 .088  -016 -.061 .092 -.261
mixture of Chinese and English, |
can understand them better.

13. When speaking English, | use -.020 -.072 .794 -131 .040 .031 -.043 -.067
some Chinese words because |
do not know the correct words in
English.

15. It is confusing when people speak -.243 -.269 101 -.077 .084 .025 137 227
to me in a mixture of Chinese and
English because | cannot completely
understand their meaning.

16. | should talk to my parents politely. -.057 .054 -.035 -.093 .886 -.028 .037 -.001

17. I should talk to my teachers politely. -.031 .000 -.039 0.51 .736 -.065 -.064 .023

18. When speaking Chinese, | use 102 -.126 .376 .100 .046 .030 .091 .054
some English words to show that
| know English.

18. | am comfortable mixing Chinese 543  -.086 -.006 154 .052 .060 -.397 -.072
and English in the same sentence.

20. My family members understand my -.025 .006 157 136 -.180 .645 .086 -.085
meaning better if | speak Chinese.

21. I mainly speak English at school.  -.173 .069 .030 .051 -.048 -.026 .063 .036

22. | am proud of my Chinese heritage. .029 .861 .073 .005 -.007 -.132 -.086 -.138

23. | learn Chinese because | want to .058 .560 -.009 -.093 .083 234 175 .037
maintain the Chinese culture.

25. | speak English with my parents. -.006 -115 -.244 682 .045 157 .080 118

26. | feel comfortable when talkkingto  -.053 -133 .041 -.026 .075 442 -.481 -.041
others in Chinese.

27. | avoid talking with others in .031 -.430 .083 -.075 163 -.020 .496 -.070
Chinese because | do not want
the others to be aware of my
Chinese heritage.

28. | learn Chinese because it is useful. -.045 .563 .087 .078 181 157 120 -.047

29. My Chinese teachers understand -.223 .051 172 -.033 041 448 013 .065
my meaning better if | speak Chinese.

30. | speak to my family members in 226 123 -.077 -.019 .093 .067 .076 -.023



Chinese in order to maintain the
Chinese language.

31. My friends don't like speaking .094 -.017
Chinese.

-.097

217

-.033

.208

.630

.049

Extraction Method: Principal Axis Factoring.
Rotation Method: Promax with Kaiser Normalization.
a Rotation converged in 10 iterations.
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Appendix S
Structure Matrix
Factor
1 2 3 4 5 6 7 8
1. When speaking Chinese, | use 621 - 119 .260 227 -.018 -.285 .298 582
some English words because |
don't know the correct words in
Chinese.
2. | sometimes mix Chinese and .836 .038 372 -.016 -.040 -.051 -.081 .541
English in the same sentence.
3. | never mix Chinese and English  -.695 -.038 -.195 .045 .003 -.015 .010 -.355
in the same sentence.
4. | usually speak Chinese to clarify .160 142 .636 -.234 -.028 .252 -.161 .202

my meaning with others so that
| can learn English better.

5. When speaking in Chinese, luse  .458 -.050 292 186 .013 -.010 .070 .840
some English words to help others
understand my meaning better.

6. | usually speak English to clarify my .451 .001 .275 .256 .079 -163 140 .601
meaning with others so that | can
learn Chinese better.

8. When speaking English, | use .459 .073 699 -125 -117 178 -178 .387
some Chinese words to help others
understand my meaning better.

9.. We should interact with others in .215 371 .073 161 .444 273 -.418 .103
a friendly way and avoid making
conflicts with others.

10. I mix Chinese and English sothat  .631 .154 535 .052 .189 212 -214 .481
can express my meanings more
properly.

11. | would prefer others not to -.032 -.625 116 .065 -.298 -.340 425 -.133
recognize my Chinese heritage.

12. When people speak to me in a 514 132 .268 118 .046 -.028 .000 119

mixture of Chinese and English, |
can understand them better.
13. When speaking English, | use 232 -.015 793 -.293 -.080 130 - 117 145
some Chinese words because |
do not know the correct words in
English.
15. It is confusing when people speak -.125 -.288 .073 -.055 -.077 -.100 .228 127
to me in a mixture of Chinese and
English because | cannot
completely understand their

meaning.

16. | should talk to my parents politely. -.006 422 -.123 104 .871 333 -.114 .016

17. | should talk to my teachers politely. .019 320 -.134 .206 .730 .244 -141 .013

18. When speaking Chinese, | use some.278 -111 .405 .078 .010 -.008 .095 .252
English words to show that | know
English.

19. | am comfortable mixing Chinese  .559 154 .186 .188 176 .202 -.431 .225
and English in the same sentence.

20. My family members understand my -.003 170 176 .01 .071 .547 -.154 -.032
meaning better if | speak Chinese.

21. I mainly speak English at school. .01 -.022 -.206 .922 155 -110 196 124

22. 1 am proud of my Chinese heritage. .073 834 .045  -049 327 .281 -.355 -.098

23. | learn Chinese because | want to 109 .644 .055 -.063 .388 444 -.150 .073
maintain the Chinese culture.

25. | speak English with my parents. .062 -.073 -.331 759 222 .015 .165

70

26. | feel comfortable when talkingto  -.021 .259 .090 -.125 .248 .619 -633 -.086
others in Chinese.

27. | avoid talking with others in -.058 -.538 .027 012 -.143 -.333 .609 .001

Chinese because | do not want
the others to be aware of my
Chinese heritage.
28. | learn Chinese because it is useful. .039 .664 .040 .078 479 426 -.170 -.002



29. My Chinese teachers understand  -.113 .241 .158 -.114
my meaning better if | speak
Chinese.

30. | speak to my family members in .202 453 .070 .006

Chinese in order to maintain the
Chinese language.
31. My friends don't like speaking .060 -.163 -.109
47
Chinese.

203

426

319

.500

734

.012

-.192

-.283

-.100

-.001

.088

.585

Extraction Method: Principal Axis Factoring.
Rotation Method: Promax with Kaiser Normalization.
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