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ABSTRACT

TURKISH ERASMUS STUDENTS’ IMAGINED IDENTITY CONSTRUCTION AND
LANGUAGE INVESTMENT IN EFL AND ERASMUS CONTEXTS

Aleyna YAVUZ
Canakkale Onsekiz Mart University
School of Graduate Studies
Department of Foreign Languages Education
Master of Arts in English Language Teaching
Supervisor: Assist. Prof. Dr. Zeynep Giilsah KANI BOZKURT
04/08/2025, 245

The current study was carried out to investigate Turkish Erasmus students’ (BA or newly
graduated) foreign language motivation based on Dornyei’s (2005) L2 Motivational Self-
System (L2MSS) along with the Turkish Erasmus students’ “imagined identity”” (Norton, 2001)
and “language investment” (Kanno and Norton, 2003; Norton, 2001) development in their
“imagined communities” (Anderson, 1983; 1991) both in Tiirkiye and Erasmus contexts. Based
on a multiple case study design, Turkish Erasmus students’ English learning stories and
experiences were investigated to find out how the concepts mentioned above were developed
in Tirkiye as an EFL context and how the Erasmus Programme affected the construction
process of these concepts. In other words, after investigating how Turkish Erasmus students’
foreign language motivation based on “Doérnyei’s L2ZMSS”, and their “imagined identity” along
with “language investment” and “imagined community” developed in Tiirkiye, the effect of the
Erasmus Programme on the development of the concepts was investigated. To collect data, 7
different data collection tools were used, and because this study followed a “mixed method”
approach, both quantitative and qualitative data collection instruments were utilised
respectively as follows: (1) The L2 Motivational Questionnaire, (2) The L2 Checklist (3) The-
Post Sojourn Questionnaire and (4) Semi-structured interviews, (5) Written narratives, (6)
Photo narratives and (7) The L2 Learning Profile Task. The findings of the study revealed that
participants had complex, multiple, and dynamic imagined identities, and there was a
relationship between their language investment and imagined identities. Also, it was found that

participants’ imagined identities were affected by “biographical”, “socio-educational”, and

v



“socio-ideological” factors. The study revealed that participants had positive attitudes towards
the Erasmus Programme and Globalisation, and that the Erasmus Programme fostered their
imagined identities, allowing them to have more specific imagined identities. The study also

presents some pedagogical implications.

Keywords: L2MSS, Imagined identity, Language investment, Imagined community,

EFL Context, The Erasmus Programme.



OZET

TURK ERASMUS OGRENCILERININ EFL VE ERASMUS BAGLAMLARINDA
HAYALI KiMLIK OLUSUMU VE DIiL YATIRIMLARI

Aleyna YAVUZ
Canakkale Onsekiz Mart Universitesi
Lisansiistii Egitim Enstitiisii
Yabanci Diller Egitimi Anabilim Dali
Ingiliz Dili Egitimi Yiiksek Lisans Tezi
Danisman: Dr. Ogr. Uyesi Zeynep Giilsah KANI BOZKURT
04/08/2025, 245

Bu calisma, Tiirk Erasmus 6grencilerinin (lisans ya da yeni mezun) D6rnyei’nin (2005)
Ikinci Dil Motivasyonu Ozbenlik Sistemi (IDMOS-L2MSS) temel almarak dil
motivasyonlarint ve Tiirk Erasmus 6grencilerinin “hayali toplumlarindaki” (Anderson, 1983;
1991) “hayali kimlik” (Norton, 2001) ve “dil yatirimini” (Kanno ve Norton, 2003; Norton,
2001) hem Tiirkiye hem de Erasmus baglamlarinda incelemek icin yiiriitiilmistiir. “Coklu
durum caligmas1” desenine dayanarak, yukarida bahsedilen kavramlarin Yabanci Dil Olarak
Ingilizce’nin  kullanildigi bir baglam olarak Tiirkiye’de nasil olustugunu ve Erasmus
Programi’nin bu kavramlarin olusum siirecini nasil etkiledigini bulmak icin Tiirk Erasmus
ogrencilerinin Ingilizce 6grenme hikayeleri ve deneyimleri arastirilmigtir. Bir baska deyisle,
Tiirk Erasmus &grencilerinin Dérnyei’nin “IDMOS” kavramina gére Tiirkiye’de sekillenen
yabanc1 dil motivasyonlarin1 ve ayni sekilde Tiirkiye’de sekillenen “hayali kimliklerini” “dil
yatirim1” ve “hayali topluluk™ ile birlikte inceledikten sonra, Erasmus Programi’nin bahsi gecen
kavramlara olan etkisi incelenmistir. Veri toplamak i¢in 7 farkli veri toplama araci kullanilmistir
ve bu ¢aligma “karma metodu” benimsedigi icin (1) Ikinci Dil Motivasyonu Anketi, (2) Tkinci
Dil Cizelgesi, (3) Erasmus Sonras1 Deneyim Anketi araglarini igeren hem nicel veri toplama
araglari, hem de (4) Yar1 yapilandirilmis r6portajlar, (5) Yazili anlatimlar, (6) Fotograf
anlatimlar1 ve (7) L2 Ogrenme Profil Gorev Kagidi araglarindan olusan nitel veri toplama
araclar1 kullanilmistir. Calismanin sonuglar1 katilimceilarin karmasik, birden fazla ve dinamik
hayali dil kimlikleri oldugunu, ve dil yatirimlari ile hayali dil kimlikleri arasinda iligki oldugunu

bulmustur. Ayn1 zamanda katilimcilarin hayali dil kimliklerinin “biyografik”, “sosyo-egitimsel”

vi



ve “sosyo-ideolojik” faktorlerden etkilendigi bulunmustur. Katilimeilarin Erasmus Programi ve
kiiresellesme hakkinda olumlu tutumlari oldugu, Erasmus Programi’nin hayali dil kimliklerini
giiclendirdigi ve katilimcilarin daha net hayali dil kimlikleri edinmesine katki saglandigi

bulunmustur. Calisma pedagojik bazi 6neriler de sunmaktadir.

Anahtar Kelimeler: ikinci Dil Motivasyonu Ozbenlik Sistemi, Hayali kimlik, Dil

yatirimi, Hayali topluluk, EFL baglami, Erasmus Programu.
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CHAPTER ONE
INTRODUCTION

The Introduction part provides background information about the study. Then, it
presents the purpose of the study and research questions. The limitations and the significance
of the study follow them. Lastly, definitions of key terms and concepts are presented, and

the chapter summary is introduced.

1.1. Background to the Study

Since the first half of the 20th century, studies have been conducted to explore
motivation in learning, and the research topic remains popular (Course and Saka, 2021).
Motivation is considered one of the most important factors in explaining success (Alharbi,
2017). The importance of motivation in second language (L2) learning is also highlighted.
According to Ushioda (2009), motivation plays a key role in L2 learning and controls the
overall learning process. Also, Dornyei (2005) extensively explained that motivation is the
factor that starts language learning, and it is what makes language learners keep learning the

target language during the exhausting learning process.

Dornyei (2005) continued by explaining that motivation is the most basic factor that
a learner needs, as other factors, such as talent or good teaching systems, are not enough on
their own. In other words, without motivation, other factors do not guarantee learners’

success in L2.

When the literature on L2 motivation is reviewed, it is seen that motivational theories
have undergone conceptual changes throughout history. The understanding of L2 motivation
witnessed a shift, respectively, from “The Social Psychological Period” to “The Cognitive

Situated Period” and then to “The Socio-Dynamic Period” (Aslan, 2020).

Gardner and Lambert (1972) are two important researchers of the “Social
Psychological Period”. According to Gardner and Lambert’s (1972) motivational theory,
there are two components of motivation. They are “instrumentality” and “integrativeness”

(Schwartz, 2012). “Instrumental motivation” was explained as “primarily driven by external



factors such as taking a foreign language class to meet an academic requirement or for a job
promotion” (Schwartz, 2012, p. 29). “Integrative motivation”, on the other hand, was defined
as “an individual’s willingness and interest in social interaction with members of other [L2]
groups” (Gardner and Maclntyre, 1993, as cited in Aslan, 2020, p. 16). Also, Dornyei (2009)
defined integrativeness as “the desire to learn an L2 of a valued community so that one can
communicate with members of the community and sometimes even become like them” (p.

22).

Gardner’s “integrativeness” faced criticism for some reasons, though. Concerns
started to be expressed about the suitability of implementing “integrativeness” in the school
contexts, especially where English is taught as a foreign language (Course, 2018). In this
regard, Alharbi (2017) stated that the term “integrativeness” did not fit well into the language
learning contexts, “especially in the context of English as a Foreign Language (EFL) where
many learners do not associate English with a specific social group” (p. 2). Also, according
to Dornyei (2009), it cannot be denied that when language learners do not have an
opportunity to interact with target language speakers directly, in contexts where the foreign
language is viewed as something that should be learned as the school lesson, it is hard to

make sense of the term “integrative”.

With these concerns about the integrativeness of Gardner and Lambert (1972), also,
globalisation (Aslan, 2020; Doérnyei, 2005) and the current status of English “as a world
lingua franca” (Ushioda, 2011, p. 199) make it harder to remove the ambiguity about the
term “integrativeness”. Dornyei et al. (2006) explained that globalisation magnifies the issue

of the term “integrativeness”.

Explaining how English as a global language (Crystal, 2003) leads to concerns about
the concept of “integrativeness” is crucial. With the globalisation process, English spread
worldwide, and the English language lost its general tendency to be associated only with
countries such as the US or the UK (Islam et al., 2013). The global status of English “alters
our sense of ownership of the language” (Ryan, 2006, p. 24), and today’s globalised context
causes the term “integrativeness” to lose its effectiveness to explain the community in which

learners wish or aim to be involved.



In this regard, Dornyei and Al-Hoorie (2017) explained that one of the factors causing
Gardner’s term integrative motivation to lose its popularity is that the term was associated
with “learners’ attitudes toward the target language community” (p. 458). However, they
continued that because English is a global language and it does not belong to one single,
specific language community (Ushioda, 2009), it is hard to observe the relationship between
learners’ motivation to be integrated into the target language community (Ddrnyei and Al-
Hoorie, 2017). In that sense, Peng (2015) argued that English is increasingly viewed to be
detached from any specific Anglophone community but instead represents a worldwide

global community. That is what Yashima (2009) called ‘international posture” (p. 434).

The Social Psychological Period is followed by “The Cognitive Situated Period”,
involving different motivational theories such as Bandura’s (1977) “self-efficacy theory” and
Locke and Latham’s (1990) “goal setting theory” (Taylan, 2017). These theories have their
roots in educational psychology (Aslan, 2020), and they foster the comprehension of
motivation in the SLA world. Instead of emphasising learners’ attitudes, the abovementioned
theories highlighted the learners’ emotional and cognitive domains (Taylan, 2017). However,
they are not the latest motivation theories in SLA. “The Cognitive Situated Period” is
followed by the “Socio-dynamic Period”, and Doérnyei (2005) proposed the “L2
Motivational Self System” (L2MSS) under this period, which is one of the theoretical

frameworks for this study.

Dornyei’s (2005) L2MSS can be regarded as a contemporary concept in L2
motivation, which was developed aiming to fill the void left by the unsatisfactory nature of
Gardner and Lambert’s (1972) concept of “integrativeness” (Ushioda, 2011). Ddrnyei
(2009) explained that “in 2005, I outlined the basis of a new approach to conceptualising
second language (L2) learning motivation within a ‘self” framework (Doérnyei, 2005), calling

the new theory the L2 Motivational Self System” (p. 9).

Doérnyei’s L2 Motivational Self System (2005, 2009) is based on the reshaping of
Gardner and Lambert’s (1972) integrativeness theory, “Markus and Nurius’s (1986) possible
selves theory,” and “Higgins’s (1987) self-discrepancy theory”. These theories are important
because they influenced Dornyei (2005) and laid a foundation for his L2MSS. However,



these theories and their relationship with Dornyei’s (2005) L2MSS will be explained in the

next chapters.

As stated before, Dornyei’s (2005) L2MSS developed during the Socio-dynamic
Period, and with this period, L2 motivation started to be considered a dynamic process
instead of a static one. Based on this understanding, Dornyei approached L2 motivation from
the “self-perspective” and proposed three components for the L2MSS (Ddrnyei, 2009).
These components are “Ideal L2 Self”, “Ought-to L2 Self”, and “L2 learning experience”
(Dornyei, 2009).

Doérnyei (2005) explained these components one by one. “The ideal L2 self refers to
the L2-specific facet of one’s ideal self.” On the other hand, “ought-to L2 self refers to the
attributes that one believes one ought to possess (i.e., various duties, obligations, or
responsibilities) in order to avoid possible negative outcomes”. Lastly, “L2 Learning
Experience concerns situation-specific motives related to the immediate learning

environment and experience” (Dornyei, 2005, pp. 105-106).

According to Aslan (2020), “highly motivated language learners are those who put
all the effort to reduce the discrepancy between their ideal selves and ought-to selves™ (p.
47). It can be understood that the relationship between the three components of Dornyei’s
(2005) L2MSS plays a crucial role in L2 motivation. In this regard, the relation between the
three concepts of Dornyei’s L2MSS is suggested to play a role in learners’ effort to learn L2

(Martinovi¢ and Buri¢, 2021).

Based on the understanding of the Socio-dynamic Period, which considers
motivation as dynamic and changing, in the system of L2MSS, approaching the concept
from the self-perspective (Dornyei, 2009), “imagination” and “vision” are two important
factors. Dornyei (2009) explained “the secret of successful learners as having a superordinate

vision (imagination) which helps them remain on track” (p. 25).

Thus, investigating Turkish Erasmus students’ foreign language motivation based on
Doérnyei’s (2005) L2MSS framework and understanding their self-images developed through

their imagination and visualisation during their L2 learning process may provide valuable



insight into the dynamic and ever-changing nature of the learners’ L2 motivational self-

systems.

To investigate how Turkish Erasmus students’ imagined identity and language
investment construction were developed in their imagined communities, this study also
followed Norton’s (2001) “Identity Theory” along with its two components, which are
“investment” (Kanno and Norton, 2003; Norton, 2001) and “imagined community”
(Anderson, 1983; 1991), as a theoretical lens. To explain identity, the historical changes in
second language acquisition (SLA) paving the way for the “identity theory” need to be
presented briefly.

Before the arrival of socio-culturalism in SLA, the focus was on the cognitive aspects
of L2 learning (Smith, 2016). According to Smith (2016), the subjectivity of language
learners was not focused on and often ignored by the SLA world, because there was a
tendency to focus on the cognitive sides of learners’ L2 acquisition. In that sense, Firth and
Wagner (1997) criticised the cognitivist understanding in SLA by arguing that cognitivism
focuses on “the individual's cognition, particularly the development of grammatical

competence” (p. 288).

However, Wu (2017) presented that cognitivism lost its power in the SLA world in
the mid-1990s, and new perspectives of L2 learning started to be emphasised, which is “the
socio-cultural”. With this social turn in SLA (Block, 2003), post-structuralism was
emphasised, and new SLA theories based on the lenses of post-structuralism started to be
proposed (Wu, 2017). Among these new theories, identity theory was the one that caught
people’s attention (Wu, 2017).

Block (2003) highlighted that poststructuralism allowed scholars to approach
language from the identity perspective, which considers the terms “as a site of struggle”.
(Block, 2003, p. 867). In that sense, Norton (1995) stated that “poststructuralism depicts the
individual as diverse, contradictory, and dynamic; multiple rather than unitary, decentered

rather than centered” (p. 15).



Under this framework, which considers L2 learning as identity construction by
emphasising that learners have multiple and fluid identities, Norton (2001) developed her
“identity theory”. She pointed out that “what I have learned from language learners is that
language is not only a linguistic system of words and sentences but also a social practice in
which identities and desires are negotiated in the context of complex and often unequal social

relationships” (Norton, 2016, p. 476).

Norton (2013) defined identity as “the way a person understands his or her
relationship to the world, how that relationship is structured across time and space, and how
the person understands possibilities for the future” (p. 4). L2 identity, on the other hand,
which is an identity type on which this current study was focused, was described by Benson
et al. (2013, as cited in Mitchell et al., 2020, p. 328) as “second language identity refers to
any aspect of a person’s identity that is connected to their knowledge or use of a second

language”.

It is also important to state that second language identity is not restricted to grammar
or other linguistic systems (Norton and Toohey, 2002). In that sense, Norton and Toohey
(2002) highlighted the importance of understanding the language learning process as a
dynamic process instead of considering it a static language system. They argued that “no
longer are static views of language as system and language learning as internalization of that
system seen as adequate in a world in which boundary-crossing, multilingualism, and human

agency are recognized” (Norton and Toohey, 2002, p. 436).

In that sense, Wenger (1998) is an important name to propose “imagination” as a
concept for identity (Xu and Kim, 2022). Wenger (1998, as cited in Kanno and Norton, 2003,
p. 241) defined imagination as “a process of expanding oneself by transcending our time and
space and creating new images of the world and ourselves”. It is understood by Wenger’s
(1998) definition of imagination that through the power of imagination, “language learners
can create a new image of themselves and what they hope to achieve professionally as well
as academically” (Xu and Kim, 2022, p. 2). Also, according to Norton and Toohey (2011, p.

415), imagined identities of learners represent their “hopes for the future”.



Various researchers presented the relationship between imagined identity and its
components (e.g., Machin and Tragant, 2022; Nghia, 2020; Teng, 2019; Tongle, 2020; Wu,
2017). These components are “investment” (Norton, 2001) and “imagined community”

(Anderson, 1983; 1991).

According to Norton (2016), investment is the learners' commitment. Unlike
motivation, which is a psychological construct, investment, with its sociological construct,
“signals a learner’s commitment to learn a language, given their hopes for the future and
their imagined identities” (Norton, 2016, p. 476). Here, it can be understood that learners’
imagined identities play a crucial role in making language investments. Learners make their
language investments based on their identities, which are imagined and envisioned in their
minds. In that sense, Norton (1997, p. 411) highlighted the relationship between imagined
identity and investment by stating that “the construct of investment conceives of the
language learner as having a complex history and multiple desires. An investment in the
target language is also an investment in a learner’s own social identity, which changes across

time and space”.

Lastly, the term “imagined community” was coined by Anderson (1983; 1991) and
developed by Norton Pierce (1995; 2006). Inspired by Wenger (1998), Norton (2013)
defined imagined community as “groups of people, not immediately tangible and accessible,
with whom we connect through our imagination” (p. 8). In other words, it can be concluded
that people imagine a community which they want to be a member of or imagine they are
communicating with the members of this imagined community, which does not have to be a
concrete one. Also, learners can decide whether to make a language investment to become a
member of this imagined community. Also, Norton (2013) highlighted a similar relationship
between investment and imagined community by stating, ““...imagined communities are no
less real than the ones in which learners have daily engagement and might even have a

stronger impact on their current actions and investment” (p. 8).

Background information and primary concepts, along with terms underlying this
current study, have been explained so far. When we consider all these explanations of
historical changes in SLA, new ideas and approaches in foreign language acquisition, L2

motivation, and, as explained before, the possible relationships between the aforementioned



terms, conducting identity research is crucial and may provide implications for teachers,

school administrators, curriculum planners, and maybe for parents.

When the literature review is conducted, it is seen that various studies have been done
to investigate Dornyei’s (2005) L2MSS (e.g., Course and Saka, 2021; Dogan, 2017;
Kiyangigek, 2023; Martinovi¢ and Buri¢, 2021; Rasool and Winke, 2019; Yetkin and Ekin,
2018) and learners’ L2 identity construction (e.g., Ahn, 2021; Nematzadeh and Haddad-
Narafshan, 2020; Nghia, 2020; Tang, 2023; Teng, 2019; Xu and Kim, 2022) by “focusing
on different groups of participants and language settings” (Nguyen, 2022, p. 73), and by

focusing on the relationship of the concepts with different factors.

To my best knowledge, however, a few studies (e.g., Aslan, 2020; Wappa and
Gilanlioglu, 2024) have been conducted under the light of both terms in a single study. In
this sense, this current study is among the rare studies that have been conducted by

considering both Ddrnyei’s (2005) L2ZMSS and Norton’s (2001) Identity Theory.

Also, this current study investigated the effect of the Erasmus programme on the
development of theoretical concepts. Even though there are studies investigating study
abroad (SA) programmes and their effect on the learners’ L2 identity construction (e.g., Shi
and Guo, 2020; Sung, 2019), these studies are among the minority, and they were conducted
with students other than Turkish students. What is more, generally, the studies have been
conducted by focusing on L2 identity development during students’ sojourn experiences and
how study-abroad experiences played a role in language skills development, or in students’
socialisation and their social or European identity constructions (e.g., Sun, 2020; Yingying,

2018).

Another gap in the literature is about the context in which the studies were carried
out. Although there are some studies (e.g., Teng, 2019; Wu, 2017) conducted in the EFL
context, there is a scarcity of research to investigate students’ imagined identities in the EFL
context. The distinction between the ESL context and the EFL context is important because
these two different contexts have different natures. According to Yoshizawa (2010), “learner
identities in the EFL context may be affected by unique social factors that are dramatically

different from learning English as a second language in English-speaking countries” (p. 37).



In a nutshell, to my best knowledge, there is no research study to investigate how the
sojourn experiences (Erasmus + Programme in this current study) affected Turkish Erasmus
students’ foreign language motivation based on Dornyei’s (2005) L2MSS and Norton’s
(2001) Identity Theory. This current study was carried out to fill this void in the literature.

1.2. The Purpose of the Study and Research Questions

The present study was carried out based on Dornyei’s (2005) “L2 Motivational Self
System Framework” and Norton’s (2001) “Identity Theory” with its components. One of the
main aims of the study is to investigate Turkish Erasmus students’ (Bachelor, and/or newly
graduated) foreign language motivation under Dornyei’s (2005) L2 Motivational Self-
System Framework. As a first step, the researcher aimed to find out how Turkish students’
foreign language motivation was developed in Tiirkiye as an EFL context. The development
of the components of Dornyei’s L2MSS, which are “ideal L2 self”, “ought-to L2 self”, and
“learning experience”, was investigated one by one. After investigating the developments of
these concepts, the effect of the Erasmus Programme on the same concepts was investigated.
Whether there was a difference in students’ ideal L2 selves and whether students described
their ought-to selves differently after their Erasmus experience were within the scope of the
current research aims. Course (2018) made a statement about the learning experience, which
is the third component of Dornyei’s L2ZMSS, that “studies indicate a relationship between
learning experience and motivated behaviour” (p. 498). In this sense, when the literature is
reviewed, it is seen that Lamb’s (2012) study and Lyon’s (2014, as cited in Course, 2018)
study are among the studies concluding the relationship between learning experience and
motivation (see Course, 2018). Considering this relationship, the Turkish Erasmus students’
foreign language experiences in developing their L2-selves both in Tiirkiye and in the

Erasmus context were investigated.

Along with these research aims, the current study also aimed to find out Turkish
Erasmus students’ “imagined identities”, “imagined communities” that they wanted/wished
to join, and the “language investments” that they made based on the first two terms. Just like
Dornyei’s (2005) L2MSS, these components of Norton’s (2001) Identity Theory were
investigated one by one, both by considering the Tiirkiye context and the Erasmus context.

The same procedure, which was followed for investigating the effect of the Erasmus



Programme on Dornyei’s (2005) self-system, was applied to find out the effect of
the Erasmus Programme on the concepts of Norton’s (2001) Identity Theory.

What is more, to learn about Erasmus students’ expectations and ideas about the
Erasmus programme and globalisation, some additional questions were addressed to the

students.

During the study, a multiple case study design was followed, and participants’
English learning stories and experiences both in Tiirkiye as an EFL context and in
the Erasmus context were the main data sources for the research. Data were gathered through
both quantitative and qualitative data collection instruments. The L2 Motivational
Questionnaire and the L2 Checklist were utilised to gather quantitative data. Semi-structured
interviews, written narratives, photo narratives, the post-sojourn questionnaire, and lastly,

the L2 learning profile task were used to gather qualitative data.

As stated before, when the literature review was conducted, it was seen that there
were different studies conducted on Dornyei’s (2005) L2MSS (e.g., Course and Saka, 2021;
Dogan, 2017; Kiyangicek, 2023; Martinovi¢ and Buri¢, 2021; Rasool and Winke, 2019;
Yetkin and Ekin, 2018) and learners’ L2 identity construction (e.g., Ahn, 2021; Nematzadeh
and Haddad-Narafshan, 2020; Nghia, 2020; Tang, 2023; Teng, 2019; Xu and Kim, 2022).
However, to my best knowledge, there is no research study to investigate how the sojourn
experiences (Erasmus + Programme in this current study) aftected Turkish Erasmus students’
foreign language motivation based on Ddrnyei’s (2005) L2MSS and their imagined identity
construction along with “investment” and “imagined community”. It is also important to
state that in terms of the terms and concepts that the current study followed as the theoretical

lenses, it is one of the rare studies that investigates such a comprehensive research topic.

Concerning the aforementioned purposes of the study, the following research

questions were asked:

e What are the Turkish Erasmus students’ past imagined identities that developed in

Tiirkiye?
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e What is the relationship between Turkish Erasmus students’ imagined identities

and their L2 investments?

e What is the role of the Erasmus programme in the development of Turkish

Erasmus students’ imagined identities?

e What are the Turkish Erasmus students’ expectations and ideas about the Erasmus

Programme and globalisation?

e How did the Turkish students’ imagined identities and language investments

change after they were involved in the Erasmus programme?

1.3. The Significance of the Study

As stated before, Martinovi¢ and Buri¢ (2021) presented that with globalisation,
English spread worldwide, and globalisation resulted in changes in the understanding of L2
motivation. As Ushioda (2011) noted, the dominant status of English as a world lingua franca
weakened the conceptualisation of motivation as mostly “integrative”, which claims that
foreign language learners are motivated to be able to communicate with the members of the
target language community. The global status of English weakened the integrative
understanding in motivation because “one notable feature of globalisation is the
deterritorialisation of language, the ‘perception and attribution of values to language as
something which does not belong to one locality” (Blommaert, 2010, as cited in Islam et al.,
2013, p. 231). Due to dissatisfaction with “integrativeness,” Ddrnyei (2005) proposed his
L2MSS framework. According to Nguyen (2022), Dornyei’s L2MSS is seen as a
reconceptualisation, which is a more suitable approach to explain language learning
motivation by considering socio-educational models presented previously and by connecting

them with today’s status of English, which is a lingua-franca.

English is a lingua franca now, and accordingly, various scholars in the SLA field
(e.g., Dornyei, 2009; Kormos and Csizér, 2008; Taylan, 2017; Yashima, 2009) argued that
one specific country or nationality cannot be associated with the language English. Thus,

English needs to be associated with a “dynamic imagined community of international
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English users” (Nguyen, 2022, p. 73). What is more, “L2 cultural identity” (Nguyen, 2022,
p. 73) or learners’ wish to join the L2 communities are not the factors that make L2 learners
motivated. Instead, what makes them motivated is speaking the language to achieve their
goals. From this explanation, it can be concluded that to be able to catch up with today’s
context of English as the 21st century’s global language (Nguyen, 2022), it is important to
investigate Turkish Erasmus students’ foreign language motivation under Dérnyei’s (2005)
L2MSS, which approaches motivation as a dynamic identity construction in learners’
international communities which, can be associated with Yashima’s (2009) international

posture.

In a nutshell, this current study is significant because it investigated Turkish Erasmus
students’ foreign language motivation by following Ddrnyei’s (2005) self-system, which
considers learners’ foreign language motivation as learners’ self-identification, dynamic, and

changeable during social interaction, which can keep up with today’s globalised world.

This study also investigated Turkish Erasmus students’ L2 identity development. In
the literature on imagined identity, imagined community, and language investment, it has
been indicated that there is a link between these three concepts. (e.g., Machin and Tragant,

2022; Nghia, 2020; Teng, 2019; Tongle, 2020; Wu, 2017).

In that sense, Kanno and Norton (2003) pointed out the relationship between the
terms by noting that people can reach nonterritorial and remote communities. What is more,
people’s investment in these communities constructed by imagination has a crucial role in

constructing identity and involvement in learning (Kanno and Norton, 2003).

Thus, this complex relationship between the concepts of Norton’s (2001) Identity
Theory makes it necessary and significant to investigate how Turkish Erasmus students’
imagined L2 identities were developed and how the relationship between these three
components of identity shaped their developmental process. In that sense, this current study
may provide more insight into the intertwined, complex, and changing L2 identity

development of Turkish Erasmus students.
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Lastly, this current study also investigated the effect of the Erasmus Programme on
Turkish Erasmus students’ L2 selves and L2 identities. “As internationalisation in higher
education intensifies, contemporary SA (study abroad) programming is taking diverse
forms” (Tongle, 2020, p. 60). The Erasmus Programme, is one of the SA programmes and
“according to the Turkish CoHE (2018, as cited in Sener and Giin, 2019, p. 324) the
Erasmus+ Programme is a European programme for student exchange, and the programme
gives university students an opportunity to study for a period of minimum 3 months and
maximum 12 months at a higher education institute of another European country with grant
supplied by European Union”. That means that Turkish students who join the programme
have a chance to visit and get an education in another university, which is in another

European country.

It is known that learners’ identities are not static, and they have a changeable nature
which allows them to change in time and through contexts (Shi and Guo, 2020). In that sense,
investigating how Turkish Erasmus students’ L2 identities changed over time and across
space during their Erasmus experiences may provide important data for the field of SLA.
What is more, studies conducted to investigate changes in learners’ L2 identity during their
sojourn experiences improved the significance of this current study. For example, as argued
in the literature review section in detail, studies in the literature (e.g., Kinginger, 2004;
Schwartz, 2012; Virkkula and Nikula, 2010) showed the role of the sojourn experiences of
the participants in their identity development. Thus, conducting this current study may
provide significant insight into the L2 motivation and L2 identity development in the SA

context.

What is more, in terms of changes in Turkish Erasmus students’ motivation based on
Dornyei’s L2MSS, conducting this current study is also important, and Zhong’s (2020)
statement was influential during this study which was “I adopted Dornyei’s (2009) L2MSS
framework as the theoretical basis because he was not only interested in exploring L2
motivation through learners’ study abroad experiences but also wanted more information on
the development of participants’ mental imagery of their ideal L2 selves in the study abroad
setting” (p. 3). Thus, this current study may help us to understand how Turkish Erasmus
students’ L2 motivation changes based on their imagination and vision during their Erasmus

experiences.

13



1.4. The Limitations of the Study

The current study was conducted with students from the Department of Foreign
Languages. Thus, the results of the study can not be generalised to all of the students who
are majoring in other departments. Also, because of the nature of this study, gaining a thick
and rich description was the aim, and the number of volunteers was kept small on purpose.
Accordingly, the number of participants was not enough and suitable to make generalisations
about all other students’ L2 motivational processes. What is more, the L2 motivation
process, imagined identity and community construction, and language investment of the
students are subjective and personal concepts. Every single person experiences the concepts
in different ways. In that sense, the stories and experiences of the participants during the L2
process are unique and close to providing generalisable data. Lastly, the data analysis for the
semi-structured interviews was conducted only by one researcher (the author of the current
study). This is another limitation of the study, as peer-review could prevent the researcher

from overlooking the details.

1.5. Definitions of Key Terms and Concepts

Ideal L2 self: “The L2-specific facet of one’s ideal self.”

Ought to L2 self: “Ought-to L2 self refers to the attributes that one believes one ought

to possess (i.e., various duties, obligations, or responsibilities) in order to avoid possible

negative outcomes.”

The L2 learning experience: “L2 Learning Experience, concerns situation-specific
motives related to the immediate learning environment and experience.”

(Dérnyei, 2005, pp. 105-106)

International Posture: “International posture tries to capture a tendency to relate
oneself to the international community rather than any specific L2 group” (Yashima, 2009,

p. 145).
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Imagined identity: “An individual’s future image included in the notion of imagined

communities” (Tran and Vi, 2021, p. 6).

Language investment: “The sociological construct of investment signals a learner’s
commitment to learn a language, given their hopes for the future and their imagined

identities” (Norton, 2016, p. 476).

Imagined community: “Groups of people, not immediately tangible and accessible”

(Norton, 2013, p. 8).

1.6. The Chapter Summary

In this chapter, important theoretical underpinnings for the study were explained,
along with the introductory information about the study. To provide more details about the

research, the purpose of the study was provided, along with research questions. The

significance of the study followed the key terms and concepts, and the limitations.
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CHAPTER TWO
LITERATURE REVIEW

The second chapter of the study presents theoretical information related to
the research topic. The aim is to provide an understanding of the theories and concepts
followed for this current study. Then, different studies conducted on L2 motivation and L2
identity in varied contexts with different participants will be discussed. Also, the chapter

summary is introduced.

2.1. Background Information about the Changes in L2 Motivation

The term “integrativeness” is associated with Gardner and Lambert’s (1972) dual
motivational theory, which involves the concepts of “integrative motivation” and
“instrumental motivation” (Tatar, 2017). Tatar (2017) argued that analysing and naming the
components of this binary L2 motivation theory dates to the Canadian study conducted by
Gardner and Lambert (1972). The study, in summary, investigated the effect of motivation
and attitude in foreign language learning (Gardner, 1985). In their study named “Attitudes
and Motivation in Second Language Learning”, Gardner and Lambert (1972) explained their
research aims in detail by stating that they investigated “language-learning aptitude and
verbal intelligence as well as attitudes toward the French community and intensity of
motivation to learn French” (p. 5). To collect data, Gardner and Lambert (1972) carried out
the study with Anglophone high school students learning French as a second language in
Montreal (Gardner and Lambert, 1972). According to the findings of the study, “students
with an integrative orientation were more successful in second-language learning than those

who were instrumentally oriented” (Gardner and Lambert, 1972, p. 5).

To provide better insights into the Canadian study, understanding the period the study
belongs to is important. According to Dornyei (2005), the studies of Gardner and his
colleagues, who were social psychologists, are associated with the social psychological
period, which spanned the mid-to-late 20" century. Following the general philosophy of the
social psychological period, Gardner (1985) stated his approach to L2 motivation as
“students’ attitudes toward the specific language group are bound to influence how

successful they will be in incorporating aspects of that language” (p. 6). Gardner and
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Lambert (1972) viewed L2 motivation as that L2 enables us to communicate with other
people coming from different ethnolinguistic communities, and that accordingly motivation
in learning a language which belongs to other L2 communities plays a crucial role in

“enhancing or hindering intercultural communication and affiliation” (Dornyei, 2005, p. 67).

Under this understanding, Gardner and Lambert (1972) explained that they
investigated the “instrumental” and “integrative” orientations of the students in their North
American study. The researchers explained instrumental orientation as it “reflects the
practical value and advantages of learning a new language” and integrative orientation as it
“reflects a sincere and personal interest in the people and culture represented by the other
group” (Gardner and Lambert, 1972, p. 132). They also made an emphasis on the importance
and power of the integrative orientation and shared their foreboding by stating “it was our
hunch that an integrative orientation would sustain better the long-term motivation needed
for the very demanding task of second language learning” (Gardner and Lambert, 1972, p.
132).

However, Gardner and Lambert’s integrativeness faced criticism for some reasons.
Dornyei (2005) stated that: “I have been intrigued by Robert Gardner’s concept of
‘integrativeness’ throughout my whole research career” (p. 94). However, he continued that
Gardner’s integrativeness is meaningful in Montreal, where both Anglophones and
Francophones are living, which makes the research context multicultural (Ddrnyei, 2005).
He explained that the Canadian context and language classrooms have different natures, and
thus integrating Gardner’s integrativeness into language learning environments is limited.
Dornyei (2005) continued by providing an example that in language learning environments,

learners do not have a chance to contact L2 speakers in a real and direct way.

“The changing role of English as an international language” (Ryan, 2006, p. 29) due
to globalisation also led to dissatisfaction among scholars with Gardner’s integrativeness and
faced criticism (e.g., Coetzee-Van Rooy, 2006; Dornyei, 2001, 2005; Lamb, 2004; Ryan,
2006). Ushioda (2009) defined integrativeness as the “desire to learn an L2 of a valued
community so that one can communicate with members of the community and sometimes
even become like them” (p. 22). However, with the effect of globalisation, English became

a lingua franca and started to be used not only by Anglo-American communities but also by
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international communities. Taylan (2017) explained that “today, English belongs to the
international community rather than to any other particular native English-speaking country”
(p. 83). Similarly, Ryan (2006) stated that with linguistic globalisation, associating the
language with a target language community looks harder. In this sense, the concept of
“integrative motivation”, which was described by Sridhar and Sridhar (1992, as cited in
Coetzee-Van Rooy, 2006, p. 1) as “admiration for the native speakers of the language and a

desire to become a member of their culture”, seems not applicable to today’s global context.

Yashima (2009) also argued that with linguistic globalisation, it is not easy to
associate English with one specific target group or culture, because varied nations speak it.
Yashima (2009) noted that her study in 2000 also showed that the least powerful reason to
study English was found to be identified with people who are American or British (see
Yashima, 2000, 2009). In this sense, Yashima (2009) introduced the term “international
posture”. International posture is described as “a tendency to relate oneself to the
international community rather than any specific L2 group” (Yashima, 2009, p. 145). Also,
Lamb (2004) and Doérnyei et al. (2006) emphasised the effect of globalisation on
integrativeness. Arnett (2002) argued that “through the media and the internet, young people
in diverse countries develop a global identity that gives them a sense of belonging to a
worldwide culture and includes an awareness of the events, practices, styles and information

that are part of the global culture” (p. 777).

Because of these reasons, and due to concerns about the validity of integrating
integrativeness into EFL classes and a global context, Gardner and Lambert’s (1972) and
Gardner’s (1985) integrativeness started to be criticised. Accordingly, with important
motivational studies in the social-psychological period, such as Gardner and Lambert’s
(1972) theory (integrativeness and instrumentality) and other studies, which were the socio-
educational model and an extended version of the socio-educational model by Tremblay and
Gardner (1995), this period gave its place to the cognitive period (Taylan, 2017). Although
the cognitive period was known for various crucial motivational theories like Wigfield and
Eccles’s (2000) “Expectancy-value theories”, Locke and Latham’s (1990) “Goal setting
theory”, Bandura’s (1977) “Self-efficacy theory”, Ryan and Deci’s (2000) “Self-
determination theory”, Weiner’s (1985) “Attribution theory”, and lastly Dérnyei and Otto’s
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(1998) “Process oriented model”, these theories were not the latest ones in the field of L2

motivation. The period was going to welcome Ddrnyei’s (2005) L2MSS.

2.1.1. Underlying Theories of Dornyei’s L.2 Motivational Self-System

As stated in the previous chapter, Dornyei did not completely deny the earlier theories
and studies on L2 motivation while laying the foundations for his theory, the L2 Motivational
Self System (L2MSS). Instead, along with the need for a reconceptualisation of Gardner and
Lambert’s (1972) integrativeness theory, Dornyei et al.’s (2006) Hungarian study used a data
collection tool which was “developed on the basis of Gardner’s (1985) classic motivation
theory” (Doérnyei and Al-Hoorie, 2017, p. 456). In addition, Markus and Nurius’s (1986)
possible selves theory and Higgins’s (1987) self-discrepancy theory are accepted as the
pioneering works in the literature (e.g., Dérnyei, 2005). Thus, providing information about
these influential theories both in the L2 motivation field and in Dérnyei’s (2005) L2MSS is

necessary.

Dornyei et al.’s (2006) motivation study in Hungary laid the foundations of the
L2MSS, and their research focused on the changes in language attitudes and motivation of
Hungarian students “to learn five different target languages” (Dornyei et al., 2006, p. 7).
These target languages aimed to be learned by Hungarians were “English”, “German”,
“French”, “Italian”, and lastly “Russian” (Dornyei et al., 2006). In the study, carried out with
a longitudinal perspective, data were collected through an L2 motivation survey with a
longitudinal approach (Ddrnyei et al., 2006). The reason behind the chosen target languages

was the socio-political changes in Hungary.

Dornyei et al.’s (2006) study grew “out of the social psychological tradition of L2
motivation research associated with the work of the founder of the field, Robert Gardner”
(Dornyei et al., 2006, p. 9). However, they noted that, although they investigated
“integrativeness” in a prominent way, along with “instrumentality”, “attitudes towards L2
speakers”, “the linguistic milieu” and “linguistic self-confidence”, which are associated with
Gardner’s classical motivation theory, they also involved the concepts of “indirect contact
through cultural products” and “ethnolinguistic vitality” (Giles and Byrne, 1982) to

investigate throughout their study (Dornyei et al., 2006).
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When the study findings were analysed, the researchers concluded that
“integrativeness was found to play a key role in L2 motivation, mediating the effects of all
the other attitudinal/motivational variables” (Ushioda, 2009, p. 26). However, as Dornyei
and Al-Hoorie (2017) stated, the finding in terms of integrativeness was theoretically
meaningless. They continued by explaining that most of the participants did not have a
chance to interact with “members of English-speaking communities” (Ddrnyei and Al-
Hoorie, 2017, p. 456). Accordingly, they emphasised that “concepts of ‘integrating’ or
‘becoming similar’ were not overtly meaningful in their cases” (Dornyei and Al-Hoorie,

2017, p. 456).

Also, according to the findings of the Hungarian study:

The immediate antecedents of integrativeness were attitudes towards L2
speakers/community and instrumentality, which means that the central component in the
motivation paradigm was defined by two very different variables: faceless pragmatic
incentives and personal attitudes toward members of the L2 community (Ushioda, 2009, pp.

26-27).

It can be concluded from these findings that unlike the findings of the Canadian study
which concluded that “students with an integrative orientation were more successful in
second-language learning than those who were instrumentally oriented” (Gardner and
Lambert, 1972, p. 5), the concepts of “integrativeness” and “instrumentality” cannot be
approached as two different factors in motivation, and the relationship between these

concepts cannot be ignored.

Since the findings of the Hungarian study did not fit in Gardner and Lambert’s (1972)
Canadian motivation study and because there was dissatisfaction with Gardner’s
integrativeness due to the limitation of integrating the concept in contexts other than Canada
and due to the effect of globalisation on language, Dornyei (2005) aimed to reinterpret
Gardner’s concept into a new one which “goes beyond the literal meaning of the verb
integrate” (Dornyei, 2005, p. 94). With this aim, Dornyei (2005) expressed that “T would

suggest that we can get an even more coherent picture if we leave the term ‘integrative’
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completely behind and focus more on the identification aspects and on the learner’s self-

concept” (p. 98).

According to Dornyei (2009), Markus and Nurius’s (1986) possible selves theory
was compatible with the data of the Hungarian study, and the theory approached the concept
from the “self-perspective” (Ddrnyei, 2009). Thus, to develop his L2MSS, Dornyei found
Markus and Nurius’s (1986) possible selves theory suitable and integrated it into his
motivation theory (Dornyei, 2009). According to Markus and Nurius (1986) “possible selves
represent individuals' ideas of what they might become, what they would like to become,
and what they are afraid of becoming” (p. 954). They provided examples of people’s possible

selves below:

Possible selves are the ideal selves that we would very much like to become.
They are also the selves we could become, and the selves we are afraid of
becoming. The possible selves that are hoped for might include the successful
self, the creative self, the rich self, the thin self, or the loved and admired self,
whereas the dreaded possible selves could be the alone self, the depressed self,
the incompetent self, the alcoholic self, the unemployed self, or the bag lady
self (Markus and Nurius, 1986, p. 954).

It is crucial to state that imagination is important in Markus and Nurius’s (1986)
possible selves theory. In that sense, Ushioda (2009) emphasised the inclusion of the
imagination, which makes the theory inventive and captivating for them. Dornyei (2005, p.
99) stated that “possible selves are specific representations of one’s self in future states,
involving thoughts, images, and senses, and are in many ways the manifestations, or
personalized carriers, of one’s goals and aspiration (or fears, of course)”. Accordingly, he
added that there is a strong connection between “possible selves and visions” (Ddornyet,

2005).

According to Markus and Nurius (1986), possible selves like the “ideal self” and
“ought to self” that we have through the power of imagination are responsible for our
behaviours and decisions. In other words, the concept of possible selves regulates our

behaviours (Markus and Nurius, 1986). Dornyei (2009) argued that, under the understanding
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of Markus and Nurius (1986), the concept of possible selves deals with the ways we consider
or develop our potential, waiting to be realised. In this sense, the concept of possible selves
also involves our desires, wishes, and visions. Accordingly, the theory of possible selves
allows us to understand the movement of an individual “from the present toward the future”

(Dornyei, 2009, p. 11).

As discussed earlier, Dérnyei (2005) also followed Higgins’s (1987) self-discrepancy
theory to develop his L2 Motivational Self System. According to Higgins (1987), there are

three domains of the self:

(a) the actual self, which is your representation of the attributes that someone
(yourself or another) believes you actually possess; (b) the ideal self, which is
your representation of the attributes that someone (yourself or another) would
like you, ideally, to possess (i.e. a representation of someone's hopes, aspirations,
or wishes for you); and (c) the ought self, which is your representation of the
attributes that someone (yourself or another) believes you should or ought to
possess (i.e. a representation of someone's sense of your duty, obligations, or

responsibilities) (Higgins, 1987, pp. 320-321).

While explaining his self-discrepancy theory, Higgins (1987) emphasised a conflict
between one’s “ideal self” and “ought to self” by stating “a classic literary example of the
difference between the ideal self and the ought to self is the conflict between a hero's
‘personal wishes’ and his or her ‘sense of duty’ ” (Higgins, 1987, p. 321). Thus, Dérnyei
(2005) argued that “motivation in this sense involves the desire to reduce the discrepancy
between one’s actual and ideal or ought selves” (p. 100). Later in 1998, Higgins made a
distinction between the ideal self and the ought-to self. The distinction between the terms

was defined as:

the promotion focus is concerned with accomplishments, hopes, and aspirations.
It regulates the presence and absence of positive outcomes. Ideal self-guides,
therefore, have a promotion focus. The prevention focus is concerned with
safety, responsibilities, and obligations. It regulates the absence and presence of
negative outcomes. Ought self-guides, therefore, have a prevention focus

(Higgins, 1998, p. 16).
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Below, the summary of the abovementioned concepts are presented.

The Hungfrian study

The need to re-explain integrativeness and to find a broader meaning for it that
goes beyond the word ‘integrate’.

Possible selves

The imagery component of future self guides is a powerful motivational tool;
imagination makes the concept of future self guides, such as the ideal self and
the ought to self, suitable and applicable to the broad theory of L2 motivation.

Self discrepilncy theory

Motivation in this sense involves and refers to the desire to reduce the
discrepancy between one’s actual and ideal or ought to selves. The ideal L2 self
has a promotional focus, and the ought to L2 self has a preventional focus.

Figure 1. The summary of all the ideas that contribute to the establishment of the L2ZMSS
Reference: Taylan, 2017, p. 90.

2.1.2. Dornyei’s (2005) L2 Motivational Self System

The reasons and related explanations about the need to reshape integrativeness, the
important scholars and their L2 motivation theories that influenced Dornyei (2005) to
develop his L2 Motivational Self System (L2MSS), along with the studies (Canadian and
Hungarian) conducted to investigate L2 motivation, have been presented in the previous

section. In this section, the nature of Dérnyei’s (2005) L2MSS will be discussed.

As stated before, Dornyei aimed to reinterpret or reshape Gardner’s integrativeness
by approaching the concept from the self-perspective (Dornyei, 2009). The reason for this
reconceptualisation was the dissatisfaction with the “integrativeness” theory in which there
is no chance of contact with L2 speakers (Dornyei et al., 2006), along with the need to
interpret the results of the Hungarian study with an approach that goes beyond Gardner’s

motivation theory.

Based on Markus and Nurius’s (1986) Possible Selves Theory and Higgins’s (1987)
Self-discrepancy Theory, Dornyei (2005) developed the L2 Motivational Self System

Framework. According to Dornyei (2005), approaching the concept of motivation with a
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whole-person understanding can be considered because, like many other scholars in the field
of L2, he also thought that foreign language learning is different from other academic
subjects in nature. Dornyei (2005) argued that foreign language learning involves identity

construction and other mental activities.

Dornyei’s (2005) L2 Motivational Self System is composed of three concepts: “ideal
L2 Self”, “ought-to L2 Self”, and “L2 Learning Experience”. It is important to state that the
core elements of Ddrnyei’s (2005) L2 Motivational Self System are “the ideal selves” and
“ought to selves” (Ddrnyei, 2009). However, Dornyei (2009) argued that adding the third
element to his system is necessary. This third element of the system is named “L2 learning”,
which is related to the actual learning environment. Dérnyei (2009) argued that the need for
adding the L2 learning experience results from the fact that some learners feel motivated not
because of internal or external images of self but because of their involvement in the “actual
language learning process” (Dornyei, 2009, p. 29) and due to the feeling of success. Before
presenting the terms in Dornyei’s (2005) L2MSS, detailed information about how Ddrnyei
(2005) formulated his new theory by following Markus and Nurius (1986) and Higgins
(1987; 1998) will be presented.

According to Dornyei (2005; 2009), his new theory of motivation, the L2ZMSS, and
Gardner’s (2001) integrativeness share some similarities. It is not surprising to observe
similar elements or emphases through these two different motivation theories, as Dornyei
(2005) developed his motivation theory by following the old motivation theories in the L2
field with a focus on developing a theory preceding Gardner’s integrative notion. Also,
Dornyei (2009) highlighted that the system of the L2MSS is compatible with the
motivational concepts of Noels (2003) and Ushioda (2001). Before these similarities, it is
important to explain the background which allows us to consider Gardner’s (2001)
integrativeness from the self-perspective and which shows how Ddérnyei (2005) developed
the elements of his L2 Motivational Self System by influencing Markus and Nurius’s (1986)
possible selves theory, and Higgins’s (1987; 1998) self-discrepancy theory.

Dornyei (2009) noted that when he evaluated the results of the Hungarian study, he
thought about the best way to present and rationalise the correlations and findings of his

study. According to the study's findings, as stated at the beginning of this chapter, the concept
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of “integrativeness” was found to be the most effective factor in the development of
motivation. “Attitudes toward L2 speakers/community”, and “instrumentality” followed
“integrativeness” (Dornyei, 2009). To present his data from the Hungarian study, he
approached the Possible Selves Theory as an appropriate theory (Dornyei, 2009). From this
perspective, it is possible to consider Gardner’s (2001) integrativeness from the self-

perspective.

Dornyei (2005) stated that “looking at ‘integrativeness’ from the self-perspective, the
concept can be conceived of as the L2-specific facet of one’s ideal self: if one’s ideal self is
associated with the mastery of an L2, that is, if the person that we would like to become is
proficient in the L2, we can be described as having an integrative disposition” (p. 102). It

can be concluded that Gardner’s integrativeness equals the ideal L2 self (Dornyei, 2009).

When it comes to the other two concepts, which are “attitudes toward L2
speakers/community” and “instrumentality”, according to Dornyei (2009), it is also possible
to approach them from a self-perspective. Considering the concept of “attitudes toward L2
speakers/community, Dornyei (2005) stated that “this self-interpretation of integrativeness
is fully compatible with the direct relationship of the concept with attitudes toward members

of the L2 community” (p. 102).

Attitudes toward members of the L2 community are explained from the self-
perspective as “there is no doubt that L2 speakers are the closest parallels to the idealised
L2-speaking self. This suggests that our attitudes towards members of the L2 community
must be related to our ideal language self-image” (Dornyei, 2009, p. 27). What is more,
Dornyei (2005) provided more insight into the issue by arguing that “the more positive our
disposition toward these L2 speakers, the more attractive our idealized L2 self” (p. 102). In
short, without a positive feeling towards the L2 speakers or contempt for the L2 speakers, it

is hard for us to develop our idealised L2 self (Dornyei, 2009).

Here, the concept of “imagined community” developed by Norton (2001) is
associated with the concepts proposed by Dornyei (2005). The concept of “imagined
community” will be discussed in detail in the next chapter. To mention shortly, Kanno and

Norton (2003) described the imagined community as “groups of people, not immediately
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tangible and accessible, with whom we connect through the power of the imagination” (p.
241). Dornyei (2005) highlighted that partly with the power of imagination and partly with
the real/actual connections with the members of the L2 community, speakers of which use
the target L2: “our idealized L2-speaking self can be seen as a member of an imagined L2

community...” (Dérnyei, 2005, p. 102).

Lastly, instrumentality is associated both with the “ideal self” and “ought to self”
from the self-perspective (Dornyei, 2005). Dornyei (2005) explained this issue in their
Hungarian study that “integrativeness” and “instrumentality” were found to be highly
correlated. According to Dornyei (2005), while we idealise our L2 self personally, we also
idealise our L2 self professionally. Dornyei (2005) highlighted in this sense that
instrumentality has two different forms, which are the “ideal self” and the “ought to self”.
As stated before, Higgins’s (1987; 1998) Self-discrepancy Theory influenced Dornyei
(2005) while developing his L2MSS. Higgins (1998) argued that in the Self-discrepancy
Theory, the concept of self-guides involves two different selves, which are ideal self-guides
and ought self-guides. According to Higgins (1998), promotion focus is associated with the
ideal self-guides, and prevention focus is associated with prevention focus (see Higgins,
1998). Based on these points that Higgins (1998) made about the nature of the selves,
Dornyei (2009) explained that the “ideal L2 self” involves individuals’ desires about
themselves, their wishes, developments, and triumphs; however, the “ought to L2 self” deals
with obligations. The term works as a guide or regulator for individuals to show them what
to do or what not to do to be able to refrain from anything that may hinder them from reaching

their ideal L2 selves (Ddrnyei, 2009).

Dornyei (2005) provided examples to explain the concepts better. According to
Ddornyet (2005, p. 103), “instrumental motives with a promotion focus (e.g., to learn English
for the sake of professional advancement) are related to the ideal self, whereas instrumental
motives with a prevention focus (e.g., study in order not to fail the test) are part of the ought

self.
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From all these explanations, it is crystal clear how Dornyei (2005) developed the L2
Motivational Self-System (L2MSS), which considers and approaches motivation and
integrativeness from the self-system perspective by following Markus and Nurius’s (1986)

possible selves theory and Higgins’s (1987; 1998) self-discrepancy theory.

The concepts of this new theory were explained by Dornyei (2009, p. 29) as follows:

e Ideal L2 Self: “Ideal L2 Self, which is the L2-specific facet of one’s ‘ideal self’:
if the person we would like to become speaks an L2, the ‘ideal L2 self’ is a
powerful motivator to learn the L2 because of the desire to reduce the discrepancy

between our actual and ideal selves”.

e OQOught-to-L2 Self: “Ought-to L2 Self, which concerns the attributes that one
believes one ought to possess to meet expectations and to avoid possible negative

outcomes”.

e [2 Learning Experience: “L2 Learning Experience, which concerns situated,
‘executive’ motives related to the immediate learning environment and experience
(e.g., the impact of the teacher, the curriculum, the peer group, the experience of

success)”.

As noted at the beginning, Dérnyei (2009) also emphasised the similar aspects of the
motivational concepts of Noels (2003) and Ushioda (2001) with his LZMSS. Doérnyei (2009)
argued that based on Noels’ (2003) understanding of motivation, “intrinsic reasons inherent
in the language learning process, extrinsic reasons for language learning, and integrative
reasons” (p. 30) are the components of L2 motivation. According to Dornyei (2009), these
elements of L2 motivation are highly related to the elements of his L2 Motivational Self
System in a respective manner, which are “the L2 learning experience”, “the ought-to L2
Self”, and “the Ideal L2 Self’. What is more, Ddrnyei (2009) highlighted the other
similarities or correspondences between his L2ZMSS and Ushioda’s (2001) L2 motivation
concept. Ushioda (2001, as cited in Dornyei, 2009, p. 30) explained the elements of
motivation as “actual learning process (subsuming ‘language-related enjoyment/liking’,

‘positive learning history’ and ‘personal satisfaction’); external pressures/incentives; and
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integrative disposition (subsuming ‘personal goals’; ‘desired levels of L2 competence’,
which consists of language-intrinsic goals; ‘academic interest’, which had the greatest
contribution from interest in French literature; and ‘feelings about French-speaking countries
or people’).” These elements are obvious to correspond with Dornyei’s (2005) L2MSS
(Dornyei, 2009). Dornyei (2009) explained that these correspondences between different L2
motivation theories and his L2ZMSS show the validity of his system in a theoretical way.
Dornyei (2009) also mentioned empirical results about the validity of LZMSS (see Dornyeit,
2009, for further information).

2.1.3. The Concepts Laying the Groundwork for Norton’s Identity Theory

Norton’s (2001) Identity Theory and the terms involved in the theory will be
presented in this part. However, as a first step, it is important to explain historical issues that
happened in the SLA field, because when the underlying changes in understanding
motivation in language are shown, how and why identity theories became important in
understanding learners’ language motivation, and how Norton considered learners’ identities

can be understood more clearly.

As discussed in the previous chapter, traditional, cognitive approaches in SLA were
followed until “poststructuralism” (Zuengler and Miller, 2006). Smith (2016) explained that
before the arrival of poststructuralism, the subjectivity of the learners was out of focus, and
SLA scholars were putting too much emphasis on the cognitive sides of the learners' second
language acquisition. This understanding was problematic because, as Aslan (2020)
highlighted, the traditional approaches in SLA considered L2 learning only as a process
during which learners gain linguistic knowledge and skills. The social aspects of the
language learning process were ignored, and the cognitivist understanding approached “L2

learning as a linear process” (Wu, 2017, p. 102).

The social turn (Block, 2003) in the SLA field, however, affected the understanding
of motivation and foreign language acquisition. With the collapse of cognitive
understanding, the SLA world started to highlight “socio-cultural aspects of second language
learning” (Wu, 2017, p. 102). With this social turn (Block, 2003), the poststructuralist

understanding gained importance in SLA, and new SLA theories based on the lenses of post-
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structuralism started to be proposed (Wu, 2017). Among these new theories, “identity theory
has received a great deal of attention” (Wu, 2017, p. 102), and Norton’s (2000) Identity

Theory was chosen as a theoretical base for this current study as well.

Before explaining Norton’s (2001) Identity Theory, how poststructuralism
approaches learners’ identities will be presented. Poststructuralism views individuals “as
diverse, contradictory, and dynamic; multiple rather than unitary, decentered rather than
centered” (Norton, 1995, p. 15). Accordingly, poststructuralism highlights the importance of
L2 identities in that they are “dynamic, unstable, and multiple” (Aslan, 2020, p. 23). Another
comprehensive explanation for how poststructuralism approaches the concept of “identity”
in relation to the effect of globalisation is done by Kouhpaeenejad and Gholaminejad (2014,
p. 200) that “in a globalised, poststructuralist, postmodern world, identity is considered to

be fluid, multiple, diverse, dynamic, varied, shifting, subject to change and contradictory”.

From these statements, it can be concluded that there has been a shift from a cognitive
understanding in SLA which views the language and language acquisition process as a fixed
and linear system and only as a linguistic system, with a focus on the acquisition of rules and
grammar and mental processes of learners, to a more dynamic post-structural understanding
which considers learners’ identities, which are subject to change, as a part of the language

learning process.

When it comes to the definition of “identity”, Kouhpaeenejad and Gholaminejad
(2014) noted that different scholars define the concept of “identity” in various ways, with
some similarities. According to Norton (2000), identity is “how a person understands his or
her relationship to the world, how that relationship is constructed across time and space, and
how the person understands possibilities for the future" (p. 5). According to Rezaei (2012)
the question “Who am 1?” (p. 45) is the question with which the concept of identity deals.
Ige (2010) defined that “identity is unarguably a reflection of the various ways in which

people understand themselves in relation to others” (p. 3048).
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Although this study focuses on “learners’ language-mediated imagined identity”,
there are different types of identities. Block (2006) categorised them as “ethnic, racial,
national, gendered, social class, and language” (p. 37). Table 1 below provides Block’s

(2006, p. 37) explanations for each identity type:

Table 1
Individual/collective identity types

Ascription/affiliation Based on

Ethnic shared history, descent, belief systems, practices, language

and religion, all associated with a cultural group

Racial biological/genetic make-up, i.e., racial phenotype

National shared history, descent, belief systems, practices, language

and religion associated with a nation state

Gendered nature of conformity to socially constructed notions of

femininities and masculinities

Social class income level, occupation, education and symbolic behaviour

Language relationship between one’s sense of self and different means
of communication: language, dialect or sociolect

Reference: Block, 2006, p. 37

Now that the information about how poststructuralism considers the concept of
“identity”, and related explanations about the definitions of the term, along with the various
types of identity, are presented, it is time to focus on Norton’s (2000) Identity Theory. First,
it is necessary to state that Norton’s (2000) Identity Theory is extensive and comprehensive.
At its core, terms like “subjectivity” and “power relations” occur. Also, the concepts of
“imagined identity”, “language investment”, and “imagined community” are indispensable

ones for Norton’s (2000) Identity Theory. As a last point, different names such as Anderson
(1983; 1991), Bourdieu (1977; 1991), Lave and Wenger (1991), Tajfel and Turner (1979),

30



Weedon (1987), and Wenger (1998) are among the scholars who influenced Norton for her
Identity Theory.

When the starting point for the theory is considered, Norton (2000) expressed her
dissatisfaction with SLA theorists of that time. According to her, they were missing the
relationship between language learners and the social context (Norton, 2000). Norton (2000)
continued that the problem resulted from the absence of a theory dealing with the identity
concept. Also, another issue with the SLA theorists at that time was that the power
relationships between people who use the mother tongue and language learners were
ignored. Norton (1995) presented a detailed explanation of power relationships and how
these relationships play a role in the willingness and/or avoidance of speaking in L2 by
providing examples from her Canadian research, which was conducted in the 1990s. Before
going into details of this study, it is important to touch on Tajfel and Turner’s (1979) Social
Identity Theory, which Norton (2000) first drew on.

Social Identity Theory, abbreviated as “SIT” by Tajfel and Turner (1979), focuses on
how individuals create their identities in their social groups (Islam, 2014). According to
Tajfel (1981, as cited in Aslan, 2020), social identities are constructed in social groups, and
how a person values this membership of the social group plays a role in social identity
construction. Weedon (1987) is also another important name for the social identity theory.
Known as a feminist scholar, Weedon (1987, as cited in Norton, 2013) highlighted the
important relationship between language and our identities constructed socially, and

highlighted that through language, individuals create their subjectivity.

Weedon (1987, as cited in Norton, 1995, p. 15) defined the term “subjectivity” as
“the conscious and unconscious thoughts and emotions of the individual, her sense of herself
and her ways of understanding her relation to the world”. However, with the term
“subjectivity”, it is not intended to express a fixed subjectivity. With a poststructuralist
understanding, Weedon (1987, as cited in Norton, 1995, p. 15) highlighted three important
features of subjectivity: “the multiple nature of the subject, subjectivity as a site of struggle,
and subjectivity as changing over time”. Norton (1995) explained the multiple nature of the
subject as considering or naming an individual as if he/she can only be motivated or

unmotivated, shy or not shy, does not provide the whole picture about human nature. As the
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subjects' subjectivity is multiple, one can have these multiple subjectivities in

himself/herself.

“Subjectivity as a site of struggle”, on the other hand, is explained as having
“multiple and contradictory social identities” (Norton, 1995, p. 15). For example, by drawing
on myself, I have different subject positions, which are daughter, teacher, M.A. student, and
friend. According to Norton (1995), we construct these social subjectivities, which are
shaped by power relations. What is more, our subject positions might be in disagreement
with each other (Norton, 1995). Norton (1995) continued by highlighting that we should not
consider the subjects as if they have a passive nature. On the contrary, we are capable of
making decisions about our subject positions, and we can accept or refuse the subject

positions attributed to us through different social contexts.

The last feature of the term, “subjectivity as changing over time”, implies that our
subjectivity can change and can be reshaped with time (Norton, 1995). In her article “Social
Identity, Investment, and Language Learning”, Norton (1995) also presented examples from
her own study to show how subjectivity changes through time. To provide a short explanation
from Norton’s (1995) own article, it is argued that discourse, different subject positions, and

power relations play a role in the changes in subjectivity (Norton, 1995).

As Weedon’s (1987) social identity and/or subjectivity has been explained, how
language plays a role in identity construction and power relations will be presented. As stated
before, Norton (2013) defined identity as “the way a person understands his or her
relationship to the world, how that relationship is structured across time and space, and how
the person understands possibilities for the future” (p. 4). Norton (2016) explained why she
defined the term identity in that way by noting “what I have learnt from language learners is
that language is not only a linguistic system of words and sentences, but also a social practice
in which identities and desires are negotiated in the context of complex and often unequal
social relationships” (p. 476). From her explanation, it can be concluded that learners’
language use shows and expresses their identities and aspirations via complicated and

unequal social contexts.
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What is more, while explaining the concepts, Norton (2016) chose the words “social
practice” and “social relationships”. Thus, while studying L2 identity and language, it is
important to consider the social aspects of foreign language acquisition and approach identity

as a social phenomenon.

We can associate “unequal social relationships” (Norton, 2016, p. 476) with unequal
power relationships. According to Norton (1995), power relationships are important in
explaining the nature of interaction between language learners and native speakers. Norton
(2000) defines power as “socially constructed relations among individuals, institutions and
communities through which symbolic and material resources in a society are produced,
distributed and validated” (p. 7). According to Norton (2000), the concept of “power” should
not be considered as unchangeable; instead, the unequal power relationships are reshaped in
society because society changes in time, new issues and new values can emerge, and because

the power relationships were constructed socially, they can also be altered.

Norton (1995; 2000) described power relationships by providing examples, and
explained the importance of power relations, by showing how the concept plays a role in
breakdowns in communications and in hesitations to speak and how an individual’s
positioning herself/himself plays a crucial role in the interaction between native speakers
and foreign language speakers (see Norton 1995; 2000 for further information). To provide
a short example, Norton (1995) explained the power relationships between Eva, who was an
immigrant woman, and Gail, who was an Anglophone Canadian, and showed how the
unequal power relationship played a role in the communicational breakdown. As Norton
(1995) highlighted, during a conversation between Eva and Gail about one of the fictional
TV characters from the Simpsons, Eva expressed that even if she had had a chance to speak
in English, she would not have responded back to Gail because she had felt bad with Gail’s
question which was “how come you don't know him. Don't you watch TV. That's Bart
Simpson" (Norton, 1995, p. 13). However, Norton (1995) continued that it was a rhetorical
question, and Gail did not wait for a response. Norton (1995) explained that because Gail
was a native speaker of English, she had the power to control the conversation, and Eva was

“subject to the discourse” (Norton, 1995, p. 16).
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As the important concepts laying the groundwork for Norton’s identity theory,
“subjectivity” and “power relations”, along with the relationship between language and
identity, have been explained, the concepts related to Norton’s identity theory will be

2 ¢

presented now. They are “imagined identity”, “investment”, and “imagined community”.

2.1.4. Norton’s Identity Theory: The Concepts of Investment and Imagined

Community

As stated before, this study focused on learners’ (foreign) language-mediated
imagined identity. Highlighting this point is crucial because second language identity and
imagined identity are two different types of identity. Second language identity was defined
by Benson et al. (2013, as cited in Mitchell et al., 2020, p. 328) as “any aspect of a person’s
identity that is connected to their knowledge or use of a second language”. In that sense,
Norton and Toohey (2002) argued the relationship between language learning and identity.
It was argued that language learning does not consist only of linguistic systems; instead,
language learning involves learners’ identities, as it is a social process and based on the
meaning and relationships that are socially constructed (Norton and Toohey, 2002).
Imagined identity, on the other hand, goes beyond linguistic borders just like a person’s

identities, and the term is also based on learners’ power of imagination (Tongle, 2020).

According to Norton and Toohey (2011), imagined identities of learners represent
their “hopes for the future” (p. 415). In other words, language learners may imagine
themselves as if they have reached both their professional and academic aims (Xu and Kim,

2022).

The importance of the imagined identity and its complex relationship with imagined
community and investment were noted by Norton (2001) as follows: “A learner’s imagined
community invited an imagined identity and a learner’s investment in the target language
must be understood within this context” (p. 166). Norton (2013) also commented similarly
on the complex relationship between imagined identity, investment, and imagined
community by providing an example of how one of her research participants, Mai, imagined
herself in her imagined community. According to the explanation, she imagined herself as

an office worker and wished to join this imagined community. Although she knew she
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needed to join English lessons to reach her imagined identity, which can be considered an
investment, the mismatch between the English course approach and her imagined identity
confused Mai. In this sense, Kanno and Norton (2003) highlighted that learners’ imagined
identities in their imagined communities can shape their investment and their learning

choices.

These complex relationships between imagined identity, imagined community, and
investment will be unfolded more clearly when further explanations about investment and

imagined community are provided below.

When Norton (1995) examined the findings of her Canadian study conducted in the
1990s, the aim of which was to investigate 5 Canadian immigrant women’s identity issues
and development, what she found was that there was an inconsistency between the results
and the general language motivation understanding in the SLA world. (Norton, 2013; 2015).
The popular understanding of those times was approaching identity and motivation as “a
character trait” (Norton, 2013, p. 6) such as “good/bad, motivated/unmotivated,
anxious/confident, introvert/extrovert” (Darvin and Norton, 2015, p. 37) which a language
learner possesses or not (Darvin and Norton, 2015; Norton, 2013). According to this
understanding, “learners who failed to learn the target language did not, for various reasons,
have sufficient (or appropriate) desire to learn the language” (Norton and Toohey, 2011, p.
420).

However, this reductionist understanding was insufficient to explain unequal power
relationships, the fluid and changeable nature of identity, and the social aspects of language
(Darvin and Norton, 2023; Norton, 2015; Norton and McKinney, 2011). What is more,
according to the findings of the Canadian study, high levels of motivation did not guarantee
the same high level of learning in language (Norton, 2013). Even a language learner with a
high level of motivation can decide to keep silent in English classes (Norton and Toohey,
2011). Here, the classroom environment and the power relationships between native students
and L2 learners in the classroom play a role (Darvin and Norton, 2023). When a learner does
not feel safe and feels like he/she is being criticised in terms of “race, gender, ethnicity, social

class or sexual orientation” (Darvin and Norton, 2023, p. 31), he/she may hesitate to talk in
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L2 and do not take the chance of speaking even if he/she is a highly motivated student
(Darvin and Norton, 2023).

Also, not only the power relationships between students but also the power
relationships between students and teachers are important (Darvin and Norton, 2023; Norton
and Toohey, 2011). Darvin and Norton (2015) highlighted that learners bring their cultural
and linguistic values into the classroom. Thus, it is important for teachers to notice and value
their students’ backgrounds. This value placed by teachers will determine how much their
students will make a language investment. What is more, even the consistency and/or
inconsistency of learners’ and teachers' ideas about good language teaching will be effective

in learners’ attitudes to language investment (Norton and Toohey, 2011).

Thus, as De Costa and Norton (2015) stated, along with the question “are students
motivated to learn a language?”, the question “do students and teachers invest in the

language and literacy practices of a given classroom or community?” (p. 587) should also

be asked.

Influenced by Bourdieu’s (1991) concept of “capital”, “investment” was defined by
Norton (2016) as “a learner’s commitment to learn a language, given their hopes for the
future and their imagined identities” (p. 476). Norton (2013) explained why language
learners commit themselves to invest in L2 that learners invest in L2 intending to obtain
symbolic and material benefits, “which will increase the value of their cultural capital and
social power” (Norton, 2013, p. 6). Norton (2013) explained symbolic benefits as “language,
education, friendship and material benefits as capital goods, real estate, money” (p. 6). This
can be related to power relationships. In this sense, Norton (2015) stated that when language
learners feel unsatisfied with their social identities in social communities, they can attempt
to reconstruct and develop their social relationships. Norton (2015) explained that language
learners’ reconstruction of their social relationships “depends, to some extent, on what I have
called the learner’s investment in the language practices of a given classroom or community”

(Norton, 2015, p. 377).
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Norton (2001) explained how language learners’ identities shape their investment in
L2 with an emphasis on the complex relationship between language learners’ identity and
their language investment. Language learners use language by making connections with their
identities and by reconstructing them socially. With their language use, identities, and
desires, they make language investment by wishing and aiming to have an advantageous
position (Norton and McKinney 2011). This advantageous position was explained by Norton
(2001) as follows:

Learners will expect or hope to have a good return on their investment in the
target language — a return that will give them access to the privileges of target
language speakers. Thus, an investment in the target language is also an
investment in a learner’s own identity, an identity which is constantly changing

across time and space (Norton, 2001, p. 166).

Norton (1995) differentiated “investment” from “motivation”. She highlighted that
while the term “motivation” belongs to psychology, the term “investment” belongs to
sociology (Norton, 1995; 2015; 2016; Ushioda, 2009). What is more, while motivation
approaches learners from the point of a fixed and unchangeable perspective, investment
considers learners as having complex, changeable, and fluid identities which are constructed

socially (Norton, 2015).

Lastly, the “imagined community”, which is a concept involved in Norton’s (2000)
identity theory, will be explained. Kanno and Norton (2003) described the imagined
community as “groups of people, not immediately tangible and accessible, with whom we
connect through the power of the imagination” (p. 241). Anderson (1983; 1991) and Wenger
(1998) are two important names for this concept. Anderson (1983; 1991) is known as the
founder of the concept of “imagined community” as he coined the term to reformulate the
concept of “nationalism” (Wu, 2017). Anderson (1983) stated that “the members of even the
smallest nation will never know most of their fellow-members, meet them, or even hear
them, yet in the minds of each lives the image of their communication” (p. 49). From this
statement, it is concluded that people in the nations use their imagination and imagine
themselves having conversations with other members, the members who they never meet or

have no chance to meet with. This communication, the sense of belonging and/or the
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connection with other people in the communities are funded by the power of imagination

and thus do not have to be a concrete and real one (Wu, 2017).

Lave and Wenger (1991) are known for the theory of “communities of practice” and
“situated learning”, and they are also important for the concept of “imagined community”.
“Communities of practice” are communities to which we have immediate access, and the
members of which are concrete, and the communication that we have with the members of
these communities can be observed (Kanno and Norton, 2003). The theory of “situated
learning” focuses on the relationships between newcomers to the groups and the old,
experienced members (Norton, 2001). Via the “legitimate peripheral participation” (Norton,
2001, p. 160) process, newcomers and old ones communicate in the community, and
newcomers learn the practices extensively that are associated with the given community.
Accordingly, as they get more and more experienced, they start to join the community

extensively.

Norton (2001) highlighted that although she accepted that the theory of situated
learning in L2 language classes may be applicable, in her study, the only old member of the
community, which was the language classroom, was the teacher, and the students were the
newcomers. Then, she questioned the situation and stories of her participants, and stated that
“the question that arises then is what community practices did Katarina and Felicia-
participants- seek to learn? What, indeed, constituted ‘the community’ for them?” (Norton,
2001, p. 163). She added at this point that she followed Wenger’s emphasis, which is
“imagination” (Norton, 2001). As Wenger himself (1998) realised that to connect and belong
to a community, the only option is not concrete, immediate communities of practice, but our
investment in these immediate communities of practice which Wenger (1998, as cited in
Kanno and Norton, 2003) named as “engagement” (and desire to join these communities of

practice.

Wenger’s theory (1998, as cited in Norton, 2001, p. 163) involves “three modes of
belonging, referred to as engagement, imagination, and alignment” (see Norton, 2001 for
detailed information). Imagination was defined as “a process of expanding oneself by
transcending our time and space and creating new images of the world and ourselves”

(Wenger, 1998, as cited in Kanno and Norton, 2003, p. 241). However, as Norton (2001)
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highlighted, Wenger (1998, as cited in Norton, 2001) warned that imagination should not be
considered as a meaningless daydream or something that threatens the perception of reality.
Instead, imagination allows individuals to create and develop new possibilities with an

understanding of how related they are to the world, which is beyond the immediate one.

These ideas and the concept of imagined community attracted Norton’s (2000; 2001)
attention in terms of how imagined communities can affect L2 learning (Kanno and Norton,
2003; Wu, 2017). Norton (2001) presented her study conducted to investigate immigrant
language learners’ non-participation through the lens of the concept of “imagined
community”. She explained the stories of Felicia and Katarina, who were among the
participants, along with their imagined communities. Norton (2001) showed that these two
immigrant language learners did not keep joining the English lessons because their imagined
communities were not understood by the language teacher. Katarina’s imagined community
was that of “professionals”, and Felicia’s was “Peruvian”. To extend the information, Kanno
and Norton (2003) explained that in Katarina’s imagination, she was a member of a
professional community. She was a veteran teacher in her country, and now in Canada, she
kept having this imagination. However, her teacher did not recommend her to join a
computer classroom by stating that her English was not good enough to participate in the
lessons. With this approach of the teacher, Katarina felt she was restrained from obtaining
her position in her imagined community. In other words, when their language teacher ignored
their imagined communities, they wished to join, and focused on developing the community
of the classroom, which was a community of practice, these two language learners decided

to drop out of the language classroom and stop joining the lessons.

From these examples and explanations, we can state that the complex relationship
between learners’ imagined identities, imagined communities, and their investment is clear.
Kanno and Norton (2003) highlighted that even if learners cannot be involved or join their
imagined communities immediately, it is so powerful that learners decide their investment
and learning trajectories according to their imagined communities. Katarina positioned
herself as a professional, which was her imagined identity, for example, and decided to drop
out of English class and started to invest in computer lessons to reach her imagined

community.
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2.2. Globalisation and Its Effect on English

In the previous section, Norton’s Identity Theory, along with the concepts of
investment and imagined community, were presented. Now, the focus will be on
globalisation and how the term has affected the status of English. Discussing globalisation
and its role in English is crucial to understand the importance of terms like “imagined

2% <¢

identity”, “imagined community”, and “language investment”.

Globalisation and the spread of English are indispensable concepts. Thus, explaining
the concept of globalisation is important. Throughout history, the term “globalisation” has
been described differently from different points of view. Arnett (2002) explained
globalisation as “a process by which cultures influence one another and become more alike
through trade, immigration, and the exchange of information and ideas” (p. 774). According
to the Cambridge Dictionary, globalisation means “the increase of trade around the world,
especially by large companies producing and trading goods in many different countries”
(Cambridge Dictionary, n.d.-b). In this sense, Ryan (2006) highlighted that although the term
“globalisation” has its roots in economic and political factors, it now plays a role in our social

and cultural lives along with the status of English.

When we look at the history of the spread of English globally, Crystal (2003)
presented two main factors that led to English becoming a global language: “the expansion
of British colonial power and the emergence of the United States as the leading economic
power of the twentieth century” (p. 59). In other words, the British invasions, global trades,
and the rise of America as a powerful country fostered the global status of English, and
English started to be used in many countries and areas. In that sense, “one notable feature of
globalisation is the deterritorialization of language - the perception and attribution of values
to language as something which does not belong to one locality” (Blommaert, 2010, as cited

in Islam et al., 2013, p. 231).

With the above-mentioned developments throughout history, different terms started
to be used to define English, which is used as a communication tool internationally. English
as an International Language (EIL), World English, English as a global language, World
Standard (Spoken) English, Euro-English, Globish, Lingua Franca English, and English as
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a Lingua Franca (ELF) are among these terms (Fiedler, 2011). Fiedler (2011) noted that while
some scholars use these terms interchangeably, some other scholars highlight the differences

between them.

When the definition of ELF is considered, it is seen that the concept is described as
“a 'contact language' between persons who share neither a common native tongue nor a
common (national) culture, and for whom English is the chosen foreign language of

communication” (Firth, 1996, p. 240).

Jenkins (2006) emphasised that the main aim of ELF is to be able to communicate
with other non-native speakers (NNSs) of English. Thus, ELF does not aim a native-like
competence. Accordingly, ELF does not consider the differences between the product of a
native speaker (NS) and a non-native speaker (NNS) as an error or a linguistic deficiency.
Instead, ELF allows the speakers to apply code-switching/code-mixing (Jenkins, 2006).
Similarly, another term which is EIL- English as an International Language, is defined as the
paradigm which “does not refer to any specific English variety, rather it addresses how
English is used in intercultural communication across the globe” (Sharifian, 2009, p. 2).
Highlighting these concepts is important, as throughout the study the focus is on how Turkish
Erasmus students constructed their imagined identities in the globalised context considering

these ELF-EIL terms.

2.3. The Erasmus Context

The Erasmus context may allow participants to use English as a lingua franca or
English as an international language. Because, it is a context where foreign students meet
and experience the international environment. Also, the mother tongue of these foreign
students will not be the same, and to communicate, they will use English. Thus, the Erasmus

context will be introduced briefly now.

With the effect of globalisation, the graduates who could keep up with the globalised
world, and who could compete with other graduates in the international world and economy
were needed (Aba, 2013). However, universities in Europe were insufficient and old-

fashioned to educate their students who could meet the demands of globalisation (Aba,
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2013). Thus, with the need for internationalisation, “higher education institutions in Europe
have been restructured in order to establish a comparable, transparent, common and/or
similar higher education area called the European Higher Education Area, EHEA”

(European Commission Education and Youth, 2011, as cited in Aba, 2013, p. 99).

Aba (2013) stated that the Bologna Declaration, which aimed to foster collaboration
and internationalisation among higher education institutions in Europe, demanded the
foundation of the European Higher Education Area (EHEA). In that sense,
internationalisation was defined as “the action of becoming or making

something become international” (Cambridge Dictionary, n.d.-c).

As Aba (2013) stated, “the student mobility has often been considered as one of the
key elements of the international aspect of higher education” (p. 101) and “increased
internationalization in higher education institutions alone demands that university students
develop intercultural competence (ICC) in order to interact successfully with diverse peers

and professors and maximize their collegiate experience” (Griffith et al., 2016, p. 1).

Although there are also other student mobility programmes, “student mobility in
higher education is mostly connected to the Erasmus program, which is the largest scheme

of temporary mobility within Europe” (Y1lmaz-Findik, 2016, p. 297).

Erasmus+ is a programme that started in the late 1980s for the first time. The
coordinator of the programme in Tirkiye is the Turkish National Agency. (European
Commission, Erasmus+ funding programme, n.d.-e). The programme started as a student
exchange programme aiming to encourage higher education students to go abroad for one or
two terms. Later, the scope of the programme was extended, and it now includes school
education, vocational training, adult education, and related fields of youth, along with sports.
Currently, this extended version of the programme is called Erasmus+. “Erasmus+, which is
aprogramme of the EU in the fields of education, youth, and sports, supports the partnerships
between organisations and youth activities that are based on education, teaching, internship,
professional development, and non-formal learning around and beyond Europe” (European
Commission, Erasmus+ funding programme, n.d.-e). Also, the European Commission

describes the programme as follows: “Erasmus+ is the EU Programme in the fields of
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education, training, youth, and sport for the 2021-2027 period” (European Commission, n.d-

d).

The Erasmus+ programme, which provides opportunities for students to go abroad
and experience a new culture, has different structures. There are three key actions named
“Key action 17, “Key action 2”, and “Key action 3”. Also, there are two special actions,
which are “Jean Monnet actions” and “support for sport” (European Commission, Erasmus+
funding programme, n.d-e¢). The participants for this study experienced the Erasmus+
programme under the “Key Action 1”. With this learning mobility action, the following aims

were considered:

improved learning performance

o enhanced employability and improved career prospects

e increased sense of initiative and entrepreneurship

 increased self-empowerment and self-esteem

» improved foreign language and digital competences

¢ enhanced intercultural awareness

e more active participation in society

o enhanced positive interactions with people from different backgrounds

 Dbetter awareness of the European project and the EU values

e increased motivation for taking part in future (formal/non-formal) education or

training after the mobility period abroad. (European Commission, Erasmus+

Funding Programme, n.d.-e).
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2.4. The History and Importance of English in the Turkish Education System

As stated before, the participants of the study are three Turkish Erasmus students.
They all started to learn English in Tiirkiye and shared learning stories in the Tiirkiye context,
where English is taught as a foreign language (EFL). Accordingly, it is also necessary to

present the information about the role of English in the Turkish Education System.

As Kirkgoz (2007) emphasised, the status of English in the Turkish education system
has undergone 3 different phases based on social, political, and economic developments and
needs. Kirkgoz (2007) classified these phases as the “Tanzimat Period”, the “1997 Reform

in ELT Curriculum”, and the “Current Position of English”.

The spread of English and its integration into the Turkish education system started
with the Tanzimat Period (Kirkgdz, 2007). Kirkg6z (2005, as cited in Kirkgoz, 2007) argued
that the Tanzimat Period is known as the period during which Westernisation was
emphasised. In 1863, the first private college, Robert College, was founded by American
missionaries (Dogancay-Aktuna, 1998; Kirkgoz, 2007). Robert College was a school that
provided English-medium education in the Ottoman Empire. These relationships between
Americans and the Ottoman Empire started after the trade agreement was signed between
the two nations (Dogancay-Aktuna, 1998). Later, in the 1950s, Tiirkiye started to be
influenced by the power of the US, which also influenced and fostered the spread of English
integration in Turkish schools (Aslan, 2020; Dogancay-Aktuna, 1998; Kirkg6z, 2007). This
also led to the English language gaining power and establishing superiority over French and
German, which had been preferred in diplomacy or education before. (Aslan, 2020;

Dogancay-Aktuna, 1998; Kirkgoz, 2007).

The Reform in Education, which was introduced in 1997, started the second phase.
According to Aslan (2020), with the influence of globalisation, English became a
compulsory course in the late 1990s. What is more, with the educational reform, primary and
secondary school education were integrated into one single education system, which led to
extending the duration of primary school education. With this reform, primary school
education was extended to 8 years, which was 5 years before (Kirkgdz, 2007). As Kirkgoz
(2007) argued, this led to the introduction of English from the beginning of the 4th grade
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and 5th grade and gave importance to English for young learners. Kirkgoz (2007) described
the educational reform as a “landmark™ because the communicative approach to teaching

English was emphasised for the first time.

Lastly, the current position and importance of English in Tiirkiye were affected by
the need and wish to be involved in the European Union (Kirkgdz, 2007). This led to efforts
for the standardisation process of English language education in Tiirkiye (Kirkgoz, 2007).
The aim was to develop and extend the scope of the education policy established in 1997.
As Kirkgoz (2007) argued, from the assessment to the classroom activities, the new
curriculum focused on the communication aspects of English learning and teaching with a
more comprehensive understanding. With the new language policy, the duration of high
school was extended from 3 years to 4 years. Also, in 2012, compulsory education was
extended to 12 years with the system known as 4+4+4. This allowed students to be exposed
to English from the beginning of the 2nd grade (Aslan, 2020). What is more, the language
options, frequencies, and durations for the English Language courses were diversified for
high schools and higher education. As Kirkgdéz (2007) mentioned, “among the foreign
languages offered in the education system, currently English is the only language taught as
a compulsory subject at all levels of education, having the status of a Foreign Language
(EFL), with German and French offered as selective subjects in the curriculum of some
schools” (p. 217). In this sense, Wu (2017) explained the EFL context as a context “where
English is learned as an additional language in a non-English country” (p. 106). When all of
this presented information is considered, it is clear that Tiirkiye, as a non-English-speaking

country, is an EFL context.

In Table 2 (taken directly from Aslan, 2020, p. 13) below, the latest position of

English in the Turkish Educational System for all levels of education is presented.
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Table 2

The distribution of the English courses in the Turkish education system

Age 6 Ti8 9 10i1l 12 13 MIIS il6 17 18
Grde 1:23 45 6 7 8:9 i10 1 12

i Compulsory Education '
' ' Higher education
Secondary :
(Level | | Level2 | ! education |
'JIW, 202 2 Genenl | g English medium
, ¢ &b b bes High G £ universities (EMI)  100% in English
i Bl Schools | £
gl o2 aws f 0 E o Tukishmedium  100% in Turkish
% g v glmﬁ 4 4 4 Anstolian: = &  universities (TMI)
814 b b b g
g§_§ o | & Mixed (Turkish-  30%  70% of
Aos iThsi 3 3 3 Science ¢ ¥ English)medium  of  classesin
‘ : i i hrs bes b High g Universities  classes  TMI
: V v v schiools v O (TEM)  inEMI

Reference. Aslan, 2020, p. 13

2.5. Studies about Sojourn Experiences

In this part, studies about L2MSS and L2 Identity construction abroad are presented.
Each study has its own study methods, context, and participants. While the findings of the

studies share similarities, they also present some unique results.

Kinginger (2004) conducted a longitudinal study to investigate one American
learner’s -Alice's- identity development while learning French. In this study, the data were
gathered from Alice’s writings and the interviews. Kinginger (2004) approached the issue
based on Alice’s personal story, and the study investigated Alice’s complex and changeable
identity development by focusing on her experiences that she had during her French learning
both in the U.S.A. and France. As Kinginger (2004) explained, Alice was learning French
with a wish to go to France, and Alice’s wish to learn French and go to France resulted from
different factors, like social, cultural, and economic (Kinginger, 2004). Alice had many
difficulties throughout her life, and with the effect of American mythologies, France was a
country that would provide Alice with a prosperous, decent, and happy life. In Alice’s
imagination, when she learned French, she could fulfil social justice and live in peace. This

understanding and the positioning of French in Alice’s mind motivated her to keep learning
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French and go to France. According to the findings of the study, however, during her stay in
France, she had many difficulties and experienced many ups and downs. Based on her
experiences, occasions, and people she met there, she shaped and reshaped her wishes,
imagined identity, and investment. With Alice’s ever-changing identities, the study showed
the importance of social and psychological aspects of language learning and showed how
learners’ imagination and imagined identities were developed and shaped by many different

factors through the language learning process.

Villalobos-Buehner (2009) investigated how study-abroad programmes affect the
development of second or foreign-language selves and how contextual changes play a role
in the development of possible selves. In terms of contextual differences, Villalobos-Buehner
(2009) noted that participants moved from a second language context to a foreign language
context for their study abroad experience. The participants were twenty undergraduate
students. To collect data, Villalobos-Buehner (2009) used individual interviews and focus
groups. Villalobos-Buehner (2009) stated that the collection procedures were completed in
two steps, which were “right after participants came back to their home country” and “at the
end of the second month and the beginning of the third month of the semester”. According
to the researcher, in the first step, the aim was to discover the participants’ study abroad
experiences along with their available L2 selves. Also, the role of participants’ ideal selves
in their motivational behaviours during their study abroad experience was investigated.
Villalobos-Buehner (2009) noted that “in the second step, how the participants’ L2 selves
developed through the contextual changes of returning to campus after studying abroad” (pp.

113-114) was investigated.

According to the findings of the study, there was a difference between the participants
with more salient possible L2 selves and the participants with less salient possible L2 selves.
Villalobos-Buehner (2009) highlighted that participants with salient possible L2 selves had
more opportunities, allowing their “L2 selves to be more available and more accessible” (p.
114) during their study abroad experiences. What is more, those participants with more
salient possible L2 selves arranged their learning experiences to be able to be exposed to
more language practices during study abroad (SA). Villalobos-Buehner (2009) emphasised

that this led participants to develop an identity as “speakers of the target language”.
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It was seen that upon participants' return to their country, participants’ possible L2
selves (PL2s) and goals were clear and obvious. Also, participants wanted to keep and
provide these PL2s as they were abroad. To do this, they seized the language opportunities

like minoring or majoring in the language or joining the target language groups.

What is more, for some of the participants, the classrooms in their home university
were not enough or did not have a suitable environment to help them keep and develop their
possible L2 selves. However, participants with more salient L2 selves could find solutions
by seizing the linguistic opportunities. On the other hand, the participants with less salient
possible L2 selves were found to have “more relevant and vivid selves in their working self-
concept and became less actively involved in their language learning” (Villalobos-Buehner,

2009, p. 115).

Virkkula and Nikula (2010) conducted a study to investigate the identity development
of Finnish students in an SA context. The study participants were seven Finnish engineering
students. To collect data, Virkkula and Nikula (2010) conducted two series of interviews
before and after the participants’ sojourn experiences in Germany. The interviews also
focused on the participants’ perceptions of their language proficiencies, their feelings of
using English as a foreign language, and the effect of the sojourn on the concepts. According
to the findings of the study, participants changed their identities across different contexts.
According to the first interviews, participants’ language performance evaluation and their
language identity were strongly affected by their school environment, and it was “a language
learner”. According to Virkkula and Nikula (2010), participants did not consider the school
environment as an environment providing them with real English-speaking opportunities,
and they generally evaluated their language proficiency as low. However, it was found out
that they developed diverse and multiple language identities, which were “language learner
identities” and “survivor identities ”. Virkkula and Nikula (2010) stated that according to the
results of the second interview, participants’ language identities were affected by their
sojourn experiences in Germany, and a shift in participants’ language identities was seen. It
was a shift from “language learners” to “language users”. With the effect of their sojourn,
they no longer considered themselves as a student who has poor language skills; instead,
they consider themselves as active English users. What is more, Virkkula and Nikula (2010)

highlighted that when comparing the participants in terms of before and after the sojourn, it
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was found that they emphasise the meaning rather than the form. Also, the study found an
interesting finding that participants gained a broader understanding, and they started to
consider not only native speakers but also other speakers of English who are not native.

Virkkula and Nikula (2010) named this “collective ELF identity”.

Schwartz (2012) conducted a study to find out international L2 students’ identities
and investment by considering the effect of their sojourn experience. In this case study,
Schwartz (2012) also investigated participants’ English L2 proficiency. To collect data, both
qualitative and quantitative data collection instruments were used. The interviews, focus
groups, reflection papers, and language logs were utilised. The participants were 4
international students coming to the USA from different countries. The findings showed that
the participants’ identities changed during their transition from their home countries to the
USA. Their dynamic identities shaped their investment in English. Their vision and identity
urged them to use and learn English, and the social and cultural benefits of learning English
seemed to play a role in their language investment. In that sense, the importance of imagined
community was also emphasised. It was found out that the participants’ language investment
was shaped by the imagined community that they wanted to join. Schwartz (2012) found
that one of the participants was not willing to use English, despite being exposed to NSE in
his own country, and although he had started to be exposed to English in his early learning
years. Schwartz (2012) explained that this may be due to his degree programme, along with
his personality, gender, or even his country. What is more, Schwartz (2012) found that the
tension between L2 proficiency and access positively affected one of the participants in terms
of language motivation. With a fear of showing her mistakes while speaking English with
native speakers, it was found that she focused on pronunciation and invested her time and
energy in vocabulary and grammar. However, Schwartz (2012) noted that the tension

between L2 proficiency and access could have a reverse effect.

Sato (2014) investigated three Japanese students’ second language identity
construction and language learning. The participants were the ones joining three/or four-
week SA programmes. To collect data, one-on-one and semi-structured interviews were
conducted. According to the findings of the study, the participants were found to develop a
positive attitude and understanding towards using and learning English. Their experiences

using English and having communication with local people were all positive, and Sato
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(2014) argued that being able to use English in actual practice affected that positive change.
Further, Sato (2014) noted that the local people with whom the participants communicated
were very kind, and thus they did not feel any unfair power relations. When it was the case,
the participants were found to be more willing to use English in SA when compared to their
home country, and they constructed L2 identity in a preferred way. It was found out that they
could reflect their L2 identities, which raised an awareness towards pragmatics. What is
more, it was found out that the positive impact of the study abroad experience on
participants’ L2 identity development continued after their return to their home country.
Also, Sato (2014) highlighted that participants’ self-confidence in identifying themselves as
competent English speakers and their ability to come up with problems in communication

were developed.

Fryer and Roger (2018) conducted a study to discover the effect of SA experiences
on the participants’ L2MSS and investigate how the (short—and long-term) differences in
the participants’ L2ZMSS affected their motivation, study goals, and learning behaviours. To

collect data, semi-structured interviews and photo narrative journals were used.

According to the findings, three different patterns emerged that affected the
participants’ motivation and behaviours. It was seen that participants’ positive L2
experiences during their study-abroad, made the inconsistencies between their current and
desired selves even more apparent. This made participants feel a need to come closer to their
ideal L2 self. Secondly, the ideal and ought-to selves characterised the participants’ self-
images. As a third pattern, it was seen that some of the participants explained their feared
selves, and they associated their feared selves with their inability to join the target language

community as they wished.

Fryer and Roger (2018) argued that the effect of the SA on the participants’ L2
motivation, study goals, and behaviour was an occurring phenomenon. The changes in these
concepts were found to continue even after the participants’ return to Japan six months later.
Also, Fryer and Roger (2018) argued that, unlike what Markus and Nurius (1986) claimed,
their participants were able to describe their imagined selves through their social experiences

overseas.
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Xie (2018) conducted a multiple case study with 4 Asian inbound exchange students.
For these 4 Asian inbound exchange students, English was an L2, and they took English-
medium content courses during their exchange. The mixed-method research aimed to
investigate how these exchange students’ L2 identities evolved during a semester-long
international exchange program at Hong Kong University, where English is used as a lingua

franca.

Also, the study investigated the participants’ perceptions of using and learning
English, along with the perceptions of “their social networks/intercultural friendships, and
intercultural adjustment” (Xie, 2018, p. 3) by considering the relation of these with their
language identity development. To collect data, the study used both quantitative and

qualitative data collection tools. These were “surveys”, “interview transcripts”, “reflection

emails”, and “posts on social networking sites such as Facebook or Instagram”.

According to the findings of the longitudinal study, which divided its structure into
four different phases: “pre-sojourn, early-to-mid sojourn, near the end of the sojourn, and
six months post-sojourn”, the English learning process and experiences were personal and
different for the participants. In terms of their L2 identity perceptions, the participants
adopted different L2 identities like “L2 user”, “L2 learner” or both. With this fluid and
changeable nature of participants’ L2 identity development, some changes in L2 identity

were noticed before, during, and after the sojourn.

During their sojourn, it was concluded that participants’ motivation in learning
English and their L2 identities were not static. Their understanding of learning, and using
English, their L2 identities, and their perceptions of the global citizen evolved and were
shaped by their social, academic, and cultural interactions during their sojourn experiences.
A close interrelation was found in L2 identities, use and learning of the L2, social
networks/intercultural friendships, and intercultural adjustment. While they showed
improvements in “L2/intercultural competence”, their L2 identities were changed between
“L2 learner”, “L2 user”, and/or both L2 identities. For example, one of the participants
realised a change in his/her L2 identity. While his/her L2 identity was an L2 learner before
the sojourn, he/she adopted an identity that is both an L2 user and an L2 learner at the end

of the sojourn. Before their sojourn, they considered themselves as a “global citizen” in
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varying degrees. This was the same after their sojourn; however, some of the participants’

perceptions about being a global citizen were changed more into a “glocal” citizen.

Du (2019) conducted a study to investigate the effect of study abroad (SA)
experiences on participants’ L2 motivation by considering Ddrnyei’s (2005) L2MSS. The
study focused on the impact of the SA after participants returned to their home country. The
participants in the study were 3 Chinese University students. To collect data, Du (2019) used
a post-sojourn questionnaire and two semi-structured interviews in this mixed-methods
multiple-case study. As Du (2019) stated, “the first interview was conducted immediately
after the participants’ re-entry to Hong Kong/Mainland China, and the second interview was

conducted six months after their return” (p. 122).

It was found that although participants shared similar educational and social
backgrounds and experiences, their L2 learning experiences during SA were different from
each other. Du (2019) argued that while some of the participants joined social environments
and communicated with their international friends, one of the participants had a small social
circle, and the interaction was generally based on a host family setting. According to the
study findings, all the participants knew the effect of “their study abroad experiences on their
attitudes toward other cultures and their ideal L2 self-images” (Du, 2019, p. 135). It was
argued that their SA experience helped two of the participants to “achieve near-native
proficiency and global citizenship” (Du, 2019, p. 135). However, a decline was seen in one
of the participants' international postures (Yashima, 2009), and she related herself to her
Chinese identity. What is more, it was found that participants’ different ideal L2 selves
played a role in their choices in terms of social networks, locations, and their future work

environments.

Sung (2019) carried out a study to investigate how L2 identities and investment
change and/or are shaped through different contexts. Sung (2019) explained that he/she
conducted the study in the context of “inside and outside the classroom on the university
campus”, “in the professional workplace”, and “during SA” contexts. The study was a
qualitative case study, and data were collected based on the life story of one participant. As
to data collection instruments, in-depth interviews (II), written self-reports (WS), classroom

observations (CO), a background questionnaire (BQ), email exchanges (EE), relevant
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documents, and field notes (FN) were utilised. According to the findings of the study, the
participant developed different identities in different contexts. His language investment was
also varied in different contexts. In this sense, Sung (2019) emphasised the relationship
between imagined identities and language investment. It was seen that the participant decides
to invest or not to invest by considering the negotiability of his imagined identity. What is
more, Sung (2019) noted that just like what some other scholars like Bourdieu (1991) and
Norton (2000) argued, the investment of the participant was affected by the concept of
social/cultural capital. According to findings, the participant invested in language if it would
bring him a benefit and a good return. Sung (2019) also emphasised the contextual difference
in terms of English-dominant ones and non-English-dominant ones. Here, Sung (2019)
signalled the importance of the relationship between imagined community and imagined
identity. In the non-English-dominant contexts, the exposure to English and the chance to
use it were limited. Thus, he (the participant) thought that the identities he envisioned in
these communities would be short-lived. Sung (2019) emphasised that this may lead him to
think that his investment in language would not be profitable. In this sense, Sung (2019)
argued that because the opportunities of using English are limited in the non-English-
dominant contexts, and thus investment in language seems not to provide immediate returns,
L2 identities constructed in non-English-dominant contexts may be more fragile. Lastly,
Sung (2019) argued the effect of agency in L2 investment by also highlighting the role of

contextual and socio-cultural factors.

Zhong (2020) conducted a study with 3 undergraduate Chinese learners whose
mother tongue is English. The study was conducted in an SA context to investigate
participants' Chinese learning motivations in light of Ddrnyei’s (2005) L2MSS.
Understanding Chinese learners’ SA experiences, and their perceptions of their ideal L2
selves during the study-abroad programme, along with discovering any probable change in
participants’ mental imagery about their ideal learner self and the role of the study-abroad
programme in shaping participants’ L2 selves, were among the aims of the study. This
qualitative multiple-case study collected data via interviews, weekly informal conversations,

and participants’ reflective journals.
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According to the findings of the study, participants’ L2 identity development was
dynamic during their experience abroad. They all experienced emotional changes during
their stay in China for two months. Before their sojourn experience, all the participants had
a strong imagery of being fluent Chinese learners. At different frequencies and under
different circumstances, all three Chinese learners stated they imagined themselves speaking
Chinese effectively in the future. The interviews conducted in the middle of their sojourn
experience, however, showed that the responses from the participants were varied and they
were mostly based on their personal experiences during their SA. Zhong (2020) argued that
participants’ responses started to be shaped based on their environment, the people they see
and/or talk to, and their personal, real experiences during their sojourn. However, in the first
interview, the participants’ imagined L2 selves were vague, and they were based on what
they saw in the media or what people said about China. According to Zhong (2020), during
their SA experiences, participants’ mental imagery about their L2 selves becomes clearer,
vivid, and elaborate. Zhong (2020) found this clearer and more vivid ideal L2 selves
important because, as Dornyei (2009) and Dérnyei and Ushioda (2011) argued, vividness
may foster learners’ ambitions. In this sense, it was found that participants noticed
improvements in their language skills in Chinese during the following weeks in China. The
last interview was conducted after the participants’ return to their home country, America.
According to the research findings, participants’ mental vision showed details about their
past experiences during SA. Also, participants noticed the necessity of developing their
Chinese to be able to achieve their imagined visions. What is more, through the various
community activities, participants could shape or understand their professional L2 self.
According to the findings, they could understand what jobs they could or could not pursue
in China. In terms of participants’ ought-to L2 selves, Zhong (2020) found that the
participants’ families played a role in ought-to L2 self-development, and the participants’
ought-to L2 selves became more specific and elaborate as their sojourn experiences
continued. Their experiences and memories from their stay in China shaped their ought-to

L2 selves.
Shi and Guo (2020) conducted a study with the aim of discovering how the

participants’ L2 identities, imagined communities, and language ideologies affected their L2

investment and cultural investment during participants’ SA experiences in the U.S. The study
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was conducted with 3 Chinese MBA students experiencing the study abroad programme in

America. To collect data, semi-structured interviews and participant observation were used.

According to one of the main findings of the study, participants had different and
varied language identities. These varied L2 identities affected their language and cultural
investment during their sojourn. In other words, the findings of the study showed us that
participant constructed their language and cultural investment based on their imagined
identities and language ideologies. Shi and Guo (2020) provided an example that some of
the participants consider SA as an opportunity for their career and made language
investments based on their understanding. Thus, they were motivated to invest in formal L2.
However, one of the participants considered SA as an opportunity to get relaxed, and he/she
was more prone to travelling and exposed himself/herself to international culture. It means
that participants constructed an imagined identity and imagined community to be involved

and made their investment under the effect of their imagined identities and communities.

Shi and Guo (2020) highlighted the complex, ambivalent, and contradictory nature
of language investment and cultural learning during SA. Also, they noted that they were open
to the mediation of participants’ social and imagined identities that they constructed before
their sojourn experiences. What is more, it was discovered that participants’ different
learning experiences shaped their identities in different ways. Moreover, according to the
findings of the study, different language ideologies lead to different language identities and
language investment among the participants. For example, it was argued that one of the
participants had an ‘English as lingua franca’ ideology (Canagarajah 2007; Seidlhofer 2009).
This language ideology shaped his/her identity as “a confident and competent L2 user” and
allowed her/him to make language investments accordingly. Lastly, according to the findings
of the study, participants’ expectations from SA affected their language practices and their

language investment.

Another study was conducted by Sun (2020). In this multiple-case study design, the
aim was to investigate the language, identities, and intercultural learning of the participants
before, during, and until six months after their study abroad (SA) experiences. The
participants were Mainland Chinese STEM (science, technology, engineering, and

mathematics) students from a Hong Kong university. To collect data, international exchange
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questionnaire surveys, semi-structured interview protocols, monthly email prompts,

multimodal entries, and a research journal were employed.

According to the findings of the study, participants’ trajectories were different from
each other. Some of the participants were more willing to and more interested in intercultural
engagements during SA, and those participants expanded their identities. Sun (2020) argued
that they developed a more open and inclusive self. However, other participants did not fully
join language and intercultural activities. Thus, their gains were limited. According to the
findings of the study, both internal factors (e.g., agency, motivation) and external factors
(e.g., host receptivity, housing situation) influenced participants’ language, identity
expansion, and intercultural learning. Also, Sun (2020) highlighted the complex and

idiosyncratic nature of the international exchange program.

Fryer (2021) investigated the possible selves of eight Japanese University students in
the study abroad (SA) programme. The study was conducted based on Ddrnyei’s (2005)
L2MSS. The study intended to investigate the role of possible selves in participants’ L2
motivation in the study abroad context and how their L2 motivation changes over time. This
qualitative study used semi-structured interviews, interview preparation sheets, and photo

narrative journals to collect data.

According to the study findings, the participants’ SA experiences played a role in
their L2 selves. Their SA experiences increased their self-confidence and resulted in changes
in their possible selves, motivation, goals, and study behaviours in terms of current and
future time. For example, participants’ goals became clearer and more specific when their
past aims were compared with their SA experiences. Participants started to have new or
elaborated aims and gained awareness and motivation to work hard to prevent failure. In
other words, Fryer (2021) concluded that the one-month abroad experience of the
participants affected their motivations, learning behaviours, and goals. What is more,
according to the findings of the study, participants’ L2 experiences fostered the ability of L2

self-images to be shaped.
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Also, it was found that participants’ social interactions showed differences when their
pre-study abroad and post-study abroad periods were compared. Fryer (2021) made a
conclusion about the “participants experiencing a gap between pre-SA imagined networks

and actual social networks and language communities” (p. 13).

Chen (2023) conducted a study to investigate Taiwanese exchange students’ L2
identity development during their SA experience. Chen (2023) investigated 13 Taiwanese
exchange students’ L2 identities by conducting before-during-after interviews. According to
the results of the study, participants had some pre-sojourn goals such as “personal
development”, “improving English”, “making friends”, and “travelling”. Also, the
participants were found to be positive about using English during their SA experience. Chen
(2023) found that while they were abroad, participants were hesitant to communicate with
non-Chinese speakers and had difficulties in continuing the conversation; however, by the
end of their SA experience, participants’ social skills were developed, and they were more
open and relaxed while talking English with non-Chinese speakers. What is more, Chen
(2023) stated that some of the participants were found to be braver in expressing their ideas
and dealing with the conflicts. In terms of L2 identity development, Chen (2023) argued that
participants started to have an “L2 user identity” and had a chance to use English in daily
life while abroad. With this exposure to English in real life, they started to use it in a
meaningful way and realised their L2 user identities. However, as Chen (2023) noted,
participants’ “learner identity” did not disappear completely. Instead, it was found that
participants had dual L2 identity. However, Chen (2023) explained that participants were
more aware of what to learn and what was needed for communication. What is more, it was
found that participants started to prioritise using English and having meaningful
communication in English over accuracy and perfect English. They argued that they were
more relaxed while communicating, and they were found to consider their English skills
more positively. According to Chen (2023), because the participants were exposed to
different varieties of English, they gave up sticking to one specific perfect accent, like the
American accent. Chen (2023) also shared that thanks to participants’ SA experience, they
started to consider English as a communication tool instead of only as a school subject. What
is more, as Chen (2023) argued, after their SA, participants gained personal independence

and intercultural understanding. They stated that they could live in overseas countries and
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felt commonalities with their European friends. It is clear that the sojourn experience of the

participants had many benefits for their imagined identity development.

How the participants’/students’ L2MSS and imagined identity construction have
been affected by the abroad context has been presented so far. Now, the focus will be on the

L2MSS and imagined identity construction in ESL and EFL contexts.

2.6. Studies Conducted in ESL and EFL Contexts

This part presents studies about L2ZMSS and L2 Identity construction in ESL and EFL
contexts. Each study has its own study methods, context, and participants. While the findings

of the studies share similarities, they also present some unique results.

Kanno (2003) conducted a study to investigate how school policies shaped bilingual
learners' identities and imagined communities. Kanno (2003) compared four different
schools in Japan and collected ethnographic data. To collect data, Kanno (2003) made
classroom observations and took field notes. Also, Kanno (2003) conducted interviews with
teachers, administrators, and parents. According to the findings of the study, the school
policies and curriculum played a significant role in shaping students’ visions, imagined
communities, and identities. It was concluded that each school has its own way of
approaching the concept of bilingualism, and Kanno (2003) argued that it was because of
the different priorities of schools towards the L1 and L2 usage, and how much cultural
learning is integrated into the curriculum. For instance, Kanno (2003) exemplified one
school that did not emphasise L1, while the other school emphasised English. Because,
according to Kanno (2003), while one school believed that students would never turn back
to their home countries, the other school expected their students to use English to have a
good future. Because the school was positive about Western culture, and English was seen
as a tool to communicate with Western people. Throughout his/her study, Kanno (2003)
highlighted the role and power of school policies and curriculum in students’ learning
trajectories and identities. Schools were argued to shape their students' imagined
communities and prepare them for these communities that they reflected through their

policies and approaches.
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Yashima (2009) conducted a study to investigate the relationship between
international posture and the ideal self. In this quantitative study, Yashima (2009) used a
questionnaire that involved the concepts of “international posture”, “L2 willingness to
communicate” (L2 WTC), “frequency of communication”, “ideal self”, and “Self-
determination Theory” (SDT). The participants of the study were 191 high school students.
According to the findings, internalisation of L2 learning as a part of learners’ self-concept
allowed them to consider their L2 learning as a habitual activity. It was found that learners
with a higher level of international posture and frequency of communication can visualise a

stronger L2 ideal self.

Lamb (2009) explained the English motivation of two Indonesian junior high school
students by following Dornyei’s L2MSS. Although Lamb (2009) argued that the main aim
of the study was not to analyse Dornyei’s L2ZMSS, he noted that he followed the concept as
a theoretical lens in his study. In this mixed-methods study, Lamb (2009) aimed to discover
participants’ English learning motivations over the first 2 years of their formal education. In
this study, Lamb (2009) also aimed to investigate how the participants’ English learning
motivation changed over time and what factors played a role in this change. Lamb (2009)
employed surveys having two stages and semi-structured interviews with three stages to
collect data. Also, class observations and teacher comments were taken into consideration.
According to the findings of the study, one participant had a strong ought-to L2 self and felt
a strong need to learn English. However, he did not have a strong ideal L2 self. Lamb (2009)
argued that this may stem from the fact that he lived in a small city and did not have a chance
to use English. Thus, he could not develop a strong ideal L2 self, which was an English user.
He was exposed to the school curriculum, which emphasised the importance of English.
However, the other participant was exposed to English; she had more opportunities to access
educational resources and had English-speaking parents. Thus, her imagination could grow.
What is more, Lamb (2009) argued that while the first participant answered the interview
questions shortly, the second participant provided longer answers, and she was more willing
to use English during the interviews. According to Lamb (2009), the first participant was
aware of the importance of English; however, he did not consider English as a tool to express
himself. Lamb (2009) emphasised the possibility of parental issues and the environment in
explaining this difference. What is more, it was found out that the first participant did not

put additional effort to learn or use English outside the school, while the second participant
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seized every opportunity. Here, Lamb (2009) argued that the reason may be the fact that the
second participant had an ideal L2 self, and it may have allowed her to develop herself and
use English. However, the first participant lacked an ideal L2 self and, with only an ought-
to L2 self, he may not be motivated to seize the opportunities. Lastly, Lamb (2009) observed
that the teaching style for both participants was similar. The lessons were teacher-centred,
and grammar-based teaching was used. The second participant was very dissatisfied with
that kind of English teaching, because she could not use or practice English. Lamb (2009)
argued that she criticised her teacher and joined the lessons only when she could use English
and communicate meaningfully. However, the situation was different for the first participant.
According to him, the lessons were safe and meaningful. However, Lamb (2009) observed
that he did not contribute to the lessons, and he did not play an active role during the English
lessons. He only followed the classroom activities like reading aloud, completing the task,
etc. Lamb (2009) noted that this may stem from his strong ought-to L2 self, which focused

on getting good grades and completing the homework.

Papi (2010) conducted a study to test Dornyei’s (2005; 2009) L2MSS, English
anxiety, and intended effort. The study participants were 1011 Iranian high school students,
and the data were collected through a questionnaire survey. According to the findings of the
study, the elements of Dornyei’s (2005; 2009) L2MSS, which are ideal L2 self, ought-to L2
self, and learning experience, were all found to be effective factors in learners’ intended
efforts. However, Papi (2010) argued that the participants’ ideal L2 self was more influential
than the participants’ ought-to L2 self in their intended efforts. Papi (2010) noted that this
can be explained by the general understanding of scholars such as Noels et al. (1999) who
argued that internalised and intrinsic motivation are more powerful for motivating students.
What is more, learning experience was found to be the most powerful factor of Ddrnyei’s
(2005; 2009) L2MSS to affect participants’ intended effort. Besides these results,
participants’ ideal L2 self was found to be effective in the learning experience; however,
ought-to L2 self was found to have no role in participants’ learning experience. In this sense,
Papi (2010) argued that participants’ ideal L2 selves were affecting their learning
experiences, and participants’ learning experiences were affecting their motivation. In terms
of English anxiety, Papi (2010) explained that participants’ ideal L2 self was found to
decrease participants’ English anxiety, while participants’ ought-to L2 self was found to

increase participants’ English anxiety. Also, negative learning experiences were found to
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increase English anxiety. What is more, it was found out that there was a relationship
between English anxiety and intended effort, which means students with anxiety study more.
However, Papi (2010) argued that to have clearer results about the issue, focusing only on
the intended effort is not enough, and thus other factors, like actual effort, should be
researched. Lastly, Papi (2010) argued that a correlational link was found between ideal-L.2
self and ought-to L2 self.

Eusafzai (2013) examined Saudi preparatory year students' motivations based on
Dornyei’s L2MSS. The number of participants was 500; however, Eusafzai (2013) explained
that the data of only 434 of the participants were used for the study. To collect data, a
questionnaire was used. According to the findings of the study, seven different factors were
found to play a role in students’ L2 motivational self. They were “attitude towards learning
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English”, “attitude towards L2 people and culture”, “instrumentality-promotion”, “value of
studying English”, “instrumentality-prevention”, “parental encouragement”, and “English
anxiety”. Eusafzai (2013) stated that “attitude towards learning English” and
“instrumentality-promotion” were found to be the strongest predictors for the participants’
motivation. In terms of “attitude towards learning English”, Eusafzai (2013) made an
emphasis on the importance of the teachers. The researcher argued that teachers are
responsible for creating a pleasant learning environment to boost students’ motivation. As to
the second most powerful factor, which is “instrumentality-promotion”, Eusafzai (2013)
argued that students were motivated for integrative reasons like academic and/or career
success. Although it was not among the strongest factors for the participants’ L2 motivation
self, “instrumentality-prevention” was approached as an important factor for Saudi students.

Stating that the factor involves avoiding failure, Eusafzai (2013) explained that the factor
can be associated with the participants’ ought-to L2 self.

Huang (2017) investigated 1,698 teenage English learners’ English learning
motivations based on Dornyei’s (2005; 2009) L2MSS. In the study, Huang (2017) aimed to
compare students who had additional tutoring with students who did not have additional
tutoring. To collect data, a self-reported questionnaire was used. According to the findings
of the study, students who had additional tutoring were found to be more motivated to learn
English, and they more frequently showed learning behaviours both in and out of school.

What is more, it was found out that “ought-to self’, “learning attitudes”, and “learning
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experiences” were found to play an important role in learning motivation for both groups of
participants. Huang (2017) emphasised the importance of positive attitudes in learners’
motivation. Huang (2017) argued that “prevention-based instrumentality” was the factor
shaping the participants’- who did not take additional tutoring- willingness to make language
investment and their perceived motivated learning behaviours. Huang (2017) argued that
this may have stemmed from the fact that the school environment was competitive in Taiwan.
The exam-oriented system and limited time for completing the necessary tasks and school-
related duties may have led participants to feel a necessity to study English in order not to
fail in the English exams and to become successful at school. “Promotion-based
instrumentality”, on the other hand, was found to play a role in motivating participants who
had additional tutoring. According to Huang (2017), learning English was not only an
obligation or duty, but they considered it a key to things such as having a decent/dream job,
etc. It was a tool for communication for them. However, Huang (2017) noted that the level
of both “prevention-based instrumentality” and “promotion-based instrumentality” was
found to be higher in the participants having additional tutoring. In this sense, Huang (2017)
emphasised the importance of balancing both of these two concepts and the dynamic nature
of the instrumentality. Huang (2017) argued that both groups of participants were found to
have high levels of ideal self. However, it was only for the participants who had tutoring that
the ideal self contributed their intended effort. Also, according to the results of the study, the

concept of ought-to self was found to be important for motivation for both groups.

Wu (2017) investigated the relationship between imagined identity and investment
in her/his qualitative case study. Wu (2017) investigated the phenomenon by discovering
participants’ learning experiences and stories from their past years to their present lives. The

participants were three high-achieving EFL learners in Taiwan. To collect data, Wu (2017)

3 2 (13

utilised three different data collection tools: “written narratives”, “oral narratives”, and

“interviews”.

According to the findings of the study, participants’ imagined identities and
investments were unique and varied. It was concluded that participants’ imagined identities
played a role in their investment. Also, Wu (2017) highlighted that their imagined identities
and investments were affected by and related to varied socio-cultural factors. For example,

two of the participants imagined themselves as “a good learner studying in good schools”.
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Accordingly, they invested only in the necessary language skills to be able to become their
imagined identities. Their focus was on being successful at exams. They did not focus on
other language skills like speaking or listening. Wu (2017) argued that their language
learning environment in an EFL context provided the participants with limited real use of
English. In their early school years, their exposure to communicative language practices was
limited. Thus, their limited imagined identities can be considered as a natural result of their

EFL context.

The findings of the study, however, showed that one of the participants could
construct a wider imagined identity, although he, as an EFL learner, experienced similar
learning experiences in similar educational contexts. Accordingly, his investment was also
wider to become the person in his imagination. He imagined himself as an English
professional and made investments both in his school context and in his daily life. It was
found that his family influenced him in the construction of his imagined identity. As Wu
(2017) argued, because his father and grandfather could speak English in their professional
lives, he associated English with career prospects in his mind. What is more, because English
was considered important and prestigious in China, it was seen that his imagined identity

was also influenced by social values and social beliefs.

Individual factors were also found to play a role in participants’ imagined identity
construction. Wu (2017) argued that one of the participants started to notice her success in
English. This feeling of success and advancement fostered her self-confidence and made him
change her imagined identity from English learner to English user. With these improvements
in her English, Wu (2017) stated that her after-school programme also allowed her to use
English communicatively, and she started to imagine using English by constructing her

imagined identity as an English user.

In terms of language investment, Wu (2017) interestingly found that in some
situations, participants’ imagined identities prevented them from making more effective or
elaborate investments in language. For example, when one of the participants noticed that
there were some other students with a higher level of English, he did not want to use English
and join the lessons to be able to protect his imagined identity, which was “a superior English

speaker”.
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Taylan (2017) conducted a study to discover whether Dornyei’s L2ZMSS (2005; 2009)
works in the Turkish university context or not. In this quantitative study, Taylan (2017) used
a questionnaire to collect data, and the participants were 250 university students from
different departments. According to the findings of the study, Dornyei’s L2MSS (2005;
2009) was found to partly work in the Turkish university context, and Taylan (2017) argued
that it needed some modifications. Participants’ intended learning efforts were found to be
related to the three components of Dornyei’s L2MSS (2005; 2009). However, attitudes
toward learning English were found to be more effective in the intended learning efforts than
the ideal ought to L2 self. What is more, Taylan (2017) stated that family influence was
found to be related to the ought to L2 self, while no relation was found between ought to L2
self and milieu. Also, Taylan (2017) argued that while instrumentality promotion was found
to have a relation with the ideal L2 self, instrumentality prevention was found to have a
relation with the ought-to L2 self. Lastly, the relationship between imagination and the ideal
L2 self was emphasised, with the importance of the international community and the global

status of English in the participants’ imagined selves.

Course (2018) conducted a study with 38 pre-school teacher trainees. The aim of the
study was to investigate participants’ motivational self-systems in the Tiirkiye context. In
this mixed-method study, to collect data, Course (2018) utilised both the questionnaire and
the interview. According to the findings of the study, the participants were found to have
higher levels of ideal selves than their ought-to selves. Also, Course (2018) argued that when
the participants’ instrumental prevention levels were compared with their instrumental
promotion levels, it was found that participants’ instrumental promotion levels were much
stronger. In this sense, Course (2018) cited other studies and highlighted the literature that
there was a high correlation between instrumental promotion and the ideal L2 self. What is
more, according to the study findings, the participants were positive about the L2
community, and the relationship between the concept of international posture and
participants’ ideal L2 selves was found. In addition, Course (2018) argued that participants’
ideal L2 selves were highly affected by their past learning experiences, and Course (2018)
considered this finding as a leading one to the “discrepancy between the learners’ intended
learning effort and current learning effort”. In this sense, Course (2018) highlighted the
importance of teachers by arguing that the participants found their past learning experiences

repetitive and useless to develop their communicative English skills.
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Teng (2019) carried out a study with three Chinese college English major students to
investigate their identity constructions during their English learning experiences. Teng
(2019) followed a narrative inquiry design for this qualitative study and explained that he/she
triangulated various data collection tools. Two interviews and written papers were used.
According to the results of the study, each participant’s identity development was unique and
fluid. Also, participants had many various identities. What is more, Teng (2019) argued that
participants’ imagined identities shaped their language investment. Further, participants’
investment in the English language was found to be complex, just like their identity
development, and it was also personal. In addition, according to Teng (2019), participants’
identity and investment development are interactive and have an ever-changing nature.

99 ¢¢

“Learners’ cognitive awareness/ideology”, “learners’ perceptions of affordances in English
learning community”, “learners’ sense of agency”, and “mismatches between the practised
community and the imagined community” were found to be among the factors that
contributed to this complex process. Teng (2019) argued that participants’ ideologies and
belief systems played an important role in their identity development. Also, participants’
learning environment, the school policies, their teachers and their teaching methods, or even
the cultural environment they lived in, were determinants of their language identities. What
1s more, participants’ identities were shaped by their self-efficacy and their choices in
learning. Lastly, it was argued that if there is a consistency between learners’ actual

communities and their imagined communities, their language learning investment may be

affected positively (Teng and Bui, 2018).

Aslan (2020) conducted a study with three Turkish learners of English. The study
aimed to investigate the imagined identity development concerning the L2 investments of
the participants to be able to join their imagined communities. The Turkish participants were
students in an intensive English language education program at a Turkish university. Aslan
(2020) aimed to discover these three Turkish participants’ L2 identity development based on
Dornyei’s (2005) L2MSS and Norton’s (2001) Identity Theory. To do so, Aslan (2020)

9% ¢¢

divided her study into 3 different phases, which were “past”, “current”, and “future”. First,

% €

the study investigated participants’ “past” imagined identities by exploring their past
learning experiences and attitudes. Then, the differences and/or elaborations in participants’
imagined identities, language investment, and imagined communities, from their past years

to their present life, were investigated. Also, the study investigated the imagined identities
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and communities that the programme foresaw for their students by exploring the policy

documents and the programme members’ perspectives.

In this multiple-case study, to collect data, Aslan (2020) used the L2 Motivational
Questionnaire, three rounds of interviews with the three L2 learners integrated with the

Learning Profile Task, interviews with the program members, and document reviews.

According to the findings of the study, Aslan (2020) highlighted the diverse,
complex, and contradictory nature of the identity development of the participants. Aslan
(2020) stated that participants’ imagined identities were found to be “L2 learners/test-
takers”, “L2 users”, and “L2 sojourners”. These imagined identities were found to be related
to the imagined communities that they wished to join and become a member of. Also,
participants’ imagined identities were found to play a role in participants’ L2 investment. To
be able to reach the identities that they imagined in their minds, they made their language
investment accordingly. It was also found that learners’ past learning experiences and
environment played a role in their trajectories. Also, school policies and practices were found

to be important in shaping the participants’ identities.

Cagatay and Erten (2020) conducted a study to investigate whether learners’ ideal
L2-selves played a role in causal attributions. Researchers also aimed to find out the causal
attributions that could predict future L2 achievement. To collect data, Cagatay and Erten
(2020) utilised an attribution scale, a questionnaire, and students’ achievement scores. The
participants of the study were 1006 EFL students. According to the findings of the study,
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learners' ideal L2 selves were found to play a role in their attributions. “Ability”, “school

29 «e

system”, “teacher”, “family”, and “classroom environment” were among these attributions.
In terms of the causal attributions that could predict future L2 achievement, Cagatay and
Erten (2020) argued that “effort”, “luck”, and “ability” were found to be the best attributions.
Cagatay and Erten (2020) also made comparisons between participants with low ideal L2
self and participants with high ideal L2 self. According to the findings, participants with high
ideal L2 self had more positive attributions for their exam scores. It was the same for the
participants’ attributions for “ability”, “school system”, “teacher”, “family”, and “classroom
environment”. What is more, Cagatay and Erten (2020) noted that participants with a clearer

ideal L2 self were more positive about their attributions. Cagatay and Erten (2020) also
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investigated whether participants’ ideal L2 self plays a role in the attributions of their future
exam success. According to the findings of the study, while there were important differences

in “effort”, “luck”, and “ability”, a small predictive power of attributions was found.

Nghia (2020) conducted an autoethnography study. In the study, he/she investigated
his/her imagined identity construction and how his/her imagined identities affected his/her
language investment. To collect data, Nghia (2020) took her/his memory into consideration.
Nghia (2020) scanned his/her Curriculum Vitae, certifications, and applications for the
scholarships and checked his/her social media accounts. Based on these, he wrote his first
draft. In addition to these, Nghia (2020) talked to his/her mother about his/her past and wrote
his/her second draft. According to Nghia’s (2020) findings, he/she developed different
imagined identities throughout his/her language learning years, and Nghia (2020) argued that
some factors played a role in his/her imagined identity development. For example, according
to the findings of the study, her/his wish to develop his/her social network, a wish for gaining
symbolic and material resources (Norton, 2013), shaped the development of his/her
imagined identity. As for his/her language investment, Nghia (2020) stated that his/her three
imagined identities, “a language learner”, “a language teacher”, and “a language teacher-
researcher”, shaped Nghia’s language investment. Also, the researcher argued that he/she
had multiple identities at the same time. Thus, Nghia (2020) chose among these multiple
identities to invest in English. He/she argued that he/she made his/her choice based on the
social power that the imagined identity would provide him/her. He invested in being able to

become his/her imagined identity, which will provide more social power to him/her.

Ahn (2021) conducted a study to investigate how English learners relate English to
themselves and what they think about the importance of English in their future lives. The
role of emotional facets (e.g., desire, fear) in students’ English-speaker identity was also
within the scope of the study. The participants were 46 Korean undergraduates, and their
imagined identities and communities were investigated based on their past and present
visions and ideas. To collect data, drawings and written narratives were used. According to
the findings of the study, Ahn (2021) emphasised the expectation that a high level of English
proficiency was expected to allow learners to construct new identities and to reach the global
international community. It was found that imagination was very effective both in learners’

real experiences and their expected experiences. What is more, learners’ expectations and
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beliefs, and any positive or negative outcomes, were found to be related to actual and/or
desired communities. Also, Ahn (2021) argued that learners’ investments were shaped by
their dynamic identities, and their visions and imagination were found to play a role in their
identity construction and their decisions in language investment. The feelings of fear and

desire were found to affect learners’ imagined identities and communities independently.

Course and Saka (2023) conducted a study investigating Turkish EFL students’
L2MSS. The study's participants were 1168 Turkish EFL learners in secondary school, high
school, and university. In this mixed-method study, Course and Saka (2023) used a
questionnaire and an interview. According to the findings, participants’ learning experience
and their ideal L2 self influenced their intended learning behaviour. Additionally, Course and
Saka (2023) found that the concepts of L2ZMSS explained the language learning motivations
of Turkish EFL students.

Kiyangicek (2023) conducted a study to investigate the relationship between
motivation based on L2MSS and learners' pragmatic awareness. Also, as Kiyangigek (2023)
stated, the study aimed to investigate the level of motivation of college students to learn
English and the factors affecting learners’ pragmatic awareness, along with their level of
pragmatic awareness. In this mixed-method study, the data were collected from a motivation
questionnaire, which was based on Ddrnyei’s L2ZMSS, Appropriateness Judgement Task
(AJT) (see Kiyangigek, 2023), and semi-structured interviews. The participants for the study
were 235 preparatory college students from two different state universities in Tirkiye.
According to the findings of the study, the students were found to be highly motivated to
learn English. The reasons for learning English were found to be living and having education
abroad, having a better career, and continuing their higher education after completing their
bachelor's degrees. Also, according to Kiyangicek (2023), learners were to have a higher
level of pragmatic awareness. What is more, Kiyangigek (2023) found that learners’
motivation positively affected their pragmatic awareness, and that there was a positive
relationship between learners’ ideal L2 selves, pragmatic awareness, interest in culture, and
attitudes towards the target language community. To conclude, Kiyancgicek (2023) presented
the relationship between participants' motivation, ideal L2 selves, and their pragmatic

awareness, along with the positive effect of the motivation on learners’ pragmatic awareness.
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2.7. Gaps in the Literature

Various studies have been done to investigate Dornyei’s (2005) L2MSS (e.g., Course
and Saka, 2021; Dogan, 2017; Kiyangicek, 2023; Martinovi¢ and Buri¢ 2021; Rasool and
Winke, 2019; Yetkin and Ekin, 2018) and learners’ L2 identity construction (e.g., Ahn, 2021;
Nematzadeh and Haddad-Narafshan, 2020; Nghia, 2020; Teng, 2019; Xu and Kim, 2022) by
“focusing on different groups of participants and language settings” (Nguyen, 2022, p. 73),

and by focusing on the relationship of the concepts with different factors.

When the studies (the studies which were not presented in the literature review) are
considered, it is seen that Martinovi¢ and Buri¢ (2021) investigated how “perceived
attributions of past English language learning success related to motivational variables in
language learning” (p. 413). They conducted the study based on Dornyei’s (2005) L2MSS.
The three-part questionnaire was used to collect data. According to the findings of the study,
while the university students’ (the participants for this study) past learning experiences were
found not to play a role in motivation, the elements of L2MSS were found to be effective in
motivating them to invest in English. In that sense, Martinovi¢ and Buri¢ (2021) highlighted
the importance of vision. Also, the ideal L2 self was found to be much stronger than the

ought-to L2 self to motivate learners.

In another study, Rasool and Winke (2019) conducted a study in Pakistan to
understand English learning motivation by using Dornyei’s (2009) L2MSS. Undergraduate
students in Pakistan were the participants. To collect data, questionnaire surveys and
interviews were used. According to the findings of the study, Dornyei’s (2009) L2ZMSS was
found valid in Pakistan context, and the most crucial factors to motivate learners were found
to be “attitudes to learning English”, “ought-to L2 self”, “international posture”,

“instrumentality-promotion”, “milieu”, “ideal L2 self”, and “instrumentality-prevention”.

Yetkin and Ekin (2018) investigated the relationship between intended effort to learn
a foreign language and ideal L2 self, ought-to L2 self, and language learning experiences.
The secondary school students were the participants. In this quantitative study, the composite
questionnaire was used. The findings showed that the participants’ ought-to L2 selves were

stronger than their ideal L2 selves. Also, language learning efforts were found to be predicted
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by language learning experiences, then ought-to L2 self, and lastly, ideal L2 self in a

hierarchical way.

Similarly, Dogan (2017) conducted a study to investigate the relationship between
motivation, vision, L2 proficiency, and gender. To collect data, Dogan (2017) used a
questionnaire. Dogan (2017) argued that gender was found to be effective on ideal L2 Self
and on participants’ vividness of imagery in vision. However, L2 proficiency was found to

be passive in affecting the concepts.

Xu and Kim (2022) investigated undergraduate students’ imagined identity
development in a university in China. Also, the relationship between students’ imagined
identities and their commitment to learn English was investigated. Xu and Kim (2022)
collected data through classroom observations, interviews, course documents, and student
artefacts. According to the findings of the study, there was a relationship between students’
imagined identities and language learning trajectories. Also, their initiative to learn English

was found to be related to their imagined identities.

Lastly, Nematzadeh and Haddad-Narafshan (2020) investigated the relationship
between intercultural movie clips and the L2 identity. Data gathered from two questionnaires
and a semi-structured interview showed that intercultural movie clips positively affected the
L2 identity development of the students in the Iranian context. According to Nematzadeh
and Haddad-Narafshan (2020), intercultural movie clips allowed participants to develop new

identities.

However, to my best knowledge, although there are many different studies as
explained above, a few studies (e.g., Aslan, 2020; Wappa and Gilanlioglu, 2024) have been
conducted under the light of both terms in a single study. To provide some details, Wappa
and Gilanlioglu (2024) investigated engineering students’ attitudes and motivation by
considering their identity and L2MSS construction in a multilingual and multicultural
context. The findings of the study showed that some factors, like gender, age, learners’
attitudes toward the L2 community, and nationality, were influential in identity development.

Also, some pragmatic benefits were found to motivate participants to learn English.
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In this sense, this current study is among the rare studies that have been conducted
by considering both Dérnyei’s (2005) L2MSS and Norton’s (2001) Identity Theory. In other
words, considering the terms and concepts that the current study followed as the theoretical
lenses, this current study aimed to present comprehensive and insightful data about Turkish
Erasmus students’ motivation and identities in L2. Also, this current study investigated the
effect of the Erasmus programme on the development of theoretical concepts. Even
though there are studies investigating study abroad (SA) programs and their effect on the
learners’ L2 identity construction (e.g., Shi and Guo, 2020; Sung, 2019, see the literature
review section), these studies are among the minority, and they are conducted with students
other than Turkish students. What is more, the studies generally conducted by focusing on
L2 identity development during sojourn experiences, on the role of study-abroad experiences
in language skills development, or on students’ socialisation and their social or European

identity constructions (e.g., Sun, 2020; see the literature review section).

Another gap in the literature is about the context in which the studies were carried
out. There are some studies conducted in that sense (e.g., Teng, 2019, see literature review
section). The distinction between the ESL context and the EFL context is important, though.
Because these two different contexts have different natures. According to Yoshizawa (2010,
p- 37), “learner identities in the EFL context may be affected by unique social factors that
are dramatically different from learning English as a second language in English-speaking

countries”.

In a nutshell, to my best knowledge, there is no research study to investigate how the
sojourn experiences (Erasmus + Programme in this current study) affected Turkish Erasmus
students’ foreign language motivation based on Ddrnyei’s (2005) L2MSS, and Norton’s
(2001) Identity Theory. This current study was carried out to fill this void in the literature.

2.8. The Chapter Summary

The literature review chapter provided background information, allowing readers to
grasp the theoretical meaning of this current study by providing different studies that have
previously investigated participants’ L2 identity development and by emphasising the gaps

in the literature.
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CHAPTER THREE
METHODOLOGY

In the methodology section, the research design, context, and participants of the
study, data collection instruments, data collection procedures, data analysis, and lastly,
research positioning and reflexivity will be presented. The chapter summary will follow

them.

3.1. Research Design

This research design is a multiple-case study, which is predominantly based on
qualitative inquiry. It is necessary to provide information about the nature of qualitative
studies before presenting the multiple-case study design. Merriam and Tisdell (2016)
explained the main aim of the researchers who follow the qualitative inquiry as
“understanding the meaning people have constructed” (p. 15). In other words, qualitative
studies aim to understand and discover the meanings that individuals attribute to their
experiences (Merriam, 2009). “How people interpret their experiences, how they construct
their worlds, and what meaning they attribute to their experiences” (Merriam, 2009, p. 5) are
among the issues that qualitative studies focus on. By asking the “how” and “why” questions
(Ritchie et al., 2014), qualitative studies aim to discover the personal stories of the

participants.

It is important to present the main characteristics of qualitative studies to be able to
clearly show why a qualitative research design was followed in this current study. Merriam
(2009) mentioned that there are many detailed explanations and long lists of the
characteristics of qualitative studies (see Merriam, 2009). However, the main ones about the

issue are presented here.

In qualitative studies, instead of statistical data and numbers, words are used to
analyse research data in an attempt to create meaningful codes or themes (Creswell, 2012).
The data sources to be analysed can be interview transcripts, pictures, and photos, or
documents. Merriam (2009) emphasised that the data gathered by following the qualitative

inquiry is rich in nature and argued the descriptive side of the qualitative study as a rich
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descript