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Abstract
Despite the fact that research has documented that ethnic language maintenance leads to academic and personal benefits for linguistic minority students (Peal and Lambert, 1962 Dolson, 1985; Hakuta and Díaz, 1985;Cummins, 1983; 1986;1992; Kennedy and Park, 1994; García-Vázquez, Vázquez, López, and Ward, 1997; Krashen, 1998;  Rumberger and Larson, 1998;  Lee, 2002; Slavin and Cheung, 2003),immigrant languages in most contexts are  stigmatised and ethnic language maintenance continues to remain the sole responsibility of individuals and families (Wiley and Valdés, 2000). In the Greek context, migrant/repatriated  pupils make up approximately 10% of the total pupil population (IPODE 2009) and, although the Greek state has taken several measures to address the issue of multiculturalism in schools, mother-tongue maintenance is not prioritised. This qualitative study explores the attitudes of 30 secondary education teachers in Attica. to migrant pupils’ mother-tongue maintenance. Results indicate that while most teachers demonstrate positive attitudes to the maintenance of minority languages and to their teaching at school, they do not view migrant pupils’ bilingualism as a resource. It is concluded that teachers need to recognise the importance of ethnic language proficiency in the lives of their pupils while the Greek state needs to realise is that ethnic language maintenance is not only an individual process, but also a societal process that is influenced by multiple factors at the personal, educational, and societal levels. 
Παρά την πληθώρα των επιστημονικών ερευνών σχετικά με τα γνωστικά και προσωπικά οφέλη που επιφέρει η διατήρηση της μητρικής γλώσσας στα παιδιά  των μεταναστών (Peal and Lambert, 1962 Dolson, 1985; Hakuta and Díaz, 1985;Cummins, 1983; 1986;1992; Kennedy and Park, 1994; García-Vázquez, Vázquez, López, and Ward, 1997; Krashen, 1998;  Rumberger and Larson, 1998;  Lee, 2002; Slavin and Cheung, 2003) οι γλώσσες των μεταναστών διεθνώς παραμένουν στιγματισμένες και η διατήρησή τους αποτελεί ατομική και οικογενειακή  ευθύνη (Wiley and Valdés, 2000). Στην Ελλάδα, οι παλλινοστούντες και αλλοδαποί μαθητές αποτελούν περίπου το 10% του συνολικού μαθητικού δυναμικού της χώρας (ΙΠΟΔΕ 2006), και μολονότι η ελληνική πολιτεία έχει λάβει μία σειρά μέτρων για την διαχείριση της πολυπολιτισμικότητας στα σχολεία,  η διδασκαλία των μητρικών γλωσσών δεν αποτελεί προτεραιότητα. Η παρούσα ποιοτική μελέτη ερευνά τις στάσεις 30 εκπαιδευτικών δευτεροβάθμιας εκπαίδευσης στην Αττική, απέναντι στη διατήρηση της μητρικής γλώσσας των αλλοδαπών μαθητών. Τα αποτελέσματα δηλώνουν ότι αν και οι περισσότεροι εκπαιδευτικοί είναι θετικά διακείμενοι απέναντι στη γλωσσική διατήρηση και στη διδασκαλία  μητρικών  γλωσσών  στο σχολείο, δεν θεωρούν ότι οι μητρικές γλώσσες αποτελούν κεφάλαιο για τους μαθητές. Οι εκπαιδευτικοί θα πρέπει να αναγνωρίσουν τη σπουδαιότητα που έχει η καλή γνώση της μητρικής γλώσσας για τους αλλοδαπούς/παλιννοστούντες μαθητές  ενώ η ελληνική πολιτεία χρειάζεται να αντιληφθεί ότι η διατήρηση των γλωσσών των παιδιών των μεταναστών δεν αποτελεί μόνο προσωπική τους υπόθεση αλλά και κοινωνικό ζητούμενο.  
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Benefits of language maintenance for bilingual pupils
Research has shown that ethnic language maintenance in the form of additive bilingualism leads to academic and personal benefits for linguistic minority students. Proficiency in the ethnic language not only facilitates the acquisition of the majority language (Cummins, 1983, 1992; García-Vázquez, Vázquez, López, and Ward, 1997; Krashen, 1998) and leads to higher academic achievement (Dolson, 1985; García-Vázquez et al.,1997; Kennedy and Park, 1994; Rumberger and Larson, 1998;  Lee, 2002; Slavin and Cheung, 2003), but also results in greater cognitive flexibility including an enhanced ability to deal with abstract concepts (Peal and Lambert, 1962; Hakuta and Díaz, 1985; Hakuta, 1986; Cummins, 1986). 
Furthermore, proficiency in the ethnic language has been identified to play a central role in one’s ethnic identification (Tse, 1998; Phinney, Romero,Nava, and Huang, 2001). In other words, ethnic language proficiency instills a stronger sense of ethnic identity and connection to the cultural group, which in turn leads to greater and more positive self-esteem (Stalikas and Gavaki, 1995; Vadas, 1995). By maintaining their ethnic language, individuals are also able to participate in an enriched environment of experiences stemming from two cultures (Grosjean, 1982). Conversely, the loss of proficiency in the ethnic language not only diminishes the potential to experience and see the world from different perspectives, but also leads to breakdowns in communication with family members, alienation from ethnic community networks, and lower self-esteem (Snodgrass, 1991; Wong-Fillmore, 2000; Tannenbaum and Howie, 2002). Rumbaut (1995) found that students who do not have the opportunity to fully develop in both languages are significantly more likely to drop out of schools than those fluent in both languages. Thus, for linguistic minority children, losing proficiency in their ethnic language is more than just a loss of a linguistic system; it is a separation from their roots, a denial of their ethnic identity, and a dismissal of their potential as a bilingual and bicultural member of society. As the population of linguistically and culturally diverse students continues to grow, it is becoming even more imperative to understand and affirm home cultures and to bridge the resources, knowledge, and practices of the home and schools. Thus, ethnic language maintenance is a matter worth serious consideration and investment from educators and the wider society. However, immigrant languages in most contexts are more or less stigmatised, and not considered as suitable vehicles for communication in schools (or subjects to be taught) as they are often associated with low socio-economic status.  Bilingual education involving minority languages has received strong opposition both in Europe and the United States. According to Romaine (1998:68).: 


Opposition to bilingual education has occurred side by side with increasing concern over lack of competence in foreign languages. Bilingual education has been equated with ethnicity, poverty and compensatory education, while foreign language instruction in mainstream schools in the world’s major languages has been seen as valuable, both economically and culturally 
Similarly, Abdallah-Pretceille (1992: 72) makes a distinction between additive and subtractive bilingualism in connection to migrant languages versus high status languages:
Often neglected, if not devaluated, the bilingualism of migrant childrenis regarded as subtractive bilingualism (one that handicaps children), whereas bilingualism involving a language of a high social and economic status is presented as additive (positive and exalted).
Teacher Attitudes
Students spend a large portion of their day at school where they have direct contact with teachers. Teachers can play an influential role in shaping students’ attitudes towards the maintenance of their ethnic language (Corson, 2001; Nieto, 2002; Macías, 2004). Ball and Lardner (1997:472) observed that a lack of respect for the home language of students leads to “negative attitudes toward the children who spoke it, that in effect, their attitudes constituted a language barrier impeding students’ educational progress”. Moreover, according to Wong-Fillmore (2000) linguistic minority pupils who find themselves in a sociocultural environment that does not appear to value their home language and culture,  are likely to reject and abandon their ethnic language.  To the contrary, studies have shown that teachers’ positive attitudes towards pupils’ ethnic languages and willingness to value them publicly in the school space can reinforce students’ desire to maintain their ethnic language (Franquiz and de la Luz Reyes, 1998). 
Although studies have been conducted on teachers’ attitudes toward primary language use in the classroom to facilitate English language acquisition and access to academic content (Cummins, 1981; Shin and Krashen, 1996; Ramos, 2001), there has been little, if any, research conducted on teachers’ attitudes toward students’ ethnic language maintenance for the purpose of promoting additive bilingualism. Ethnic language learners and their needs, for the most part, have been invisible in schools (Tsokalidou, 2005b). 

The Greek context

Greece is a recent immigration country after having exported emigrants mainly to Australia, the United States and Western Europe for many years. Although immigrants (mainly Egyptians and Pakistanis) began to arrive in Greece at the beginning of the 1970s, the first major wave of immigrants came in the 1990s (Antoniou 2003). Main nationalities among the immigrant population include over half a million Albanian citizens, 150,000 co-ethnic returnees from the former Soviet Republics, 110-120,000 Asians, and approximately 130,000 EU citizens (mainly from Poland, Bulgaria and Romania) (Triandfyllidou and Gropas 2009).  In 2006, according to IPODE (an institute within the Ministry of Education responsible for collecting educational data), there were 138,193 foreign or repatriated ethnic Greek students. This translated into 9.5 per cent of the school population in Greece.
The Greek state took a series of measures to respond to the presence of migrant communities in the classroom, namely by establishing 26 ‘intercultural schools’(i.e special schools to cater for the needs of migrant pupils) since 1996, and ‘reception and tutorial classes’ (mainly classes providing pupils with intense teaching of the Greek language) since 1999. Moreover, large scale educational programmes were launched during the period 1997-2004 and 2006-08 in collaboration with Greek universities and financially supported by the European Commission for the integration of foreign and repatriated students in Greek education (Palaiologou 2004, http://web.auth.gr/eppas/) However, the subject of teaching the mother-tongue  or the culture of origin to foreign pupils, has not been considered to be a priority since learning Greek is considered as the key vehicle to integration. At this point it should be noted that the maintenance of certain languages is viewed by great scepticism by the Greek state, especially when these are associated with countries with which geo-political relations have always been tense (e.g. Albania).Meanwhile, recent research among children of migrants in Greece indicates that they are losing their skills in the parental language which they are increasingly replacing with Greek (Hatzidaki 2005, Tsokalidou 2005a, Gogonas 2007, 2009).
The majority of studies regarding teachers’ attitudes to multiculturalism in Greek education as well as to migrant pupils’ bilingualism concerns pre-school and primary education (see: Philippardou 1997, Athanasiou and Gotovos 2002, Skourtou 2002, 2004 .Kasimi 2005, Tsokalidou 2005a, 2005b, 2007). Most of the above studies show that while teachers have positive attitudes to linguistic diversity in the school classroom, they do not see any cognitive benefits in bilingualism nor do they accept the fact that a pupil’s knowledge of his/her first language is related to his/her learning of Greek. In some cases, migrant pupils’ bilingualism is also found responsible for learning problems. On the other hand, those teachers who supported ethnic language maintenance believed that the organisation of minority language teaching should solely depend on the minority language communities. In addition, teachers disapprove of the use of the ethnic language in the pupils’ homes, although  Tsokalidou’s latest study (2007) shows teachers as being more positive regarding the use of the ethnic language in the home.  
The present study examines Secondary School teachers’ assumptions and beliefs about ethnic language maintenance, with a view to generating further research  into the relevance and status of ethnic languages in schools both in the Greek context and elsewhere. 
The Present Study
The results to be presented in the present paper are drawn from the author’s doctoral study investigating language maintenance/shift in second-generation migrant pupils distributed in 8 different high schools of Attica. (Gogonas 2007, 2009). Part of this study included interviews with teachers in these schools. 
The study poses the following research questions: 1) What are Greek teachers’ attitudes to migrant pupils’ mother-tongue maintenance? 2) What do Greek teachers believe regarding the organisation and funding of mother-tongue classes? 3)Do Greek teachers perceive any benefits in migrant pupils’ mother-tongue maintenance?

Methodology 
Data collection lasted from January to December 2005.  An interview schedule was used. However, some teachers had more to say on different issues, therefore there is variation in the content of the interviews as a whole. The broader aim of the interview was to examine the intercultural orientation of teachers and their attitudes to multiculturalism. Thus, teachers were asked questions along the following lines: whether they have had any intercultural education training or access to intercultural teaching material; whether they employ intercultural methods in their teaching; what their impressions of immigrant parents are, especially as regards their involvement in their children’s education; their attitudes to mother-tongue teaching; and their attitudes to the transformation of Greece into a multicultural country. The results to be presented in this paper concern teachers’ attitudes to their pupils’ bilingualism and to the teaching of ethnic languages in school. 
The average age of teachers was 45,  while care was taken to have an even distribution of teaching specialisations, as far as possible: 7 Greek language/literature teachers, 4 foreign language teachers (2 of French, 1 of German and 1 of English), 5 teachers of Religious Education, 3 teachers of Maths, 2 teachers of Chemistry, 3 teachers of Physics, 1 teacher of Music, 1 teacher of Physical Education, 1 teacher of Biology, 1 teacher of Home Economics 1 teacher of Social and civic education and 1 teacher of Arts. 
                                   Table1 Pupil enrolment in fieldwork schools

	Schools
	Total pupils
	Albanian

pupils

(ethnic Greeks)
	Other pupils
	Other

pupils’ nationalities

	Elefsina

School A

School B

School C

School D
	239

190

209

215
	14 

29(3)

10

18
	  2

14

  9

12
	Ex-USSR

Ex-USSR,Germany,Venezuela

Ex-USSR, Turkey, Bulgaria

Ex-USSR, Bulgaria

	Kifissia-Chalandri

School E

School F

School G

School H
	144

151

267

349
	15 (3)

26 (2)

25

33 (13)
	5

7

6

3
	Ex-USSR, USA

Ex-USSR, Romania, Bulgaria, Turkey

Ex-USSR, Ethiopia, USA, Germany

Poland, Cyprus, Italy


To account for different socioeconomic circumstances, 4 schools were from the more affluent northern suburbs (Kifissia-Chalandri) and 4 schools from a more ‘working class’ area in Western Attica (town of Elefsina) (see Table 1). However, no difference in attitudes was traced- although the sample is not such as to allow such differences anyway. As is indicated in Table 1, the majority of non-indigenous pupils in Greek schools come from Albania. For this reason, sometimes teachers identify all migrant pupils with pupils from Albania, while at other times they compare pupils from Albania with pupils of other ethnic origins. 
During fieldwork, an element which was to my favour was that, being a teacher myself, it proved easier to get subjects for interviews among the teaching staff of the schools where the study was conducted. In other words, out of ‘professional solidarity’ a large number of teachers accepted to be interviewed, so as to ‘facilitate’ me in carrying out my study. On the other hand, it might be that the ones who agreed to be interviewed had more positive attitudes towards intercultural education although the fact that some of the teachers I interviewed express ‘anti-immigrant’ sentiments indicates that this is not the case. In order to avoid bias as much as possible, I avoided ‘leading’ questions by phrasing them in as neutral a way as possible (while acknowledging that there is no such a thing as a completely value-free observation or judgement). Another issue I had to take into account while I was interviewing teachers was to ensure that I did not sound patronising to them, or make them feel that their work was being evaluated. In this respect, I was cautious in how I phrased questions regarding their teaching approaches and techniques. All interviews but one were recorded on tape; interview time averages 45 – 60 minutes. Due to its small sample size, the present study does not allow robust generalisations regarding Greek secondary education teachers’ attitudes to migrant language maintenance. Clearly more large scale research is required in order to gain more valid insights into this interesting and significant topic. 
Results
Table 2: What is your overall impression regarding the learning progress of migrant/repatriated pupils in comparison to Greek pupils? If there are dissimilarities, what do you think are the main reasons for the variation? (n=30)
	
	N

	Migrant pupils have ‘language and adaptation problems’
	18

	Migrant pupils do not differ from Greek pupils in terms of scholastic  achievement
	12


According to Table 2,  18 out of 30 teachers  claim that migrant pupils have some ‘language and adaptation problems’ at school. The ones who have the most language-related difficulties are pupils from the ex-USSR and from the Muslim minority of Thrace, while Albanian pupils, on the whole, have the fewest ‘adaptation and language problems’, according to the interviewees. Teachers attribute the higher Greek skills of Albanian pupils as compared to pupils of other nationalities to the fact that the majority of the Albanians have attended primary school in Greece. Many teachers mention that ‘reception classes’ should be organised in the school, so that pupils can receive remedial teaching in Greek, while some teachers acknowledge that while migrant pupils have good speaking skills in Greek, they have ‘difficulties in the written language’: 

The majority of foreign students went to primary school in Greece, and in spoken language you can’t tell them apart from Greek pupils. However they still have difficulties in the written language (Greek language and literature teacher, f, 58, Kifissia).

The above quote demostrates the distinction between oral fluency and academic language proficiency (Cummins 1984, 2000). Research has shown that while minority language children can acquire everyday conversational skills in the majority language in two to four years, the more complex language abilities needed to cope with the curriculum can take them five to seven or more years to develop Collier (1987; 1988; 1992), Thomas and Collier (1997). The incorporation of the minority language in the classroom has been identified as one of the ways in which the acquisition of academic proficiency in the majority language could be enhanced (Cummins 1984, 2000). 
Table 3       Are mother-tongue classes for migrant pupils necessary? (n=30)

	
	N

	    YES
	20

	     NO
	10


At the same time, the majority of teachers (20 out of 30) believe that migrant pupils should maintain their mother-tongues (see table 3). The reasons why they favour the mother-tongue maintenance of migrant pupils are summarised as follows: (a) so that the children maintain their cultural identity, (b) to facilitate possible repatriation, (c) because language maintenance is perceived as a fundamental human right. No teacher mentions any cognitive benefits to be associated with bilingualism.
The fact that teachers discourage the use of the pupils’ ethnic language at home while at the same time favouring its maintenance, reveals a contradiction in teachers’ attitudes. The following excerpt from an interview with a teacher is indicative of this contradiction: 

 Teacher: It is a problem when they speak their mother-tongue at home, because this fact does not help them learn Greek. Especially some parents speak only Albanian at home, while others speak Greek for the sake of their children. This helps them a lot. A child who has language problems at school, uses this often as an excuse. “How can I know Greek, we speak only Albanian at home”. It is usually educated parents, (University graduates) who speak to their children in Greek at home because they understand it will do good to their children.

Interviewer: Do you think it would be good for children to maintain their mother-tongue? 

Teacher: Definitely. Like Greek immigrants in the US, who learnt English but didn’t forget Greek. However, for this to happen, grown-ups need to speak to the children in the home language. (Greek language and literature teacher, female, 49, emphasis added).

From the above excerpt it becomes evident that for some teachers, the recognition of migrant pupils’ right to maintain the home language is based on the following analogy: given the collective representations about emigration from Greece, teachers compare the situation of migrant pupils in Greece with that of Greek pupils abroad (Kassimi, 2005). This comparison leads them to the conclusion that migrant pupils in Greece have the right to be taught their mother-tongue: 

I taught in a Greek school in Germany for 5 years so I am particularly sensitised to this issue [of mother-tongue maintenance].  It would very bad for these children to be cut off from their roots, because if they do, they will be foreigners both in Greece and in their country of origin (Greek literature teacher, 60, f, Kifissia).

Migrant pupils should be taught their languages in the school. My cousins who live in Germany attend Greek school (Maths teacher, 35, m, Elefsina).

Of the teachers who reply that mother-tongue classes are not necessary for migrant pupils, the majority believe that retaining one’s heritage language is a hindrance to one’s integration in Greece. In other words, for some teachers integration is synonymous with assimilation, so what really matters is the acquisition of Greek. For others, it is an issue that ‘does not concern them’ , and should be the sole responsibility of their communities: 

These kids are very clever. They learn Greek very fast  (Greek language teacher, f, 56, Kifissia).

Still, if someone wants to integrate, retaining at the same time his language, customs, etc, he must find the means to do so himself. I do not have the infrastructure or the economic ability to help him do this thing. I see it from my viewpoint. Still, if he is able to do it and he can, he might as well do it (R.E. teacher, m,  55, Elefsina)
Mother tongue classes don’t need to be taught at school. There is no point because children are integrated in the school. They can maintain their language by speaking it at home. On the other hand I don’t think we should deal with this issue. Besides, the next generations of Albanians will be Albanians only by name. Otherwise they will be Greek.  (Home Economics teacher, f, 60, Kifissia, emphasis added).

Table 4   How should mother-tongue classes be organised? (n=20)
	
	N

	Within school, as part of the curriculum
	  7

	Within school, after the end of the mainstream curriculum 
	10

	Within school, on weekends
	  2

	Outside school, on weekends
	  1


The majority of teachers favour the teaching of pupils’ languages within school. Of them, some teachers support teaching within the curriculum, as, according to them, only this way will these classes be effective:
Such classes would not be successful in out of school hours, because the Greek curriculum is already very heavy so foreign students would be too tired to remain after school to attend their 'own' courses (Physics teacher, m, 40, Elefsina).
Other teachers (the majority) prefer the languages to be taught outside the mainstream curriculum. The main reason for this preference seems to be the fact that pupils have to attend too many teaching hours in many different subjects everyday. As the teacher in the following quote puts it:  
This cannot take place within the school curriculum. It is so burdened already. I believe that if they added an extra hour a day right after the end of the school curriculum, foreign students would attend. Especially if we inform and encourage their parents too. (Greek literature teacher: F, 40, Elefsina)
The following table shows results to the question: “how should mother-tongue classes be funded”?
Table 5   Mother-tongue classes should be funded by: (n=20)
	
	N

	Pupils’ country of origin
	6

	Greek state
	7

	Co-funded by Country of origin and Greek state
	7


It is interesting to note that some teachers bring up issues of political nature regarding the funding of mother-tongue classes. In the following quotes, a teacher raises the issue of ‘reciprocity’ whereby,   mother tongue classes should be funded by the Greek state only if the respective country of origin funds mother-tongue classes for Greek children. In the second quote, a teacher relates the issue of mother-tongue teaching with far-fetched concerns about ‘territorial claims’ on the part of Albania towards Greece.
 
The Greek state should pay for it, if these states offer mother tongue classes to Greeks who live in Albania and Russia. I  don’t  know who funds Greek classes in Germany. It might be a good idea if there was co-funding between the Greek state and their country of origin. But again,  these states should offer the same opportunities to Greeks abroad.  (Greek language teacher, f, 54, Kifissia).
Concerning the funding of such classes I believe there is a political issue at stake, as Albania has already raised a minority issue in Greece. Teaching their language will “legitimise Albania even more to raise this minority issue” (Biology teacher, school principal m, 55, Kifissia).
Concluding discussion
The study has shown that on the whole secondary school teachers are in favour of mother-tongue maintenance by migrant pupils and to the teaching of these languages at school. Impressively, the majority have a clear-cut idea as to the organisation and funding of such classes – despite the fact that a few teachers include geopolitical problems of Greece with the countries of origin of the pupils in the discussion. The main reasons teachers support mother-tongue maintenance for, are cultural identity,  repatriation, and human rights while no teacher mentions any cognitive benefits to be associated with bilingualism. It seems that teachers lack awareness of the fact that pupils’ ‘other’ languages are indispensable for effective learning to take place.  
 However, the inclusion of migrant languages in education does not depend on teachers alone. The State needs to take into consideration the outcomes of scientific research, including the views and attitudes of teachers, so as to change the assimilationist character of education in Greece and provide some form of ethnic language instruction for all bilingual pupils. What the State needs to realise is that ethnic language maintenance is not only an individual process, but also a societal process that is influenced by multiple factors at the personal, educational, and societal levels. In light of the substantial influence that teachers and schools have on children, more attention needs to be paid to the connection between teachers, schools and children’s ethnic language maintenance efforts. Thus, teachers must recognise the importance of ethnic language proficiency in the lives of their students and also become aware of their own personal stance and beliefs toward students’ ethnic languages and its maintenance.
In our globalised era, migrant and indigenous pupils should be encouraged to develop multilingual skills. According to Ingrid Gogolin’s report on behalf of the Council of Europe (2000:49):
a multiple linguistic sphere should be created in each European state and linguistic     policies should be put into place to help a person to develop a multilingual identity  

Such a concept is central to the understanding that languages can be in contact and cooperate within the same linguistic sphere rather than compete. In the same way, languages are in contact within bilingual individuals and should not have to compete on a scale of values determined by attitudes in society. Nor should they be silenced in school because of a perceived distance between the home language and culture and the language of instruction and the dominant culture. It should rather be recognised that, if children are encouraged to maintain their ‘other’ language, they can have an extra tool with which to interpret reality, to understand the world, and to learn.
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� Kapllani and Mai (2005) in their analysis of the stigmatisation of Albanian migrants by the Greek media discuss the notion of the Albanian as an ‘invader’ and as a ‘traditional enemy’ of Greekness. According to this discursive set, the Albanian migrant is usually presented as a conscious agent, aiming at disrupting Greek nationality/sovereignty and social cohesion by his/her imposition as a ‘minority’. These perceptions of the Albanians as enemies have their roots in two geopolitical issues which have created tension in the relations between Greece and Albania for several decades. The first one is the dispute over the territory of south Albania and its inhabitants, known as ‘Vorios Ipiros’ in Greek  (see Konidaris 2005). The second contentious issue in Greek-Albanian relations has been the ‘Chameria issue’ (Tsamouria in Greek), referring to an Albanian-speaking and predominantly Muslim population who used to live in north-western Greece but who were  expelled during WWII from this territory (Vickers, 2002, 2007). Since the fall of Communism in Albania, the Albanian government has been claiming either the Chams’ return to Greece, or the restitution of their properties by the Greek state.  The emphasis given by Greek media reports on the above-mentioned issues  often conveys the message  that the Albanian state, taking advantage of the large number of Albanian immigrants in Greece, is trying to establish an ‘Albanian territory’ in Greece. 











