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ABSTRACT

Identity Construction and Negotiation among EFL Learners: A Case Study

The aim of this study was to give an elaborate description of the relationship between
L2 language learning and identity construction at the English Preparatory Program of
a private university in Istanbul, Turkey. This instrumental multiple case study was
based on the narrative accounts of five English Preparatory School students collected
via interviews, classroom observations, audio recordings and learning diary entries
during their English learning studies for over a year including online education
during the COVID19 pandemic. The results of the data analysis show that the
participants’ construction of L2 learner identities during their language learning
journey at the school/nome was marked with instances consisting of multiple and
dynamic negotiations and mediations of identities from past and present learning
experiences. The participants’ search for a community of practice both face-to-face
and online, the fluid nature of their learner/user/speaker positionalities as L2 learners
and speakers, their imagined identities before and after starting their L2 learning
journey, and their L2 investments are discussed in detail. The results show how the
study of L2 identity constructions during the language learning process has
implications in the field of applied linguistics and English language teaching and
learning in general. Based on the findings of this study, recommendations for further

studies and practices in the field of English language teaching and learning are made.



OZET

Ingilizce Ogrenenler Arasinda Kimlik Olusumu ve Miizakereleri: Bir Vaka Calismasi

Bu calismanin amaci, Tiirkiye'de &zel bir iiniversitenin ingilizce Hazirlik
Programinda ikinci dil 6grenimi ile kimlik ingas1 arasindaki iligkinin ayrintili bir
calismasini vermektir. Bu aragsal ¢coklu vaka ¢alismasi, COVID19 salgini sirasinda
cevrimici egitim de dahil olmak iizere bir y1l1 askin bir siiredir Ingilizce 6grenme
stirecleri sirasinda gortismeler, sinif gézlemleri, ses kayitlar1 ve 6grenme gilinligii
girisleri yoluyla toplanan bes Ingilizce Hazirlik Okulu grencisinin anlatilarina
dayanmaktadir. Veri analizinin sonuclari, katilimcilarin okulda/evde dil 6grenme
yolculuklari sirasinda ikinci dil kimliklerinin olusumu, gegmis ve simdiki 6grenme
deneyimlerindeki ¢coklu ve dinamik kimlik miizakerelerden olusan 6rneklerle
isaretlendigini gostermektedir. Katilimcilarin hem yiiz yiize hem de ¢evrimigi bir
uygulama toplulugu arayisi, ikinci dil 68renen ve kullanan olarak
ogrenen/kullanici/konusmaci konumlarinin akiskan dogasi, ikinci dil 6grenim
yolculuguna baglamadan 6nce ve sonraki hayali kimlikleri ve ikinci dil yatirimlari
ayrintili olarak tartisilmaktadir. Sonugclar, dil 6§renme siireci sirasinda ikinci dil
kimlik yapilarinin incelenmesinin uygulamali dilbilim ve genel olarak Ingilizce
Ogretimi ve 6grenimi alaninda nasil etkileri oldugunu gostermektedir. Bu ¢aligmanin
bulgularma dayal olarak, Ingilizce 6gretimi ve 6grenimi alaninda daha sonraki

caligmalara ve uygulamalara yonelik onerilerde bulunulmustur.
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CHAPTER 1

INTRODUCTION

There is a Turkish proverb which says: “One language one person; two languages
two persons”. It captures the essence of the inextricable link between language and
identity, suggesting that a person who speaks two languages represents two people,
two cultures, or even two identities. In Turkey, when in the presence of another,
usually older person, who does not speak another language, they will utter this idiom
and insist on the importance of learning another language and gaining new insights

that other languages inevitably bring.

1.1 Background

It has become a well-known fact now that English as a lingua franca and as
an international language is spreading at an unstoppable and increasing rate (Crystal,
1987; 2003; Kachru, 1986) together with the rate of globalization. This also has a
significant effect on the language policies in countries where English is not spoken as
a native language (Kirkgdz, 2009). The main reason for this exponential spread is the
desire and need for access to information, the transfer of technology and economic
development (Grabbe, 1988, p. 63). The same is valid for the Turkish context. The
necessity to open up to the Western world for international communication and
technical developments, primarily through increased ties with the United States, was
one of the main reasons for the global effect of English in the Turkish setting

(Kirkg6z, 2009). Furthermore, the use of English has also increased due to the



popularity of social media and movies (Arik, 2020), especially via popular streaming
sites such as Youtube, Netflix and Amazon. However, the role of English in the
context of Turkey still seems to be as Doggancay-Aktuna (1998) analyzed it more
than two decades ago:

In Turkey English carries the instrumental function of being the most studied
foreign language and the most popular medium of education after Turkish. On an
interpersonal level, it is used as a link language for international business and for
tourism while also providing a code that symbolizes modernization and elitism to the
educated middle classes and those in the upper strata of the socioeconomic ladder. (p.
37)

Hence, the prevalence of English is mostly felt in the education sector where
the need to learn and teach English is felt from primary school to the tertiary level.
According to Inal and Ozdemir (2015), the main reasons why English has become so
significant in the Turkish education system is Turkey’s trade relations with the
world, and the ever-growing tourism industry, where English is mainly used for
economic and interpersonal purposes, as well as the instrumental and interpersonal
use of English on the Internet, which seems to be used by nearly half of the Turkish
population, especially young people (pp. 135-136). However, Arik (2020) states that
with a few exceptions, English has no regulatory function in Turkey, and its creative
function is restricted to borrowing and nativization. English's interpersonal role is
increasingly visible in the workplace, tourism, and the media. The most prevalent
and fundamental role English plays in Turkey is that of an educational and academic
tool. This has given rise to the education system to adopt English as an instructional

medium. Apart from K12 institutions where English is being taught as a

communicative device, English medium instruction (EMI) at universities for the



study of academic subjects has also become commonplace. According to the
Measuring, Selection and Placement Center (OSYM, 2021) there are more than 750
undergraduate programs at state and foundation universities using English as a
medium of instructions. However, using English as a medium to teach academic
content has its difficulties in Turkey because teaching and learning English in Turkey
has its own problems due to the “English deficit in Turkey” (see Vale et al, 2013;
Kamasak et al., 2020).

Even though the importance of learning another language, especially English,
has been of utmost importance in our country, we can say that our journey of
learning English has not been a successful one. According to the English Proficiency
Index (EPI), Turkey ranks at #70 among 112 countries in the region, with the English
proficiency level defined as “ low” (“EF EPI 2021 — EF English Proficiency Index —
Turkey,” n.d.). The trend in the last two decades has continually switched from low
to very low and back. This is surprising since in Turkey, English learning starts at
primary school and continues even at universities. A few years ago, it was considered
a prestige to be studying at an English medium university; however, nowadays,
English medium education at Turkish universities seems to have become a norm.
This means that there is a huge effort to teach English at English Preparatory
programs. Apart from the requirements of the schools, students also want to learn
English because they know that their future careers and statuses perceived by society
are dependent on being able to speak and understand English at a proficient level.

The reasons that English language education in Turkey does not seem to be yielding



better results in terms of greater proficiency by the time students are ready to
matriculate into university is multifaceted.

This study will examine this process from an identity point of view and
investigate how English learners at a tertiary level construct and negotiate language

learner identities, and how this, in turn affects their learning experience.

1.2 Rationale for the study

The idea for this study came from my own observations in my classes both as
a teacher and as a supervisor to pre-service English teachers and pre-undergraduate
English preparatory school students. As a teacher, | observed that the students started
the program with high expectations and enthusiasm but seemed to lose all of these
near the end of the first semester. In the pilot study that | conducted prior to this
proposal, I noticed in my interviews with the students that they seemed to be aware
of the necessity of learning English and the social and cultural capital that speaking
English would bring. However, they reported low levels of commitment to the actual
formal learning process. This low level of ‘investment’, which is a term contributed
to the identity literature by Norton Peirce (1995), needs to be studied in qualitative
terms so that we have an understanding about the construction/reconstruction of
identities among these learners. Norton and Toohey (2011) state that the concept of
investment aims to create a meaningful link between the learners’ need and
commitment to learn a language and their shifting identities. Norton Peirce (1995)
suggested that the notion of motivation was insufficient in explaining the “complex
relationship between power, identity and language learning”. According to the

investment model, when language learners communicate, they are continuously
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organizing and reorganizing a sense of themselves and how they relate to the social
world, apart from just exchanging information with the target language speaker.
Therefore, an investment in the target language is at the same time an investment in
the individual’s own social identity, which is constantly changing through time and
space (Norton Peirce, 1995, p. 17-18). Hence, the low levels of commitment reported
by the pilot study participants can also be studied from an investment point of view
instead of a motivation-based stance. Norton (2013) mentions a study by Duff
conducted at a multilingual secondary school in Canada. The language learners in the
class were afraid of being made fun of because of their low levels of English. Their
lack to participate or commit to the learning process was perceived as lack of
motivation. However, Norton (2013) argues that they were not ‘invested’ in the
language practices of the classroom, which was a site for unequal power relations
between the learners and the target language speakers. “Their investments were co-
constructed in their interactions with their native speaker peers, and their identities a
site of struggle” (Norton, 2013, p. 7). In our case, since the setting is an EFL one, the
power relations do not take place between the learners and native speakers but with
the learners and the teachers as well as their language learning peers. Interviews from
the pilot study revealed that three of the participants were afraid to talk and
participate in classroom practices because they were afraid that their peers and the
teacher would make fun of them, either because of their pronunciation or the
mistakes they thought they would make in answering questions.

Another observation was about the possible selves and imagined identities

that the learners assume. I noticed that the majority of students would give



metalinguistic explanations about questions asked to them by their teachers even
though the objective of the question was a communicative inquiry about something
related to the lesson or their lives. They would not perceive the question asked in
English as a true attempt to communicate with them but as a metalinguistic test as
part of the ongoing lesson. This points to the possibility that the learners do not
consider themselves as ‘speakers of English who have the ability to communicate in
English’ but just as ‘students who are part of a formal learning setting” even though
our goal as language teachers is to make them communicate in the language we
teach. The learners’ lack of seeing themselves as speakers of English might be
connected to the lack of positioning themselves as participants of an ‘imagined
community’. As will be discussed in the conceptual background chapter, ‘imagined
communities’ is a term originally coined by Anderson (1983) to explain how nations
will never know or even meet their fellow members but in their minds they will all
live in this image of community. When applied to the context of language learning,
Pavlenko and Norton (2007) argue that when individuals learn a language, they start
to imagine who they might be and what kind of community they will become a part
of after they learn the language. This concept of imagined community and identity,
they argue, might have a major influence on the realities of the learner and therefore
affect their investment in the language learning process. The interviews in the pilot
study have also shown that the students were imagining themselves as future
multicultural company owners, ambassadors, managers and as professionals who will
be seeking job opportunities abroad. We do not know how the imagined identities of

these learners are dealt with in the classrooms. According to Norton (2001), the



teachers should also have an understanding of the construct of imagined communities
and identities in language learning because this will allow them to learn more about
their students’ affiliations with such communities and their influences on their
learning experiences.

All of the above-mentioned concepts are related to learner identity
construction and negotiation processes. Heller (1987, as cited in Norton, 1995)
argues that SLA theory needs to include the language learner as

“ having a complex social identity that must be understood with
reference to larger, and frequently inequitable social structures which are
reproduced in day-to-day social interaction....It is through language that a
person negotiates a sense of self within and across different sites at different
points in time, and it is through language that a person gains access to-or is

denied access to-powerful social networks that give learners the opportunity to
speak” (p. 13).

Norton (2013) also states that learners should not be classified in dichotomous
terms, e.g., motivated or unmotivated, introverted or extroverted, inhibited or
uninhibited. We should not forget that these classifications are usually socially
constructed during unequal power relations, changing through time and space and
coexisting in the individual in contradictory ways. At the same time, the role of other
identity categories in language learning have also attracted attention in recent times.
Norton and Toohey (2011) explain that the body of research on identity not only
examines the interconnected and multiple dimensions of the identity of learners but
also tries to look into the relations between concepts like race, nationality, gender,
social class and ethnicity and language learning. They add that these concepts are not
to be perceived as ‘variables’ but seen as a series of social and historical

relationships created through specific contexts and situations.



In light of these observations, | aim to study the notion of identity among
beginner English language learners at a private university with an emphasis on

investment, imagined identities and communities, and agency.

1.3 Purpose of the study

Research on L2/foreign language learner identity in settings where English is learnt
at institutions and not the native language is scarce as the following sections will
show. There is a shortage of empirical studies, which results in a lack of
generalizations to be made about identity constructions in the EFL context
(Vasilopoulos, 2015). Block (2010) states that the potential of English learning, the
comparative importance of English, and the aims of learning English differ greatly
across EFL contexts. Therefore, there is a need for more sociocultural studies
conducted in the field. Taking this into consideration, the purpose of this study is to
study identity construction among Turkish ELF learners who had to start their
university education at the English preparatory school. Using a multiple-case study
design, this study investigates the participants’ investment, imagined identities and
communities, and relevant agency experience during their language learning journey
which lasted nearly a year (for some more than a year). Investigating the relationship
between their language learning and their multiple identities constructed during their
learning trajectories will show shed light on their wants and needs to commit to the
learning process and have implications in the field of applied linguistics as well since
it gives an in-depth look at the intricate, multiple, non-linear and contradictory nature

of language learning in a social context.



1.4 Research questions
Using a poststructuralist approach to identity, this study aims to examine the
following research questions:

I.  How do beginner EFL learners construct their learner and speaker
identities during their English learning experiences?
ii.  How are beginner learners invested in the language learning process?
iii.  What role do imagined identities and imagined communities play in

the construction of language learner identity?

1.5 Organization of the thesis

This study is organized into six main chapters. The following chapter 2 consists of
the Literature review where the main theoretical framework of this study is laid down
and relevant studies in the literature are discussed. Chapter 3 continues with the
methodological aspects of this research. In this chapter, | provide a detailed overview
of the theoretical foundation of the research design and state the main data collection
methods and analysis used in this study. In chapter 4, the results of the study from
the collected data are stated based on each participant’s accounts. Chapter 5
continues with the discussion of the findings in relation to the literature and the
relevant studies mentioned. In the last chapter, the conclusion, I state the

implications, limitations and suggestions for further research needed in the field.



CHAPTER 2

LITERATURE REVIEW

2.1 Theoretical concepts

2.1.1 Introduction

In the following sections, I will discuss the theoretical concepts that encompass this
study. In the introduction, | stated that this thesis investigates the construction and
negotiation of identities during the process of learning English as a foreign language
at a private university in Istanbul. The main purpose is to observe my participants’
language learning experience and study how this affects their language learning
identity. In the following part, | will discuss the theoretical concepts that are
mentioned in this study and the literature related to language learner identity and its
relevance in language teaching and foreign language learning. The first part will deal
with the theoretical concepts and constructs that form the basis of this study: the
epistemological approach, the definition of learner identity in L2, and the
negotiation and construction of identities. Other concepts which also form the basis
of identity studies mentioned in this thesis also need to be clarified: investment,
imagined identities and possible selves, and community of practice. In the second
part, 1 will give a detailed account of the studies that have been conducted in the field

of identity construction in second and foreign language learning.

2.1.2 Ildentity from a Post-structuralist Perspective
There have been numerous approaches taken when studying identity. The way
identity is conceptualized in this study is based on the views of social

constructionism and post-structuralism. These approaches are different from the
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structuralist and essentialist views on identity. Structural approaches see individuals
and groups as owning identities that are fixed and are defined by common laws of
behavior (Omoniyi & White, 2006). Likewise, essentialist views on identity see it as
something that is “connected to a person’s self and singular and stable” (Virkkula &
Nikula, 2010, p. 253). However, it was realized that these approaches were not not
enough to explain situations related to social phenomena and irregularities. It was
seen that the dynamic and fluid aspects of identity were ignored (Jenkins, 2008).
Poststructuralism does not perceive identity as a ‘fixed-for-life’ characteristic but as
a continuous life-long project where people try to keep a balance for ‘ontological
security’ in which they try to find answers to basic questions related to everything
about life (Block, 2006, p. 35). He adds:

This ongoing search for ontological security takes place at the crossroads of
the past, present and future, as in their day-to-day interactions with their
environments, individuals are constantly reconciling their current sense of
self and their accumulated past, with a view to dealing with what awaits them
in the future. This process is necessarily conflictive in nature: metaphorically,
it involves a dialectic whereby often-contradictory forces must be
synthesized. It is not, therefore, about the simple accumulation of experiences
and knowledge.

Hence, poststructuralism sees identity as a construct that can be “dynamic, social
relational, fragmented, multiple, incoherent, hybridized and even ambiguous”
(Umrani, 2016). At same time, Jenkins (2008) points out that identities are social by
definition because while we identify ourselves or others, we look for meaning and
meaning is always about interaction, ie., “agreement and disagreement, convention
and innovation, communication and negotiation” (p. 17). He adds that usually
identity is perceived as something that just is. However, it should be seen as
something that ‘becomes’ or individuals might do. Our identities are “always
multidimensional, singular and plural” but never final and fixed (Jenkins, 2008, p.

11



17). Therefore, in this study, a poststructuralist view of identity was used to have a
better understanding of the complex and changing nature of identity construction
among beginner English learners in an ELF classroom.

In addition, we also need to understand the social identity theory put forward
by Tajwell and Turner (1979) to make sense of the identity construction and
negotiation in social settings like classrooms. In their framework, the concept of
‘self” is determined by the groups that the person belongs to. According to Turner
(1982), an individual’s social identity is formed by the group identification employed
by the individual as a result of how this individual defines him/herself. In other
words, the individual does not have just one self-identification but there are a number
of identities and self-concepts that are related to the associated groups ( Turner,
1982). In addition, they point out that the actions and practices of the people will be

different based on the various social contexts that they feel they belong to.

2.1.3 Learner identity in L2

In her seminal article, Norton Peirce (1995) redefines learner identity by calling out
for more comprehensive theories which could combine the language learner and the
second language learning setting. She puts forward that language plays a crucial role
during the negotiation of the self within and across a number of different contexts
through time and space. This self could be related to accepted or denied opportunities
of communication and interactions based on powerful social networks (Norton
Peirce, 1995). In Norton (2000), a new theory of ‘social identity’ which combines
the learners and their contexts is introduced. There, she states that identity in second
language learning should refer to “how a person understands his or her relationship

to the world, how that relationship is constructed across time and space, and how that
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person understands possibilities for the future” (p. 5). This view is also supported by
Pavlenko & Lantolf (2000) who state that second language learning does not only
consists of learning the grammar, the vocabulary and the sounds of a language but
also involves “a struggle of concrete socially constituted and always situated beings
to participate in the symbolically mediated lifeworld of another culture” (p. 155).
Therefore, we can say that language is not only a linguistic system but also one that
involves social experience and identity negotiation. Ige (2010) states that in many
ways identity is formed by language; and choices of language, on the other hand,
may be linked to identity, which is similar to language in the way that it is personal
and social (p. 3047). Hence, language can be seen as the key component in the
formation of identities.

In the context of L2 learning, identity keeps on playing an important role
since learning another language shows that the learner wants to negotiate new
identities and explore new worlds (Kramsch, 2001). According to Norton (1997),
when language learners communicate, they are continually organizing and
reconstructing a sense of who they are and how they connect with the social world,
in addition to exchanging information. Therefore, the situations that second or
foreign language learners find themselves in show great variety and are bound to
change continually. This also brings us to the understanding that we cannot talk
about a fixed and rigid self that learners exhibit during the learning of a new
language process. Norton (2000) also supports this in pointing out that when we
define language learners, it is not easy to just label them as “motivated or
unmotivated, introverted or extroverted, inhibited or uninhibited”. However, we need
to accept that affective factors are many times constructed in unequal social power

relations which change over time and place and potentially exist in the same person
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in a contradicting way (Norton, 2000, p. 5). It's worth noting that identity in relation
to second language learning has been partially conceptualized as a reflection of the
social identity theory by Tajwell and Turner (1979) and the sensitivities of
poststructuralist views in terms of power relations and inequalities as well as
contextualized language learning with possibilities of future selves. Once again, it
should be emphasized that a poststructuralist approach in the case of studying
identity in relation to language learning is the best way because it helps us to
understand the subtleties of the language learning experience instead of just focusing

only on the acquisition of a system of linguistic structures.

2.1.4 Negotiation and construction of L2 identities

Bearing this framework of identity in mind, we can examine the second language
learning trajectories of individuals with their past experiences and their investments
into the second language both in formal and informal learning settings. On a formal
level, they go through learning mechanisms involving learning engagements during
their K12 years, and as in our case, in higher education institutions. On an informal
level, they might be exposed to learning experiences within their families as well as
private learning opportunities in their homes. In both these levels, they experience
language learning instances which define and redefine their identities on various
levels. Some of the learners might have real interactions in English; others get
exposed to English from TV shows, movies, songs, video games, some have the
chance to experience all of them while others might not have any opportunity to
interact with English at all. Therefore, the English proficiency level that each of these
individuals reach in terms of grammar, vocabulary, pronunciation, fluency and even

style depends on their whole experience, which is related to their socio-economic as
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well as cultural and academic contexts. In this regard, every individual learner’s
language learning journey is different in terms of their motivation, experiences, aims,
and future aspirations. All of these will contribute to the construction and negotiation
of numerous different identities which might change based on moments in time and
space. This framework of language learner identity is based on Norton Pierce’ (1995)
and Block’s (2006) works on the concept of identity in second and foreign language
learning.

Here, we also have to clarify what we mean with the term ‘negotiate’.
According to Ting-Toomey (1999, as cited in Pavlenko and Blackledge, 2004)
“negotiation is viewed as a transactional interaction process, in which individuals
attempt to evoke, assert, define, modify, challenge, and/or support their own and
others’ desired self- images, in particular ethnic identity” (p. 4). However, this
concept of identity negotiation is valid for the context of linguistic minority groups.
In our context, we draw from ‘positioning theory’ by Davies and Harré (1990) to be
able to examine identity negotiation from discourse and narratives. According to
Davies and Harré (1990), positioning “is the discursive process whereby selves are
located in conversations as observably and subjectively coherent participants in
jointly produced story lines” (p. 48). This is possible via ‘interactive positioning’
where one is positioned based on what an individual says and there is ‘reflexive
positioning’, where the individual positions himself/herself. At this point, Davies and
Harré (1990) point out that this positioning does not necessarily have to be
intentional. During positioning, agency and choice are vital; however, we should
remember that reflective positioning is often challenged by others and people find
themselves in a constant battle between the identities that they have chosen

themselves and the ones that were appointed differently by others (Pavlenko &
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Blackledge, 2004). Hence, in our context, the negotiation of identities can be seen as
an interaction between the representation of the self and the interactive positioning
while the effort to position and reposition certain people or groups continues. This
kind of negotiation may take place during spoken communication where reflective
positioning might be confronted instantly or during written interaction where this
confrontation to reposition might be momentarily postponed. Pavlenko and
Blackledge (2004) add that during negotiation we do not necessarily need two or
more parties but this can also happen ‘within’ the person, which will result in
differences in self-representation. These negotiations of identities can take place
among all kinds of individuals and groups based on what kind of identity options are
present. These could be based on ethnicity, nationality, gender, race, social status,
religious relations and, as it is the case in our study,” linguistic competence and the
ability to claim a ‘voice’ in a second language (p. 22). The site of negotiated
identities in this study is one of an educational setting, the university, but also
includes sites which continue to be part of the individual’s experience such as the
home, a cafe or other places in the educational context such as cafeterias, libraries
and other social places where learners come together at the campus.

To continue with the theoretical concepts that make up the main elements of
second/foreign language learning and identity research, we need to examine the
constructs of investment, imagines identities and communities, (Block, 2006, Norton
Peirce, 1995; Norton, 1997; Norton, 2000, Pavlenko & Blackledge, 2004) as well as
situated learning and communities of practice (Lave & Wenger, 1991; Wenger,
1998). In the next section, | will be reviewing the theoretical framework related to
above mentioned constructs to develop a better understanding of the second/foreing

language learner identity.
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2.1.5 Investment and identity construction

The construct of investment in relation to identity and language learning was
introduced by Norton in 1995 to show how the connection between the learner and a
second/foreign language is constructed socially and historically (Norton Peirce,
1995). This construct illustrates how committing to language learning is not based on
motivation but that learners invest in a language because they understand that a
greater range of symbolic and material resources will be gained as a result of
learning the language, increasing the advantage of cultural capital and social power
(Darvin & Norton, 2017). Norton wanted to show that motivation would not be
sufficient to grasp the underlying mechanism of commitment to learning a second or
foreign language because notions of motivation assume that the language learner has
a fixed, unitary and ahistorical personality. However, the construct of investment
manages to catch the dynamic relationship the learner has to the ever-changing social
world and perceives the language learner as an individual with a complex history and
multiple desires (Norton, 2000). As mentioned before, the advantage of cultural
capital and social power as a result of learning a second/foreign language will make
them reassess their social identities (Norton & McKinney, 2011). Therefore, there is
an essential relationship between investment and identity because when you invest in
a second/foreign language, you invest in your own identity (Norton, 2000).

The concept of investment is based on Bourdieu (1991) and Weedon’s (1997)
works on theories on social transformation and shifts in communities. Bourdieu
(1991) states that changes and reproductions in social structure are related to the
negotiation of symbolic power represented in diverse types of symbolic capital in the
form of economic capital, social capital and cultural capital. So, individuals gain

symbolic power by earning more money and buying assets (economic capital), by
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raising their social status and reputation (social capital) and by acquiring new skills
and knowledge in the field of education and technology (cultural capital) (Bourdieu,
1991). Referring to Bourdieu’s work, Norton asserts that individuals learn another
language to add to their cultural capital so that it creates a more valuable exchange
rate. The learner's economic and symbolic power as a result of learning a language
was also noted by Kramsch (2013). She also notices that Norton’s formulation of
investment has powerful associations to economic relationships. She says that
investment: “accentuates the role of human agency and identity in engaging with the
task at hand, in accumulating economic and symbolic capital, in having stakes in the
endeavor and in persevering in that endeavor”(p. 195). She adds that investment in
the context of SLA has become the equivalent of ‘language learning commitment’,
which is connected to the choice and desire of the learner.

When we mention the choice and the desire of the learner, we also have to
mention the concept of agency in relation to investment. According to Duff (2012),
SLA studies associate agency with investment because we need to understand how
learners put their language resources into their learning based on “cost-benefit
assessment” (p.413). Language learners' agency can take numerous forms, from
passive participation in class to making informed judgments, exercising influence, or
opposing through silence, dropping out, or conforming even when there are social
constraints (Duff, 2012). Based on agency, the second/foreign language learners are
not passive participants in the learning process but they can make purposeful choices
and “play a defining role in shaping the qualities of their learning” (Dewaele, 2009).
Hence, agency is the “socioculturally mediated capacity to act” (Ahearn, 2001, p.
112). This means that learners with agency make decisions about how they interact

with others and take responsibility for the actions in their own lives, which in our
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case is learning another language. According to Lantold and Pavlenko (2001),
agency is a ‘mediated relationship’ in which learners are engaged in the social world.
It might be the case that individuals are undertaking the same activity but in a
sociocultural sense they are not pursuing the same act since their relation to the
social world might be different. The significance of these involvements is also not
the same. The meaning and importance that the learners will attach to these
engagements is dependent on the individual’s past experiences, learning aims, beliefs
and their attachments to the social world which they are a part of. According to
Lantolf and Pavlenko (2001), the significance that the learners will associate with
their learning engagement will eventually shape the “individual’s orientation to learn
or not” (p. 148). After exercising agency to create opportunities to learn in relation to
the investment a learner has in learning the language, the individual might find
meaning in engaging in imagined identities and imagined communities, which is the

topic of the next section.

2.1.6 Imagined identities and communities

In EFL (English as a foreign language) settings, it is a fact that the learners have very
little opportunities to become part of experiences where English is used as a device
for communication. Their opportunities to get English exposure is also limited.
Learners report engagement to English content in the form of Tv series, movies,
games or music. The popularity of movie and Tv streaming sites like Netflix and
game-based online platforms like Twitch have helped create ‘communities’ where
‘invested’ learners can seek experiences related to using and hearing English content.
All of these attempts could be contributing to the construction of imagined identities

as well as communities. By witnessing the use of English in various forms and
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settings, it is possible that learners see possibility for investment and as a result the
formation of desires and hopes in using the language. Here, it is possible for the ones
who have not much exposure to the target community to create an imagination of
identities that will help them to engage in those created communities (Kanno &
Norton, 2003)

Originally formulated by Anderson (1983), the phrase ‘imagined
communities’ suggest that nations are imagined communities since “ the members of
even the smallest nation will never know most of their fellow-members, meet them,
or even hear of them, yet in the minds of each lives the image of their communion”
(p. 6). Therefore, we can experience a sense of community with others through
imagined attachment even if we have not met them or are physically together with
them. Bonny Norton was interested in this concept of imagined communities and
applied it to second language acquisition (SLA) theory to explain how learners could
invest in learning a language through imagining their identities to be part of possible
future communities of practice. Imagination in the context of learning is a very
powerful concept because it “is a process of relating ourselves to the world beyond
the community of practice in which we are engaged and seeing our experience as
located in the broader context and as reflective of the broader connections” (Tsui,
2007, p. 660). According to Wenger (1998), imagination means creating self-images
and images of the world that do not involve real engagement. Therefore, to
understand the complex relationship between second language learning, investment
and identity, we need to examine the notion of imagined communities and identities.
Further developed by Kanno and Norton (2003), they define imagined communities
as “groups of people, not immediately tangible and accessible, with whom we

connect through the power of the imagination” (p. 241). Here we can see how
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imagined communities might provide a ground for a learner’s future and their
connection to their learner identities. Norton and Toohey (2011) state that for
learners, the community of the target language does not only exist in the reformation
of past experiences and relationships but also in the imagination where more
possibilities for future identity options can exist. The construction of an imagined
identity within an imagined community can also have an effect on the learner’s
investment in the learning of the target language. Kanno and Norton (2003, p. 248)
assert that a formulation of imagined identities helps us to better understand learning
on both temporal and spatial dimensions. When we look at imagined identities from
a temporal dimension, it can help to connect learners' future visions to their current
activities and identities. In other words, what has not occured yet in the future can
serve as a rationale and inspiration for what learners do now. From a spatial point of
view, we can look at the relationship between national ideologies and individual
learners' identities on the one hand, and on the other, we can look at the impact of
globalization and transnationalism on language acquisition and identity creation.
Hence, according to Pavlenko and Norton (2007), the formation of real and imagined
communities for second/foreign language learners is seen to be critical in the
language learning process because imagining and reimagining various memberships
can profoundly affect the learners’ agency, motivation, investment and resistance.
In this regard, we should also mention the notion of ‘possible selves’ in
relation to the construction of imagined identities. Introduced by Markus and Nurius
(1986), the concept of possible selves is related to what learners think about their
future selves and how this will turn out after they have achieved a specific goal; for
example, learning a foreign language. Even though possible selves are based on

future projections, they may be based on present and past experiences as well as
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multiple representations of the self. It can happen that possible selves are positive
“the successful self the creative self, the rich self, the thin self, or the loved and
admired self” and also negative: “the alone self, the depressed self, the incompetent
self, the alcoholic self, the unemployed self or the bag lady self” (Markus & Nurius,
1986, p. 954). Therefore, we may assume that these ‘selves’ are also not rigid and
fixed but have the potential to change based on conditions and discourses. As Block
(2006) noted “identity is a process as opposed to an essentialized fixed product”.

As can be seen, the concept of possible selves and that of imagined identities
and communities are interrelated and connected within the scope of learner identity
and investment. By using the power of imagination, we connect to groups of people
(communities) who are not physically close and easily available. However, in our
daily lives, we come in touch with people who we can see and feel physically. These
might consist of “neighborhood communities, our workplaces, our educational
institutions and our religious groups” (Norton, 2013, p. 8). On the other hand,
Wenger (1998) states that we are not only linked to communities of practice through
immediate interaction; but also through the imagination of individuals. These kinds
of imagined links help construct imagined communities of practice which are not
confined in time and space. Hence, communities of practice are not only a matter of
present affiliations but also future projections and associations. This brings us to the
construct of communities of practice and situated learning theory which entail the
concept of legitimate peripheral participation. These concepts will help us understand
other aspects related to L2 learner identity construction and its realization in the

language learning classroom.
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2.1.7 Community of practice

In this section, I will define Community of Practice (CoP) (Lave & Wenger, 1991;
Wenger,1998) and its relevance in this study. Learning, according to Wenger (1998),
Is a contextual process with four components: practice, meaning, community, and
identity. Learning in CoP is viewed as a process that occurs while we participate in a
community of practice in which our existence and activities have meaning. Wenger
(1998) proposes a social theory of learning where he underlines four premises that
are part of the nature of learning; the fact that we are all beings of social nature, that
knowledge is a thing of competence related to precious enterprises, that knowing is
participation in the search for those enterprises, and meaning, which is the
experience of the world in a meaningful way. Therefore, participation here does not
only refer “to local events of engagement in certain activities with certain people, but
to a more encompassing process of being active participants in the practices of social
communities and constructing identities in relation to these communities” (p. 4).

We are all parts of communities of practice and they change over time. They
might be our families, at our workplaces, and in schools. Students at schools are also
involved in a variety of communities. In the classrooms, in the cafeterias, in the
social clubs, in their dormitories and even on the resting places on campus grounds.
Apart from the academic classroom instructions, learning, according to Wegner
(1998), that is most transformative takes place in the memberships of these
communities of practice.

Practice

Wenger (1998) claims that the concept of practices implies doing which is

not just doing in itself but doing in a social and historical context. This context
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provides structure and meaning, therefore, practice is social practice. These practices
might be both explicit and tacit. It can include:

...the language, tools, documents, images, symbols, well-defined roles,
specified criteria, codified procedures, reg- ulations, and contracts that
various practices make explicit for a vari- ety of purposes. ...

all the implicit relations, tacit con- ventions, subtle cues, untold rules of
thumb, recognizable intuitions, specific perceptions, well-tuned sensitivities,
embodied understand- ings, underlying assumptions, and shared world

VIews...
(Wenger, 1998, p. 47)

Most of the above might not be openly said; however, they are signs of membership
of communities of practice.

Meaning

According to Wenger (1998), meaning is situated in a process that he defines
as the negotiation of meaning, where meaning is embedded in how we experience
practice in everyday life. He states that living is a continuous process of negotiation
of meaning where we reproduce impressions and experiences even though
everything that we talk about might be a reference to something we have done or said
in the past. We “negotiate anew - the histories of meanings of which they are part”
(p. 53). We are constantly involved in meaning whether we are speaking,
contemplating, or trying to solve problems. We are negotiating meaning even in
situations that seem routine but we become more interested in these when we care
about the situation or when it is more challenging. Wenger (1998) points out that
“Human engagement in the world is first and foremost a process of negotiating
meaning” (p. 53). The dynamics of negotiation of meaning are interwoven with two
concepts: participation and reification. Participation, in this context, means the
personal and social experience of the world related to being a member of social

communities and the active participation in social endeavors. Reification, however, is
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to treat something abstract as something material to make it easier to understand.
Wegner (1998) uses this term to “refer to the process of giving form to our

"

experience by producing objects that congeal this experience into "thingness."” (p.
58). This “thing” then turns into a subject of something that can be used to negotiate
meaning like a regulation that was written down to regulate certain actions so that we
can know what to do. Participation and reification become part of the duality of
meaning. To illustrate this, Wenger (1998) gives language as an example. Because
words are the material shape of human meaning, they can be considered a form of
reification. On the other hand, during face-to-face communication, speech seems to
be very momentary; therefore, words have an effect on negotiation of meaning
through participation. As a result, “words can take advantage of shared participation
among interlocutors to create shortcuts to communication” (p. 62).

Community

In Wenger’s (1998) CoP, ‘community is not a geographically constricted
social group such as a neighborhood because a neighborhood might not necessarily
be a community of practice. He associates community and practice by introducing
three dimensions which connect practice to the coherent source of community: 1)
mutual engagement, 2) joint enterprise, 3) shared repertoire. Practice cannot exist on
its own and relies on people who are engaged in actions that are meaningful when
they are negotiated. These relations of mutual agreement make it possible for people
to do whatever they do in a CoP. A joint enterprise keeps the CoP together because it
is an outcome of ‘the collective process of negotiation defined by the participants in
the process of pursuing it’ (p. 77). Lastly, resources are produced in the process of
negotiating meaning and a shared repertoire is created in the form of artifacts. Here,

we can give a language learning classroom as an example for a community of
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practice. Students in a class come together for a certain amount of time and engage in
classroom activities that are initiated by the teacher (mutual engagement) who is
generally in control of this continuous interaction and strives to maintain this
engagement for a specific amount of time (joint enterprise). During the language
teaching and learning process, this joint enterprise creates artifacts in the form of
books, notes, routine activities, and memories in this community of practice (shared
repertoire).

Identity

According to Wenger (1998), practice and identity are deeply connected. To
engage in a practice, we need to form a community whose members will interact
with each other and therefore accept one another as participants. Hence, in this
context, practice involves becoming a person by knowing how to negotiate meaning.
This means that our practices are related to the question of how to be a person. In this
context, the process of forming a community of practice is at the same time the
negotiation of identities. Wenger (1998) points out that there are parallels between
practice and identity and that this relationship will result in certain characterizations.
The first one is identity as a negotiated experience where we understand ourselves
through the experience of participation and how we connect these with concrete
reality. The second one is our membership in a community where we understand
ourselves based on what we know and what we don’t. The third one is identity as a
trajectory to learning where we understand ourselves by our past activities and the
future ones to come. The fourth one is identity as the nexus of multi-memberships
which means the way we understand ourselves by fitting numerous memberships into

a singular identity. The last one is identity as the link between the local and global,
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where we understand ourselves by interacting with local ways of belonging to more
general associated groups and by exhibiting broader styles and discourses.

Legitimate_peripheral_participation

In Communities of Practice (CoP), Lave and Wanger (1991) refer to
legitimate peripheral participation to explain the process of making and negotiating
meaning among novice or newcomers when they join a community for the purpose
of a common pursuit. According to Wenger (1998), for actual participation to
become possible, peripherality and legitimacy are required as two types of
modification. Peripherality ensures newcomers with an “approximation of full
participation that gives exposure to actual practice” providing fewer situations of
error and risk while “gaining access to sources for understanding through growing
involvement” (Lave & Wenger, 1991, p. 37). Legitimacy, on the other hand, makes a
newcomer become a competent member of the community by being recognized.
Therefore, legitimate peripheral participation is the adaptation process of a
newcomer to become a full participant in a community of practice by interacting with
more experienced members in the community.

As individuals take part in communities, these experiences create trajectories.
These trajectories are called peripherality and marginality, where peripherality
allows for participation and results in learning opportunities for newcomers.
However, marginality does not provide participation and does not result in learning
opportunities for newcomers. When individuals become part of a community of
practice, they position themselves accordingly and negotiate meaning by choosing
either participation or non-participation. Depending on the peripherality and
marginality, individuals in a community of practice are offered learning opportunities

based on the social forces or power relations in that community.
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Because we live in a social context, it is possible that we belong to various
communities of practice which can be new, old, central or peripheral. As a result of
this multitude participation, identities are not constructed in a linear fashion;
therefore they are seen as a ‘nexus of multimembership’ (Wenger, 1998, p. 159).
Hence, our identity consists of one as well as many identities in a nexus. When
individuals participate in a new community of practice, their identities need to be
organized and harmonized. This is a process that might create conflict and tensions
which might or might not be resolved.

To sum up, at the heart of the concept of Communities of Practice (CoP) lies
the construction of identities to foster learning (Lave and Wenger 1991). They add
that *“ learning involves “not only a relation to specific activities, but also a relation
to social communities — it implies becoming a full participant, a member, a person”
(p. 53). The negotiation and renegotiation of identities through participation in a

community help us ensure membership of that specific community of practice.

2.1.8 The thickening of identities

Borrowed by Holland and Lave (2001), the act of “thickening” according to
Wortham (2004) means that learners' identities ‘thicken’ through a period of time “as
various people, including the student herself, position her in mostly convergent ways
across many classroom events” (p. 169). The thickening of identities is thus
dependent on resources drawn from many timescales such as sociohistorical
categories of identities and expectation from classroom behavior to classroom
contextual models of identity constructed as a result of interaction between teacher

and students as well as students and students.
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The notion of ‘timescales’ by Wortham (2004) was borrowed from Lemke
(2000). Wortham (2006) states that a number of processes use resources from
different timescales when they contribute to the multiple situations of social identity.
Lemke (2000) describes that a person’s action is situated within numerous time
intervals spanning milliseconds to years. In these timescales, learners take part in
ecosocial processes and assume their own roles. Wortham (2004) states that
timescales are “the spatiotemporal envelope within which a process happens” (p.
166). Later, this construct was operationalized to be used in the classroom context in
relation to the learners’ construction of identities during their learning experiences.
Wortham (2004) identified fouir major timescales a) sociohistorical timescales,
which are categories that span over years, decade or even centuries and have an
effect on the learners identity, b) ontogenetic timescales, which are directly
connected to the learners’ own experience as a result of sociohistorically situated
events, c) the mesolevel timescale, where the learners’ engagements in the
classroom during the period of weeks, months, and years are observed, abd d)
microgenetic timescales are similar to microethnographic analyses in that they are

found and constructed in smaller time frames.

2.1.9 Native-speakerism and learner identity

The first exhibition of a foreign or second language for learners is when they have to
speak and pronounce words. Here, accent is most probably the first indicator of
speaking another language that learners attend to. Therefore, pronouncing words
correctly and having a ‘proper’ accent is a measure learners take into consideration
when evaluating their own language proficiency. There are numerous accounts of

how nonative speakers (NNSs), these can be L2 learners or even teachers, compare
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their accentedness to native speakers (NSs). Accent and pronunciation are linked to

identity in that they can display one’s ethnic affiliation (Gatbonton et al., 2005) and

considered as significant as biological aspects like age and the beginning of learning
(Levis, 2005).

The comparison that NNSs make with NSs is related to the ideology of
native-speakerism which basically means that only NSs have the right to claim the
language and this results in seeing NNSs as ‘deficient’ (Holliday, 2005; 2009; see
also Widdowson, 1994 for a discussion on the ownership of English). Related to this
line of thought, learners of English are perceived as individuals who have problems
in understanding the language and therefore need to apply certain study strategies to
improve their language learning studies (Kamal, 2015, p. 124). Montgomery and
McDowell (as cited in Kamal, 2015) state that this situation is related to the belief
that these individuals cannot possess the characteristics to study effectively like their
‘Western’ peers. Exposed to these ideologies, L2 learners are constantly positioned
as ‘non-native’ learners without having the chance to reach a ‘native speaker’ status
(Kamal, 2015).

Holliday (2015) mentions ‘cultural disbelief” as being the heart of native-
speakerism because the terms ‘native’ and ‘non-native speaker’ are accepted as being
cultural. He adds that these terms are constructed terms because they cannot be seen
in technical linguistics or even on a nationality basis but are categories that were
professionally created with taking skin color into consideration. Holliday (2015)
even calls this “native-speakerist cultural disbelief” ‘neo-racist" because it is racism
“hidden by supposedly neutral and innocent talk of cultural difference” (p. 13).
Moreover, Jenkins (1998) states that the notion of deviating from NS norms being a

mistake is a misconception.
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There has been a body of research that tackled attitudes toward NNS and NS
accents and pronunciation. Most of these studies suggest that L2 learners have
positive attitudes towards NS accents and negative ones towards NNS accents.
McCrocklin and Link (2016) studied the link between identity and accent with 78
ESL university students using a likert-scale questionnaire and semi-structured
interviews. They found that the learners requested to learn a native accent stating that
they perceived a native accent to be beneficial and connected to positive emotions. In
another study, Sung (2014; 2016) investigated the perceptions of Chinese and
English bilingual speakers towards accent and identity. The data was collected from
78 university students in Hong Kong using in-depth interviews. He found that some
participants favored a local accent not because of identity concerns but because of
pragmatic reasons while others preferred a native-like accent because they wanted to
exhibit a positive identity or image of English bilingual speakers. Kaur and Raman
(2014) studied how NNSs of English perceived NS accents from an English as a
Lingua Franca (ELF) perspective. Data was collected via a questionnaire
administered to 72 senior public university students between ages 22-25. They found
that NS English accents were perceived to be “more correct, acceptable, pleasant and
familiar than the NNS English accents” (Kaur & Raman, 2014, p. 256). Scales et al
(2006) investigated the accent perceptions of 37 English learners and 10 U.S.
undergraduate students via a listening task and a survey. They found that the
majority of the learners (62%) wanted to acquire a native English accent; however,
they could not distinguish their desired accents in the listening task. The researchers
indicated that there was a discrepancy between the learners’ desires and their actual
achievements. In a study in the Iranina context, Sa’d (2018) studied 51 Iranian EFL

learners’ perception of NNS and NS accents using questionnaires and interviews. He
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found that they were reluctant to reveal their L1 identity via their L1 non-native
accented speech. In addition, the participants stated that they had positive attitudes
towards NS accents and perceived NNS accents negatively. “The participants’
negative evaluations of NNSs’ accents of English are evidence of the dominance of
Inner Circle speakers’ norms among the Expanding Circle speakers™ (Sa’d, 2018, p.
1). Not only learners, but also teachers have serious issues about perceiving
themselves as legitimate users of English (Jenkins, 2005). The reasons for the
negative attitudes towards NNS accents were also studied. In a study by Baugh
(2000, as cited in Sa’d, 2018), there were accounts of “mockery, racism, ridicule, and
discrimination” against speakers with non-native accents because of their “funny

accents".

2.2 Review of studies

Most seminal studies by pioneers in the field like Norton have been conducted with
immigrants living in host countries where they are surrounded by the target language
and culture. However, there are fewer studies which have focused on the identity
constructions of English language learners in their home countries where English as
a foreign language (EFL). The present study is situated in such an ELF setting. The
main focus of this study is to observe the identity construction of tertiary level
students who started their language learning journey at an English preparatory school
of a private university in Istanbul, Turkey. Therefore, the review of literature in this
section will mainly focus on studies that have been conducted in similar settings. The
first section will give a brief outlook on the various approaches/concepts used in
identity research. Later, | will briefly preview seminal studies in the field followed

by studies in EFL contexts and studies conducted with learners in Turkey.
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2.2.1 Approaches to L2 identity research

Studies on identity in the last two decades show that there has been a transition from
how language learners have been seen as individuals who acquire the language as a
fixed system as opposed to members of social and historical communities who have
been using language as a dynamic tool (Norton & Toohey, 2011). These studies
show that identity research has been mainly approached from three different
perspectives. : a) socio-psychological, b) socio-constructivist and c¢) poststructural.
The socio-psychological approach perceives identity as a fairly fixed construct where
members are part of a monolingual culture and do not change, identity is based on
binary codes and all constructs are bound to move linearly in one direction
(Pavlenko, 2002). However, this approach has been criticized because the
assumptions made by the socio-psychological paradigm do not fit with the actual
observations about identity construction in real life contexts (Block, 2010). On the
other hand, the second approach, social-constructivism, sees language as
‘constructing’ reality and meaning emerges through relations (Carter, 2013) and
therefore, identity is situated as a concept that emerges from interaction. This
development of identity traits is context-dependent and leads to identity being under
continuous construction and reconstruction making it a dynamic social product. This
leads us to the third approach, which is the most current one used in identity studies:
poststructuralism. Accepted as a post-Saussurean movement, post-structuralism does
not see language as a part of a homogenous community but as linguistic practices
inside a community which involve sites of struggle in heterogeneous places which
can be defined by clashing claims to truth and power (Weedon, 1997). According to

Block (2010), “poststructuralism is about
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moving beyond the search for such ‘universal and invariant laws of humanity’ to
more nuanced, multilevelled and ultimately, complicated framings of the world
around us” (p. 13). Language, on the other hand, is seen as “a neutral medium of
communication, but is understood with reference to its social meaning, in a
frequently inequitable world” (Norton, 2010, p. 350). Therefore, language in the
poststructuralist sense is situated in discourse where identity is constantly reflected.
Therefore, in the studies that will be reviewed in the following sections, a
poststructuralist paradigm was used to observe and examine the construction of

identities in various different contexts and settings.

2.2.2 ldentity studies in immigrant contexts
First of all, we need to visit Norton Peirce’ seminal study from 1995 where she
argued that SLA theories need to reconceptualize language learners’ connection to
the social world with a theory of social identity which combines the learner and the
learning context. To achieve this, Norton Peirce (1995) studied five immigrant
women in Canada to collect data by interviewing them during home visits and using
diaries and questionnaires. Her purpose was to understand under what conditions
these women created, responded to and resisted opportunities to speak English (p. 9).
In this study, she argues that the women used the target language to construct new
identities that would help them access new communities. She also introduced the
term ‘investment’ instead of motivation to illustrate the relationship between the
learner and the language.

The data that she collected from the five women showed that even though
they all had a high motivation to learn English, they remained silent or chose not

speak to show resistance to power relations that were not equal. For example, Eva
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chose not to speak English after one of the customers at her workplace made a
comment about her accent. Mai had problems speaking to her boss. Katarina was not
comfortable speaking to professionals like her teacher or the doctor even though she
was a professional herself. Martina was not comfortable speaking anymore because
she had failed in deafening her family’s rights in front of other people. Felicia, on the
other hand, was uncomfortable speaking English in front of her fellow countrymates
who spoke English fluently. All of this data suggests that a) language learners are not
ahistorical and one-dimensional but possess complex and contradictory social
identities that exhibit differences through space and time; b) even when learners’
affective filter is high, what will make them speak in the target language is how
much their invested in it and c) this investment is dependent on the “ multiple,
changing, and contradictory identities of language learners” (Norton Peirce, 1995, p.
26).

In another seminal longitudinal study, Kinginger (2004) studies Alice, a very
motivated French learner, in her language learning journey during her stay in Paris.
Alice shows how “to elucidate the importance of personal history, imagination, and
desire in the organization of lived experience related to foreign language learning”
(p. 219) and how participation in social networks or, on the other hand, marginality
in those communities during the negotiation and formation of a meaningful and
desired identity is of vital significance. Kinginger’s study is a good example for
imagined identities and investment in learning a language. Alice had a romantic
image of Paris where there is no poverty, where people sit in cafes, drink wine and
appreciate art. This image was reflected by the mass media and it contributed to
Alice’ construction of a positive French speaking identity. Alice wanted to become a

French teacher and imagined herself speaking the language and teaching it
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flawlessly. However, once Alice arrived in France it became clear that the reality of
living in France and learning French was not matched with the identity that she had
envisioned. She lived in the university’s residence hall, her position among the other
students aws unique because she was older. Her first weeks in France were
unproductive and depressing because she was frustrated about the conditions and her
language learning level. However, Alice did not give up and continued to gain access
to the French community and language by visiting local hotels and walking around
the residence hall where students used to come together to eat and drink. In this way,
Alice reconstructed her motivation to learn French and reach her dream of becoming
a fluent French speaker and every day transformed herself to become a different
Alice. She wanted to reach this ideal person who had only existed in her imagination.
Contrary to Norton Peirce (1995), Kinginger (2004) concluded that investment alone
was not enough to explain Alice’ transformation from a young woman from a
working- class single-mother family to a “person who she can admire” ( p. 240). It
was rather a ‘mission’ instead of an ‘investment’ when she became a speaker of
French.

Another study from the mid-90s by McKay and Wong (1996) shows how
dynamic as well as contradicting multiple identities were negotiated in an immigrant
context in the U.S. To collect their data, they observed four Mandarin-speaking
Chinese immigrant students during their education in the seventh and eighth grades
in California, U.S.A. The data was collected through interviews and observations
lasting for two years. They interpreted the data by taking Norton Peirce’ construct of
investment into consideration to explain the students’ agencies and positionings in
terms of power in their school and community contexts. At the end of the study,

McKay and Wong (1996) came up with six major findings that support Norton
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Peirce but also extended some of her ideas: 1) contrary to the structuralist view of a
ahistorical generic learner profile, learners are very complicated social individuals
with a number of shifting and sometimes conflicting wants and needs. They are
subjected to various