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Informal language learning among adults is a kegeisof wider 21st century processes of
globalization and migration (Norton 2000, Pavleaka Blackledge 2001). This thesis reports
an ethnographic case study of six adult femalak¥arof English as a second language (L2)
from different linguistic backgrounds, who have méeing continuously in a southern English
city for two years on average. The motivation for study is to explore how gender, identity
and social context interrelate and influence tlowsd language learning (SLL) process.

The investigation is grounded in a combination @gtptructuralist theory and activity theory,
with addition of two social psychological theoridkrton’s (2000) concept of ‘investment’ is
fundamental, specifically: a) for its applicatiohsome of Bourdieu’s (1977) concepts to SLL;
b) for its inclusion of the L2 learner’s feelingsdaperceptions. From a methodological
perspective, Engestrom’s (1999) ‘activity systerrengle’ has been used to identify investment
in SLL through activity (i.e. what the learner isimg to achieve her SLL goals and using which
artifacts), as well as the social networks andiaiahips in which the learner is involved.
Social psychological theories of identity hieraszttion have been used to further explore the
relationship between identity and investment (Tuarel Stets 2005)

Data collection lasted nine months, and involveth&xviewing (in-depth interviews every six
weeks with each of the ladies, plus an interviethheir partners; b) participant observation
(observations of interactions using English betweseh lady and others in leisure events); c)
testing: Each lady took the computer-adaptive lagguest DIALANG (ALTE 2007) on two
occasions, at the beginning and end of the datectiain period.

The case study documents the intersection betwamsdts of interrelated elements linked to
the SLL process: on the one hand, the investmeriathes made to acquire English as a form
of cultural capital (Bourdieu 1986a), meaning tteaitivity using the recourses available to
them. Identity was also significantly involved iach processes. On the other hand, the
influence of gender in their interactions with Bellnative speakers is also documented,
including the role of the participants’ partnerqr@diators between the ladies and the social
context. The results show that all the ladies npdgress but to differing degrees, and this
variation is explained by the interaction betwdemabove mentioned elements
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Definitions and abbreviations

Glossary

Commodification (commoditization). Within Marxist theory this regeto the

production of commodities for exchange (via the kegras opposed to direct use by
the producer. It signals the conversion of useeslanto exchange-values and heralds a
change in production relations. In conventionaieit can be described as the process
whereby goods and services which were formerly fisieslubsistence purposes are
bought and sold in the market. These terms arelyiged in Third World studies, for
example, when subsistence peasants begin to selptioduce for cash (Scott and
Marshall 2009).

Commodity. An object of economic value, intended for excleaimga capitalist system,
such as labour and money. Commaodity chains (commadiworks) are the
connections between the production, circulatiomnl, @msumption of goods; for

example, the chains which bring cut flowers frormig& to the UK (Mayhew 2009).

Gatekeeping 1. the activity of controlling, and usually lirmty, general access to
something: Wal-Mart's cultural gatekeeping hases#ite narrow the mainstream for
entertainment offerings.

2. (Computing) a function or system that contralsess or operations to files,
computers, networks, or the like: [as modifier|¢éefaeping mechanism that allows
reads under some circumstances and blocks thenn atias (McKean 2009).

L egitimation. For Bourdieu, cultural, social and linguisticitegation are all part of
the hegemonic practices of symbolic dominance byjgs with higher rank in the
social scale (Bourdieu 1992; Fowler 1997). All ex¢ernal manifestations of habitus
are the basis for positioning us within a hierarohgtatus. It is for this reason that
some cultures, cultural practices, languages amgliage variations are not only more

valued than others, but are considered the modahsigwhich all the rest is evaluated.

Symbolic violence. It is a domination system that uses indirect,-coarcive and subtle

methods of control to maintain and reproduce tlogasorder (Bourdieu 1992; Fowler

Xi



1997). The term violence involves social punishmetiich can take many forms, such
as open rejection, scorn, contempt, and many atitierdes that may hurt an individual
feelings and self-stem (Bourdieu 1986b; Fowler 1@husterman 1999; Fowler 2000)
In its core resides the imposition of ‘systemsyshbolism and meaning (i.e. culture)
upon groups or classes in such a way that thegxgrerienced as legitimate. This
legitimacy obscures the power relations which pethat imposition to be
successful...this is achieved through a process sfemognition (Jenkins 2002:104
italics in original). For Bourdieu and others, edtienal systems are an example of

systems of symbolic violence.

Dispositions. They designate a way of being, a habitual sedpdcially of the body)
and, in particular, a predisposition, tendencyppreity, or inclination.’(Bourdieu
1977:214) They are also ‘a spectrum of cognitive affiective factors, thinking and
feeling...everything from classificatory categoriedtie sense of honour...(Jenkins
2002:76)

Doxa. It is the internalisation of the status quo or aborder as something that is
‘natural’, taking it for granted and the identitigmt it produce as ‘the way things are’.
Bourdieu argued that we do that because, on thédame, it would be impossible to
guestion everything in our world, and on the otlies,social order promote this
‘taking-for-granted’ stance (Bourdieu 1977; Fowl&97; Jenkins 2002). In this sense,
Bourdieu agrees with Althusser and other postairatists in that the ‘assimilation’ of
the status quo, including our identities, as ndtisa construction. Of course, this
legitimation of specific social structures is oplyssible with a consensual ‘complicity’
(see symbolic violence).

Field. It is intrinsically linked to habitus, and is dedd as

...a structured system of social positions occupititer by individuals or institutions —
the nature of which defines the situation for tlo@icupants. It is also a system of forces
which exist between these positions; a field iscttired internally in terms of power
relations. Positions stand in relationships of dwtion, subordination or equivalence...
to each other by virtue of the access they afforithé goods or resources (capital)
which are at stake at the field... (Jenkins 2002:85).

Symbolic violence is a domineering system that ursgisect, non-coercive and subtle

methods of control to maintain and reproduce tlogasorder (Bourdieu 1992; Fowler
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1997). In its core resides the imposition of ‘sgssenf symbolism and meaning (i.e.
culture) upon groups or classes in such a waytliegtare experienced as legitimate.
This legitimacy obscures the power relations whgehmit that imposition to be
successful...this is achieved through a process sfemognition (Jenkins 2002:104
italics in original). Educational systems are aaraple of systems of symbolic violence.
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SLL

L1

L2

TL

AT
SCT
GT
CEECs
CoP
EU

Second Language Learning

First language

Second language

Target language

Activity theory

Sociocultural theory

Grounded theory
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Communities of practice
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Chapter 1 Introduction and research context

1.1 Thesis overview and structure

This thesis reports a longitudinal ethnographi@ctady of six adult female learners of
English as a second language (L2) from differerguistic backgrounds, focusing on
informal second language learning from interactiith the social context and self-
learning. For diverse reasons, all of my partictipamanted to acquire capitals
(Bourdieu 1986a; Norton 2000), mainly cultural giinstic) and symbolic within an
English speaking context while, at the same tiiney tvere seeing the world. This
involved several important activities that hadgngicant impact on their lives: firstly,
all of them moved to live continuously in an Enflisty, which coincidentally was the
southern English city where | live. Secondly, iderto acquire cultural capital,
specifically in learning English as a second lamguaithin an English speaking

context, they made a huge investment in finanoig/lectual, and emotional terms.

All of these L2 learners of English have higher@ation and come from middle class
backgrounds but in the new context all of them neateing from low-paid, low-
qualified jobs while acquiring the target langu#@k). All these characteristics are
similar to those of Bonny Norton’s (2000) well-knowase study of five adult female
learners of English as a second language. | drawnpiration for my study from
Norton’s, motivated by two key issues: on the ocaed) | found Norton’s invitation to
explore further how gender, identity and socialteahinterrelate and influence the
second language learning (SLL) process, highly vatig and appealing. And on the
other hand, my keen interest in the area of setammgliage learning in general, and this

topic in particular, derives from my own personakg.

Similar to my participants, | have been a learriégrglish as a second (actually, third)
language who moved to a Southern English city e cultural capital in the form of
proficiency in English, so as to pursue postgraglgaidies at an English university.
Like my participants, | was a university graduatarf a middle class background who,
in the new context, ended up performing a low-paah-skilled job on a part-time basis
at one of the Royal Mail post centres. | knew tha situation was due in part to my
lack of proficiency in English. However, | did nodve any other explanations for my

situation and that of several other foreign menwothen (mainly women) who

1



worked with me. Most of them had degrees, were malhnered and polite, and
demonstrated a strong academic background in sticolvay: | could talk with them on
many topics: history, art, politics, films or muswbile we were throwing postal packets
into the mailbags or sorting letters into the pigboles. My colleagues came mainly
from Spain, Italy, Russia and Poland. We commuadctating our so-called ‘broken’
English and it was a good way to practice the laggu At the same time, many of us

were studying ESOL courses on a part-time basis.

My struggle learning the language while | was lgvin an English speaking context,
plus this gap between my L1land L2 levels of litgreeed me to a great deal of reflection,
to such an extent that | changed my goal of pugsaimaster’'s degree in English
contemporary literature with the aim of later urtdking a PhD on James Joyce, to the
area of second language learning. It was my cug@mervisor who put in my hands
Norton’s (2000) Identity and language learning stintroducing this key work to me.
This was a work that answered many of my questijpaisonal and theoretical, and led

in part to my research questions and subquestidnish are:

a) In which ways do gender, identity and the edgmee of migrating relate to my
participants’ SLL goals and processes? How ddabé elements interact?
What are the more/less important identities forpasticipants in the new context (UK)

and why?

Do my participants have identity shifts? If yeswhaoes this happen? Are those
changes gradual, radical, unexpected, and so anthAy related to the identity

positions offered by the new context? Are theytesldo the participants’ social roles?
How do my participants invest in cultural capits&WPat do they do in order to acquire
this capital? What SLL investment may involve itivaty terms? What SLL investment
may involve in identity, emotional and social tefns

Do gender relations influence their interactiond dreir language learning? How?

b) How does the social context (e.g. social netwoirikeractions, membership of
different communities) influence my participant&’LSprocesses and identities?



How important is the role of others (specificallgdglish L1/proficient English L2

speakers) in my participants SLL learning?

Does identity play a role in my participants’ memghep and participation in different

communities? If yes, in which ways?

How does identity influence my participants’ desis about who they interact with

and why?

¢) What do the cases have in common? What is diffexmong them?

My study is grounded in a theoretical framework ethintegrates aspects of
poststructuralist theory, activity theory and idgnhierarchisation theory (from social
psychology). Key concepts within this framework:ak Norton’s (2000) ‘investment
in SLL’, and her notion of ‘identity shifts’; b) Rodieu’s (1977; 1986; 1992) ‘habitus’
and ‘capitals’; and c) ‘activity’ (Wertsch 1998; gastrom, Miettinen et al. 1999; Oers,
Wardekker et al. 2008). All these theoretical cats@re explained in depth and detail
in chapter 2. Additionally, in the aforementiondtdhpter | provide: a) a brief
introduction to the context in which my researdketaplace; b) an explanation of the
social approach to the study of second languageitep(SLL), including a review of
key empirical studies relevant to my project; ahd brief explanation of my case study,
which | will expand in chapter 3.

My methodological approach is mainly ethnograp@ionsequently, interviewing and
participant observation were my main data collectaols. | conducted in-depth
interviews every six weeks with each of the pgpaaits, plus an interview with their
partners. | used participant observation during ¢learly differentiated stages, at the
beginning and at the end of the data collectiorodeThe observation was usually
during leisure events, in which my main focus weesihteractions using English
between each participating woman and others.

Additionally, | used a quantitative approach to swea whether the participants made
some progress with their English, thus testing mgithird methodological tool. Each
participant took the computer-adaptive languageD&LANG (ALTE 2007) on two

occasions, at the beginning and end of the dataatimn period. | tackle the

3



methodology in detail in chapter 3, which also eamt the explanation of my analytical
method, mainly involving grounded theory (Corbid&trauss 2008) and
complemented by Engestrom’s (1999) ‘activity triengrhe latter has been used to
identify investment in SLL through activity, that what the learner is doing to achieve
her SLL goals within different social contextsvesl as the social networks and
relationships in which the learner is involvedalik also developed a simple chart
tracing the main identity shifts that my participmexperienced in the new English

urban context.

| thoroughly discuss each participant’s case irptdra 4 and 5. Each of these chapters
contains a triad of cases, which | grouped takimggparticipants’ level of English as a
major criterion, supported by other relevant comatibies. A subsequent discussion
that links and compares the six cases is includethapter 6. The analysis presented in
this chapter is based both on similarities andediffices between all the cases, while it
also shows each case’s unique traits. Finally, temapincludes my discussion of the
obtained results (e.g. relevance of the findings wegard to my research questions and

the implications of the findings at both theordtimad practical levels).

1.2 Research context: a 21st century world of fast global
changes and the acquisition of a prestigious second

language as a cultural capital

Research in SLL following a social approach is imed with the dynamics of
globalisation, where the hegemony of specific lags has conferred prestige and
value on them, to the detriment of others (Bourdi®86a;1986b; Phillipson 2006;
Craith 2007; Mac Giolla Chriost 2007). This haspemped throughout human history;
however, the economic and historical conditions axays make the learning of other
languages a commodity to invest in. A prestigicesosd language has become a form
of cultural capital (see 2.3.3.) (Bourdieu 1986artdn 2000) so that learning it is
profitable, that is, SLL becomes an investment.th reason, a huge number of
individuals become second language (L2) learnemnefimes this learning is done in a
target language (TL) speaking context in whichltBdearner is also an immigrant. The
interrelation between the SLL process and the Titexd in turn intersects with a
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number of other elements that play an importar& molthis phenomenon. Among them

are power, ideology, identity and gender. The tatedt are major elements in my study.

1.2.1 Languages in the world of the early 21st cent ury

Globalisation is a complex phenomenon that entadst of interconnected processes
and socioeconomic relations which permeate andrekp@rldwide (Hardt and Negri
2000; Giddens 2002; Reifer 2004; McGrew 2005; K7). Among them are, for
instance, ‘flows (people, capital, goods), netwdikformation, production),
institutions (UN, WTO, etc.) and challenges (enmiment, terrorism, poverty)...’
(Kiely 2007:78).

Globalisation is changing the social fabric of maoyntries through a complex
interaction among different geographical-economieglons in the world, that takes the
form of, for example: a) virtual intercultural coramication via technological and
media means (e.g. the internet or satellite tel@v)shat promotes other forms of
socialisation; b) massive migration movements forkaor training purposes (e.g.
studying abroad, immigrant workers) which can lmegerary or permanent; c) tourism
as a phenomenon of commaodification of symbolic ueses (e.g. the access to the
exoticism that involves ‘indigenous’ stereotypeaietteristics, geographical resources,
and so on) and also a form of capital; and d)cttramodification of second language
learning as a form of cultural capital (Thurlow aralvorski 2003; Coupland 2003b;
Coulmas 2005; Brumfit 2006; Gal 2006; Giddens 2@®0gplar 2006; Cortini and
Manuti 2007; Duchéne and Heller 2007).

The role of language within these phenomena isfagnt, specifically as a
communicative tool in both real and virtual comniies worldwide (though there still

is an important part of the world population whoki@access to such dynamics: Castells
2004b). There are some important features in tigaiistic landscape of the early 21st
century world. First, there is evidence of a termyeiowards multilingualism in many
parts of the world, especially in urban sites (Nraith 2006; Duchéne and Heller 2007,
Mac Giolla Chriost 2007). Monolingual societies dieappearing because even in
societies considered monolingual there are smallgg that speak other languages
(Cook 2002; Brumfit 2006; Gal 2006) as a produanwmhigration or of the re-
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definition of geographical and political boundarikat in many cases overlap
sociolinguistically (Gubbins and Holt 2002; Mac acChriost 2007).

Paradoxically, in many places, the perception nfleage as a collective identity marker
still is strong (Anderson 1994; Joseph 2004). Lagguin this sense is seen as the
property of a nation, an ethnicity, or a religiqgeup. However, it has been argued that
this is an invented, constructed concept genetatgablitical and economic needs and
interests. Language is a significant tool withia golitics of identity as it is directly
linked to identity and identification (Anderson ¥9oseph 2004; Meinhof and
Galasinski 2005; Brumfit 2006). The politics of idigy involve both power and
ideology, which materialise, for instance, as laggihegemony (in which some
languages have more status than others). Thiseasmmptbmogenization (in which
standardization and monolingualism are taken aga@jtand exclusion, too, for other
languages and their speakers (Maurais and Morfi8;200right 2004; Blommaert 2005;
Brumfit 2006; Gal 2006; Stevenson 2006).

Second, linguistic practices have experiencedmfggnt change from the last quarter
of the 20th century. For instance, besides inda@nd common collective
backgrounds which are the result of historicaljsaaltural and ideological factors
(Coulmas 2006), globalisation has influenced theadyics of language use, which
involve an increasing range of choices (Mar-Molmand Stevenson 2006; Edwards
and Usher 2008)

Research on language dynamics within this macregbig extensive. Sociolinguistic
approaches to multilingualism in different contelxésre produced an important amount
of research in the last 25 years. Empirical studas investigated multilingualism in a
range of urban settings, for instance: schools (Ram1995; Miller 2004a; Garcia and
Skutnabb-Kangas 2006; Heller 2006; Byram 2008) kplaices (Goldstein 2001;
Yuling, Scollon et al. 2002), cities and region$ok 2006; Mar-Molinero and
Stevenson 2006; Duchéne and Heller 2007), ingiitst{Robinson 2002), and
intercultural communication (Scollon and Scollor®20Kotthoff and Spencer-Oatey
2007).

Importantly, communicative globalisation also inved a paradox: while people are

connected by migratory movements and media resstine¢ enhance global linguistic
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complexity (e.g. through promotion of multilinguat), the common assumption of
globalisation as an agglutinant, universal andgdlphenomena (Coulmas 2005) is
contradicted by the hegemony of just a few langadge. English, French, Spanish,
German, Russian, Chinese and Arabic) over the #mssthat exist in the world
(Coupland 2003b; Crystal 2004; Giddens 2006; N&itGr2006).

English has an increasing and unquestionable predoice among even the above
mentioned major languages (Crystal 2002; Phillipo@7; Saville 2007). It is argued
that economic and ideological structures sustasdbnstantly growing hegemony or
‘Englishisation’ (Phillipson 2006:68), that affeectsany areas, namely media, research,
culture, and some educational domains (Hardt argtil@00; Phillipson 2006; Mac
Giolla Chriost 2007). It has been argued that peospely, by the middle of this

century English will be spoken far more as a sedanduage than as a mother tongue
(Saville 2007).

Among the consequences of such hegemony therevarhat are specially important
for my line of enquiry. First, English has becomeaduable form of cultural (linguistic)
capital (Bourdieu 1986a;b; Bourdieu 1992) and legyit involves a good deal of
investment, which is a complex issue that may inmgiyonly formal learning through
EFL or ESOL courses, but also informal learningaily life within an English-
speaking context, as | will explain later. Secqmalyer relations emerge between native
(L1) and non-native (L2) speakers of the TL witthirs context. Englishisation gives an
‘unfair advantage’ to native speakers of Engliserapeakers of other languages
(Brumfit 2006:37). This is particularly importanten SLL takes place in an English-
speaking context, as relations of power emergedsiwative (L1) and non-native (L2)
speakers (Pavlenko and Blackledge 2004b). Thiatsiu is not distinctive to English
language, as there is evidence that it may happ@mvany TL speaking context
(Bremer, Roberts et al. 1996).

Several elements are involved in this situatiorstf-there is the assumption held by
speakers whose mother tongue is considered a ldiesiaaguage that they have the
‘ownership’ of it (Joseph 2004), versus the assionpatf L2 learners/users that such a
language is common property, specifically Engleigluage (Jenkins and Leung 2006).
This situation involves a paradox: on the one hawehlogical stances emanating from

nation-states which have their roots in the condfgdower and maintenance of the
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status quo (Bourdieu 1992; Wright 2004; Castell342() see this language sharing as a
threat to their socio-historical and cultural idees (Stevenson 2006). On the other
hand, proficiency in the language of the host cousdcial context is required of

migrants as a proof of social integration (ibid).

Second, inequality of power emerges within this Situation, as it is assimilation and
not reciprocal adjustment that is taken for grantdds has two significant
consequences: first, all the effort is expectecotme from the L2 learner who is living
in a TL speaking context on a temporary (e.g. mdgonal student) or continuous
(worker, refugee) basis. Second, the L2 learnalsis at risk of suffering unfair
situations within the new social context, for imste, being patronised by L1 speakers
or being involved in situations of ‘gatekeepingg€sglossary) (Bremer 1996; Heller and
Martin-Jones 2001; Weedon 2004; Wright 2004; He2[gd6; Stevenson 2006).

All the above is part of the rationale for resedantb the social side of SLL, which
acknowledges the ‘socio-political dimensions oémaction —such as power, authority,
identity, access...” (Breen 2001:177) that go beyiwedpurely linguistic field. In turn,
all these elements have an impact on the L2 leamethe SLL process. This rationale
also includes the concept of language as partcofhglex system consisting of
interrelated non-linguistic elements at macro-ldealture, politics and economics:
Saville 2007), as well as at micro-level (identityd emotions: Norton 2000; Pavlenko
and Piller 2001; Lantolf and Genung 2002). The idea research into the impact of
this complexity on the L2 learner and the SLL pssceith the aim of contributing to a

deeper understanding of it.

This view differs from the two other major SLL thietical perspectives: a)
psycholinguistic, which focuses on innate mentatpdures involved in the process (i.e.
universal language acquisition faculties) and aséwhich may be acquired and
developed (e.g. language learning strategies)baadfective, which centres on a range
of individual traits (language attitudes, motivatitanguage anxiety and willingness to
communicate) that influence the SLL process, ireptd establish and explain the
different degrees of achievement in the L2 (EIB83; Gass and Selinker 1994; Breen
2001; Mitchell and Myles 2004)

How does the L2 learner relate to this macrocofteddw does the micro relate to the
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macro? How complex is the micro itself in spectfases? What theoretical approaches
can we use to study these relationships? The hexyter intend to tackle these issues
by giving an explanation of the social approacthstudy of second language learning
(SLL). It also addresses specifically my topic lirting a review of key empirical
studies relevant to my project. Besides, it corstaiorief explanation of my case study,
which | am going to expand further in chapter 3e Thre of the chapter involves a
description of the theoretical framework that imi@grmy study; and an explanation of

the fundamental concepts which my study focuses on.
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Chapter 2 Research on Second Language Learning
using a social approach: a view of the L2 learnera sa

social being within a social context

This chapter provides an overall theoretical framdwior my study. It deals with the
following areas: an explanation of the social apploto the study of second language
learning (SLL), including a review of key empiricsldies relevant to my project; a
brief explanation of my case study, which | am gdim expand further in chapter 3; a
description of the theoretical framework that imisrmy study; an explanation of the
fundamental concepts which my study focuses onaandtroduction and justification
of my research questions.

2.1 The second language learner within a target lan  guage
context

As | have previously explained, one of the phenaar@fglobalisation is the increasing
access to the learning of a second language, edlydmit not exclusively, English
(Brumfit 2006). There are two main ways to leaseaond language: a) in a formal and
systematic way which centres on linguistic feateeg. structures); and b) in an
informal, non-systematic way (e.g. socialising withspeakers of the target language
(TL); by language exposure while living in the Tauntry; through internet networks,
or in other situations which imply constant contath L1 and L2 speakers of the TL)
(Ellis 1985; Doughty and Long 2003; Mitchell and lely 2004).

The formal way of second language learning (SLLs ingtitutional courses as a main
source, either in the country of origin (foreignd@age curricula) or in the TL country
(e.g. ESOL) (Saville 2007). The informal way is migidependent on the TL social
context. Many people in the world (children andl&gjlare second language learners
and users (Doughty and Long 2003; Mitchell and Iidy0804). This means that they
know (in different degrees of proficiency) and (ae)other language(s) apart from their
mother tongue (Heller and Martin-Jones 2001; HEltid Barkhuizen 2005). Some of
them will never use the L2 in naturally occurringests outside the classroom, while

some of them will use it on a daily basis as patheir lives (Cook 2002).
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As | have already explained, my line of enquirysuae approach that focuses mainly
(but not exclusively) on informal learning througkposure to the language and
interaction with native (L1) and non native (L2esgers of the target language. A
number of studies have focused on adult informdl ®lthin a TL speaking context.
Research done on this field has used mainly atqtisé approach, specifically
ethnographic methods and case study research @Hitid Myles 2004; Mackey and
Gass 2005; Swain and Deters 2007). In consonartbata/isocial perspective, this SLL
approach has drawn its theories from fields sugbsgshology, anthropology and
sociolinguistics (Watson-Gegeo and Nielsen 2003¢hill and Myles 2004; Mackey
and Gass 2005). This line of enquiry has also ifiedta range of elements that
intersect with the SLL process, which in turn haeeome elements of study. These
elements are: identity and identification and esidno practices; social context (in the
form of communities, social networks and the ndtomiieu in which the SLL takes

place) and participation; power and agency; andligen

There are some key studies on this topic that mfiorine, which | will now explain
briefly. | am going to start with a pioneer longlinal study (six years) conducted in the
1980s by a sociolinguistic team researching in difkerent European countries, as part
of a European Science Foundation project (BremebeRs et al. 1996). The
participants were adult immigrants and L2 learroérsne of these TLs: Dutch, English,
French, German and Swedish, and the main focusedftudy was daily life

interactions between these L2 learners and sonmealile speakers.

The relevance of this study for my line of enquigides in the researchers'
ethnographic methods and particularly in its figginwhich shed light on power
inequalities between TL native speakers and Lahkxarand their impact on the latter’s
identities, feelings and SLL processes. Importaritlglso disclosed L2 learners as real
individuals with feelings that faced challengesitetl to the social realm in the form of
identification and exclusion practices, thus adapf different perspective from the
cognitive or affective views in SLL. It also madeadent both the role and impact of the
TL speaking social context for the L2 learners #radr SLL processes. Because of
these features, this pioneering study was a stggtone for the further development of
research with this approach.
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Other research studies have been carried out éivatised a social constructionist
approach, which involves a number of theories, ajrtbem poststructuralist theory
(Derrida, Lacan, Kristeva, and so on), socioculttiraory (Vygotsky), situated learning
(Lave and Wenger) and dialogism (Bhaktin) (for enptete review see Swain and
Deters 2007).

Following this perspective, Bonny Norton’s work (fm 2000; Norton 2001; Norton
and Toohey 2001) incorporated two additional irgiatied elements as central points:
identity and gender. Drawing heavily on French tlyen the philosophical, social and
linguistic fields, specifically feminist poststrucalism and the work of Pierre Bourdieu,
Norton's research has been focused exclusivelgmiale L2 learners of English within
an urban Canadian context. Her case study of émeafe migrant L2 learners in the city
of Toronto constitutes the corner stone of my stttynsequently, there are a series of
resemblances between both studies in theoreticahethodological terms, but there

are also significant differences, as | am goingxplain below.

| consider Norton’s work significant for the fieébpecially for using the Bourdieu
concept of 'investment’ in the acquisition of crdticapitals as an explanatory element
within the SLL process, and for having identifiée trelation of this process with
identity. Norton has uncovered the fact that thé Btocess included other elements
apart from the set of well known affective factprsviously studied by social
psychologists (motivation etc). She has shown Hewcomplex issues of learner
identity and the learner's emotional realm haveetaecision making, participation in
events and communities linked to SLL, and othetuakts and behaviours. All these

elements have an impact on the learner's prognds3 (or lack of it).

Norton’s account of investment has been criticaedifficult to grasp (Menard-
Warwick 2005). | found two reasons for this: on ¢me hand, it is an overarching
concept that addresses the complexity of SLL with@interaction dynamics between
the L2 learner (and her identity) and the TL soca@itext, thus it is not easy to grasp in
the beginning. On the other hand, it is becauseemesearch about the concept was
needed in order to explore its scope and poss#siliMy project was designed to

undertake this, and the results are discussedaipteh6.

The work of Pavlenko, Blackledge et al. (2001a;4t)thas been reported in two key

compilations that also focus on identity, gendet 8hL processes within an English
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speaking context. The majority of these studiel®foban ethnographic approach and
use a similar theoretical framework to that of Mar{poststructuralism plus Bourdieu’s
concepts). Their work on identity theory has cdntted to my understanding of how
identity relates to social context in situationsrafquality of power, specifically when
individuals (L2 learners, immigrants) interact weti' L or majority language social
context. Pavlenko, Blackledge et al. have streisedptions in such situations, for
instance, negotiation, rejection or adoption ohiitees given by the social context.

These ideas are explained further in the sectiarc@uts (2.3.5)

Especially important for my study in terms of arsadyof findings is Goldstein's (2001)
study of a group of Portuguese women in a workpilac@anada. Goldstein focused not
only on their linguistic practices but also on thdentification and exclusion practices.
Goldstein identified how such practices interretade only within the work context, but
within the construction of a collective identityathinvolves voluntary illiteracy in
English. The relevance of these findings for mylgtlies in the discovery of how
identification and exclusion tendencies have araichpn the L2 learners’ decision
making with regard to their SLL process in the fayfiparticipation, activity,

investment (or the lack of it, as happened in shusly).

Teutsch-Dwyer's (2001) longitudinal study of a miat#ish L2 learner of English in the
USA is the one and only study within this line afjeiry that | have found concerning a
male participant. This is particularly important foe as it is the only contrastive study
in terms of gender differences in similar circumsgs and context. This study gave me
crucial information about the influence of gendertlee interaction dynamics and
characteristics between English L1 speakers anti2iearner. For instance, whether
both interlocutors in an interaction (an Englishdpeaker and the L2 learner) share the
same gender (or not) makes a difference to theedegfrcooperation and help provided
by English L1 speakers to the L2 learner. The saldy provided valuable evidence of
the influence of gender on the level of help gibgrEnglish L1 speakers to an L2
learner of the opposite gender, as well as the ¢inpfagender-influenced interaction

dynamics in the participant’s SLL process.

Having explained the broad research context aretadéents for my study, | am going
to explain my study briefly as a preamble to thespntation of my theoretical

framework. A full account of the study follows ihapter 3.
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2.1.1 Introduction to my multiple case study

As | have previously stated, my study is based uporton’s (2000) study on five
female immigrants in Toronto. As antecedent, | careld a pilot study of modest scope
for my Master's degree dissertation. This inclu@ediult female L2 learners of English
who were living in Southampton for at least eigluntins. Conducting that pilot was a
useful experience but had many drawbacks, espgcmatistraints of time, my lack of

research experience and my limited understandirniyeotheoretical background.

The study of my PhD contains similarities and ddfeces with Norton’s study, which |

am going to review as an introduction to my thaoag¢framework.

Similarities

Objects of study: The role of the L2 learner’s iiyrand gender in the dynamics of the
SLL process within a TL (English) speaking contélxé interaction dynamics between
the L2 learner and English L1 speakers in daiky éfents, with special attention to the
role of power as key element in inclusive or exelesituations; investment, how it is
accomplished, what is involved and what are itsseqnences; gender, how it relates to
the SLL process and the social context, how it myence the participant’s access to
SLL resources, interactions with and help from EiglL1 speakers; and the L2

learner’s participation in different communitiespofctice.

Theoretical framework: A social constructionist eggeh, specifically feminist
poststructuralist theory (Butler 1990; Weedon 198¢edon 2004)

Methodology and study design: Longitudinal multipéese studies designed with an
ethnographic approach.

Concepts: Identity, gender, investment, and capéed central concepts for both studies.

Context: A cosmopolitan English speaking urban exinivith massive immigration.

Participants: Female L2 learners of English whoehasen in the country in continuous

basis more than one year.
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Differences

| have included a number of elements that Nortahnait. They are:

Objects of study: the L2 learner’s activity relatednvestment and the SLL process;

the role of partners in the SLL process; identtfmaand exclusion practices.

Theoretical framework: Articulated by poststructistatheory and activity theory, with
the later addition of two social psychological itdgntheories by Stryker and McCall
and Simons (Stets and Burke 2000; Turner and 30€1S)

Methodology and study design: Norton's main datac®was the participants’ diaries.
Additionally, she recorded the few periodical megs she had with all the participants.
In my case, my main data source is participantwee/s, but observation is also a
relevant data collection tool. Another significalifference is that | am including a
guantitative tool (a computer-adaptive test) to snea the participants’ initial and final
level of proficiency within the data collection pet, in order to identify any L2

progress that may take place in that phase.

Concepts: Additional concepts, namely activity,ihaband identity hierarchy

An additional difference, though not related to $ihedy design and method, is that

unlike Norton, | am an English L2 speaker, as myigpants were. This fact had an
obvious impact on my relationship with them, whiehurn influenced the degree of
openness from the participant, and had repercussionhe richness of the collected

data.

2.2 Theoretical framework

2.2.1 Introduction

‘Language acquisition’ is a misleading term... for eenot acquire something which is
pre-existent and fixed ‘out there’, and we do nmégess it once we acquire it; more
accurately, we perform with it in order to makeAihd we create with it not just unique
sentences to express our own unique messagesjigueldisplays of our decorative,

analytical, mimetic, melodic, symbolic and alluscapacities. [They] enable us to
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exploit not just the formal properties of the coldet the properties of the referents and

of the associations of the referents (Brumfit 2G0%:

| selected this quotation as introduction becatisaptures the socio-historical-cultural
facet of language within the complex interactiots®En language and the individual. It
also denotes their mutual influence in the evotuttblanguage. In 1.1.2 | mentioned
the different fields of study in the area of sectartjuage acquisition, namely cognitive,
affective and social (Mitchell and Myles 2004). Sheheories follow two main
tendencies, namely the psycholinguistic and cogmitand the social (Ellis 1985; Block
2003; Doughty and Long 2003; Watson-Gegeo and &hie2003; Mitchell and Myles
2004; Ellis and Barkhuizen 2005).

My line of enquiry centres on the social approacBLL. | start by explaining the
general traits of analysis of the social in reseat@ understand how this research is
done. Siegel (2003) identifies three parametersngstonvhich the analysis of the social
fluctuates, namely a) macro-analysis/micro-anajy®istructural/interactional analyses;
and objective/ subjective analyses. In SLL, magrahgsis focuses on issues of the
hegemony of specific languages, the hierarchy batvid and L2 ‘and the general
domains of use of the L1 and L2’ (p.183). Micro4gse concentrates on a) the
relationship between the learning and use of theab# the social context; b) L1 and
L2 speakers’ social relationships; ¢) positionslatte to L2 learners within specific

social contexts and the role of power in such issue

Regarding structural analysis, it takes as cepwalts the socio-economic structure and
historical background that shape individual idessiin a fixed, given way and establish
the social positions accessible to each individBath structure affects SLL in direct or
indirect ways. Conversely, interactional analysigpbasises the changeable nature of
context and individuals, created through the carfae of social factors and social
interaction. Thus, an individual can have multipdeial identities depending on the
communities in which she/he participates. It implegotiation, challenging,
acceptance or rejection of such identities andicglships. Interactional analysis also
underlines the reciprocal influence between SLL ematext. Lastly, the objective
analysis focuses on ‘the observable aspects fdtial context, while the subjective
perspective concentrates on individual perceptairibese aspects’ (Siegel 2003:184).
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According to Siegel's analytical categorisation, pngject involves situated SLL and
micro-analysis, interactional analysis and botreotiye and subjective analysis. My
analysis focuses on: a) the L2 learner’s pointieiwand stances, as well as her reports
and reflection about her own SLL and the situatigims experiences within the TL
context; b) the interaction between her and Endlisland L2 speakers not only to
document her command of English, but also theabtethers in her language use and
learning; c) gender as an element of the gendex=t (see below) and its possible

impact on the learner's SLL.

First, it is necessary to consider the role of tdgimn such interactions, from two
different perspectives: a) that of the English pgakers: how they position the English
L2 speaker; how this positioning influences theitimgness for interacting,

cooperation in interaction and other elements siscpotential help to the L2 speaker; b)
that of the English L2 speaker: how she has adoda$®se interactions and other
resources; how she reacts to the fact of beingipned by English L1 speakers, as well
as to the interaction per se; and the possiblercapsions that such interactions may

have on the L2 learner’s SLL process.

Second, it is necessary to consider what the leadeeto learn the L2, what kind of
tools they use to mediate their learning, what kihectivities they undertake for

learning; and the impact of such activity in theledrner progress, if there is any.

The theoretical framework that informs my study poises two social constructionist
theories, namely poststructuralist theory and sadiaral activity theory (SCTAT or

AT for short) as main theories. Social construgsonis an approach generated by the
work of the sociologists William Thomas and Alfr8dhutz. It involves an array of
theories which focus on the role of human beingges®rators of the social world
(Holmes 2007). This approach argues that specibiddyphenomena and dynamics
(part of what is known as reality) for instance Whedge and societies, are constructed
and created by human intervention throughout hysttill, this approach does not deny
the crucial role of biology and natural forces unfan life (Gergen 1985; Bruffee 1986;
Demeritt 2002).

| decided to use both theories because: a) postalist theory has proved to be a

useful framework for my key studies; b) empiricainwwith AT has explored an array
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of social elements that have important repercusdionthe individual. This provided
me with a useful theoretical and analytical tosl) avill discuss later in chapters 3 and
6. | have also used some major tenets of two spsiahological theories of identity,
which | decided to include at the data analysigestahen | was dealing with my
extremely rich data. | consider these differenbthes as complementary, as they focus

on different sides of SLL with the same approach.

2.2.2 Poststructuralist theory

Poststructuralism is a group of theoretical posgiavhich emerged in the second half of
the 20th century in the frame of the so called posternist age (Lye 1997; Weedon
1997; Cole 2003; Jones 2003). Postmodernism ismplex of movements which
emerged to challenge and contest modernist appesaathose key intellectual patterns
are: a) rationalism, empiricism and objectivityipkthe assumptions resulting from their
application (coherence, stability, order, structurg@versality); b) the continuous
seeking of explanation and causality in all phenmemand c) the concepts of progress
and history (Cole 2003; Jones 2003; Klages 2008¢&his 2006). Modernist
approaches see language as rational, and its mageptual representation is the
Saussurean linguistic sign (signifier and signifild/e 1997; Klages 2003). Thus,
language is conceived as a ‘chain of signs witlacsuibject, produced and seen from an

‘objective’ position or from nowhere in particulaf.(Pavlienko 2002:283)

Postmodernist intellectual patterns are subjegtivitationality and plurality,
multiplicity, and diversity (versus the modernigtitbtomies, for instance,
order/disorder) plus the assumptions resulting ftoeir application (change,
contradictions, incoherence, and uncertainnes&jir{gon 2002; Gauntlett 2002; Jones
2003). In language, they have centred on the poianguage as a means of
subjective formation through discourse (Althusse84 Kristeva 1986; Sarup 1993;
Olssen 2003). Lately, they acknowledge the sigaificdole of media and computing
technology, as well as developing a critical analgs their roles in modern societies
(Lye 1997; Gauntlett 2002; Jones 2003; CastellgiBDO

Poststructuralist theory is strongly rooted in Gannthinking and philosophy (e.g.

Heidegger, Nietzche, Marx and Hegel). SaussuredsFaaud’s works are also
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contributors to it. From these foundations, Fretigorists further developed
poststructuralism (Sarup 1992; 1993; Collins, Maykl al. 1996; Weedon 1997; Reilly
2001). | explain their work briefly below.

Derrida’s deconstruction theory challenges thedirature of the linguistic sign and
focuses on the many possible meanings containadext (Sarup 1993; Weedon 1997).
He also stressed the role of language in the stilgeconstruction of reality (Collins,
Mayblin et al. 1996; Lye 1997). Althusser carried onportant work on the social
construction of subjectivity through language aidgical instrument, thus focusing
on power (Felluga 2003a). He also shed light orehemny legitimization through
ideology rather than by repression, a point takehfarther developed by Foucault and
Bourdieu (Althusser 1984; Assiter 1990; Weedon 997

In his psychoanalytic work, Lacan emphasised thegbboth the socioeconomic
system and language as discursive practices imogieal systems such as
patriarchalism (Sarup 1992; Felluga 2003b). Lacammkk is the cornerstone of the
work of the French feminist theorists Cixous, Kaist and Irigaray (Sarup 1992; 1993),
who in turn influence feminist theorists such asl&uSalih and Butler 2004) and

Weedon (1997), who is one of the main influencedanton’s work.

Cixous is a writer whose work is focused mainlytextuality and sexuality, with an
anti-dualistic and anti-hierarchical approach ttsllenges both biological naturalist
approaches to gender and the patriarchal hieratbizderived from such ideology
(Wilcox 1990). Later, Cixous adopted a broader agpn to feminism involving

politics, ethics and economics (Weedon 1997). Kviatis a psychoanalyst and linguist,
whose work focuses on gender plurality and fluiddyisteva argues that there are
multiple gendered and sexual identities rather thamgle idea of ‘the feminine’
(Kristeva 1986; Kristeva 2002). She also sees lagguas a producer of cultural

elements (Kristeva 1986).

Irigaray is a feminist philosopher whose stanagpigosite to those of Cixous and
Kristeva, as she argues that everything is dichmialhy gendered (Irigaray 1992).
Irigaray advocates a female language from a nonapettalist subject position. This
entails a clear distinction between identity arehtafication, pointing to women’s
adoption of subject positions offered by patriafigma (Assiter 1990; Sarup 1993;

20



Weedon 1997).

Foucault focuses on discourse as a key elememigilysing issues of power, the central
topic in his work. Foucault argued that power isgant everywhere in human relations,
either constraining or facilitating actions, adi®$ and the individual's agency
(Blunden 2005a; Jaworski and Coupland 2006). Fduetso shifted the Marxist focus
on macro-economical elements related to power twavlevels of quotidian social
interactions (Sarup 1993). Foucault offered anaxgtion of a reciprocal influence
between discourse and daily life and its relatiath wower through the concept of the
discursive field (Olssen 2003). A discursive fiddan area occupied by an institution

and its practices (Weedon 1997).

Foucault emphasised the inequality of power ambegtray of discourses of a
discursive field, as well as the different aimsoth discourses. For him, discourses can
whether explain, justify, challenge or contestadlpgropriateness of the status quo,
highlighting how this marginalises, stigmatisesimmisses those meanings and
practices that do not fit in it (Weedon 1997). Fauit also uncovered the important role
of discourse for controlling people, because ofdans of repression and punishment
were neither efficient nor useful anymore; therefdhrough discourse, new more
symbolic forms are used, involving subtle sanctismsh as those mentioned above
(Sarup 1993; Mesthrie, Swann et al. 2000).

Foucault developed further the Althusserian notibthe subject as an ideological
product linked to discourse, to the point of affingnthat it is constituted by the
intersection of several discourses; later, he atgiat the subject was actually a
product of relations of power (Mesthrie, Swannle@00). Foucault also highlighted
the role of power in the availability of subjectsittons to individuals. He emphasised
social construction as a key issue, even in bicklty essential needs such as nutrition,
sheltering, sexuality and socialisation (Blundef24) Jaworski and Coupland 2006).
Foucault is an important reference for feministsause of his theorisation and analysis
of sexuality and the body under the light of poaed discourse (Sarup 1993; Olssen
2003).

Pierre Bourdieu was a thinker and sociologist whioverges with poststructuralists on

some points, His work on power, identity and larggubas strongly influenced both
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Norton’s work and mine, especially his concepthatbitus, capitals and investment
which | will explain in the section Concepts (2)2.Bourdieu’s work moved the focus
from discourse to the relationship between the camoative economy

(communication as a part of the economy) and whaatatied symbolic power (Fowler
1997; Shusterman 1999; Jenkins 2002; Adkins and@k2004; Grenfell 2004).
Through this approach, Bourdieu also highlightezidtiuggle between social classes
and emphasised the role of the economic, sociahetdrical context in power

relations (Bourdieu 1977; Bourdieu 1986b; Bourdi®92; Mesthrie, Swann et al. 2000;
Blunden 2004).

Bourdieu’s theory of symbolic domination conceil@sguage as a means of control
(Bourdieu 1992). He claims that the groups who bt society’s linguistic resources
also control access to other kinds of resourcéiserematerial or cultural. They also
establish the legitimisation of specific elementéarm the social order, leaving aside
others that do not fit within it. The legitimisationakes this social order and its
elements appear as ‘natural’, a situation thasaés above, Althusser had already

discovered and analysed (Bourdieu 1992; HellerMadin-Jones 2001).

Language is thus an important element in symbalmoidation because of its
epistemological role, as well as being a resouratis both an indicator and a means of
control and access to other resources. For Bourthehis symbolic domination there is
a linguistic market in which linguistic producteaguoted, together with other cultural
features (codes of dressing, of behaviour, of rmgpeak, and in general, of ways of
life) (Bourdieu 1992).

2.2.2.1 SLL poststructuralism

SLL poststructuralists focus on the social faceSbE which is usually overlooked by
cognitive approaches (Pavlenko 2002; Doughty antyl2003; Siegel 2003; Mitchell
and Myles 2004). This theory centred specificatitioe relationship between the L2
learner/user, the social context, and the learri&rls process. This involves the L2
learner’s access to linguistic resources (e.gracteon with TL native speakers,
exposure to language, formal learning), her idgntiite communities she has
membership in, issues of power between the L2 &Arser and others and so on
(Bremer, Roberts et al. 1996; Norton 2000; Pavle2®@?; Pavlenko and Blackledge
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2004b; Heller 2006; Block 2007).

Consequently, the poststructuralist view of L2 teais stresses their humanity with
their contradictions, ambiguities, changes and egémncontrol their own learning, all
of which influence the SLL process. It rejects ithea of the L2 learner as a simple
passive entity who receives input and producesubitpeller and Martin-Jones 2001,
Lantolf and Pavlenko 2001; Lantolf and Genung 200i¢hell and Myles 2004;
Pavlenko and Blackledge 2004b; Block 2006).

This view involves acknowledging diversity, mulipty and difference in theorising
aspects of multilingualism, intercultural communica, migration and other complex
situations linked to SLL. Additionally, it recogeis monolingual and monocultural
biases, shifting from a stress on native-like mieficy goals to an acknowledgement of
the L2 speaker’s own goals and communicative céipabithat may differ from this

native-like target.

As | have already mentioned in 2.2.1 and 2.2.2, Baststructuralism has inspired an
important amount of empirical research that hadrdmried to the explanation, analysis
and further development of poststructuralist theoend approaches (Pavlenko 2002;
Block 2007). Usually through ethnography and caisdiss, child and adult L2
processes have been analysed using poststrudttinalisies, in both ‘naturalistic’ and
formal (classroom) contexts (Block 2007).

2.2.2.2 Conclusions

Poststructuralists have a critical stance towdrd<Qartesian view of the human subject
as rational, universal, coherent, free, and autausnThey emphasise the role of
language mainly as a discourse in the social coectstn of the world (Sarup 1993;
Reilly 2001).

Strong points of poststructuralist theory

In addressing language as a key element in idezdfgocial, historical, political and
economical dynamics in the world, poststructuralisive raised awareness about
inequality of power at macro level (individual astdtus quo) and micro level

(individual and context; individual and others).
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Poststructuralists have also characterised laregaa@ powerful tool in the
perpetuation of the status quo through discourddtamough social practices in daily

life.

SLL poststructuralism has stressed the view oL.théearner as a human being, as a
complex entity that influences and is influencedhmry social context within the
dynamics of daily life. It rejects the study oftpuage as an abstract system isolated
from the real world, thus adding richness to thgieical and theoretical work in the
field, and reducing the cognitive bias in SLL resba

Weak points

Relativism: Poststructuralist theory, as part aialoconstructionism, has been
criticised by traditional scientists and scholarsifs relativist position, where truth is a
relative, unstable concept. Allegedly, relativiggnares the natural universal laws and
phenomena that exist independently of human thoagthtactions. Constructionism
also problematises epistemology in arguing the leeplality of all different types of
knowledge (Boghossian 2006).

Exclusion and self-centredness: Poststructuraliasnideen criticised for ignoring the
validity of other theories, especially structuraliand cognitive linguistics; and other
approaches, especially the so-called ‘essenti&sy. naturalist, innatist, evolutionary),
taking a radical position that excludes the po#gitmf complementary and

collaborative research work (Fitzhugh and LeckieéQ

Overemphasis on discourse and discursive pracigesing valuable work made in
the cognitive linguistic area (Fitzhugh and Leck@®1; Blunden 2005b).

Overuse of concepts such as identity and poweddoess the study of language and
SLL (Djite 2006).

In spite of these drawbacks, poststructuralistiheoSLL has contributed significantly
to balance the field through its emphasis on tlseasand contextual areas, long
ignored in favour of the cognitive realm. Poststiualist theory has also highlighted

the impact of elements such as power, identitytrediction, emotions, and so on, in
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SLL processes. Additionally, poststructuralist aygmhes acknowledge the complexity
of societies nowadays, in which multilingualism,LSintercultural communication and

migration have acquired a relevant role.

2.2.3 Sociocultural Theory (SCT) and Activity theor y (AT)

In this section | am going to explain the genesakts of sociocultural theory (SCT) as
a backdrop to introducing and explaining activitgary (AT).

2.2.3.1 Sociocultural theory

Sociocultural theory (SCT) was developed in theQl®9By the Russian psychologist
Lev Vygotsky. His focus was on understanding howan beings develop higher
mental forms (Wertsch, Del Rio et al. 1995; Werts888). Vygotsky died prematurely
and his closer collaborators (e.g. A.N. Leontied &nR. Luria) worked further on the
theory, which reached the West in the sixties (RebB003; Mitchell and Myles 2004).
Since then, Vygotsky’s work has had a number dédght interpretations in what is
known as Neovygotskyan approaches (Lantolf and App@4; Wertsch, Del Rio et al.
1995; Engestrom, Miettinen et al. 1999; Block 20@#&chell and Myles 2004; Duff
2006; Swain and Deters 2007)

The theory claims that a dialectical relationshises between: a) mind (human mental
innate biological assets, e.g. memory, attentiethexes, and the capacity for
guantification); and b) social environment. Thigtenship is the source of human
higher mental processes (e.g. attention, ratidniaking, emotion, planning, learning,
organising), which are not a continuation of innaitdogical faculties, but a new
psychological formation (Wertsch, Del Rio et al9829Wertsch 1998; Lantolf and
Thorne 2006; Kozulin, in Sica 2007). Higher memadcesses allow us to control and
change ourselves and our environment (Lantolf 2088tolf and Thorne 2006; Swain
and Deters 2007).

Vygotsky stressed the sociocultural milieu as anmaiman developmental source,
which involves two key elements, social interactaod mediation, through the use of
both physical tools, and mental tools such as laggyLantolf 2006a; Swain and

Deters 2007). The concept of mediation establifiishumans do not relate to the
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world directly, but through the use of tools (meidiaal means) and sociocultural
practices. Thus, it is not the individual, but ‘fherson-acting-with-mediational-means’
which is key in cognitive development, as it allailvs internalisation of external

interactivity.

Mediation involves the creation and use of artdaethich are socio-cultural-historical
products (physical or symbolic) of the interactimatween a) individuals in specific
conditions in space and time; and b) generationas€quently, artifacts contain
characteristic cultural traits that human beingspadrom previous generations,
adapting and transforming them according to spespatial-temporal (historical-
cultural) circumstances. This results in new andammomplex uses and activities,
sometimes creating a totally different activity @a®n different purposes and in
different spatial-temporal and sociocultural cotég(spin-off or ratchet effect)
(Wertsch, Del Rio et al. 1995; Lantolf 2000; Lahtoid Thorne 2006). This means that
the mediational quality is not intrinsic to artifacbut socially embedded, as artifacts

acquire such qualities through repeated use inrsi evolution.

Hence, artifacts mediate the relationships betwaghuman beings and the world
(physical, mental, emotional); b) human beings \egilch other; c) human beings with
their inner mental worlds, enabling them to be anartheir innate mental functions
and to purposely control, inhibit or use them, tmaking the most of themselves and
their social or material environment (Lantolf 200@ntolf 2006b). Such
‘intellectualization’ (Lantolf and Thorne 2006:2i8)a gradual and constructive process,
and in it resides the key that differentiates huin@ings from primates, though the

latter also use tools.

Artifacts are both ideal and material at the same,tsometimes obvious (e.g when
using a material tool such as a pair of scissarsymbolic (e.g when we use inner
speech or when we plan or imagine a diagram) (Laatal Appel 1994; Lantolf 2000;
Lantolf 2006b). The three interacting categorieantifacts are: a) activities (e.g. play,
education, work, aesthetic recreation, and legdlraadical systems); b) artifacts proper
(e.g. physical tools, weapons, clocks, computdts[symbolic tools (e.g. language,
different numeric systems, music, art, literaryati@n, diagrams, charts); and c)
concepts (community’s constructed understandingseopersonal, social, physical,
mental, spiritual worlds) (Lantolf 2006b:69).
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SCT conceives of language with a double qualitya agmbolic mediational mean
tightly linked to the sociocultural context, and'@snstitutive of thought’ (Swain and
Deters 2007:822). For Vygotsky, linguistic signgdawvo functions, namely indicative
(context dependent) and symbolic (non-context deégenbut categorical and
representational) (Kramsch 2000). This sign’s dyéiliks thinking with
communicative activity in two ways, as unit of beioar (outwardly) and as unit of
thinking (inwardly). Thus, children progressivelygaire ‘the capacity to subordinate
their behavior to their own speech’ (Lantolf ancoiiie 2006:71).

In SCT, this mediating function of language hasbealed ‘languaging’ (Swain and
Deters 2007:822) i.e. ‘the use of speaking andngito mediate cognitively complex
activities’ (ibid), from which both cognitive andfective developments arise. This
function of language is tightly linked to anotheportant Vygotskyan concept:

regulation.

Regulation is a key element in mediation. Vygotakyued that human cognitive
development takes place sequentially on two pldirespn the social plane (as an
inter-psychological category) and next on the psladical plane (as an intra-
psychological category) (Lantolf and Appel 1994ygdtsky highlighted that it is
through engaging in and reflecting on activity thabple make sense of what they are
doing. Language activity (languaging) does not tiute thinking itself, but regulates
thinking through a planning function in which speakprecedes mental and physical
action, creates a mental image of a specific futunek also, helps to prevent any

impulsive action (Lantolf and Thorne 2006).

SCT has identified three different stages in humégellectual development, in which
mental processes are regulated by three distiaotezits. The first stage (object-
regulation) involves the child’s relationship witie objects of their environment. The
second stage (other-regulation) comprehends thegitaelationship between the child
and members of his/her social milieu, using languaga mediational tool, mainly in
the form of speech. More experienced members fargnts, teachers, friends, siblings
and so on) instruct the child from birth in howaitt in the world and how to acquire the
skills to live in it. Inter-mental activity is ineed in such a stage, giving place later to
higher cognitive processes (Lantolf and Appel 19%#tolf 2000). The third stage is
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internalisation, in which the individual shows grpeopriation of knowledge resulting

from the two previous stages, developing it in leiginental functions.

Other-regulation is also known as scaffolding (dapkor coined by Jerome Bruner and
further developed by Neovygotskian scholars) (LHrstod Appel 1994; Wertsch, Del
Rio et al. 1995; Donato 2000; Lantolf 2000; DufD8). Scaffolding involves guidance
from a more expert person (mentor) to a less egpeed individual (novice) through
dialogic shared activity in a specific spatial-tesargd momentum (Block 2003; Robbins
2003; Lantolf and Thorne 2006). The mentor’s raolves controlling the learning
environment, monitoring the novice’s needs and gsg)for guidance, provision of
necessary tools, keeping the focus on the goagjaumaly feedback (Robbins 2003;
Mitchell and Myles 2004; Lantolf and Thorne 200Bdwer relationships and
negotiation are also involved as the mentor isharge until the novice becomes
competent. Scaffolding has been recognized asfalwsacept in pedagogy in the
sense that it emphasises dialogic interactiontthas been criticised for focussing more
on the quantitative than qualitative aspects aranttion (Donato 1994, cited in Lantolf
and Thorne 2006).

Within this inter-personal activity there are sta@é internalisation and intra-personal
mental functioning integrated by processes andities, which happen in what
Vygotsky called the Zone of Proximal Developmer¥ (Wertsch, Del Rio et al.
1995; Mitchell and Myles 2004; Lantolf and Thorr@8). The ZPD is ‘a descriptive
rather than explanatory principle’ (Robbins 2003 @&t comprises the symbolic
developmental space between: a) the child’s a&@lhledge and performance (her
degree of ability in doing things and in behavindagpendently); and b) the child's
potential knowledge and performing abilities iniammediate future through interaction
with more experienced people or through the userogdiational tool (Lantolf and
Appel 1994).

The ZPD involves potential mental functions, asoinprises the past, the present and
the future of the process of knowledge developri@frtsch, Del Rio et al. 1995;
Mitchell and Myles 2004). Yet, the ZPD principleshalso been criticised as a static
misrepresentation of the cognitive process contegbntrast with the dynamism of the
individual's developmental process (Robbins 2003).
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Internalisation is a process of idealisation okexal sociocultural activity that results

in the transformation of symbolic artifacts intgyplsological artifacts to mediate human
mental activity (Lantolf and Thorne 2006; Lantoibb). It also involves reorganising
the relationship between the individual and hernr@mment, as through internalisation,
the person becomes gradually independent from fapeointexts and circumstances.

SCT theory also promotes a ‘genetic’ approach foreral research, involving four
interrelated distinctive domains, namely: a) phglogtic, which centres on biological
processes and addresses the role of mediationalsnogar the human evolution; b)
sociocultural, which focuses on historical processa&ckles ‘the evolution and impact

of artifacts [and cultural practices] on mediatpmcesses and thinking’; ¢) ontogenetic,
which concentrates on individual cognitive develeptover the life span; and d)
microgenetic, which focuses on the developmenterfitad functions or processes over
a short period of time (Lantolf 2000:13).

2.2.3.2 SCT and SLL

When we come in contact with the available medmtioneans of a new culture (e.g.
its language), the impact on an individual's ont@gés can be considerable (Lantolf
and Thorne 2006). SCT agrees with cognitive lingessn that SLL entails more than
the acquisition of new signifiers for signifiedsesldy acquired in L1. Importantly, SLL
is a process that involves re-mediation of therlegs interaction with the world
through the acquisition of new conceptual knowlefgeguage plus metalanguage),
and it can lead to the modification of previousséamt knowledge, thus involving more

than pure linguistic acquisition (Lantolf and Ther2006).

In SLL, internalisation involves negotiation betweamur own language(s)' features and
meanings and the incorporation of a new languageesy It implies assimilation but
also resistance to different degrees, and in bathtons, the individual’'s agency is
important (Lantolf and Thorne 2006:161). Internalisa language (as in the case of
learning our mother tongue(s)) implies control oftbthe linguistic code and the
conceptual knowledge of the L2 community, whilsi.S& related to the control of the
linguistic code, at least in the initial stagesg&eling SLL, imitation is a key element
inside and outside of the classroom though moreared has been done in the latter
context (Lantolf 2006b).
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There is evidence that children and adults se&atufes of the available linguistic
models from their milieu, sometimes through eavesging. In both children and adults,
this lead to vicarious responses externalised tirquivate speech. Also, children
engage in imitative activities in a playful waytesnalising their self-talk (Lee 2005).
Adults are less prone to show playful behaviour @nproduce self-talk or private
speech. This can be associated either to the aesg@f being observed or to the
inculcation of cultural values of taking seriouihe tasks they are engaged in. However
some studies have found playful features in soné gdrticipants’ behaviours. Private
speech analysis has shown that L2 learners usdyntla@gr L1 when they are engaged
in difficult tasks. However, there is also somedevice that they use L2 elements and
show in this way that they have internalised som& meanings from L2 to their

private speech (Ohta 2001; Lantolf and Thorne 2006)

Thus, L2 learners are able to mediate themselvesgh the L2, but there is evidence
that the L1 provides an unique inner speech thaiirmoes to mediate and regulate our
thinking (Lantolf and Thorne 2006). However somalgts have shown evidence that
L2 learners are also able ‘to internalise cultyratlediated meanings and use these to
mediate their thinking’ (ibid, pag. 111).

2.2.3.3 Activity theory

Activity theory (AT) is tightly linked to SCT in nmgy of its elements. The difference
resides in Vygotsky’'s focus on labour as a cemtpakept, draw upon Marx’s work.
Vygotsky highlighted the cultural-historical evalut of practical activity and its role in
cognitive processes (Davydov 1999; Roth and Le&R®owever, Vygotsky left AT

in an embryonic stage, and it was his colleaguesitiev, Galperin, Zinchenko,
Rubinstein and Luria) who further developed thetliein which activity was stressed

as a key concept related with mediation.

Some theorists have argued that the focus of Athermpractical material world places it
closer to Piaget's ‘sensory motor activity-objeqiproach rather than to Vygotsky's
concepts as a source of cognition (Lantolf and Afppé4). | consider, though, that AT
is tightly linked to Vygotsky’s SCT, as for him,taaty, together with mediational
systems and social interaction, plays a mediatioaltowards higher forms of
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cognition (Wertsch, Del Rio et al. 1995; WertscB®8P and human beings change the
world and themselves through the production of &sland the creation and use of
artifacts (namely activities, concepts and physacel symbolic tools) (Engestrém,
Miettinen et al. 1999). Russian activity theorigtsus on two main elements: a) the
activity that the individual (child or adult) undekes within her sociocultural milieu; b)
how the social experience of activity relates @itidividual’s mental development. AT
gives relevance to ‘development, social mechanismastery, motives, operations and
goals’ (Robbins 2003:73).

AT reached Western research in the 1980’s, beirntbdudeveloped among others by
Cole, Wertsch (Wertsch 1998), Rogoff and Lave eWSA; Engestrom (Engestrém,
Miettinen et al. 1999), Nardi and Kuutti in Finlgrahd Holzkamp in Germany (Roth
and Lee 2007). In SLL, Lantolf and collaboratorgénalso used AT as a theoretical
framework (Pavlenko and Lantolf 2000; Lantolf anen@ng 2002). AT influenced the
development of the concept of community of practigé.ave and Wenger (1991). AT

has also been important in information systems €g&trgm, Miettinen et al. 1999).

Activity theory sees human mental functions (higimental capabilities, which in this
theory are known as consciousness), behaviour anigation as dialectically

integrated within a coherent system of activityclsa system is a) an historical-cultural
product; b) collectively organised; c) mediateddyfacts; d) constituted by its own
characteristics, meanings, rules, roles and vafj@gegrated by three main elements,
namely the individual, the object and the commu(tiggestrom 1999; Robbins 2003;
Roth and Lee 2007). Engestréom’s activity triangjlestrates how activity systems are
integrated (Fig. 1.1)
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Mediating Artifacts

L]

Subject AEEER »' Object _> Outcome
’// L
g Pp——————————————
Rules Community Division of Labour

Fig.1.1 Activity triangle (Engestréom, Miettinenat 1999; Roth and Lee 2007)

Activity in this theory is seen as ‘human doingymiversal, conscious social factor
inherent to human existence (Wertsch 1998; RothLaed2007; Oers, Wardekker et al.
2008). Activity involves practices (individual acdllective) that a) purposely
transform the physical and social world; and bedaine the individual as a social
being (Davydov 1999). For activity theory, activiyalso a ‘frame or sociocultural
interpretation that the participants constructhef ¢vents in their context of ocurrence’
(Kramsch 2000:136).

In AT, activities are oriented to objects. An ohjsca complex human construction that
arises from a need, and involves: a) the identibicaof goals that shape specific actions
addressed to tackle a need; b) motivation (motitret)shapes and guides activity. The
meaning of an object is constructed by its usecfividies through time, thus the object
is changed by people’s actions, co-constructioniatapretation (Engestrom and
Kerosuo 2007). Object construction implies the afsmediating artifacts within a
collaborative and dialogical (interactive) procassplving a variety of perspectives

and voices from communities and practices (Engesit®99). Thus, human activity
uses artifacts to act on an object, which in tigodmes both a generator and recipient
of activity (Davydov 1999; Engestrém, Miettinenagt1999).

Motives are the motor of activity, the drive fock#ing a need. A motive involves
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setting a goal and controlling the object. Goaés‘aognitive, executive, evaluative, and
emotional aspects of activity’, which interact witldividuals’ internal processes and
the milieu (Robbins 2003:74). Goals change andexdefined during the development
of the activities linked to them (Kramsch 2000).at%oare the focus of actions. Actions
are intentional and meaningful; they are accomptistinder operations and using
appropriate mediational means. Operations arephtas-temporal context (conditions)

where actions take place (Lantolf and Thorne 2@&8h and Lee 2007).

Activities can be carried out through differentiass and with different forms of
mediation, and each action has the potential obinéng an activity per se. Division of
labour is the result of activities. Some culturatigtivated activities include work,
education, accumulation of wealth and play, fomepke (Engestrom, Miettinen et al.
1999; Lantolf and Thorne 2006).. The conceptiothefindividual always embedded in
the community(ies) also involves the relationsrepAeen community and division of
labour (Lave and Wenger 1991; Engestrom, Miettieteal. 1999; Roth and Lee 2007).
As in poststructuralist theory, agency is an imaatriconcept in AT. Agency means that,
in spite of the important influence that contex$ loa human beings, they have the
power to act upon themselves, others, and theiem{Pavlenko and Lantolf 2000;
Engestrom and Kerosuo 2007; Roth and Lee 2007)néygand artifacts are tightly
linked, as action is always mediated, that is, hubmgings are agents-operating-with-
mediational-means (see 2.3) (Wertsch, Del Rio.et945). Agency is thus constrained

by artifacts and social practices (Swain and De266¥).

Using Engestrom’s triangle and the explanationrRath and Lee (2007), | have created
an example to illustrate the complexity of actividygroup of people have a need, which
IS to improve a community social centre. This grofipeople includes volunteers, a
social worker and a representative of the neightmant. The object is to generate
resources (in economic and work force terms) teestile need. They set the goals,
which are: to raise awareness about the importahttee centre for the community life;
to collect funds from the community and to negeti@ancial help with the city

council; to recruit more volunteers to help in aiety of tasks. The actions are: to
distribute leaflets in the community explaining tieed and the object; to organise a
series of social and cultural events; to take jpaatlocal radio programme; to meet with
the proper council authorities and so on. The dperaare the places and time where

the actions take place (e.g. several places ioith@f Manchester in September and
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October of 2007). The artifacts are the informatovas (leaflets, radio talk) and events
(social parties and political negotiations), ashaslthe physical tools such as
moneyboxes, money, food, drinks, musical instrusiemusical sets, donated items.
Work division, voices, perspectives, emotions, @eahtities are also an important part
of this activity.

Research on AT is centred on explaining procegsssity is seen as a unit of
diagnosis and analysis that unifies the innateolgioal mental functions with the role
that participation in culturally organised activlays for cognitive processes (Lantolf
and Thorne 2006). Importantly, activity theory laéso the potential to explain the
transformation of situations and conditions intavrgpialitative forms, thus

acknowledging the changeable and contradictoryraatiithe human world (ibid).

One strand of AT methodology is experimental antdrirentionist, and is practice
oriented; This methodology has been applied mamtyrganisations, information
systems research and education (Engestrom andue2®@97; Roth and Lee 2007).
There are also a few studies that use activityrihedth an ethnographic approach, for
instance Lantolf and Genung (2002) Kim, (2007niic (2006) and Oers et al (2008).
All of them are case studies that analyse langlinaged to identity, power, and
complexity within communities, using the activitysteem model to address the
complexity of the case. AT is useful in that it prates a comprehensive analysis of
different elements of an activity and how they tehaith each other, as | exemplify
below. From the above mentioned studies, howevsy, laantolf and Genung and Kim
addressed SLL.

Engestrom’s activity triangle has become a widalgditool for analysing activity
systems, as includes significant elements not ohfctivity, but of our social world,

and importantly, the interactions between thesealt useful to analyse my participants'
activities linked to SLL investment. | have sucdebg used it to schematise and
analyse the SLL process for each of my participdrdsnsider that it captures the
complexity of individual identity within a socialifieu and how this relates to the SLL
process in terms of activity, goals and motivesl, #re elements linked to all these
phenomena (e.g. emotions, contradictions, thougetspectives, idiosyncrasy,
internal-personal struggles, cognitive issues @anong.
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It was also useful to identify: a) what tools (syohb or physical) the L2 learner has
used, how she used them and the results obtaihéeér lgoals (objects); c) the
communities where she has membership and the étwden them and her set of
identities; d) her role in the of labour within thecial context; e) the contrast between
the L2 learner's sociocultural rules and the logkds (e.g. codes of interaction); f) the
outcomes of participants’ activity systems andrthiek with gender, identity and SLL

processes.

2.2.3.4 Summary of AT and SCT similarities

Both SCT and AT have as a starting point Vygotskgtais on: a) the dialectical
interaction between the individual-operating-witlegrational-means and the social
context; and b) its influence in the developmenrhiigher mental processes that allow
human beings to control and change themselveshandenvironment (Lantolf 2000;
Sawyer 2002; Lantolf and Thorne 2006; Swain an@3e2007).

Both theories agree in that society pre-exists dweiindividual, as a conjunction of
activities, artifacts (physical and symbolic topls)ncepts, practices and social
interaction. This pre-existence implies a sociagaltinheritance of activities, practices
and artifact use that has suffered multiple trams&tions through time, space and
generations. Individuals have continuous accesisisccultural patrimony, transforming,
enriching and adapting it, thus being part of dibectional relationship (Lantolf and
Thorne 2006).

SCT and AT offer an ontological approach that isansonance with the inseparability
of the individual and the social, both seen aslpcts of a process (e.g. social practices
and action through mediation) on which analysisfoans (Sawyer 2002). This is

perfectly applicable to the SLL process

For both SCT and AT main concepts are: mediatioartifacts; the dialectical
correlation between internalisation and externatisa cooperation and collaboration
linked to mental and social development (Duff 200éntolf and Thorne 2006).

Learning processes are central to both theories.

SCT focuses more on language than AT. Languagesdsational tool is a key element
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in SCT, while in AT it is not more important thather elements of the activity system.
However, SCT is not a theory of language per sealleory of cognitive development
that is compatible with theories of language foduse social and/or cognitive areas
(Lantolf and Thorne 2006).

Transformation is also a key element for SCT and Hie former sees transformation
as a result of the dialectical combination of indidal-social context. The later sees it as
a product of the interactional dynamics within &etlween activity systems. AT
acknowledges the heterogeneity, contradictions namitiplicity of perspectives present
in such systems. Both theories view communicatreegsses as cognitive, linked to

agency, transformation and the social.

Finally, the research methodology associated woth kheories is mainly qualitative,
based on case studies, using both interventiondsetghnographic techniques.

2.2.3.4.1 Drawbacks

Because of the ‘Cold war’, there was a divergeretevben Russian and Western
research and theory for the main part of the 26tiury, which has made for
difficulties in interpreting and understanding Rasstheories and ontology. In addition,
the intricacy of translating such complex works hasfacilitated the situation (Lantolf
and Appel 1994; Kramsch 2000; Robbins 2003). Thustsuntial difference regarding
meanings has made concepts confusing and complitatenderstand. For example,
the word ‘activity’ in Russian has more meaningatim English, thus it can mean
direction, purpose... The same happens with the vgoal’ whose meaning in Russian
implies orientation and directionality (Kramsch PQ®&obbins 2003) Internalisation is
another problematic concept that has brought palanmterpretations, not only in

nomenclature but in interpretation.

Fidelity or not to the original Vygotskian ideasaiso a highly polemic issue. Russian
scholars argue that their Western colleagues hasteratood Vygotskyan concepts
differently. For instance, James Lantolf or Mich@ele use the concepts in their
original meaning, whilst others like Barbara Rogmfflames Wertsch suggest different
conceptualisations, e.g. Wertsch’s concept of ‘ergstthat acknowledges

contradictions and power, or Rogoff's concept @rtcipatory appropriation’, that does
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not make a distinction between the social andrnidevidual (Lantolf and Thorne 2006).

This matter is quite confusing, especially when isneviewing relevant literature.

SCT and AT empirical research have been criticisedelying heavily on micro-social
studies (e.g. small-group case studies, classresearch, or laboratory replication of
real social situations) and trying to use themxjala@n macro-social phenomena, which
is denominated a ‘displacement of scope’ error (®a2002). However, it can be
argued that SCT tries to explain the universalsoghitive development through
emphasis on the social in such processes, anédihdbr example, attempts to address
the macro-social through the analysis of activitstem elements, and the relationship
among different activity systems (Engestrém, Mingtti et al. 1999; Engestrom and
Kerosuo 2007; Roth and Lee 2007)

SCT empirical research still does not give congkigvidence about the relationship
between cause and effect (Mitchell and Myles 20Bé)vever, as SCT is a recent
theory in the Western world, its empirical foundatis not substantial yet, but is still in
progress. AT has become a theory for analysingnsgtons, which narrows its
potential and its scope.

There is also a big difference between Russian @dnN&estern AT, which may lead to
confusion (Robbins 2003). Russian AT is focusedagnitive development and its
relationship with activity’s elements, namely mesy operations and goals. Again, the
difference between the Russian and English languangédes difficult the
understanding of AT concepts. Different approacresadopted by different
generations of AT scholars (Leontiev is considdcepertain to the first generation,
while the 2nd and 3rd generations are constituyed/bstern scholars such as
Engestrom, Cole or Wertsch.) This issue leads neceptual misunderstandings, as the
terms used and the analytic structures are al$erelift, for example, Leontiev
categorises activity in levels, while Engestromsugédolistic interactive analytical

structure to categorise activity.

2.2.3.5 Theoretical compatibility

Until recently (second part of 1980's), the fiefdsecond language acquisition (theory

and research) presented a clear imbalance favocoigigitive approaches over socio-

37



contextual perspectives. Nowadays, the field ghsly more equilibrated, thanks to the
wide range of theoretical and empirical work thas been developed using the latter
(Mitchell and Myles 2004; Swain and Deters 2007).

The two main points of convergence between postsiralist theory, SCT and AT is
their social constructionist view, which centrestba social constructed nature of
learning processes and the relevance of the coimtéxé individual’'s learning, identity
and development. These theories also acknowleddgiee @ole of an individual's

agency in her learning process, where participai@key issue; b) the role of power
in the complexity of social interaction; c) the qalexity of the SLL process; d) the
social co-construction of knowledge and meaningugh social activity and interaction;

e) the key role that other people play in individe@gnition and identity.

An example of the convergence of these theoridgsisise of the concept of community
of practice, a social constructionist concept thratvs from AT, as an analytical tool
used by many social constructionists (Holmes angldvteff 1999; Swain and Deters
2007) My study has also shown the usefulneskisfarticulated theoretical

framework through the use of the concept of agtiaitd the activity system to further
explore and explain the concept of investment. aitnedytic model of activity helped to
identify how the investment took place through\atti | explain this issue further in
chapter 6. The contribution of both theories caultdn a more comprehensive account
of SLL processes, AT addressing the dynamics dhkoontext and the role of the L2
learner in such a context, while poststructuratisbry tackles social interaction from a
perspective that focus on the individual’s idenéitya product of life experiences and

power relationships.

2.2.4 Social psychological theories of identity

As | have previously mentioned, the richness amdptexity of my data, specifically
issues of identity, called for equally complex atialapproaches. In the middle of my
data analysis process, | found two social psychcédgheories of identity, by Sheldon
Stryker (Stryker 1968; 1980; Stryker and Serpe 1$94/ker and Burke 2000; Stryker
and Ervie 2001), George McCall and J. L. Simmons@lsll and Simmons 1978) ,
which helped me to tackle this intricate task. 8bpsychologists emphasise both the

role of human interaction and the role of the imtinal’'s feelings and perceptions in
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identity construction processes. Social psychotdgesories may seem dissonant with
poststructuralist theory in general terms, as tapproaches can be considered
‘essentialist’ —for instance they see identity dixed entity in which changes are
considered ‘disruptions’ (Turner and Stets 2005)wklver, they have made a
comprehensive study of identity in relation to fieg$, self-esteem, and the impact of

social context on these areas.

Social psychologists’ work has contributed to thelg of identity by giving deeper
insights into the roles that human interaction #redindividual’s feelings and
perceptions play in identity processes (e.g. ifieation and exclusion tendencies), also
complementing Bourdieu’s (1977) studies in thigdfid his allowed me to further
explore the relationship between identity and tim@ttgonal realm and its influence in
decision making and participation in communitiee3e elements affect both SLL
processes and access to SLL resources (Norton.20fh)going to explain their work
briefly (for a complete, detailed explanation, $eener and Stets 2005) and then

explain the extent to which | have drawn upon ity analysis.

Sheldon Stryker’s (Stryker 1968; 1980; Stryker &edpe 1994; Stryker and Burke
2000; Stryker and Ervie 2001) identity theory faesi®n the relationship between the
multiplicity of identity, the emotional realm anlklet social context. The theory has some
points in common with my line of enquiry, espediallith Hall (1996), Bourdieu

(1977), Butler (1990), Norton (2000) and Pavlenkd Blackledge (2004b) which are:
a) the view of identity as a multiple entity; btkignificance of the social context,
specifically other’s reactions and perceptionshefindividual, in identity dynamics;

and c) the focus on identification and exclusioacfices that shape identity. This last
point is also linked to Bourdieu’s (1977) work alentity (habitus). The big difference
is that Stryker’s approach focuses on feeling$;estbem and the significance of the
social context and others, using the individuaginal world as a starting point (inside-
outside approach), while poststructuralists foaush@ social context as a source of the
individual being in terms of ideological discoursesl power relationships (outside-

inside). As | have previously said, | consider bapiproaches complementary.

One helpful distinction made by Stryker is thatietn identity and social role: for
him, identity is an 'internalized positional desagion‘ (Stryker 1968:559). That means

that a position within a given social context inxed performing specific roles, but only
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becomes identity if it is internalised by the indival (Manuel Castells (2004a) also
coincides in this point). | am going to explainstfurther in 2.3.5.1 below. Another
coinciding point is the stress Stryker puts ongbeerative and regulative role of social
context for identity. ‘Identities are the meanirggsociated with the roles that persons
enact in a network, and the structure and cultéieereetwork delimit which identities
can be deployed’(Stryker, in Stets and Burke 20001

In this last point resides the importance of Strigktheory. By identifying and
describing in detail the characteristics and dymarof the identity hierarchy and its
connexion with of the multiplicity of identitied)¢ emotional realm and the social
context, Stryker discovered three important elesémt determine the structure of the
identity hierarchy: a) the individual’s degree ohumitment to each identity; b) the
individual's quality of ties with specific sociabntexts or networks; and c) the
confirmation of such identity by others (Stryker,Tiurner and Stets 2005).

This complex group of intersecting elements arebtisds of any hierarchy of identities,
where emotions act as indicators of the viabilita @pecific identity within a specific
social network, community, context and/or situatidbhus, identities have different
values within different social networks and alsdéhim the individual scale of values.
This in turn determines the degree of attachmetatétienent (‘commitment’ in Stryker
terms) to a specific identity. Stryker created adeidhat schematises his theory but |
did not use it because of time and scope constraint

Another theory that gave me deeper insights indatitly issues is that of McCall and
Simmons (1978). Their identity theory is in consce with Stryker’s theory, but their
view is more flexible, as it acknowledges identhangeability, fluidity and
importantly, negotiation as well as the individgadelf-interpretation of her/his
identities. This is important, because it involnes only who we perceive or think we
are, but who we desire to be (Castells 2004a; Gewaird Cribb 2008). The degree of
relevance of each identity is determined by thdiomation of that identity by others,
the degree of commitment and investment (self-astéieat the individual puts in that
identity, and the benefits (in emotional and somains) that such an identity provides.
Importantly, the individual has the sensitivityredate each identity to each social

context.
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McCall and Simmons’ view also coincides with paststuralist views of identity, as
they see identity as an endless process. But | dlaeefound in McCall and Simmons’
theory concrete, detailed and specific explanatarsexamples for all these identity
characteristics. For instance, they explain flyidhy stating that individuals have a
fundamental psychological need for a) maintaindentities which are important for
the person and b) having those identities legiiahdy others. Fluidity involves a
continuous process of ‘legitimating and maintainighgntities’ (McCall and Simmons
1978; Turner and Stets 2005:121). This is achi¢lemligh stable and rewarding
relationships with others. Interestingly, in thregess identities change, become either
‘devalued’ or ‘prominent’ due to legitimation (oot) from others (which results in a
complexity of emotional responses), or becausepbdunities (or lack of them) to
perform such identities. Also, other identities enastructed and added to the

individual’s ‘set’ of identities.

The degree of relevance of each identity is detegthby the confirmation by others,
the degree of commitment and investment (self-astéieat the individual put into that
identity, and the ‘benefits’ (in emotional and sdderms) that the identity provides.
Importantly, the individual has sensitivity to etpi@ach identity to each social context.
The theory also includes the individual’'s self-npretation of her/his identities, thus
involving not only who we perceive or think we abet who we desire to be (Castells
2004a; Gewirtz and Cribb 2008).

McCall and Simmons also identified a series of ésive strategies’ (defense
mechanisms) to balance expectations and outconge® @aoothe the pain arising from
lack of legitimation of a relevant identity: a)doaw upon past successful experiences
enacting an identity (what they call ‘short-ternedit’); b) to look for cues, real or
imagined, that confirm the identity (‘selective peption’); c) to interpret real cues
favourably, in order to feel that the identity enfirmed (‘selective interpretation’); d)
to withdraw from interaction when the identity istracknowledged; €e) to return to an
identity switch that fits the context; f) to blarathers for lack of success in achieving
identity legitimation; g) to disown an unsucces&dentity; and h) criticize and
sanction others for not acknowledging/legitimatihg identity (Turner and Stets 2005).
Norton (2001) provides examples from her studye fmmigrants in Canada that
contain some of the above mentioned strategiesgulse non-participation concept

from ‘community of practice’ theory as her unitafalysis.
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| consider McCall and Simmons' approach usefubtgecidentity issues in my data that
other concepts, such as C o P would not. C o Belilfor analysing the relationship
between participation and identity in specific coomities of practice such as
classrooms (Norton 2001; Lantolf and Genung 20@d2)ntifying resistance and agency
as some main factors involved in participationléak of it). | use the social
psychological approach because it gives more cdmfileexplanations of why this

resistance and agency take place.

| did not use these researchers’ full models aftidehierarchy as my research is not
only about identity and because of the scope ane tif my study. However, their
concept of identity hierarchy may be useful to tifgra hierarchical order in my data

for each participant, as well as possible iderdtian and exclusion practices. These are
all important elements that influence the indivitcli&LL process in terms of choices
about interactions, activities to perform, andtipgration in social networks, and all

this is also related to SLL in terms of how thetiggrants might use or dismiss the SLL

resources and opportunities available to eacherhth

| consider the methodological use of mixed apprea@ppropriate for analysing rich
and abundant data, as it is the case study’snlhelp for a more complete analysis,
either because they focus on different aspectsgpbieaomenon, or because one of them
provides deeper insights into a specific aspethi®@phenomenon, even if such
approaches may seem opposed. In my case, | behibta social psychologists’ work

in the areas of identity construction and idergiyf-hierarchisation.

2.3 Concepts

In this section | explain the main concepts reldtedhy research questions, whose
importance calls for a more detailed explanati@ntbther concepts included in the
glossary. Some of these key concepts, such astaciiwvestment and habitus have
been already mentioned or implicitly explainedetation to my theoretical framework

in section (2.2).
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2.3.1 ldentity

Identity is both ‘who we think we are and who wenivip be’ (Gewirtz and Cribb
2008:40) and how others perceive us (Bourdieu 1Bénwell and Stokoe 2006). There
are many theoretical approaches to tackling theptexrissue of identity, which range
from views of identity as something coherent, fixedtural and universal to those
which see identity as a never-ending process, &aanging, ever fluid. (For a
comprehensive survey of the term, see Ivanic 19@fegl in Joseph (2004:10).

Among other features, identity involves a) the gireanon of identification; and b) the
emotional realm connected to a sense of securityidg from the idea that we belong
to a social group with common geographical, histdricultural and linguistic traits
(Anderson 1994; Heller and Martin-Jones 2001; Mefrand Galasinski 2005; De Fina,
Schiffrin et al. 2006). Therefore, identity cancalse interpreted in terms of membership
of a nation, a language, a culture, a geographiea, an ethnic group, a social class, a
gender, a generation, a profession, and so on [Mestnd Tabouret-Keller 2001;
Swann and Mesthrie 2004). This approach is linkethtegorisation, used in

variational sociolinguistics as units of analysiatégories) linked to linguistic varieties.

Some poststructuralist linguists object to variaisd categorisations, arguing that they
limit and are not in consonance with the natureehtity: *...labels that presuppose
identity as a sociologically stable attribute obgps are usually less than reliable’
(Blommaert, 2005:205). There are arguments thaixiedlity and code-switching

cannot capture the complex relations among langyadentities and speech events, nor
the diversity of interactions, especially in muitjual settings, due to current world
instability and fast changes (Coupland 2003b; Rédeand Blackledge 2004a). My
social constructionist stance is not radical, @wbrk from other approaches (namely
the above mentioned social psychologists theaoieBpurdieu’s work) has contributed

both to my understanding of identity dynamics amcy data analysis.

| assume that the meaning of an identity is co-tanted in social interaction through

language. It involves several processes: a) a s¢gés define ourselves and to project

our self-concept to others; b) others’ perceptibusy which results in how we are

evaluated in social terms. The latter process lertta identities or positions available

to us in our social networks, which may involve oiggfion (Bourdieu 1977; 1992;

Prentice 1994, Ivanic 1997; Weedon 1997; PavlemibBlackledge 2004a; Blommaert
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2005; Ochs 2005).

The postructuralist view of identity conceptualigiess a continuous process that
involves instability, contradictions, change, flitydn time and space, and multiplicity
(Butler 1990; Hall 1996; Kristeva 2002). Multipligibecause a person has several
identities which intersect, interact and are ‘miljueonstitutive’ of a whole ‘I’ (Lawler
2008a:3). This interaction, however, is difficidtanalyse, because there are others
factors involved, for instance, spatio-temporal aadial contexts (Narvaez, Meyer et al.
2009). | found that the interpretation of multiplentities has led to confusion, as the
terms identity, identity positions and social roége used sometimes as synonyms,

when in fact they are not. | will explain my useeaifch term in section 2.3.6.

Poststructuralism claims that identity is constedobr produced within socio-cultural-
historical contexts, which implies a legacy andaiwics from preceding generations.
Language in the form of discourse plays a key imidentity construction and has
strong links with the social context. Discourseehisrunderstood as the view of
‘...language as a form of social practice... languag [..a socially conditioned
process, conditioned that is by other (non-lingc)gtarts of society’ (Fairclough
1989:22). Additionally, discourse is language ‘upedoosefully in particular instances
and contexts’ (Cameron 2001). Power and legitinmadiee part of the ‘non-linguistic’
parts of society. To summarise, discourses comaimiogical meaning, which
legitimates and emphasises specific ways of beirigae world, while it excludes and
stigmatises others (Bourdieu 1992; Wodak 1997; atalstkinson et al. 2003;
Blommaert 2005).

This complex process of social construction alspli@s social constraints (Salih and
Butler, 2004; Ivanic 1999, quoted in Joseph 200Byus, ‘the ‘who and what you are’ is
dependent on context, occasion, and purpose.].flmbst invariably involves a
semiotic process of representation’ (Blommaert,52203). Cameron (2006) highlights
the reciprocal interaction between language anctitye

Whereas sociolinguistics traditionally assumes pleaiple talk the way they do because

of who they (already) are, the postmodernist apgraaiggests that people are who they
are because of (among other things) the way tikypga64).
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Thus, the way an individual uses language (therfand content of speaking or writing)
reflects the person’s identity and leads othetbéanterpretation of that identity, as |
am going to explain below (Joseph 2004; Salih aniteB2004; Pavlenko and
Blackledge 2004a). Language is in this sense, &enaf specific identity and the
corner stone of imagined affiliation (Anderson 1994

For Le Page and Tabouret-Keller (quoted in Mesthnié Tabouret-Keller 2001) the

role of language in the co-construction of identiayn be seen as a projection of the self
through speech, sharing this identity with othem®win turn, give feedback and
reshape the speaker’s behaviour. This is a prafessitual adjustment, when the
individual in question may identify herself withatacteristic patterns of linguistic

behaviour of a specific group, thus incorporatingrspatterns into her identity.

How does this discursive construction take plagsave acquire language [as a young
child learning her L1 or as an L2 learner learrtimg TL], we learn to give voice —
meaning — to our experience and to understanatdreig to particular ways of
thinking, particular discourses, which pre-date entry into language (Weedon
1997:32).

Poststructuralists (Althusser 1984; Kristeva 2082 critical discourse analysts claim
that we all are formed by ideological impositionsh the status quo, which legitimise
themselves as ‘natural’ (Wardekker 2008). Our sefhself, that is, who we think we
are, is shaped by discursive sources that offarrasge of representations ‘within
networks of power and differential access to ecdnpsocial and cultural resources’
(Bauman, 2004:38, quoted in Gewirtz and Cribb 2068)m birth we undergo a
gradual process of identification with such repn¢égons, which eventually become
integrated into our sense of self. When we are feomed’ or ‘hailed’ using them we
respond as if was a natural thing (Assiter 1990etlé@ 1997). Social context is the
source of identity formation, as the ideology thladpes our world, and our identities, is
transmitted by a wide range of institutions (ianfly; political, social and religious
organisations such as parliament, church or theatdunal system; and media) through

language in the form of discourse and discursiaetmes (Hall 1996; Mole 2007).

Hegemony and power are two major elements in tempmenon. The poststructuralist

approach explains why some cultures, languagestiiiés, ways of life, and so on, are
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considered ‘normal’ or ‘desirable’, while otherg aonsidered ‘abnormal’, ‘rare’, or
‘objectionable’ (Bourdieu 1977; Butler 1990; Weed@97; Wodak 2007).
Consequently, the process of identity construcaigo involves processes of
identification and exclusion (Bourdieu 1977; Butl&90; Hall 1996; Castells 2004a).
We take for granted a series of beliefs, normsdggositions that shape not only our
perception of the world, but also how we perceiueselves and how others perceive us,
involving our senses of belonging to or detachnfiemh specific social groups
(Bourdieu 1977; Hall 1996; Kristeva 2002; Galasaskd Galasinski 2007). Thus, we
are ideologically constituted subjects -as we &xays subjected to ideological
discourses, which precede us, and we take for gpldmdth the world order and the
identities we have (Althusser 1984; Hall 1996; Weed997). This claim is in
consonance with Bourdieu’s concepts of habitustihegtion and symbolic violence,

which | am going to explain below.

However, while we are a social product, our idegifilso change in time and space
influenced by a range of elements linked to our tewnal, psychological and social
realms, that is, our social context (Norton 200@tsSand Burke 2000; Adkins and
Skeggs 2004; Turner and Stets 2005).

2.3.2 Investment

Investment (Bourdieu 1986a) is a relational condlegt in turn is tightly related to
another relational concept, that of capitals (R&@34). More specifically, investment
focuses on the acquisition of cultural capital, #melrelevance of emotional capital in
such investment (Lareau 1987; Reay 2004). Puttherspotlight by Norton (2000) who
in turn drew it from Bourdieu, the concept of intraent in SLL raises awareness about
the great deal of energy and resources that LRdesiinvest to achieve a specific L2
goal. Norton stressed that, besides investmergfort, time, energy, and money, the
investor (L2 learner) also invests her emotionalme her self-steem, and her identity in
pursuing the acquisition of cultural (linguistigpstal. | will discuss this concept further

in chapter 6.

2.3.3 Capitals

The concept of capital is tightly linked to the imes of human existence. Bourdieu
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highlighted the concept of capital as an ‘orgamggnnciple’ (Blunden 2004:2), whose
possession allows the exercise of domination (astance against it) within the
hierarchical fabric of societies (Shusterman 1998yler 2000; Jenkins 2002).
Bourdieu identified two basic types of capital (auhl and economic) as basic
generators of other kinds of capital (social anuisglic) (Bourdieu 1986a). Economic
capital is understood as the accumulation of maltezsources, whilst cultural capital is
conceived as accumulation of knowledge and culfBoairdieu 1986a;b; Fowler 1997;
Blunden 2004). Social capital involves individugdgsitions and relations within social
networks, while symbolic capital is the possessibprestige and/or status (Bourdieu
1986a;b; Mesthrie, Swann et al. 2000).

All these types of capital involve power relatioish) which in turn give people the
ability to occupy specific subject positions withiierarchical social stratification
(Jenkins 2002; Adkins and Skeggs 2004). Within ¢toisiplex phenomenon of capitals,
Bourdieu generates the theory of symbolic domimadind legitimation, in which

specific cultural and linguistic practices have emwalue than others, which can even be
ostracised and marginalised (Bourdieu 1977; 19B&% theory also emphasises a sense
of ‘otherness’, a rejection of different forms tlgiat not fit in with the standard or highly
valued forms (Bourdieu 1992; Shusterman 1999). @lsis implies a form of

punishment that Bourdieu called symbolic violersme(glossary).

For Bourdieu, language is a form of cultural cdgBourdieu 1992), in which
communication and a speaker’s linguistic competevit@n a society involve both the
right to speak and to be heard by others, rattaar ginoficiency only (capacity for both
production and appreciation). He introduced thetétcal concept of ‘the legitimate
language’ (Bourdieu 1992) which is tightly linkemldymbolic domination and
legitimation theory and the commaodification of laage within the linguistic market
(Mesthrie, Swann et al. 2000). This is speciallpamant within the SLL field, as the
acquisition of specific hegemonic languages isngpoirtant investment (Norton 2000),

as | have previously explained.

2.3.4 A comparative clarification between Identity, social role and

identity position concepts

Poststructuralist theory provides a fundamentah&dor analysing identity issues
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related to the multiplicity of identity, identity'shangeable nature, and the relationship
between identity and the social context. Nortoklesthese issues through her focus
on how and why identity changes take place withinset of identities, and how the
social context influences these changes, whiclbeastescribed as ‘identity shifts’
(Edwards and Mackenzie 2008)

Norton’s work on identity fluidity (or identity sfis) became a key analytical element,
because it allowed me to trace clearly a) theiozlahip between identity and the
spatial-temporal context; b) the changes in idestitelated to such context(s); c) the
impact of these changes on the individual’s fullefadentities; d) how these changes
affect the SLL process; e) whether progress resulis individual's SLL and its

impact on the individual’s life; and f) the degifgpermanence of each identity change.

However, | found that in her explanation of theitcpplorton uses the term identity in a
confusing way, and after reviewing more literatu®und a more complete
explanations of such complexity in social psychalabtheories of identity (see 2.3.4
above) These helped to explain the differences d@tvidentity, identity positions and

social roles.

Identity theories generally agree that all of wsy@ range of social roles in specific
contexts, thus role performance involves a clefluence from the social context at any
specific time (Hall 1996; Castells 2004a; Benwaelll &tokoe 2006; Schwartz,
Zamboanga et al. 2008; Wardekker 2008; Narvaez eMetyal. 2009). Each social role
involves a set of traits that range from physigadearance to behaviour. However, a

social role is not an identity per se.

To become an identity, a social role has to accminphree characteristics: one, to be
meaningful for the individual; two, to be interrsdd by her/him, a process in which
identification plays a key role; and three, to s@mnd time and space ((Stryker 1968;
McCall and Simmons 1978; Stets and Burke 2000;ellas2004a). Consequently, an
identity is a more complex entity than a sociaéréior example, if a person has the
identity of ‘a sociologist’ in her country of origiand in the ‘new’ country she works as
catering assistant (a social role in a specifidexan this does not mean that she has lost
that identity and she has now the identity of ‘Begag assistant’. This happen for two

reasons: first, ‘a sociologist’ is a high-profitkentity in the individual identity hierarchy,
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and thus it represents a great deal of commitnmhtachment for her. Second, the
individual does not give meaning to that role noesishe interiorise it as part of her
‘set’ of identities, in this case because the daoia involves a potential low-profile
identity. If the individual interiorises the socralle as an identity, she will be a catering
assistant not only in the workplace, but she widintified herself as such always.

Importantly, identity is also related to social taxt, but in a different way from a social
role, as Stryker explains: ‘Identities are the niegs associated with the roles that
persons enact in a network, and the structure altgre of a network delimit which
identities can be deployed’(Stryker, in Stets andkB 2000:117). The difference
resides in how valuable an identity is for an indial, and this in turn establishes the

degree of attachment and commitment to it.

Regarding identity positions, Pavlenko, Blackledgal (2004b) clearly state that an
identity position is a potential identity offerealthe individual by the new social
context(s) (for instance, immigrant illiterate irettarget language, or second class
citizen due to her country of origin, race and sp tmportantly, Pavlenko et al stress
the optional nature of an identity position, asitidividual can often accept, reject or
negotiate that position within such contexts. Hogrethey also acknowledge that in
some cases, the identity position is not negotiabierefutable, such for instance the
one of being invisible for others. Pavlenko gives éxample of Chinese immigrants in
the 20th century America, who were ignored by othrenigrant communities and

denied even the identity position of immigrants(Bako and Blackledge 2004a).

2.3.5 Identity hierarchy

As | have explained in 2.3.4, Stryker (1968; 19&@ues that a person’s set of
identities is hierarchically organised based ornltbé degree of attachment to specific
identities and the degree of acceptance or ackmyslaent that others have of a
person’s different identities. Emotions and seteem are tightly linked to such
dynamics. Thus, a person’s hierarchy of identiteslves how attached/detached
she/he is to a specific identity, and this is imtdirectly related to social contexts and
social networks, where others’ perception is alsmial. Stryker and McCall and
Simmons (1978) also argue that identities havedifit values within different social

networks and also within the individual scale offues.
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2.3.6 Habitus

What is habitus? Considered a key concept in Beuisliwork (Fowler 2000; Grenfell
2004; Garret 2007), habitus is defined as a ‘sysiedurable, transposable
dispositions’ (Bourdieu 1977:72); ‘a socially cahgied system of cognitive and
motivating structures’ (ibid p.76). These ‘dispasis and generative classificatory
schemes are embodied in real human beings’ (JeBRiD&:74) and are learnt in social
interaction and practices. Thus, habitus is produigeand through social interaction
with our milieu. Habitus is stored in the brain as@xpressed unconsciously in our
behaviour, as ‘an integral part of it’ (ibid, p.)7%he ways habitus manifests itself
follow no rules, but are defined by time and spatoatext and the situation which

dictates what is appropriate to do, to say, and twoehave (Bourdieu 1977).

The concept of habitus goes beyond the claim oflibeursive construction of identity,
as Bourdieu emphasised that different kinds ofadqariactices and different kind of
languages (oral, body, gestures) are involved ia wh are (Bourdieu 1977). Habitus is

formed by and reflects

‘...distinctive ways of speaking/listening...writingading coupled with distinctive
ways of acting, interacting, valuing, feeling, drieg, thinking, believing, with other

people and with various objects, tools and techyief..” (Gee 2008:155).

Importantly, habitus reflects the conditions ofst&nce characteristic of a specific
social class. The habitus connects the materiggcte state of a class with the
subjective, symbolic realm that implies a statuhinithe hierarchical social
stratification. This habitus is internalised sitceth through familiar and social
practices, and involves a subtle set of attitudebaviours, linguistic style and use of
language, preferences and tendencies. In thisheadojtus denotes class membership,
but not as a direct reflection of the conditiongristence (e.g. the actual possession of
economic or cultural capital) but more as ‘a salgitacquired through a lifetime’
(Blunden 2004:6).

Bourdieu also used case studies to analyse lingwiatiation from a socio-political

perspective, using the concepts of linguistic meaakel linguistic and cultural products,
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as well as the theory of symbolic domination (MesthSwann et al. 2000). Habitus is
relevant to poststructuralist theory becauselihised to the issue of subject or identity

positions.

Bourdieu made culture and language key elementsfalysing class struggles, power
relationships and the commaodification of symboéisaurces in a cultural market. He
also showed the link between the material condstioinife and the symbolic domain of
cultural capital. He also associated linguistiotgses to power issues, identifying the
role of power in linguistic interactions, whichmmany cases surpasses a speaker’s
linguistic proficiency. Bourdieu’s cultural capitideory also illuminated how the
different kinds of capital interact and influenaek other, as well as the investments
that people make in acquiring one of them in otdeachieve the others also. Also
important to my project are his findings about tise of gender and age as elements to
perpetrate symbolic domination (e.g. the stigmatsaof gendered forms of labour

which is non-favourable for women).

| found Bourdieu’s theoretical intent to explainvhmentity is constructed within
‘society’ appropriate to analyse identity within rdgta. Specifically, | use his concept
of habitus as a unit of analysis to identify anglai my participants’ identities, stories
and backgrounds. Habitus is a difficult concepit as/olves a high degree of
complexity and is linked to other Bourdieu conceqitsh as Field, Doxa and so on (see
glossary) (Jenkins 2002; Garret 2007). Howevegvetfound that it addresses
identification practices in a methodical way, whtlgives a rationale for identification,
how it materialises and the exclusion that it iesl Specifically, habitus covers many
of the perceptible traits of identity, namely waydodily expression (walking, moving,
doing, body language when we talk, cry or laughgtd (aesthetic preferences in
dressing, hair style, milieu, art works like film@ctures, paints, sculpture; restaurants,
dancing and so on); language (accent, vocabulanation) and importantly, the set of

attitudes beliefs, dispositions, practices and belas (ibid).

Thus, habitus explains how our identity materialiseall these tangible, observable
traits that others can more or less read and irgerploreover, habitus not only
involves what we project voluntarily or involuntigribut also the others’ own habitus
acting as an interpretive lens. As we have sea, silerpretation positions an

individual in reference to others’ own set of vauklabitus also involves identification,
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which is another key issue in identity. AdditioyalHabitus is tightly related to social
class and to the acquisition of capital, whichvaflais to analyse people's motives and
goals from an additional point of view (Bourdieur¥91986; 1992; Lawler 2008b)
Bourdieu attempted to explain theoretically theabglic hegemonic practices between
social classes, and their impact on habitus (aeatity for extension)(Lawler 2008b).
To me, Bourdieu is in consonance with theoristhsagcVygotsky (the later taking a
cognitive stance and the former, a sociological) amemphasising not only that our
constitution as an individual is produced by int#&ia with our social milieu, but that
the latter is built up of the accumulation of hrgtal, cultural and social macro and
micro processes as a complex heritage transmétighted and modified from
generation to generation (Bourdieu 1977; Bourdi@®2?] Lantolf and Appel 1994;
Wertsch, Del Rio et al. 1995; Lantolf and Thorn@&0

Habitus gave me a methodical explanation of howtifleation practices emerge in a
different way from the discursive poststructurasisjument, which I think focuses on
identity construction in a more abstract mannebitdia also provided a rationale to
justify practices and tendencies that emergedfggntly everywhere in my data,

while it allowed me to trace their origin within nparticipants’ backgrounds. It also
provided me with a specific way to explain the llmdtween the impact of social context
(past and present) on identity, as well as to tnagmortant differences between past and

present social contexts.

| thus used habitus as a complementary way to exjlantity that goes beyond
viewing it as a product of discursive practicespamtantly for my data analysis, habitus
covers many of the perceptible traits of identyplaining how identity materialises in
all these tangible, observable traits that otharsread and interpret (what Bourdieu
called ‘bodily hexis’ (Shusterman 1999; Garret 2007

For instance, it helped me to find an explanatibwloy the L2 learner is sometimes
ignored or seen as different in their workplaced,anly because they were foreign, but
because of their different social class backgrotiod.instance, said social class
background is denoted through body manifestatiodsagtions (e.g. the way people
move, how they speak, the language variety theyandeso on, which are all
involuntary markers of social class differenced)isiembodiment is a marker and thus,

might cause identification and exclusion practiaed tendencies, which | will explain
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below.

Crucially, habitus not only involves what we piajgoluntarily or involuntarily, but
also the others’ own habitus acting as an inteiygdens. Importantly, habitus is tightly
related to social class and acquisition of capiatsvler 1997; Webb, Schirato et al.
2002; Lawler 2008b), and so it allowed me to arajysople motives and goals from a
different point of view. Habitus also gave me aplaration of why cultural capital is
so important for middle classes and also how tasppsitions, beliefs and knowledge
are legitimated and considered the norm. Thus,atsociologist’s view complementary
to the poststructuralist explanation of hegemomsgulisively transmitted.

Habitus may seem quite a rigid, determinist conddpits in opposition to
poststructuralist views of identity. However, Bowd explained that habitus was a
balanced way of analysing and conceptualisingelaionship between the individual
and the social, which did not embrace total subjisth or objectivism (Garret 2007,
Lawler 2008b). Bourdieu argued that habitus invdlfecusing on real individuals
(agents) and not on pure theoretical conceptstiiaorists such as Althusser (Garret
2007). Bourdieu explained that habitus was a hisbsocial-cultural product (and in
this way he converges to some extent with Vygosskyéws of an individual’s
formation). Bourdieu said that, though dispositians long-lasting, they may be

modified by specific factors such as education e experiences (Garret 2007).

2.3.7 ldentification and exclusion practices and st  ances

Identification is a process that results in themagation and transformation of a specific
trait, either individual or collective (Cameron aKdlick 2003). Identification can be
also explained by self-categorisation theory, inclwlbehaviour is guided by ‘how one
categorises the self —specifically, on which pe@pieseen as similar to self, and which
is different’ (Prentice 1994:38). There are twodksvof self-categorisation, namely
collective (emphasis on similarities among groupmiers) and individual (emphasis
on differences among group members) (ibid). In idieation, the collective level of
self-categorisation is the important one, becausan answer why one defines oneself

as belonging to a group.

Linguistically, models of identity involve the afmentioned process of identification,
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in which ‘language users in some sense are intgridipresent themselves as the
particular kinds of people who use language ineghmerticular kinds of ways ... people
do stake claims to identity by talking in partiaweays’ (Cameron and Kulick
2003:138). Thus, they ‘build identities...by perfongiparticular kinds of acts and
displaying particular kinds of [verbal acts anddttitudes]’ (Ochs 2005:79). For Ochs,
the relationship between language and identityadiated by an individual’s
performance, and the interpretation of it by oth&faus, linguistic forms are used in
discursive practices to perform, to interpret, emdategorise all the intersecting
elements of an identity, such age, gender, solaakcsexuality, and ethnicity (Benwell
and Stokoe 2006).

Poststructuralist theory explains this phenomenitn rgference to power and ideology.
For poststructuralists ‘social identification dedsron publicly circulating models of
identity, as these models get explicitly denotedwplicitly indexed in actual events of
identification’ (Wortham 2006:38). Foucault highitg ‘how models of identity and
institutionalised practices of identification’ eveld historically in Europe up to the
present period of enhancement of such phenomensl{so 2006:7). These practices
involved and still do, the detection, classificatend punishment of deviant models of
identity, which implies what Butler denominatesetfiolence of exclusion’ (Salih and
Butler 2004:12; Weedon 2004). In this sense, aerthEntities are seen as ‘normal’,
therefore, our identification with them and our eqgiation is seen as ‘natural’
(Weedon 1997; Wortham 2006). Wortham points oat th

‘Sociohistorically produced’ practices do not eneegsghoothly from ‘publicly
circulating models and institutional processes’ dariversely, are product of ‘struggles
between and among people, groups and institutia@es: 41).

Thus, ideology, language and power are the coreegies in the regulation and self-
definition of individuals, constraining their aggno performativity (Joseph 2004;
Salih and Butler 2004; Blommaert 2005; Lazar 2006)yays such that they cannot

‘autonomously reinvent themselves’ (Salih and Bu2@04:11) .

This is significant in a world where communities ancreasingly becoming more
mobile and unstable. However, poststructuralisbthelso claims that people can

challenge, resist, transform, recognise or assuogels, categories and practices of
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identity as they emerge (Butler 1990; Norton 20avlenko and Piller 2001; Weedon
2004; Heller 2006; Wortham 2006). Consequently, targbme extent, people have
agency, even though constrained by social normganer relations as | have already
explained. However, Cameron and Kulick (2003:13@Wdattention to the
contradictory and discordant nature of identificatiwhich equally involves ‘rejections,
refusals and disavowals ... as affirmations’. Theyue that such a contradictory nature,
which also involves a big part of unconsciousneas,disrupt or contradict ‘a person's

claim to a particular identity’ (ibid).

2.3.8 Gender

The concept of gender in linguistics has two serm@®s is as a linguistic categorising
concept that classifies words as masculine, ferainimeuter. The other sense is
sociolinguistic and defines gender either as aasdactor or as an analytical category
that is part of social identity (Swann and Mestl2@®4; Sunderland 2006). | am going

to deal with gender in the latter sense.

Historically, the social concept of gender has &lad two main interpretations in
Western societies, both in public knowledge anskcimolarship spheres. In general
science (e.g. biological sciences), institutiomad &ommon sense’ thought, the concept
of gender is unquestionably linked to specific anat and physiological

characteristics (i.e. hormones, reproductive sys{€annell 2005; Giddens 2006;
Cameron 2007a).

In the humanities and social sciences these irg&tons have changed progressively,
attuned to two main phenomena, namely the intenadtetween the socio historical
transformations that Western societies have expeg and the theoretical and
empirical work of postmodernist scholars, espegipdiststructuralist feminists
(Sunderland 2006). There is a debate between tivesgositions, which corroborates
that gender is a complex concept.

Work on language and gender can be tracked inrliistoce the 17th century, with

criticisms of women'’s language use reflecting theadutism of the patriarchal
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ideological system (e.g. Cambridge 1754; Lord Géréistd 1754, both in Coates 1993).
Formal studies on the relationship of gender anduage began at the turn of the
twentieth century and were conducted by linguiatithropologists (Mary Haas) and
linguists (Otto Jespersen). They focussed on @iffees in male and female talk styles
(Jespersen 1998; Cameron 1998b; Eckert and McOe@imedt 2003). An outcome of
this approach is the categorisation of gendersaxel variable within the area of

language variation.

In the 1950’s, French poststructuralist theory lbesn significant for the theoretical
development of the concept of gender (Weedon 1B6kert and McConnell-Ginet
2003; Holmes and Meyerhoff 2003; Cameron 2006ahén960’s and 1970’s (the
‘second wave’ of feminism), research on the retatiop between gender and language
was crucial, and feminist scholars raised awarealessat the role of language as an
instrument for maintaining and reproducing theipathal system’s ideological patterns
(Cameron 1998a,b; Romaine 1999; Bucholtz, Liarg.e1999; Eckert and McConnell-
Ginet 2003; Sunderland 2006).

Feminist research uncovered issues of inequaliyep and hierarchy between men and
women, and the ideology behind male hegemony, isgstdy arguments ranging from
the determinism of biological nature that dictatieel division of labour, to differences

in hormonal and brain functionality (Talbot 1998ninel 2004; Lazar 2005; Giddens
2006; Cameron 2007a).

This feminist theoretical and empirical activitydha big impact on social sciences and
humanities, where the relationship between langaagegender became an important
element of analysis, contributing to the growth amdlution of the new area of gender
studies (Holmes and Meyerhoff 2003; Giddens 20@@dsrland 2006; Cameron
2006a). Sociolinguistics is the subfield in whichraat deal of theoretical and empirical
work on the relationship between language and gdmtebeen developed (McElhinny
and Mills 2007).

Moreover, through the analysis of language useinfism in general and feminist

scholarship in particular challenged the gendeenr@ihe gender order is:

A social arrangement...a system of allocation, basesex-class assignment, of rights
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and obligations, freedoms and constraints, linmis possibilities, power and
subordination. It is supported by —and supportsictiires of convention, ideology,

emotion and desire (Eckert and McConnell-Ginet 28334, italics in original).

The gender order is also ‘patterns of power refatioetween masculinities and
femininities that are widespread throughout sotigyddens 2006:463).

The gender order is integrated by labour, powercatlexis (personal and sexual
relationships) (Connell 2005). Labour refers todhasion of labour in the domestic

and labour market domains, justified by the biotafjsexual nature of men and women,
which in turn shapes the socioeconomic positiorélavle to them. Power involves the
subjacent ideologies that sustain the existing paivacture in society, shaping
socioeconomic relations and its outcomes (i.e.uabty). Cathexis addresses the
dynamics of personal relationships where emotiowspgerceptions play an important
role (Connell 2005; Giddens 2006).

Initially gender studies were focused mainly on veonand femininity, with some
exceptions (e.g. Connell 1987 in sociology and [8eid989; Johnson and Meinhof,
1997 in linguistics). However, the evolution of tlopic has resulted in a more inclusive
approach (Connell 2005; CROME 2009). In the ‘thirave’ of feminism (1990-now)
some important developments have taken placegegat deal of empirical research has
been focused on men (Coates 2002; Connell 2005meilmHearn et al. 2005; CROME
2009) and on queer issues (Salih and Butler 2@)4)iere is increased awareness that
the meaning of gender varies accordingly to difiesociocultural patterns, over
historical time, and through individuals’ life caas (Kimmel 2004; Giddens 2006;
Cameron 2006a), which has also highlighted the ®viediias in the topic; c) a holistic
view of identity and the interconnection betwedritalaspects (e.g. gender or sexuality)
has become relevant in research and theory (EakdrMcConnell-Ginet 2003;

Kimmel 2004; Pavlenko and Blackledge 2004a; Benamtl Stokoe 2006); and d) there
has been a rising awareness of the heterosexuaiiwery and the rights and problems
of the denominated queer communities (Butler 1€24Xktells 2004a; Sunderland 2006;
Cameron 2006a)

2.3.5.8.1 The concept of gender from the perfowitgtperspective

Usually feminist approaches conceptualise gendarsastem of patterns of behaviour
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which is based on the biological sex, and defingthk socially and historically
constructed concepts of male, female, masculimtyfamininity, which vary according
to different cultures and contexts (Eckert and Ma@al-Ginet 2003; Sunderland 2006;
Cameron 2006a). For feminist poststructuralistadge is ‘an inherently
communicative process’ (Romaine 1999:2) construtttezligh discursive practices,
therefore context dependent because ‘gender nesatice encoded in linguistic and
symbolic representations, normative concepts, kpaatices, institutions and social
identities’ (McElhinny and Mills 2007:5).

A major change in the theorisation of gender wégted by the poststructuralist
philosopher Judith Butler (1990), who tried to ggybnd the idea of binary sex roles
built around biological sexual traits. To do scg slorrowed the speech-act theoretical
concept of ‘performativity’ and applied it to gemg€ameron 2006a) to answer an
essential question ‘how do speakers use linguisiources to produce themselves as
[gendered subjects]?’ (Cameron 2006:168).

Butler (1990:16) affirmed that we learn gender friointh through ‘regulatory practices
of gender formation and division’. Therefore, we apot naturally gendered people, we
do not have innate gendered attributes, but weugithdare constructing our gender
through repeated actions (iteration) embedded¢iobastorical conventions, that we
also are displaying and reflecting or, in other dgmperforming, and doing (Butler
1990; Benwell and Stokoe 2006; Cameron 2006a).

Putting it in another way, gender is a social casion. It is not an innate, fixed
category of our identity, but it involves a fluidsence, ‘a continuum, [where] the polar
opposites of male and female have defined the lcasggories’ (Romaine 1999:8).
Accordingly, gender is a never ending process [iSaid Butler 2004). Also, we
produce gender through our bodies' expressionshihgs and activities we do, and
through others’ perception and categorisation. Soatiers are also linked to power and
ideology (Talbot 1998; Giddens 2006; Cameron 20&8&grt and McConnell-Ginet
2007) .

Importantly, gender performativity challenged thegtiss quo that sees heterosexuality as
natural, and punishes everything outside theseraktgender meanings and

expressions. It is important to clarify, howevéattButler does not use ‘performativity’
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as a synonym of ‘performance’. She explains thefop@ance is part of performativity,
but gender performativity is a more complex condbkgt involves social norms that
have been previously established, which constituté, and condition a person’s
agency, and also sets up the meaning of gendesrpece (Cameron and Kulick 2003;
Salih and Butler 2004).

Within this situation the gender order and lingaisbnventions dictate the boundaries
of individuals’ thoughts, actions and behavioursofak 1997; Eckert and McConnell-
Ginet 2003; Lazar 2005). For example, we have geadspeech as a result of
continuous practice and reinforcement of the astenmd styles of talking identified

with a specific gender. Thus, through performingsthactions we become gendered
subjects, and we construct our gender through #diation of both gendered activities
and speech. So there is a clear relationship bettieeinterpretation of the
performance’s meaning and context. Hence many postsralist studies of gender and

language are ethnographic, as | have explainedeabov

The change in the concept of gender has also mfkekthe use of the term itself. In
social sciences and humanities, the clear distindietween the concepts of gender (a
fluid social construction on biological sex) and ¢kiological reproductive differences
between male and female bodies) is acknowledgedised! In sciences and in popular
use, the preferred term is ‘sex’, and gender igl @sea ‘polite’ synonym of sex
(Cameron and Kulick 2003; Giddens 2006)

There are some objections to the poststructu@istept of gender. Some approaches
(known in poststructuralist theory as ‘essentidl(g.g. evolutionary psychology) do
not acknowledge gender as a fluid social constagiCameron 2007a). They
perpetuate an emphasis not only on biological urat points of view, but on disparity
(Joseph 2004; Connell 2005; Benwell and Stokoe ROOBtributing in the view of
poststructuralists to sustaining the ideologicateyn based on male supremacy,
inequality of power and hierarchy (Connell 1987 @aon 2006a).

2.3.8.1 Therelationship between gender and identity

Poststructuralist accounts place gender as a caitpieside a complexity, that is, as a

part of identity. Gender intersects, interacts padicipates in reciprocal influence with
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other complex social elements, namely social clags, ethnicity, age, geography and
sexuality (Kimmel 2004; Besnier 2007).

Sociolinguists, however, study such elements indiaily as variants, as | have
previously said. Poststructuralists study iderditgl gender as complex entities, because
they are conceived ‘not as a social attribute B aet of contextualised practices’
(Swann and Mesthrie, 2004:44) that ‘do not simpReict pre-existing categories’
(Wortham 2006:42) but are continuously shaped asdaped in time and space. On
this basis, we have gendered identity (Butler 12004; Weedon 1997; Kimmel 2004;
Cameron 1998, 2006), ethnic identity (Fishman 1983eph 2004; Meinhof and
Galasinski 2005), national identity (Anderson 19%dseph 2004); social class identity
(Weedon 1997; Castells 2004a; Giddens 2006). Tieer@lation and intersection
between all the above mentioned types is always@eledged, a complex system that
integrates the individual as a whole. This is inb@ot to understand identity in a wider

sense.

For example, some poststructuralists have recangiyed that studying gender as a sole
element had its merits in the past, but that thdysof the complex nature of identity

and its relation with language needs to be tacklmt a wider approach that includes

all the correlated parts of such a fluid and elesithole (Pavienko and Blackledge
2004a). As identity is in turn part of an equalhstable and even more complex
concept: life (Kimmel 2004; Salih and Butler 20@stells 2004a; Blommaert 2005;
Connell 2005) there are stances that advocate e poditical use of the term as a

means to promote a more inclusive world (Salih Rater 2004).

Sociolinguistics involves many theories and apphneactherefore many theoretical
frameworks are used in the analysis of the relatignbetween identities and language.
Apart from the approaches that | have mentiondtisichapter, there are also the
sociopsychological approaches, based in theoriess@él and ethnolinguistic identities
(Tajfel; Giles and Byrne; Berry, quoted in Pavlerskal Blackledge 2004). However,
poststructuralist linguists advocate a more integeav of identity in theoretical
frameworks (Pavlenko and Blackledge 2004a). Thguathat sociopsychological
approaches oversimplify the fluidity and contradigtnature of identity, focusing only
on two elements, namely ethnicity and identificatio
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2.3.9 Social context

| have already talked about the importance of $@oiatext from a social constructivist
point of view, which changes its role from thatsohply background to the source of
human formation and development. The social consextnstituted by communities
and social networks (real and virtual) (Siegel 20D&stells 2004b; Ryberg and Larsen
2008; Zhao, Grasmuck et al. 2008)

Scholars acknowledge the increasing complexityoofmunities, the gradually more
relevant role of context and its fluid nature aédno the world’s contemporary
instability, and the role of media and internetriaking global the local, which makes
social structures and categorisations more unpedae; with all this being linked to
ideological issues (Coupland 2003a; Benwell an&&t®006; Eckert and McConnell-
Ginet 2007; Inoue 2006). They also point to thesrepssions of such phenomena on
identities, which are now constructed in even aemwadical continuum of positions and
realities in which imagined communities range fritv@ ultranationalist appeal of
geographical and linguistic cohesion to the blulvedndaries of the internet’s huge

communities.

| have found three important concepts of commusitiged in sociolinguistic research
(and in other disciplines as well). They are comityunf practice (Lave and Wenger
1991); social network (Siegel 2003; Swann and Mes®004; Stutzman 2006); and
speech community (Hymes 1977).

A social network is defined as regular interactiorlationships between individuals,
where the units of analysis are the connectioriesibetween the members of the
network, rather than their identities (Swann andtiee 2004). The networks can be
classified in two analytical categories: whole-netkv(description of all inter-members’
relations within a group or sub-group) and ego-mekwdescription of one member’s
relations regarding their number and nature) (SvwarthMesthrie 2004). Social
networks have been claimed to have a big influemckanguage use, especially in
variation, language shift and power issues suclemegy of a language, heteroglossia

and so on.

A community of practice (C o P) is ‘an aggregat@ebple who come together around
mutual engagement in some common endeavour’ (EakerticConnell-Ginet
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1992:490). C o Ps are locations in individuals'igbeetworks, and they mediate the
individual's relations to larger institutions (sot& churches, legal systems) and to
more global imagined communities (nations, hipiwepmen) (Holmes and Meyerhoff
1999)

A speech community is a complex concept coined &y Bymes (1977) whose
meaning has been elusive and controversial dusegdkes. Its main focus is to explain

the relationship between language and society (Rang000). It can be defined as

...people who are in habitual contact with each oblyameans of language — either by a
common language or by shared ways of interpretimguistic behaviour where

different languages are used in an area (SwanMasthrie 2004:293).

The differences between them are that a C o Prejregular and mutually defining
interaction and participation. In social netwong,contrast, some ties exist even
among people who have limited or infrequent confidloimes and Meyerhoff
1999:179). The C o P involves shared norms andreadtg defined membership, and it
is focused on practice as unit of analysis, whikeg¢peech community focuses on:
speech as unit of analysis, shared practices eresiis, connections between identities
and groups, and how inter-categorical boundariecanstructed or maintained
(Holmes and Meyerhoff 1999).

In its scope, the C o P is limited and more loaal] it is focused in micro-dynamics
and in itself. The other two types of communitias ©e wider or even huge in scope;
they focus on macro-dynamics and tend to the homsgton or collectivisation of
their members, while take a more integral view with macrocontext, for instance,
including interrelations between communities (Raon®000; Joseph 2004; Benwell
and Stokoe 2006; Eckert and McConnell-Ginet 208@kial networks also include
more complex communities such as newly formed conities or online communities,

in which membership is a complex matter (Duff 2006)

2.4 From literature review to research questions

The SLL research agenda is characterised by anardge of theoretical approaches
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distributed along a continuum whose two ends agmitwe and social, respectively.
Within this panorama, cognitive approaches have laee still are, dominant in the
field of SLL (Doughty and Long 2003), but sociapapaches have gradually won a
place in the field in the last 20 years (Block 208tchell and Myles 2004)

Social approaches focus on: a) the individual esnaplex being (e.g. using the
concepts of identity or agency to analyse the ka8iL process); b) the relationship
and relevance of the L2 learner’s social and cdngxmilieu (e.g. analysing social
interaction, knowledge co-construction); ¢) an eapproach to research (emphasis on
the participant’s perspective); d) the view of laage as an instrument embedded in
complex practices (e.g. a means of social co-cocigtd learning; a discursive practice)
(Block 2003; Duff 2006). They have contributed éeisg the SLL process from a
holistic point of view (Swain and Deters 2007)

Social constructionist theories do not explaineptth some important issues related to
identity, as for instance its links with the ema@brealm, so important for explaining

and understand the L2 learner’s behaviours, detisiaking, stances and emotions, as
all these elements have an impact on the SLL psocesne way or another. They also

ignore relevant elements such as social class.

After reviewing the wide range of literature deaith in this chapter, | consider | am in
a position to conceptualise the research questionsig my empirical study.

First of all, 1 think that the research done in img of enquiry has opened an interesting
area for further exploration, namely to study thguasition of a second language
drawing on different interrelated perspectivesigittg, migration, gender). Hence my
first, general question:

In which ways do gender, identity and the expegenicmigrating relate to my
participants’ SLL goals and processes? How ddali¢ elements interact?

As this is a comprehensive question, | have fortedlanore specific related questions:

Norton’s concept of investment in SLL has poterdgmh unit of analysis, because it
addresses the relationship between identity anddbial context, but unfortunately it is

a confusing concept that needs further explorafitiis, my first series of research
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guestions try to tackle this issue, drawing ondtecepts of cultural capital and activity
theory reviewed in sections 2.3.5.3 and 2.3.3.3@pand the more elaborated

investigation of identity presented in section 2.8. They are:

How do my participants invest in cultural capits#/hat do they do in order to acquire
this capital? What may SLL investment involve itivaty terms? What may SLL

investment involve in identity, emotional and sbogims?

Norton’s findings on identity shifting, plus insigghfrom social psychological theories
of identity (see section 2.3.5.4) have also ledorthe formulation of a further group
of questions:

Do my participants have identity shifts? If yeswhaoes this happen? Are those
changes gradual, radical, unexpected, and so omthaAy related to the identity
positions offered by the new context? Are theytesldo the participants’ social roles?

With regard to gender, an important question hasrged from my literature review
(sections 2.1. and 2.3.5.8):
Do gender relations influence my participants’ iattéions and their language learning?

How?

Another general question arisen from my reviewelated to social context (discussed
in section 2.3.5.9):

How does the social context (e.g. social netwadrksyactions, membership of different

communities) influence my participants’ SLL procesand identities?

| formulated a series of more specific questionaddress the complexity of those
interrelations, drawing on concepts of communitiepractice (section 2.3.5.9), habitus
(section 2.3.5.6) and identity hierarchy (sec2d®.5.5) :

How important is the role of others (specificallgdglish L1/proficient English L2

speakers) in my participants' SLL learning?

Does identity play a role in my participants’ memdbgp and participation in different

communities? If yes, in which ways?
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How does identity influence my participants’ descis about who they interact with

and why?

What are the more/less important identities forpasticipants in the new context (UK)

and why?

The nature of the multiple case study, which isaug of individual cases, required a

particular question:
What do the cases have in common? What is diffenerang them?
In order to address the above mentioned quest@onappropriate methodology, based

also in the literature review, was necessary tdgbioth data collection and data

analysis, and this is explained in the next chaXer
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Chapter 3 Study design, data collection and data

analysis methods

The aim of this chapter is to explain my projedésign, data collection and data
analysis methodologies.

3.1 Research questions and choice of methodology

In the second chapter | addressed the theoretackignound, concepts and key previous
research that inform my study. All these elemesgpgecially the last, together with my
research questions, have had a big influence ichbe&e of design and data collection
methodology for my own study, specifically Nortof2000) case study. Consequently,
| designed my study drawing upon this line of emgubut also including a quantitative

tool, as | am going to explain below. My researabsjions are:

In which ways do gender, identity and the expegenicmigrating relate to my

participants’ SLL goals and processes? How ddaké¢ elements interact?

How do my participants invest in cultural capits¥hat do they do in order to acquire
this capital? What may SLL investment involve itinaty terms? What may SLL

investment involve in identity, emotional and sbtems?

Do my participants experience identity shifts?dEyhow does this happen? Are those
changes gradual, radical, unexpected, and so aanthAy related to the identity

positions offered by the new context? Are theytegldo the participants’ social roles?

Do gender relations influence interactions and lagg learning, and if so, in what

ways?

b) How does the social context (e.g. social netapirkeractions, membership in

different communities) influence my participantsLS$rocesses and identities?

How important is the role of others (specificallgdglish L1/proficient English L2
speakers) in my participants' SLL learning?
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Does identity play a role in my participants’ memgbgp and participation in different

communities? If yes, in which ways?

How does identity influence my participants’ dearss about who they interact with

and why?

What are the more/less important identities forpasticipants in the new context (UK)

and why?

¢) What do the cases have in common? What is diffteamong them?

3.1.1 Choice of ethnographic case study research

As | have mentioned in chapter 2, my line of enguses a qualitative, specifically
ethnographic approach. The suitability of this methlogical approach for social
constructionist research resides in: a) the pakaotiethnographic methods and
techniques to explore in detail, longitudinally amith flexibility how people make
sense of the structures and meanings of the wiboligh sharing perceptions and
interpretations between the researcher and otdenduals (O'Reilly 2005; Berg 2007);
b) the research targets of social constructiompt@aches, namely individuals seen as
human beings and not as depersonalised objectsdyf, sncluding their participation in
and reflexion on their own lives and processesi&scSLL), and their perceptions and

experiences within a social context that in turaypla relevant role in their lives.

Ethnography has different research techniques wihycto cover different levels, areas
or facets of whoever or whatever is being studiz@hsequently, it has an implicit
triangulation (O'Reilly 2005; Seidman 2006; Ber@?2p Additionally, ethnography
entails: a) involvement in direct and continuoustaat with individuals within their

daily sociocultural contexts; b) identifying thegelents that integrate such contexts and
how such elements are interrelated, from the pdaiico the general and vice versa,
and c) a fluid and flexible design that allows trety (Saville-Troike 2003; O'Reilly
2005; Rubin and Rubin 2005; Silverman 2005). Taigriportant for my line of enquiry,
which focuses on the individual, the possible wiayshich they interact with the social

context, mutual influences between individual aodtext, and eventual outcomes.
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Finally, ethnographic studies are usually centreaaturally occurring events; overall
therefore | considered ethnography the ideal ampréa my study design and data

collection.

The main ethnographic research tools are a) obsenvia situ (which involves

listening, watching, questioning, performing); bdarviewing (itself an interactive
activity); c) analysis of documents (diaries, Ieti@ohotographs, newspapers); and d)
participative involvement within a specific sociokltiral context (O'Reilly 2005;
Silverman 2005; Neuman 2006). The historical pregjen of ethnography has resulted
in a current division between ‘traditional’ ethnaghy (e.g. the work of Malinowski)
which usually studies societies not familiar witie tontemporary and Western worlds,
and ethnography addressed to urban societies fddasastance on street life, social
problems, health and educational institutions amwdraunities (Berg 2007), which is

the tradition to which my reference studies andawy study belong.

Regarding my case study approach, | have threemedsr choosing it. First, | consider
that it has proved to be a successful researchrtdbé key studies that inform mine.
Second, | found, by the definition of case stutgt it was an appropriate method, as
case study is ‘a complex entity (my group of L2 laéemale participants) located in a
milieu (the complex multilingual setting of theyf Southampton) or situation (the
SLL process) embedded in a number of contexts ckgvaunds [e.g.]
historical...social, economic, political, ethical aaeisthetic’ (Stake 2005:449).

Third, | found that my own work could benefit frazase study from both a micro and
macro perspective, as scholars argue that stughartgcular individuals or groups

within specific settings may help us make sens®oiplex matters and understand
broader issues (Silverman 2005; Stake 2005; Do2g@7). The rationale is that a) the
study of a particular individual, group or commuyrgan help to understand other
situations in other contexts (Yin 2003; Silverm&02; Stake 2005; Dornyei 2007); and
b) a case study can elicit uncommon data to comgugast general variables, whether
reinforcing or questioning them (Rubin and Rubi®2)p It is also a flexible method
that may result in the inclusion of new cases ameedentify the initial findings, and

this has a positive repercussion on the generalisat our findings (Silverman 2005).

Case studies are classified as: intrinsic (studthegcase for the sake of the case itself);
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instrumental (the case as supportive element fderstanding a specific issue); and
collective or multiple (research focus on a setaxfes) (Stake 2005). My main

reference study (Norton 2000) uses a collectivieunsental case study, and so do |.

Some case study drawbacks are: First, the richaressomplexity of the data obtained
is a challenge for data analysis, especially fov researchers (Silverman 2005;
Neuman 2006; Dornyei 2007). | agree with that aftgrown experience, which led me
to consider carefully my data analysis methodol@gyl investigating the options was a
time consuming though worthwhile task. Secondréueiced number of cases makes
difficulties for generalisation. A counter-arguméathis is that generalisation of results
is linked to the theory and not to the number @fesa and that generalisation also
depends on case design, namely a) focus on tharchsguestions; b) rigorous
application of the methodology; c) synchronizatimtween the chosen analytical tools
and the theoretical framework; and d) high analgtasdards (Gillham 2000; Yin 2003)

3.1.2 Triangulation and the inclusion of a quantita  tive tool in my

methodology

Triangulation is said to be linked with the religtlgiand validity of a study. This is
particularly important for qualitative approachaescarroborative findings help to
diminish bias and sustain accuracy (Rubin and RR005; Silverman 2005; Stake
2005; Neuman 2006; Berg 2007). However, in ackndwileg the fluidity and
changeability of human nature, which cannot bewaptand analysed in the same way
that is done with issues and elements in exacheegeand physics, Seidman (2006)
proposes changing the term ‘validity’ for otherattbetter reflect such matters, such as
‘credibility’, ‘trustworthiness’, ‘transferability’ ‘dependability’ and ‘confirmability’. |
agree with him.

Triangulation implies a multiplicity of perspectwen the research target (Berg 2007)
and corroboration between different methods or@esiof data, thus providing a wider
view of the phenomenon as richer data is obtaiSddgrman 2005; Stake 2005).
However, it also has some limitations. For examgble fact of obtaining a significant
amount of data does not guarantee that the resedfachieve ‘an overall truth’
(Silverman 2005:122)
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The degree of compatibility and complementaritynssn research techniques also
represents a challenge for triangulation (Silverr2@05). The theoretical framework
and fieldwork experiences of previous studies nmadelable by the literature review
are essential for tackling the matter successfallythey provide key concepts and
issues linked to the research questions. In thesd elements will indicate the set of

relevant categories for coding data (Silverman 2@ignyei 2007).

Types of triangulation (O'Reilly 2005; Neuman 2006)

A number of triangulation types have been iderdifiy methodologists. These include:

Triangulation of measures: A quantitative approiet involves taking several
measures of the same phenomenon by different gebsi to document all possible
aspects.

Triangulation of observers: This involves seveeslearchers using the same
ethnographic methods such as observation and ieténg, resulting in obtaining
different points of view about the same phenomebotf) contrastive and
complementary.

Triangulation of theory: This implies the use ofe&l theoretical approaches as a basis
for the project design and analysis.

Triangulation of method: This involves the use offbqualitative and quantitative
methods, which can be used either sequentiallynaultaneously.

Internal triangulation: This involves the use ofltiple techniques for collecting data
from the same person, or phenomenon.

External triangulation: This implies comparisorobtained data about the same person,

people or phenomenon by several researchers.

In practice, researchers use several types ofguilation at the same time. In my project
| have used triangulation of theory and methodyels as both internal and external

triangulation, as | am going to explain next.

Triangulation of theory: | expect that this appioaevolving poststructuralist theory,
activity theory and social psychological theorylwive me different, complementary or
opposite views of the same issues. For exampleahastive use of different theories
may help me to explore and understand more cl&oiyon’s (2000) specific concepts

such as investment, identity and gender.
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Triangulation of method: | am using both qualitatand quantitative approaches
(ethnography and language testing). | expect treethnographic approach will allow
me to gain a deep, rich and detailed insight iheoihdividuals’ identities, their former
and current social contexts, how these may retatieet SLL process, and whether
gender influences the learners’ SLL processesh@mwther hand, measuring specific
linguistic aspects will allow me to identify poslglrhanges in my participants’ level of
proficiency in English, and this will give suppéotany observations and accounts that
identify or report such changes. Importantly, aave explained in chapter 2, the
inclusion of a quantitative method is a notewordifference between my work and my

reference studies.

External triangulation: The supervision of any @oate is a periodical and institutional
kind of peer review between an expert and an apipeehe research experience and
the scholarly background of my supervisors traesl@to advice and guidance, as well

as the literature review, are the key elementsnipprojects’ external triangulation.

Internal triangulation: | apply three different datollection techniques to obtain

information from the same individuals under simg#uvations and conditions.

Additionally to triangulation, my rationale for inaling such different theories and
approaches is that the study and analysis of conmgdeies such as identity, context,
history, society, power, hierarchies, culture amfuage requires an holistic approach
(Breen 2001; Block 2003; Olesen 2005)

3.1.3 Ethical issues

An ethical code of conduct is relevant in any giBoe but a must in ethnography, as it
involves research on people and their lives in maayms (social, psychological,
emotional, private and personal). Current reseeticics in general and within
poststructuralist and feminist approaches in paldic advocate a research process
based on respect towards the participants firsf@manost, and to colleagues and
society in general (Schutz 1971; Pavlenko and Béalge 2004b; O'Reilly 2005;
Olesen 2005; Rubin and Rubin 2005; Berg 2007). &ty place the wellbeing and
integrity (physical, emotional or psychological)gdrticipants in first place, taking into
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account the researcher’s more powerful position.

Social constructionist and other research appraasiheh as critical ethnography and
action research claim that ethical principles st@d further than simply meeting the
requirements of getting a consent form from théigpants, and involve a genuine
respect for people who are sharing parts of tivasland of themselves with the
researcher (Denzin and Lincoln 2005; Foley and Malela 2005; Fontana and Frey
2005). Especial emphasis is given to protect maheerable people such as children,
people with health or psychological problems, rekgy and so on (Fontana and Frey
2005; Olesen 2005; Neuman 2006; Seidman 2006).

Nowadays all the academic bodies and instituti@ve ltheir own ethical guidelines.

For instance, the ones | am following are fromBinésh Association for Applied
Linguistics; the Lancaster University Ethical Gdides for Social Researchers; and the
Economic and Social Research Council Research<&namework (BAAL 2006;

ESRC 2007; Lancaster 2008). All of them addresdasirathical issues that are

summarised below.

Professional integrity: This focuses on integrityconducting and reporting research. It
demands from the researcher: to fit her/his owslle¥ qualifications to the research;

not to jeopardise future research for others asasgdherself in any way; to conduct
research without deceiving, covering up, exploitiexgercising coercion, and so on, and
with sensitivity towards participants and theiriguil. Also, it implies submission of the
work for peer examination, always taking into agtqearticipants’ rights;

acknowledging other researchers’ intellectual prigp@voidance of making up,
misrepresenting or intentionally biasing data; eequbrting the study and all its stages,
data, methods, procedures and outcomes in a cledeystandable form for the research,

academic and student communities, as well as fumsrs and general public.

Participants’ rights: These include providing fimfformation about both the study and
the researcher; participation on a voluntary bagtisout any kind of coercion,
including the right to withdraw from the study wieser the participant feels is
convenient; anonymity and confidentiality of givieaformation in tacit or explicit form;
protection against any harm (physical, emotiongdsychological); the right to

complain if it is believed that research has bemrdacted in unethical, aggressive or
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coercive way; the right to read transcriptions #redstudy report and to give their

opinion, as well as to have some data removedisicdered harmful.

Researcher obligations: These include respectdudicgpants’ rights, privacy, feelings,
ideology and background (cultural, ethnic, educstipreligious and so on); not to
exercise any kind of coercion or manipulation aftipgpants for any reason; respect for
participants’ decisions about withdrawing from #tedy; always being clear regarding
personal information, intentions, goals and usgiwén information; protecting
participants from any kind of harm (physical, eronal, psychological, moral); and not
putting her/himself or others at risk of any kirficharm; upholding as far as possible
the anonymity and confidentiality of the data obé&ai from participants and their

milieus (for some basic documents related to thdystsee Appendices 2 to 6).

3.2 My case study

| briefly introduced my case study in chapter 2wNam going to explain it in detail
including participant recruitment (the participamofile, how | recruited my
participants, how | started to build some rappang, study design and the data
collection methods.

3.2.1 Participant profile

The participant profile included being an adultage) female English L2 learner/user
who had been living continuously in Southamptonaileast one year. | considered
that such a period of time was enough to becomdiéarwith the context, settled and
having had enough experiences in the new contexdth®er factor was their prospective
time of residence in the city (initially it waslafst six months from the beginning of
the data collection, but soon | extended this gkt@oone year because of the holiday

interludes and other potential setbacks).

It was not required from the participants to beneay English in a formal way, but
their level of English should range from intermeeieo advanced, as it was necessary
from them to be able to understand and more impthytado answer questions in as
detailed and rich a way as possible. However, kel lof literacy in their mother

tongue was not a relevant issue. Preferably, buéxausively, they should belong to
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the main non-English communities of the city, nametian, Polish, Chinese, and
Afro-Caribbean (Mead 2004; BBC 2006; Clother 200T)ied to get participants from
a wide range of social networks, excluding asyleeksrs, a complex group that

requires a study that specifically addresses them.

3.2.2 Recruitment

The process of recruitment was a time consumirigdaad involved some difficulties
that | will explain below. First, after consideriaghumber of options for reaching
potential participants, | decided to use advertmais | spent some time talking with
people from my social networks who teach in ESOlrses, who kindly agreed to give
the ads to their students. | also stuck my adsoticeboards in different companies,
social centres and institutions, namely a couplactbries and the local Royal Mail
Centre, the Citizens Advice Bureau, a local Hirelmple, some Polish and Russian
shops, university campuses of the two local unitiess and two local colleges. Their
content was condensed information about the prajedithe researcher, plus my

contact details (see Appendix 1)

After a couple of days, people started to contaefan information. | had not many
texts, calls or messages, but | made a big invedtofdime and effort holding meetings
to explain the study with more than thirty peo@ealy six of those were interested
enough to become participants. They were highlyragted people who participated
throughout all of the data collection period wiih problem, despite the fact that | did
not pay them a penny for it. | think that a cru@kdment for this was self-selection, in
which interest, motivation and identification wigbme or all the study tenets are crucial
(Seidman 2006). With two participants | negotiaa@dexchange: for participating, one
of them got one-hour weekly English conversatissssms with a near-native English
L2 speaker; the other got one-hour weekly salsolesfrom a classical ballet dancer
who learnt salsa in Cuba. In both cases, the ictstrsi were friends of mine. The
exchange took place throughout the data collegieriod. A brief introduction to my
participants is in chapter 4, while the discussibaach of their cases is in chapters 4
and 5.
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3.2.3 Establishing initial rapport

Collecting data from participants involves a compielationship based in fragility,
negotiation and the continuous building of trust(@z 1971; Heath 1983; Gillham
2000; Fontana and Frey 2005; Olesen 2005; RubirRamih 2005; Seidman 2006).
Accordingly, establishing rapport with the parteiys is a crucial initial step. To do so,
| had as a starting point an initial, informal, r@corded interview or ‘contact visit’
(Seidman 2006:48) with each participant. | chosetdthnique because Seidman’s
rationale made sense to me. Its key points are: ls@come familiar with the person and
her milieu; b) to exchange personal informatiomfrooth sides in order to build a
relationship; c) to give the participant as mudieimation as possible and to clarify her
doubts and enquiries; d) to determine if the pgoaiat is suitable for the study in spite
of her willingness to help; e) to know roughly therticipant’s schedule in order to
know when, where and how to fit in the data coltetactivities; f) to establish a sense
of equity in the relationship, with flexibility fra the researcher to a certain extent. The
initial interviews went smoothly, and were an ogpoity for me to establish good
rapport with my participants, as well as to staitding up a long lasting collaboration

and a positive relationship that make me keepushawith all of them.

3.2.4 Study design and data collection methods

As | have previously stated | used an articulateécechapproach in my data collection
methodology. My main qualitative research tool wasrviewing, followed by
observation. The quantitative method was testing.important to clarify that in
including a test | was contradicting the postsuicatist theoretical claim that reality is
not measurable, due to its complexity and fluid@yapham 2000; Norton 2000; Denzin
and Lincoln 2005). However, | consider that suclapproach, far from being
contradictory, is complementary, as | have explawvben | addressed triangulation.
Furthermore, the area of testing has been influlbgeoststructuralist research, and
issues such as ethics, fairness, validation anddbial dimension of testing (e.qg.
‘teaching to pass a test’; testing as a gatekeapstgument for immigration control;
tools of social exclusion) have acquired relevaikaenan 1999; Roever and McNamara
2006; Fulcher and Davidson 2007). Importantly his sense, Dialang (the computer-
adaptive test | used, see below) is a quite ‘néutal, as it involves self-diagnostic

and reflexion.
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3.2.4.1 Interviewing design

Interviewing is a qualitative research method, Whio/olves a conversational
technique; its main purpose is to obtain infornratdout the interviewéeexperiential
knowledge and their views of the world (Gubrium &fastein 2003a; Kvale and
Brinkmann 2009). Consequently, the interviewer-aesieer has a privileged access to
the interviewee’s world and identity. That privieghposition is part of the asymmetry
involved in interviewing as a data collection teicjue, in which it is the interviewer
who sets the interview’s agenda and purposely otstne interview’s dynamics (Kvale
and Brinkmann 2009).

However, the acknowledgement of interviews as awstracted processes, sites of
production of both meaning and knowledge, and irclvthe interaction of both
participants is fundamental, has challenged the wakinterviewing as a conversation
between an expert (interviewer) and a source okarss(interviewee) (Gubrium and
Holstein 2003b; Fontana and Frey 2005). Intervigwivolves a mutual influence
between interviewer and interviewee, who also @ctslation to each other during the
process (Block 2000; Gubrium and Holstein 2003tih&m 2005; Kvale and
Brinkmann 2009).

Therefore, this co-construction also implies selfistruction through the use of
linguistic means and resources, namely conversatidiscursive and narrative
(Gubrium and Holstein 2003b; Gillham 2005; Kval& &rinkmann 2009).
Consequently, in the interview a number of différdynamics are involved: a) the
participantssubjectivities and identities (Gillham 2005); In)iateractional created
context (Block 2000; Kvale and Brinkmann 2009); aha negotiation of the meaning
of what is discussed and produced (Block 2000; (Baband Holstein 2003b).

Importantly, in this co-construction, the resportdershaping the information while
narrating or explaining his/her views to the intewer. Thus, the interviewee assumes
a subject position, or a series of subject posstiovhich is known as voice (Gubrium
and Holstein 2003b). Consequently, during datayamalthe researcher should be
aware that interview data is the product of therwviewee’s assumed voices and neither
the factual reflection of his/her memory (Block B)@or the ‘true story... but...the

story as constructed by the interviewee’ (Gillhad0248).
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These voices related to subject positions alsolveva relationship between the shifting
identities of the interviewer and interviewee ahe topics addressed (Gubrium and
Holstein 2003b). It is important to take into aceuhough, that both participants’
contributions to the interviewing process andésuits, emanate from reality —not
mirroring it, but socially constructing it throudihe interpretation and negotiation of

the meanings of the social war(&vale and Brinkmann 2009:52). Moreover, though
the interviewee is not pouring his/her mind outtfor interviewer, he/she is nonetheless
offering part of his/her life experiences, but stdypy voice (Gubrium and Holstein
2003b)

The researcher’s own identity and habitus (thatigher views, beliefs, identification
and exclusion tendencies, and so on) as well &sanipresuppositions have an impact
on data analysis and interpretation (Kvale andi@niann 2009). Two issues emerge
from this situation: a) How the interviewer peras\the interviewee may have an
impact on the interviewee’s ‘in progress’ subjeityias a result of ‘interpersonal
reflections of the interview participants’ attentlaistorical experiences’ (Gubrium and
Holstein 2003b:40); and b) the possibility of atenpretive bias has to be considered in
all cases (Gillham 2005). To avoid bias, the usa thfeoretical framework for analysis
and interpretation is important (Kvale and Brinkm&®09), as well as the use of

different perspectives and approaches (ibid).

| take this into account in my own data analysiswidver, | also take into account that
what my participants said is part of a sociallystouncted, contextually bound reality, as

| have just explained.

My stance as interviewer was rooted in radical apgines such critical feminist theory,
feminist poststructuralism and action researchgctviare concerned about what kind of
data is elicited and how, instead of the interviepiechniques per se (Fontana and Frey
2005; Olesen 2005). This stance stresses the atitera@ssence of interviewing as |

have explained above, thus emphasising its co-aaristl nature. This involves
recognition of the hierarchical positions, powdatienships and the negotiation

process implicit in the interviewing procg&chutz 1971; Pavlenko and Blackledge
2004b; Foley and Valenzuela 2005; Seidman 2006)etisas the subjective nature of

its results.

78



My interviewing design was based on two differem aomplementary elements,
namely depth and detail (Rubin and Rubin 2005;8aid2006). Depth interviewing
was used to identify the participant’s feelingsughts, identity issues and perceptions.
Detail interviewing was focused on obtaining detaibncerning events,
contextualisation and descriptions (ibid). Speaifig | applied Seidman’s interviewing
method, drawing upon the work of Schutz (1971)nindata collection because: a)
Seidman’s interviewing stance is attuned with mhid; considered it clear, easy to
apply and directed to elicit rich data, as Seid@dvocates appealing to the
participant’s reflexivity about her own experienas,much for herself as for the study
(Seidman 2006).

Seidman’s in-depth interviewing system consista séries of three semi-structured
interview sessions. The first interview is focusedthe participant’s life history linked
to context. The second interview concentrates erpétticipant’s current experience
through the prism of our research topic. The thitdrview is a reflective exercise in
which the participant makes sense of her/his owree&nce. | did not follow this
system in the strict order and content of the sassias my design included five
interviews. However, | took its essential featuasghe basis for my own interviews as |

explain below.

| have adopted the semi-structured interview bezaws the one hand, | needed a well
structured set of questions to elicit informatidroat the specific topics | was looking
for (gender, power, identity, negotiation, goatsj\aties, fluidity and changeability, all
this tightly related to SLL). On the other handekded a method designed to tackle
complex human issues (Schutz 1971; Pavlenko arckBldge 2004b; Fontana and
Frey 2005; Olesen 2005). This kind of researchcplso call for flexibility to cover

other issues emerging from the collected data.

While | have adopted a more dialogic style of miewing (Foley and Valenzuela
2005), 1 did not fully follow the more innovativgaroaches to interviewing, which

tend to emphasise performativity, full involvemeéntnteraction with the participants,
spontaneity, a totally symmetrical relationshiphatite interviewee and the use of open,
non-structured interviews (Fontana and Frey 20@5gER007). | consider that those

approaches are for more experienced ethnograpgsgscially if one take into account
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that the interviewer needs to have control of ttee@ss, so in some way a hierarchy is
established, even though intentionally diminishednaich as possible (Fontana and
Frey 2005; Seidman 2006). | also agree that deapiteese innovative views, what the
researcher does de facto is to ‘squeeze the jarc@Mers) out of the orange (living
person/interviewee)’ (Fontana and Frey 2005:696).

Regarding the interview questions, | followed tongoextent Berg's (2007) model of
guestion design and use. Berg classifies questior@rding to their purpose: essential
guestions (based on the key topics of the reseprestions); extra questions (used as
tools for confirming information); throw-away quiests (incidental questions that may
help to cope with embarrassing, sensitive, uncotalibe, situations at certain points
during the interview); probing questions (usefugtofurther in eliciting information).
Badly designed questions are: affectively wordeestjons (usually provoking

emotional responses, often negative) and the ‘@sbatreled’ question (Berg 2007:104)
(this contains two issues, making it difficult tosaver it); questions with complex
wording (which confuse the interviewee and leathisunderstanding and poor

responses).

| have designed essential questions that werexphit# about what | was looking for
(e.g. gender, power relationships, identity) butetbeless were able to elicit the data |
was seeking. | was trying to be as natural as plessaas well as avoiding technical
terms as many of the scholars cited suggest (Faraad Frey 2005; Rubin and Rubin
2005; Seidman 2006). | have used probing quesparfsisely, and also throw away
guestions. However, due to the nature of my ingsving approach and my theoretical
framework, | also formulated questions as | weahglin each interview. This led me
sometimes to formulate double-barrelled questieapecially when | became excited as
the participant was telling me something that Isidered interesting or relevant. The

same applies to the sporadic complex question s@mhetimes have formulated.

| was fully aware about my role as interviewer efally listening and trying to make

the most of my participants’ time and cooperatiaaso tried to be sensitive to my
interviewee responses and act accordingly. | alviiagsmy research questions in mind,
even though | knew that | should be more openokkthat it is important to allow
people to talk as profusely they want to, but Iaje/had my research goals in mind. To

see all the interviewing transcriptions, see Appefid
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3.24.1.1 My interviewing plan

Initially 1 planned to conduct monthly interviewstlveach of my participants during
the period of data collection that would consissi@months. It was extended to nine
months on average, because of the holiday per@dsgstmas and Easter) in which my
participants used to go abroad. After each holyod, it was difficult to fix dates for
interviewing, as the women asked for some timetadapt to their daily routines.
Flexibility and time investment is definitively arfidamental issue in ethnography
(Dornyei 2007).

My interviewing plan consisted of five interviewsat were designed as follows. As |
am researching identity (with habitus as a cemiaal of it), as well as investment (why
and how the participant is investing in SLL), tivstfinterview aimed to find out who
the participant was, her background and her motwesme to the U.K.. | used activity
as a key instrument, asking what and how the paaint did, performed, achieved and
so on a range of issues related to the researdtigog Importantly as well, | was also
focusing on the artifacts linked to their SLL bagkgnds. | also tried to connect the
participants’ past and present regular activitieshsas working, socialising or learning
as both starting points and sources of data. Itals® to encourage reflexivity in my
participants from the first interview, not waitingtil the third interview to do so, as
Seidman suggests. Consequently, | used mainly pgajiestions and | also formulated
specific questions arising from a specific momamnirdy the interview. However, after
finishing my data collection, | saw why Seidman ges}s this. It is because at the
beginning there is not the complicity and empattlyieved later, thus it worked only

partially.

The topic of the second interview was the SLL atgtituring my participants’ lifetime,
including the current moment. My second intervi@lidwed the same pattern as my
first interview. | was trying to obtain data on tharticipants’ linguistic background
regarding L1 and L2. But | also addressed theirecurSLL situation, their past and
present goals regarding L2 learning and use, hdwenwwhere and with whom they
used their L1 and English and any additional LB2sl, their interactions with English L1
speakers and with other English L2 users. | treefind out the role of L1 speakers and

also the role of other more advanced L2 usersarmp#rticipant’s learning processes.
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With both initial interviews | was also trying tdentify issues of power, discrimination

linked to identity (gender), scaffolding, and so on

The rest of the interviews were designed usingmled theory techniques of data
analysis (see the data analysis in section belovghort, this involved a meticulous and
exhaustive reading of the two previous intervieavglentify key issues and to clarify or

expand specific issues.

My third interview was designed according to a toagalysis of the data obtained

from the two first interviews, corresponding witly kkey topics, namely gender, habitus,
its relationship with identity and the fluidity tfe latter linked to migration and SLL in
situ (that is, how habitus influences the SLL pssjepower, the participants’ goals and
investments in SLL, and the role of the social eulispecifically English society, in the
SLL process.

Rubin and Rubin (2005) underline the first intewias a source of personalised
following interviews, which | have found is truehd first set of interviews also allowed
me to identify the faults in the interview guidewlas my starting point towards a more

specific and detailed set of questions.

After having done the first interview with my firgarticipant, | made the self evaluation
suggested by my supervisor, taking the transcnp®a starting point. Then | realised
that my questions were too general, even thouglfothes was well defined, as | posed
descriptive questions which addressed issues &f, space, people and activities
(Neuman 2006). In the first interview with the ne=trticipant, | used a more complete

set of questions.

One of the key features in Seidman’s model of un®ving is the time given to each
session. He argues that is important to give aBOumhinutes to each interview. |
followed this pattern in my first interview but niotthe rest because the experience
showed me that the time was to be dictated by punotion of the set of questions plus
a set of highly variable elements such as the dicgai the interview, the participant’s
mood, her degree of willingness to share, andetel lof intimacy achieved between
her and 1.
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3.2.4.1.2 Additional issuesin interviewing

All the interviews were recorded and accuratelggcaibed. In the first interview
transcription | included many features such as @augpetitions and so on. In the rest |
decided not to include them, as | was not analypung linguistic features such as
phonetics, rhythm, pitch and so on. Nonetheless hitéss no impact on the
transcriptions’ accuracy. | transcribed elemeh# t considered important, such as
laughs for example, as they are usually the reddmbarrassment, nerves or
discomfort, and I think they can provide some clalesut my participants’ feelings and

thoughts in their accounts of SLL and L2 use exaes.

After the last set of interviews (the fifth) | ddeid to interview the participants’ partners
because the data obtained from previous intervéhes light on the partners’ important
role in my participants’ SLL. Therefore, | condutti® single interview with each of

them (four).

| have emphasised my participants’ physical, enmati@and psychological comfort
(Rubin and Rubin 2005; Seidman 2006) when interirigwhem. | always allowed
them to decide when and where the interview woake fplace. Usually we agreed to
have lunch or dinner together either at my homat dheirs. Apart from enjoying their
company and giving or receiving hospitality, | veasplying the suggestion of
‘warming-up’ with an informal conversation befotetinterview takes place (Rubin
and Rubin 2005; Seidman 2006; Berg 2007).

After the meal | conducted the interview in a diffiet room. If housemates were in the
house, | interviewed the participants in their dvadrooms or in my own bedroom,
where | have noticed they seemed most comforthdbleiays asked the participant if
she was ready before switching on the digital réeoto start the interview. | always
based the interview on my set of questions. | tieebe clear, to listen rather than speak
unless | was asked something, and to generate els imfiormation about my topics as |
could through question formulation (see above).g€Xhe interview was over, | always
thanked my participant for her invaluable contribng. Usually we had a conversation

with a cup of tea before saying goodbye.

Importantly, | always tried to be myself as mucH asuld, but | did not allow my own
mood and personal issues to interfere in my perdmga. | also tried to make the
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interviewee as comfortable as possible; though sames | was too inquisitive, but in

average | managed well.

3.2.4.2 Observation

The observation of daily-life events within specifiontexts is the main source of
naturally occurring data in ethnography, but also@plex one (Saville-Troike 2003;
Foley and Valenzuela 2005; Berg 2007). It is argined observation: a) is the most
direct way to obtain data; b) results in rich amdiepth data from individuals’ lives and
contexts; and c) provides reflexivity as particifgaare contributing to the study with
their own experiences, feelings, activities, thaaghctions and points of view at the
very moment that these are happening (Gillham 2Q0Reilly 2005; Silverman 2005;
Tedlock 2005).

Observation involves unavoidable researcher’s niediawhether as a physical
presence or through electronic equipment such esptiones, tape recorders, cameras
(no matter if they are not visible, as the paracits must be fully informed about their
use). This affects the natural quality of such dhatbit does not have an impact on its
richness, depth and scope (Silverman 2005; Ted60k; Berg 2007).

Critical ethnography sees this naturally occurdiaga as a subjective product of the
interaction between researcher and participanttiisreason, such data is complex to
analyse.,as for instance it involves issues of ppidentity and bias (Denzin and
Lincoln 2005; Fontana and Frey 2005). For instatiesre is evidence that researcher
characteristics have repercussions on the panitspeesponses (e.g. students and
people with higher status obtain more response fraricipants) (Fontana and Frey
2005; Rubin and Rubin 2005). In this issue, ethaplgic approaches range from the
most orthodox (asymmetric relationship betweenaseer and participant) to the most
radical that conceives fieldwork as a site of nareaconstruction, involving
participatory research or autobiographical rese@d&mzin and Lincoln 2005; Foley
and Valenzuela 2005; Silverman 2005).

Besides theoretical considerations, ethnograplsemation is a complex methodology
that goes further than simply observing and takioges. It involves a conjunction of

articulated qualities and techniques, such ashifijyato become ‘invisible’ to diminish
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the intrusion; b) use of an observation guide; akimg notes; d) skilful observation
technique with attention to detail and discretienflexibility, adaptability, initiative,
dynamism and improvisation; f) accurate and dedaoleservation reports for building a
data base (Foley and Valenzuela 2005; Fontana eayd2005; O'Reilly 2005; Dérnyei
2007). Additionally, it is a time-consuming reséatool that requires practice and
discipline (Gillham 2000).

Participant versus non participant observationrelegf involvement and ethical issues
But, what kind of observation was | doing? Thera distinction between participant
and non-participant observation that raises a remding discussion. Social scientists
point out the contradiction in the term participabservation. The researcher is, above
all, a systematic observer with a purpose, andhimiders a full integration within the
community where the observation takes place (QYR2105). Thus, it is a difficult task
to be involved to different degrees with the reskaontext keeping objectivity and
purpose in mind, but achieving balance is crumakiiccess (Silverman 2005; Berg
2007).

| did not find information about observation teajunes in my SLL reference studies but
| found excellent ethnographic sociolinguistic wahlat illustrates this methodology
(Brice Heath 1983; Heller 2006), where the rolesludervers are well defined and
skilfully performed. I tried to follow this appro@s much as my limited research
expertise allowed me to do. However, after haviolgected my data, | am aware of the
difficulties of observation and degree of involverhes my identity played a role in the
data collection dynamics and relationships betviberparticipants and myself. This
confirms the claims of critical ethnographers alibetinfluence of identity,
identification, others’ perception of an individuahd power. | am going to explain my
point briefly.

The similarities between my participants and mysklfred many boundaries and
dramatically diminished any asymmetric relationdbgween us. Like them, | am an
English L2 learner/speaker, middle class, universgrson who has moved to live
continuously in the UK in order to invest in culilicapital acquisition. The only
difference between us is that | was the one whalected the interviews, who knew
how the computer-adaptive test software workedveimal basically expected help from

them to fix an observation and to agree when theyldvtake the test.
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Otherwise, our relationship was almost totally syetmcal. And | say ‘almost’ because
my identity of doctoral student and researcherdadrtain impact on their attitude
towards me, especially when | interviewed themaswlways totally committed to
maintaining a symmetrical relationship between rastipipants and myself. My
attitude towards them and my involvement were sintid those | have with my
colleagues at university, my neighbours and otgezeable acquaintances. My stance
was attuned to those approaches that advocatasp#@nt, egalitarian, reciprocal and
appreciative relationship between researcher arittipant (Foley and Valenzuela
2005; Fontana and Frey 2005; Olesen 2005; Tedl060k;2Berg 2007). | conducted my
study giving always information about my projechgeal traits, my theoretical
approach, and the reasons for my interest in toegt | directly asked my participants’
for collaboration. | let them know that my ethiséhnce involved a symmetrical
relationship. | think that my identity also playadole in this matter, as | am a humble

person.

There are some challenges to this approach. Foatah&rey (2005:696) raise the issue
that empathy may be ‘merely a technique to perstreglaterviewee [or participant in a
more general concept] to reveal more and be manestan his or her responses’. They
appeal to a cutting-edge ethical code to avoiddakisuch as possible. | totally agree
with them in that asymmetrical relations and thpleixation of participants by
intentionally appealing to their emotional realnonder to obtain better data are
inexcusable. | realise that, even unintentionaiypathic relationships with participants
result in richer data. Consequently, especial atterand ful commitment to ethical

principles are a must.

The more radical ethnographic approaches advadeatedrticipants’ full participation
in writing the research report (Pavlenko and Bladigke 2004b; Foley and Valenzuela
2005; Olesen 2005; Silverman 2005), but | persgrdlnot agree with this position.
Though | acknowledge the participant’s undenialgktrto read what is written about
her on request and to ask for removal of partsofdata which she does not like to be
used, | think that the researcher has the rigbtwio her project, and the freedom of
analysing, interpreting and reporting In any wag sbnsiders, provided that it is

conducted in consonance with ethical principles.
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3.2.4.2.1 Observation technique

As | have previously stated, my methodology inctiittlés technique as | needed to
observe common naturally occurring events of faedece interaction between my
participants and English L1 and L2 speakers. Tkgsats usually happened within
wider contexts, for instance, a party. My desigriuded two set of observations of two
to three events each, one at the beginning and athke end of the data collection

period (for my observation reports, see Appendix 8)

The specific traits | focused on were: my particiggause of English (e.g. how, when,
with whom they talk, if they use exclusively Englisr other languages); the interaction
dynamics (engagement or lack of it, degree of craijma andeven help, or lack of it,
from more proficient speakers of English); idenfitye role of identification and
exclusion tendencies in choice of interlocutorsiolwlalso involve how the participant
was perceived by others), the role of culturaledéghces in communication (e.g.
politeness); my participants’ attitudes, behaviauod actions both in interaction

dynamics and in the wider context dynamics.

3.2.4.2.2 Observation guide

As | have explained in the previous section, myeokation technique was adopted
from ethnographic literature (Brice Heath 1983; €Ml 2005; Silverman 2005; Berg
2007). The observation method required an observaiiiide, and | chose Dell Hymes’
(Hymes 1977; Saville-Troike 2003) model for anadysi communicative events
(SPEAKING). Hymes is a pioneer in ethnography aohowunication (an area of
linguistics), which focuses on language use inradgon; speaking practices in
different contexts and between different peopléyradly occurring speech; the
relationship between speaking practices and cgraexit meaning. This discipline uses
qualitative or mixed methodology (Hymes 1977; MésthSwann et al. 2000; Saville-
Troike 2003).

| chose Hymes’ model as a guide because: a) itrs@lkthe features | wanted to
observe, as it includes all the relevant factorargf speech event and their

interrelations; b) it addresses the complexityadf th a descriptive way; c) it also
focuses on the speakers’ resources and strategms pvoducing and interpreting

spoken language (I saw its potential in coveririgepelements linked to my theoretical
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framework such as activity, practices, material symbolic tools, power and
participation); and d) experts in this subfieldiwlahat the analysis of the speech event
captures the richness of the interaction as itspaomants are tightly linked to cultural
patterns of behaviour and interpretation (Hymesr18¥esthrie, Swann et al. 2000;
Saville-Troike 2003).

The elements of Hyme’s model are as follows (Hyd@s7; Saville-Troike 2003).

Scene is the contextual frame of the event, andoases a) genre or type of event
(style and form of the communicative event, e.grystelling, presentation, speech,
conversation, greeting, joke); b) topic (the theamsubject); c) purpose/function (of

both the event and the individuals); d) settings@digtion of place and time)

Key is the emotional tone of the event e.g. frignderious, sarcastic, solemn, and so on.

It also involves metalinguistic features and paiglistic aspects of speech.

Participants includes each participant’s portrad ghe relationship between them .

Message form comprises code (language, variatimh neetalinguistic features.

Message content consists of the contents of whadirsy communicated.

Act sequence contains the event order structuretasminked to the participants’

performance.

Rules for interaction involves participants’ belwrial speech patterns that shape the

event and that it is tightly linked to culture.

Norms of interpretation are the ‘common knowledgsétural behavioural patterns and
shared understandings’ (Saville-Troike 2003:110pagnparticipants.

This model can be used as a dynamic structureh@nsa that goes beyond a simple
referential structure (Saville-Troike 2003) for @ealysis of communicative events, but
aims to understand as much as possible the pragdssekgrounds, interpretations,

meanings involved in the communicative event, idirig the relationship with
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individuals’ cultural backgrounds. (To see someneples of how this framework was

used in my observation records, see Appendix 8H.Ki

3.2.4.2.3 Conducting my observations

In the previous section | talked about particip@hon participant observation, the
difficulties involved in being a systematic obsearwile being part of the context, and
my stance about it. In my observations | was alwalyat is known as a covert
researcher (O'Reilly 2005; Neuman 2006; Berg 2@@¢ause no one but the participant
and myself knew about my role as observer. | havadke clear that in this situation

my ethical principles were always present. Firstxplained to my participants that |
wanted to be a covert observer for other peoptherobserved events and why (to
avoid the observer’s paradox where people behaadifferent way if they know that
they are being observed) (Mesthrie, Swann et &028wann and Mesthrie 2004;
Dornyei 2007).

Covert means that people in the observed settingptdknow about the research
purpose of the observer, while overt means therapntOf course, this does not
necessarily involve deception, as my participargsaviully aware of my quality of
observer-researcher and the focus of my observatasthemselves and the people
with whom they interacted, and this did not leavetoo much space for focusing in
something else, with some exceptions, for instadie’s party (see Appendix 8.2). Of
course, | also observed the general context oévleat as it is a natural thing to do even
if you are not researching. All of the participagtadly agreed with my request to be a

covert observer, and | let the decision of choo#iregevents to be observed to them.

Usually | was introduced as a friend or a fellowd&nt —with the exception of Alisa’s
workplace, where | was an ordinary customer (segefgdix 8.1). | did not take with me
any notebook, piece of paper or laptop, becauseutd be really odd to take notes
while interacting within the context. Occasiondllyad the opportunity of just sitting
discreetly alone. In those situations | took my ffeband wrote some key words in it
that helped me to remember specific issues for bsgkvation report. This activity was
perfectly natural, but | could not recur to it dsea as | wanted. Most of the times |

wrote those key words in the toilet as many otksearchers do and have done
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(Fontana and Frey 2005)

| always tried to be as inconspicuous as possibteder to a) observe as much as |
could, though that sometimes meant not being distdaby the others’ normal desire of
socialising with me; b) diminish the attention thabuld attract as a newcomer; c) have
minimum interference in the interactions. Howevis difficult to observe while
someone is talking in a friendly way to you. Oftéstrove not to seem a rude person
because someone was talking to me while | was wingemy participant, as this made

it difficult to pay attention fully to my interlod¢ar. Sometimes | felt distress when the
person talking to me looked embarrassed, discat®rteven annoyed because she/he
was talking to me and | shared my attention betwbem and the participant.
Eventually, through practice, | managed to ‘becamvesible’ (Berg 2007) as the event

evolved.

Another technical difficulty is hearing a conversatwithout being noticed, especially
when | noticed that the contents denoted elementsiparticularly interested in, which
| have explained above. | made a big progressarahility to take a position close
enough to hear the conversation without attracitgntion.

3.2.4.3 Testing

| have already given my justification for applyiadest at the beginning and at the end
of the data collection. Summing up, | wanted towmoy participants’ proficiency level
of English as well as identifying possible progressde by them in that period. When
asked about their level of English, my participgriteced themselves at a specific level
taking their last test or course results as a bEsiwever, the answer was speculative,
and speculation is what | wanted to avoid. Theiappbn of the test at the beginning of
the data collection allowed me to corroborate/@mage their conjecture.

Language testing represents the corroborativegbdine SLL process (Clapham 2000;
Figueras 2005). It is a way to assess the langpigdieiency level of L2 learners and
also a means to gather data for linguistic rese@@tkpham 2000). In the first case, the
main objective of testing is to obtain valid evidenthrough technical means of
reasoning, of the L2 learner’s linguistic abiliti@shis is reflected by the test scores,

which are: a) the representation of such langukifjs and abilities; b) the basis of
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claims about validity (Weir 2005; Fulcher and Daad 2007). Testing can go even
further, as it can be used to build linguistic ttyeihrough a careful analysis of the test’s
elements, their interrelations and their relatiothwhe test taker’'s L2 knowledge and

use, as well as with the environment in which e ts taken (Clapham 2000).

Testing (formal) and assessment (less formal) tasie basis in hypotheses, which are
the product of the relationship between observabi@bles, and between constructs.
Constructs are concepts that can be measured thatasgrvable variables (Clapham
2000; Weir 2005; Fulcher and Davidson 2007). Indigl theory the link between

theory and evidence is difficult to identify asahgis in constant evolution and the
evidence collection is endless (Weir 2005; Fulcret Davidson 2007). Reliability is
‘concurrent validation’ (Weir 2005:25) defined asnsistence of test scores across
facets of the test’ (Fulcher and Davidson 2007:A5)I have said above, there is an
influence of poststructualist/postmodernist theometesting, which has raised concerns
about the nature of truth (Fulcher and Davidson7200

Language testing elements are: models and framewtr& what); tasks (the how); and
scoring (how much or how good) (Fulcher and Dawid2007). All of them are aimed
at gathering data that documents L2 learners laggylearning and use (Clapham 2000).
Regarding the test | chose by my supervisor’'s sstgge it is a computer-adaptive and
diagnostic test system, Dialang (DE, Fl et al. 20f8ed on the Common European
Framework of Reference for Languages (CEFR) (ZlemthThompson 2004; Alderson
and Huhta 2005; Alderson 2007; Fulcher and David€v). A computer-adaptive test
adapts the test’s level of difficulty to the tester’s ability taking the history of
responses as a basis (Kunan 1999; Alderson 200Ghdfuiand Davidson 2007).

Dialang is actually a set of tests that tacklerttfeasurement of language skills in five
areas, namely listening, writing, reading, vocabyuénd knowledge of grammatical
structures. Dialang has been scientifically desigmgthe Association of Language
Testers in Europe (ALTE). The project includes 14dpean languages, and its
development involved 14 correspondent assessmealogenent teams, integrated by
experienced language teachers and test develdperPialang project was also
supported by collaborative work from around 25 pgésus European institutions,
mainly universities. The project was funded byBueopean Union. Dialang design
takes as a basis the CEFR proficiency levels (ge2 I).
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The central idea of Dialang is to help L2 learrtereave control of their own learning,
helping them to identify their strengths and wealses in the L2, to be aware of what
they either can or cannot do with their level of BRd to plan their future SLL steps
and strategies (Alderson and Huhta 2005; (ALTE)7208ccordingly, Dialang was
created as a self-assessment set of tests, thef@ifmiang is easy to use. All the test
taker needs is a computer and basic computer,skdlthe program is easily available
by internet for free. The program instructions eear and aimed to facilitate the test
taking as much as possible. Additionally, Dialafigrs the test results immediately,
with feedback explained in simple terms and adeicéow to improve the weak areas.
As the tests are computer-adaptive, they includetgsts in order to adapt the level of
difficulty to the test taker’s level of proficiencyhe tests include three item types,
namely multiple-choice, gap-filling and short-answeestions (Zhang and Thompson
2004). To have a better idea of how the system syade
http://www.dialang.org/altindex.htm. Dialang doext give any formal certification

about learner level, as it is a self-diagnosis.tool

A B C
Basic user Independent user

Proficient user

Al A2 Bl B2 C1 Cc2

Fig. 2.1 CEFR proficiency scale (Heyworth 2006:182)

The CEFR is a guideline which aims to provide aiwmm method of assessing and
teaching applicable to all languages in Europe. CTRER’s importance was officially
recognised in 2001, when a European Union CouresbRition recommended the

CEFR as a basis for systems of validation of lagguability. The CEFR scales of
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levels are widely accepted as a convenient starfdarlaluating language proficienc;1.
The results of Dialang test piloting for Englisiggast that this test system has been
carefully developed and that the quality of staddsatting can produce ‘very reliable
results’ (Alderson and Huhta 2005).

Dialang has a few shortcomings. First, the progdaes not offer the option of saving
or printing the results. | considered it cruciahtmve printed evidence of the tests’
results of each participant, for validity issued &or analytical and ethical reasons. |
solved the situation by copying the screen imadéseoresults, the feedback and the
advice, then pasting them in a Microsoft word doeahtreated specifically for each
participant. This was a slightly complicated taskyau have to copy and paste image
by image every time that the participant finishéss (for all the test results images,

see Appendix 9)

Second, the test does not include speaking, araksjeis an important part of
language use. However, the use of ethnographiehtliyed data, specifically the use of
accurate transcriptions from recorded interviewalthwed me to evaluate this area.
Third, to undertake the test it is necessary telmeomputer and an internet connexion.

Fourth, the test has no assigned time for solvad eéask.

The characteristics of the test made it ideal fgrrasearch purposes nonetheless. First
of all, it has been designed and tested by colktbe work among prestigious
institutions. At the same time, as it is desigmadsklf-assessment, it is easy to use, it
does not look too formal, thus my participants éelinfortable solving it, it gives the
results in a clear way, and it gives useful feelaaw suggestions on how to improve
the current level of L2. All these characteristiesre proven to be particularly useful in

my case, as | am not a teacher of English.

3.2.5 Analysis methodology

This section contains the explanation of my quiiadata analysis methodology and
the categories arising from the analysis procelss.ifiitial stages of my data collection
brought the need for a method of analysis thaesyatically tackled the large, rich and
complex data | was obtaining. Making the most @fiso called for an approach that

prevented mere description, narration and oversiicggion, trying to contribute to
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building theory (Denzin and Lincoln 2005; Silverm2®05; Neuman 2006; Berg 2007,
Doérnyei 2007; Corbin and Strauss 2008). Howeverchuice of method of analysis
involved some difficulty. | could not drew upon rkgy reference studies, namely
Norton (2000) and Pavlenko, Blackledge et al. (3084 they give scarce information
about their methods of analysis. After reviewingiediterature (Gillham 2000;
Silverman 2005; Neuman 2006; Berg 2007; Davies 2D@rnyei 2007) | concluded
that Grounded Theory might be a suitable analygthmd, helpful for an inexperienced
analyst like me. A key reading was Corbin and 3sg2008), as it contains a clear and
comprehensive step-by-step guide with the basi€Toanalysis, taking a case study as
basis. GT analysis involves making comparisonsngsuestions that ‘interrogate’ the
data at micro-level, brainstorming, and developnudémteas through ‘memoing’

(Clarke 2005; Walker and Myric 2006; Corbin andaBss 2008). | started applying GT
procedures after the initial stage of my data ctibe which involved two interviews
plus the initial observations and test. The metihldenced my interviewing design to

some extent (see below).

3.2.5.1 Grounded theory and N-vivo: two related analytical tools

Characteristically, GT does not imply working wigredetermined concepts, as the
method involves their inductive development frora ttata analysis. However, a
conjoined approach GT—theoretical framework has lagplied in qualitative research
recently (Clarke 2005; Seaman 2008). This was goortant issue in my decision about
applying the method, as using predetermined retes@mcepts from my theoretical
framework (Identity, Gender, Activity, Investme@ommunities of Practice, and
Bourdieu’s concepts of Legitimation, Capitals, Habj and Positioning see chapter 2
and glossary) was a must, since they were the basiy research questions and
consequently, of my data collection tools. Addiaby, | also defined three key
interrelated elements of enquiry: SLL processesgettperience of emigration, and the
role of social context in such dynamics. As anadtrction to GT procedures, it is

necessary to explain some basic related notions.

From this point of view, a concept is: 'A mentginesentation, idea, or thought
corresponding to a specific entity or class ofterdj or the defining or prototypical

features of the entity or class, which may be eitoacrete or abstract' (concept:
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Colman 2009). Concepts are intellectual producsdh reflect an interpretative
correspondence with the real world; b) are defioygd word or a phrase; c) are units of
analysis; d) present a range of levels of abstragtind e) are part of the theoretical
common language of the research community (ConihStrauss 2008). Data analysis
may be a source of concepts, and may contribugggand or confirm them.

A category is a condensed abstraction, a compkxtidat contains the main common
features of specific instances or examples (Blank@008; Colman 2009). In GT terms,
a category is ‘an overarching explanatory’ entityering a group of specific concepts,
which develops through a systematic analytical @sedCorbin and Strauss 2008:55).
Such a process implies a) study of all the conteptperties and dimensions; b)
comparison of them to identify commonalities; ahdathering of concepts under a
category. In practical terms, GT promotes the dskagrams and memos to undertake
such analysis. | found both tools more than usafdl eventually | succeeded in

grouping my concepts into categories.

A code represents a concept through the use of@ evghrase assigned by the
researcher. Codes are useful for defining, idemighand/or classifying concepts or
categories within the data (Soanes and Stevend®s).2d GT the code is the basis of
analysis, as it is of the program N-vivo, whosesi@r ‘8’ | used as a supportive tool to
identify, classify, organise and compare my datee program’s design is based on
GT’s theoretical and methodological tenets (GibB82 QSR 2002; Lewins, Silver et
al. 2007). N-vivo’s design is aimed to ‘interrogdtee data, code it, and create models
to identify relationships between the resultingeothrough diagrams, and gathering

them into categories. It also has a tool for ‘mamb{see definition below).

N-vivo is a useful tool that ideally supports théeilectual work of data analysis,
helping to code data in an efficient and simple w&ag to explain codes (nodes=codes).
There are two node versions, namely ‘Free’ noddsBmee’ nodes. The latter is useful
to gather concepts under categories, and is ddooleating models. The program also
was useful to organise and gather the coded exckyptode, which is a fundamental
stage in the analysis for comparisons, generadisai@nd identification of differences. |
used N-vivo from the beginning of my data analgsid | am very satisfied with the
results. The process of analysis is time-consuramjthe codes emerged gradually

from each case. Some codes are applicable to teeahthe cases, some of them are
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more specific. To see how the process works, pleaseappendices 10 (Lissa’s case
memos) and 12 (a summary of all my codes which geakafter ‘interrogating’ all data,

case by case.

There are some issues to take into account abmg Nsvivo. First, previous training

is needed to learn not only how to use the prodratralso how to make the most of it.
| learned the basics in two-stage training sesswhgh | felt were not enough.
Consequently, | read books and manuals to furthderstand how to use the program.
Such activities took place at the beginning of rataccollection, that is, one year before
starting the data analysis. | used only the mapliegitions, namely coding, memoing
and models, though there are several more. | alsodf that some knowledge of
Grounded Theory made it easy to understand theqamogrinciples. Second, the
program per se is not going to generate analyssfiduld be taken only as a technical
tool that supports one’s thinking and one’s workilos data in terms of data
organisation and data analysis. It is the reseamhe has to ‘denote’ the analytical

elements and the findings on the data through $keofithe program applications.

3.2.5.1.1 Grounded Theory procedures

The GT’s method of analysis involves three stagasjely:

‘Open coding’ entails a careful, detailed reading aoding of the data with the aim of
inductively generating the analysis results. Swading involves an interrogative
technigue made up of simple questions such as ‘\ghlging on here?’; ‘What is this?’;
‘What does she mean?’; ‘How does she react tosttuation?’; ‘Who is involved in the
event/situation and how?’ and so on (Corbin amduss 2008:16; 69).

Additionally, | was using my predetermined thearaticoncepts to generate questions
and specific codes. As | mentioned above, somengiedi theory approaches allow the
incorporation of pre-conceptual categories in tingd stage, as long as it does not

interfere in the process representing the resedsghie-conceptions (Seaman 2008).

My theoretical framework influenced my thinking thg the analysis, but | managed to
have a good degree of autonomy in my analytickxefns. That is, | avoided ‘fitting’
the data into the concepts but | used the con@spimits of analysis to guide my

enquiry. Eventually some of my pre-determined catlasloped into categories, and
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others became part of a category. Interestinglydatg analysis eventually did not
discard any of them. To see how the process waakéus stage, see appendix 10).
This stage largely contributed to the design oftkitee last interviews, plus the
partners’ interviews. As | was roughly ‘interrogagi the data, | started to identify
relevant issues to explore further. This in turctatied which kind of issues | was going

to address in the next interview.

This stage also involves identifying and deterngrtime properties and dimensions of
each code. A property is a defining and descriptharacteristic. A dimension specifies
and ranges variation among concepts (Corbin arai§tr2008). My open coding
activity took me countless hours of systematickimg and reflexion on the data
through my questions and my additional tools, ph&swriting of many useful memos.
There is no ‘universal standard formula’ to be &pln qualitative data analysis
(Corbin and Strauss 2008), but GT procedures weraduable for an inexperienced
analyst like me. It was at this stage when | saw hty thinking started materialising in

interpretative attempts (codes) proposed for tha.da

Gradually this coding led me to identify conceptsl &0 set up their properties and
dimensions. Next | compared coded data betweers cadating codes through their
dimensions and properties. Finally, | organisedcaes hierarchically to identify my
main concepts then tackled the next phase. To dioused relational diagrams (drawn
upon Clarke’s 2005) mapping, but I did not folldwetwhole technique because of time
and scope constraints). To see how this procedsegpplease see appendices 11 and
13.

The second stage is known as ‘Axial coding’. Irs ghinase codes evolve into categories
depending on their importance and substantialiighSa process implies a deeper
analysis of the categories’ properties and dimerssibrough inductive/deductive
reflexion on ideas which emerged from the dynarbatsveen the analysis process and
the theoretical framework. These ideas and thowyletsnaterialised through

‘memoing’, the activity of writing pieces of reflae work known as ‘memos’ (Clarke
2005; Corbin and Strauss 2008). The final outcofrex@l coding is the identification

of relationships between categories. My experiaigaemoing was highly positive
because it was a systematic way of materialisingngithoughts (e.g. the answers |

gave to each of the countless questions; ideastiatenly came up to my mind;
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reflexions on each excerpt of data; comparisonaderamong all the participants’ data
under a code; relationships | found between coddscategories). At the end, |
‘summarised’ the memos about each participantothers that were the basis of my
diagrams, discussions, arguments and conclusiang afy analysis results. To see an
example of this kind of final memo, see appendix‘lli@sa’s integrative memos’.

‘Selective coding’ is the final stage that implaegrocess similar to the previous phase,
but within a more abstract analytical level. A coategory is selected using relevant
criteria. The whole structure of the concepts’tieleships gravitates around such
categories. | consider this process as a ‘natatdtome of on the one hand, all the
previous work | did in the two first stages, andtla other hand, the eventual command
of the technique of continuous reflexion and wgtivhich played a key role in this

stage. To see the outcome of the process, seedipfdséh

This GT method proved to be a useful tool of arialysollowing its procedures | learnt
to systematically reflect on the data through cardus questioning. | also learned to
make the most of reflective writing i.e. memoindyieh contributed largely to my
analysis results. | also learnt to make comparisorganise my data and my findings.
GT procedures were also useful in interviewing giesd address relevant issues,

exploring, clarifying and widening them further.

3.2.5.2 Additional methods of analysis

Besides GT method, the richness and complexityyoflata called for additional
analytical tools. | also used them for triangulatpurposes. My unit of analysis were
my theoretical concepts (identity, gender, habitm] investment), Engestrom’s
Activity system triangle, and the social psychotbgndividual’s hierarchical system of
identities main tenets. | have already explainédfghese concepts in chapter 2.

3.3 Conclusions

| consider that ethnographic inquiry proved to e appropriate data collection method
for my multiple case study. Interviewing not onlioaed me to elicit rich and complex
data, but also to gradually construct not only mapput a reciprocal relationship of

identity sharing to some extent with all my pagamts. Stets’ interviewing technique
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was a significant starting point for me. It covetedics ranging from how to establish
initial contact to advanced interviewing skills. @&Ichnique also contributed to the
ongoing interviewing design, as it promoted a gdedl of analysis and reflexion on the

data obtained.

My experience confirms that observation is a veffycdlt task that needs a conjunction
of skills (see above 3.4.2). However, practice mswst (as it is in interviewing). The
most difficult part is to be a covert observerttas requires a big degree of
involvement in the event’s dynamics, thus makirgydbservation a handicap in some
cases. It is also crucial to create beforehandda obwords that convey a whole
concept, idea or situation, in order to write aboytortant issues in the mobile or on a

piece of paper at the toilet.

The relationship with participants is a delicaguis, indeed. | think that achieving a
balance between the extremes of growing too cloddraating participants as ‘subjects
of study’ is important, and | achieved this throwgghtablishing a relationship as

acquaintances (see section 3.3.3 above).

The use of ethnographic multiple methods also teadrawbacks. | obtained a good
deal of rich and complex data, but the fieldworlsveatremely time-consuming in

terms of : a) coordination between participantsiestules; b) the data collection
procedure, which did not consist in arriving, makthe interview or observation and
leaving. Previous socialising with the participams important, as we were asking the
participant to make an exercise of recalling, seffexion, and openness, which would
not be possible without previously building notyrapport, but a climate of
confidence, comfort, mutual trust and complicitgr Ehis reason it was important to
make clear to the participant, from the beginnthgf we preferred a meeting with time
to spare. In this situation the participant’s gesdy is crucial; c) the data analysis takes

a huge amount of time.

Also, the fact of making such an investment of tene effort in each participant made

the possibility of attrition (dropout) a highly esisful issue for the researcher.

The amount, richness and complexity of the obtadwedd were a real challenge for its

analysis. | used multiple theories, approachescandepts, but it took me a good deal
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of effort and intellectual skills to coordinategtarticulated method of analysis, as well
as to find out what was the ideal method for spedita. | would say that the time and
dedication to the processes of participant recriitindata collection and data analysis

had an impact on my personal life, as | had vétlg liime left for other activities.

However, | do not agree with critics of this apprioavho argue that ethnography does
not provide a basis for generalisation, nor for ronanalysis, as it is focused on small
groups (Rampton, Tusting et al. 2004; Berg 200€nisider it important to build up
research on specific topics using this approachwaay of supporting generalisation
and relating the micro with the macro.

| think that eight/nine months, 5 interviews anatsets of observations were enough to
identify and corroborate some important issues,thatlan ethnographic case study
indeed shed light on issues that reflect the riseraad complexity of the individual
human microuniverse, and that an array of caseteean(by comparisons to establish
how the cases relate to each other, identifyinglaiiies and differences) to a better
understanding of issues that are general to mang,ahus contributing to

generalisation.
Testing proved to be a useful tool for identifyjpiggress in my participants’ level of

English in the data collection period. The applmabf two tests in the initial and final
points of the data collection was an obvious buidystrategy.

100



101



102



Chapter 4 The case study, part one: Seeing the
world through a ‘first class’ safe setting: the Cen tral

and Eastern European participants

This chapter and the next provide a rich and dsdadlccount and discussion of each of
the cases. | have organised them in two groupsreéteach, being the integrative
criteria both the common traits and differencesvieen the participants. This chapter
addresses the first group, and opens with a briefmative introduction of the women
and their backgrounds, followed by a concise exilan of the macrocontext linked to

the three first cases, and finally explains thet fgroup of cases.

4.1 Introduction to the six participants

My six participants are all heterosexual femalggda20 to 33, who are learners/users
of English as a second language (L2), They are s (Kim —South Asian; Sophie —
Chinese); Central and Eastern European countrieE(@S) (Lissa and Julie —Poles;
Alisa —Russian-Lithuanian); and America (Mimi —Meam). All the women had been
living continuously in the UK two years in averagehe start of the data collection. All
of them were studying English formally on part-titveesis (2 hours per week). All the
participants had tertiary education but in the UlKoathem were performing low-paid,
low-skilled jobs. | am going to make a more deth#splanation about what my

participants have in common and what are theiedsfices in chapter 6.

I have divided the six cases in two groups follayvmiteria based on two elements: a)
the main motive for moving to the UK; b) their |&wé English when they arrive to the
UK. Though country of origin is not included inghgriterion, coincidentally the two

resulted groups were the CEECs women and the noopBan background women.

4.2 The CEECs group case studies

4.2.1 Macrocontext: CEECs and EU, a newly marriage  and its impact

on social and demographic dynamics

When my data collection took place, a group of CEB&d already joined the European
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Union, namely the Czech Republic, Estonia, Hungaayyia, Lithuania, Poland,
Slovakia, and Slovenia. This situation caused terésting dichotomy: on the one hand,
some of the older EU members (excluding the UKggdha number of residence and
work restrictions on citizens of these countriesademporary basis. On the other hand,
the EU older members were optimistic about therdaution of the newcomer

countries to the region’s economy (Delanty and Ruth2005). In the case of the UK,

it received a considerable number of Poles (Drirtkwdade et al. 2006; Eurostat 2007;
Winkworth, Kalinowska et al. 2007; Eurostat 2008).

Indeed, Poles represented 62% of the total workcgtions in the UK between 2004
and 2006, while Lithuanians and Slovakians represeh0% (Drinkwater, Eade et al.
2006). Consequently, my aim was to include reprasiees from such populations in
my study, a goal that | achieved (see 3.3.1, &B®3.3.3 above). In general terms,
citizens from these countries have relatively Haylels of literacy, but they usually got
low paid jobs (ibid). My CEECs participants confismch demographic findings.

In this macro-context, migration is viewed as a&@at continuum that defines Poland
and other CEECs countries by affinity and by caltidentity in contemporary times.
Sucha continuum goes from the 19th and early @éiury rural exodus, the glorified
‘grand narrative [...] of penniless Poles who suceeed the West’ (Galasinska
2009:88) during the communist era, to the post camst migratory waves prompted
by traumatic economic readjustments once the Hl@E&ECs joined the EU.

In those countries, EU membership is seen as asieajuarantee sustained economic
development and consolidation of economic basebkshed in the late
communist/early post-communist era. Extreme refantreadjustments were
undertaken to guarantee successful candidaturehwiere entered into from as early
as 1994.

Negative effects were widely felt as a result & thstallation of a market based
economic system including increased interdependanddorceful opening of local
economies. Unemployment, wealth-based social distims and divisions, inter-ethnic
and intra-societal group conflicts have occurredyristion and formation of new
identities through displacement are also essefaitabrs in the perception of politics in

both the communist and post-communist regimes.
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The media play an important role in a) consolidatational identity; b) engaging
populations to accept the shift from state instng to supranational and local bodies
of government, after the disintegration of commuitisology (Busch 2009).
Nationalism emerges in the 1990s as a key factshaping local identities and
providing a sense of unity partly through hate spdesely allowed by the media.
Besides, since the 1980s, a gradual installatianweéstern model of media
conglomerates has taken place, altering informatimhshaping public opinion by
supplying global cultural products across Eastarrofe. Still, driven by profitability
rather than genuine interest in providing inforroatio the public, they failed to give an

adequate space for the articulation of civil sgc{@usch 2009).

Consequently, a dual phenomenon occurs: on thbame, there is the propagation of
mass-produced Western cultural referents in theaarfdCEECs. On the other hand,
there is the installation of monolingual media sties that substitute newly defined
nationalistic identities for the old nationalistiteologies . Cultural and social minorities
remain oppressed, though, while former dominarguages — namely Russian, are
vilified through an ideological war created to ent@ a feeling of national identity

under a unitary government. The Baltic states alear example of this phenomenon.

But, what is the ideological context in which suwlgration occurs, and which is its
discourse? One answer would be, a production wardes two economic systems
(capitalism and socialism) constantly competingutdo each other in terms of the bulk
of goods generated. Beyond political divergendestiuly perceptible aspects of the
Cold War for ordinary people were strictly relatedhe specificity of means of
production, and the diversity and quality of goaslailable for consumption
(Galasinska 2009). Here are the roots of the p&oepf Western life, behind the Iron
Curtain, as prosperous and modern. A complex diseoof consumption emerged from
this equally complex ideology and ideation. Sudtdurse equates the visual quality of
material goods with the long-coveted freedoms ef\West. Their acquisition as a
cultural capital goes beyond social status: il a world that blurs the realities of
communism and affords the luxury of mobility toiabitants. Thus, we encounter a
dialectic contrast between the principles of comistudeology and the virtues of a
mythologized West (ibid). This explanation contatims roots of my participants

eagerness to live in the West and to see the wasltlam going to explain in chapter 6)
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After the gradual disintegration of the communislitical structure, Poland’s 1988’s
Round Table allowed the creation of a multi-pagtstem and consequently, the first
Western-style elections held in June 1989 (Krzypasky and Galasinska 2009).
However, the introduction of a liberal economic rabdid not facilitate life for most
people, as they did not benefit from the unevespeaty that gradually emerged in ex-
communist societies (Galasinski 2009). Though fresvallowed, most people simply
cannot afford to see the freedoms of the long isedlWest, and can’t afford to buy
them at home. As | have mentioned above, work wisase restricted, making
migration a still arduous and long-winded procé3alésinska 2009). As a consequence,
as late as 2007, Polish people see their emigraditime West as a form of escaping
their difficult social environment. Such achievemisrseen as a reward in itself (ibid).
However, it would be important to note how disceuskifts as conditions vary: in the
period previous to the 2004 accession to the E&Jptlenomenon of migration tended
to focus on preparing the journey, which was ptliceived as dangerous and full of
impediments. Once the migratory dynamics engageddiscourse centred in a swift
arrival to the host country, which is seen as a@®aof opportunities to prosper
(Galasinska 2009).

Another significant factor is the legitimisation sfcial/educational downgrading as a
means to achieve economic success. One’s edudatiog@cial status in the native
country is irrelevant at the moment of taking uiielliforms of employment in the host
country, as long as one can claim economic su@féssthis process (Galasinska 2009).
However, it is also important to highlight thatghiading of identities is facilitated by
the legal status of migrants as EU citizens: imangs from CEECs to the more
prosperous Western nations, establish the termiich they can both negotiate and
define their identity as migrants both in their hosuntries and at home, emphasizing
the importance of preserving a communal culturahtdy and highlighting personal
achievement as a means to define themselves withinontext of economic migration
(Galasinska 2009).

Gender plays an important role in defining degigmolitical and social activity both
in the communist period and the post-communist mgeto a) Western culture; and b)
a global, neo-liberal economic model (Galasinski®0A shift from an egalitarian

society in professional and gender terms has tplaae, to highly unstable economic
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conditions that have favoured men over women. éstergly, though, is that the
considerable degree of disappointment involves bwte and female. To me, is
interesting how Galasinki discussion shows peryewdhw the gender order works, and
how gendered practices are very conservative in@EEor instance, men and women
deal with this disenchantment in clearly differatgd ways. Men tend to blame to the
system/institutions and women, who now are relebjidnomework, tend to adopt a

passive stance instead to combat their unegalitaraation.

This is only an example of the dramatic contrastvben former historical dynamics
(political awareness and profound social involvettming communist times) and
nowadays (disorientation and both a depersonaiisaind de-popularisation of the
political process after the emergence of capitglisteople of all generations have
grown allienated from political figures due to gipaintment and mistrust about
politics. . (Galasinski 2009).

These are ongoing phenomena that raise some questigarding the future. For
instance, whether most of the emigrants will stathe UK for a significantly long
period of time; whether they will really contributethe UK economy or conversely,
whether they will take their savings to their coied, enhancing their economies;
whether they will progress in the work hierarchyd af they will, who will perform the
low-paid jobs that they do now (Drinkwater, Ead@leR006). My own questions are
whether they will successfully become part of thdtioultural urban fabric in the UK,
making their own contributions to it, or if theyliyparticipate in it only to live here;

and in which ways their experience of living altt@all have an impact in their own
countries, for instance, how contact with othetuals may influence their own cultures
through interaction with their families and sociatworks in their countries of origin.
All these questions are related to my general reBeguestions, and | believed that my
case study analysis has addressed them, as hewll 81 the following case studies and

in the general discussion in chapter 5.

4.2.2 Julie: ‘With a little help from my friends’

Julie is Polish. She was a twenty year old unitestudent when my data collection

started. Julie was in her second year and shealsicipated in the activities organised
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by the Polish Student Society in her university.

Julie is the younger of two children of an ordinarpan family who lived in a cohesive
community. Her parents were a nurse and an elestnigho worked for a TV channel.
Julie reported that, until she decided to immigtatthe UK, she never had to worry
about anything in her life besides studying, aspaeents tackled all her needs, event

the most simple such as shopping, cooking or ditiagvashing.

Julie was and still is a good student. This israpdrtant characteristic linked to her
habitus, which in turn influences Julie’s ident#ion and exclusion practices as | will
explain later. Julie’s SLL history started at nuysgechool, where she remembers having
learnt some words in English. Julie was two ye&dsaen the Berlin wall fell. At that
time English had already become an important typeikbural capital in the incipient
post communist Poland (and the rest of the CEEG@isplacing other languages,
especially Russian and German. The latter wasrnheforeign language that Julie
studied at primary school, though she reportechawing learnt a great deal of it;

consequently, as she has never used it, she lgptéon it.

In secondary school the situation changed, as datieEFL courses. Besides, her
parents considered that it was worthy to invegtrimate English lessons by a British
teacher. The consequences of such investment, @Wdstdd several months, were: a)
Julie became the most advanced student of in loealmureateEnglish class; and b)
Julie kept in touch with Sue, her British teachdnp eventually returned to the UK.
Both outcomes were crucial in Julie’s decision ignate to the UK in two ways: first,
being the best in her English class encouraged thufpursue mastery of the language
within an English speaking context. And second,rsheaged to be invited by Sue to

spend a couple of weeks at her home in the UK.

Thus, as soon Julie had some holidays, she pagitaosrSue. Once in the UK Julie
realised that she was not that good in English.r€perted having struggled very much
to communicate even in the most elementary ways Riglish L1 speakers (e.g. Sue’s
husband, shop assistants and so on). Howeveridihevas decisive for Julie’s decision
about migrating to the UK. Yet, this was not théydactor that played a role in this
matter. During that first visit to the UK Julie nféaul, a French postgraduate student

who is her current partner. Later on Paul paiduptof visits to Julie in Poland, while
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he helped her to plan her move. Besides, both Bdd&er husband offered Julie to stay

at their home while she settled down in the UK.

Once she moved in the UK, Julie reported to hasiéfigult period in terms of
communication using English. She stayed in Suersénfor a couple of weeks, and in
that time both Sue and Paul gave her all kindsseful tips:how to open a bank account;
where to look for jobs that do not require a gameel of English; information about
requirements to enrol at university, and possible&es of undergraduate funding.
Eventually Julie managed to get a job as a tempaevarker for an agency. This fact is
important because Julie wanted to be financialiependent from her parents (besides,
her father had just died at that time and she didvant to be a burden for her mother).

The activity of working to make a living broughetbpportunity of interacting with
workplace colleagues using English, as many of theme English L1 speakers.
However, Julie decided to interact with them ofilgecessary, as she perceived them to
be very different from herself. | argue that soclaks and habitus are fundamental

elements in this situation.

| can’t say that it's them thinking that | am Paliand | am different from them,
or it’s just me thinking that, you know, | am difésmt. And | don’t want to be
bothered to make the relationships better butidtsreally bad... (Appendix 7.2,

interview 1)

The activity of temporary work conveyed an idenfitsition that Julie rejected and still

rejects — the one of unskilled, lower-class worker.

...because that job in catering, it was really anngynd that just depressing
me, just because | found like | was just doingffmbearning minimum wages,
and | can't just enjoy my holidays, you know, tkatd of things. And I just find
like as part of the Polish community | was consdeas a cheap labour...
(Appendix 7.2, interview 1)
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Julie worked as a catering assistant, ferry worleatory worker, and charity fundraiser.
Eventually she managed to get flexible work asragiger to disabled people, which
she was performing now and again during the ddtaaton period. From Julie’s
account, | was able to clearly trace her L2 improgat process, from the activity
related to the post of catering assistant, whelg @ementary L2 is required, to that of
charity fundraiser, where proficiency in Englismeeded to convince people of giving

their money to good causes.

Thus, in spite of having been an unskilled, lowlass worker for more than one year,
Julie has never acknowledged this identity as Héris rejection has its basis in Julie’s
habitus, where strong middle class identificatiod axclusion predispositions and
practices (a significant tendency that | have idiect in all three CEEC’s women)
dictate Julie’s participation in the different dahie communities, social networks and
communities of practice. Julie’s data show how ¢htesdencies were evident since her
adolescence. For instance, Julie proudly repottatihter group of close friends
included students gathered around a specific setlags and tastes in music, way of
dressing, academic excellence and achievemengtyanf Polish, etc. | identify her
middle class habitus as the source of such teneenldly data also show that Julie does

not make friendships with Polish people who arepaot of the university environment.

In contrast, Paul introduced Julie to an English-@peaking university environment —
for instance, he found a university student hooséér to live, where all the residents
were English L1 speakers. This fact had two impart@nsequences for Julie. The first
is linked to Julie’s most regarded identity — umsrgy student. Her membership of the
university community represented a boost in Jubelé-esteem. The second outcome is

that Julie got a good deal of help in SLL termsrfnmale student English L1 speakers.

Additionally, Paul has always been correcting Jsilgpoken English, not only
reformulating the phrase in the correct way, bsb @xplaining to her what was wrong
in what she had just said. Paul has also beenvatuimtary model for Julie with his
own English language use. Both of them speak ierg similar way (including accent)
as my interviewing recordings show, and Paul opeadiyitted. Julie’s interactions in
daily life within an English speaking context ahé tatbove mentioned help were the

main sources of SLL for her during that initial jpekin the UK, as she was not
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studying English formally.

...mistakes that | make and my boyfriend correctsand, corrects me, and
corrects me, and sometimes it takes me months $eanething... let's say a
number... let's say three months, to remember tHagafy, for example, ‘I don’t
like sugar’ the other person comes and says ‘mebtdche [boyfriend] says ‘me

neither’, so it's always ‘me too’... (Appendix 7iRferview 2)

Even within this highly regarded community, Jul®ws strong identification and
exclusion practices. The most significant local ommities in which she has voluntary
membership are, in order of importance: Polish ersity students; university student
colleagues who are English L2 speakers; univessitglent colleagues who are English
L1 speakers; postgraduate students; Polish clubPanl’'s communities. In Julie’s
perception, sociocultural duality is an importesgue, as she feels and sees some
important differences between Polish and Englistpfee and this overcomes even

social class.

| find it much easier... just to really have fun ocwlise with people that are
also immigrants. They don’t have to be Polish boifany country really....
And | don’t think | can truly understand Englishopée but not in a
communication way. It's just their mentality andsittompletely different and
their values and their priorities. It's the moranh here, the more | realise about

how different our countries are... (Appendix 7.2emiew 1)

As | have explained in my introduction, like théet participants, Julie adopts the
identity position of immigrant with no problems,daeise the immigrants she relates to
are all university students, and they are parihafreagined community in which
English people have no place because they are iedehpdifferent’.

With regard to Julie’s SLL process in the dataexdlbn period, | take as a starting
point her initial test. At that time, the resultaged her as a ‘proficient user’, as she
scored C1 in reading, grammar, listening and voleaipuand B2 in writing. Certainly,

her formal education in English played a significare, but | consider that help from
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others, especially from Paul, has been importanidtie’s dramatic improvement in
only two years. By affirming this | am not ignoridglie’s personal qualities or the huge
investment she has made in identity, emotionalvamidk terms. | have just highlighted
some social context facts which are relevant inSidr process. Julie’s investment in
SLL is paying off. | was able to get evidence dhitough a comparison between both
first and final tests, where she went from B2 toi€vriting and from C1 to C2 in both
reading and listening. The test shows no changg®igrammar and vocabulary areas,

where she still has a C1.

Additionally, | found in one of Julie’s accountsattsome attrition in her L1 is taking
place, especially because English is now the lagegyoéliteracy and higher education.
The next excerpt also illustrates the dynamics betwanguage use (either L1 or L2)

and the context.

| need to speak English here and all my projectisadirmy education is in
English, so | use it definitely especially whemlkito my housemates and so
and the thing right now is that I think that it hagproved... and the Polish
language, well, that's personal but | have realibed now | have forgotten the
meaning of many, many words, so you know, not iimpke words, but the

more sophisticated words if you like. (Appendi®,interview 4)

Some of Julie’s accounts also show a clear relsiigpnbetween identity shift, activity
and the choice of language to perform specificsa$ke excerpt below illustrates that
new activities learnt in the new context are atakcto L2 use. Interestingly, the excerpt

also shows a relationship between her feelinggfatanguage attached to them.

...since I'm here it could be in either English olliBlo actually, because for
example, if I'm cooking and I'm thinking about cang, then | will probably
gonna do it in English. Because since | live hera ldbuy everything in here,
for example when | do my shopping list, | write alogely everything in English
because that's my everyday life activities. Butw@nsely, if I'm being very

emotional or very angry, and I'm thinking very fésén | think that I'm gonna
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need to turn to Polish because | just think tHeJe to express myself

quickly ... (Appendix 7.2, interview 4)

The next excerpt shows the difference betweendhgral, the emotionally comfortable
language (L1) and L2, which demands an intellecttfakt, and involves a kind of

artificiality. It also shows Julie’s strong emotadrattachment to her L1.

Yes, yes, yes, but the role of this language, tiERtanguage still makes me
happy, really, so most of the people | know herelldiw't even be able to
understand that. And it's a different language WHitke about myself and it's
just when I'm with my Polish friends here, we'resjuelaxing when we speak
Polish. Whereas when | speak English it's sometthagjs a more conscious
action, it's something that it's going to take mktttee more time because it's
something that | have to think about rather thaRofish, because | usually
don’t have to think what to say in it, so it'’s justaxing, you know... (Appendix

7.2, interview 4)

4.2.2.1 | dentity matters

In this section | am going to explain issues ohtitg in Julie’s case. To start with, the
data analysis suggests that the experience of imatmg involved many changes not
only in Julie’s quotidian life, but also in her i@y and activities. That is, Julie has
experienced identity shifts (Norton 2000) in margyw since she moved permanently

to the UK. The most important are:

From to

A local person An immigrant

Highly dependent adolescent An independent young adult
A person who had never worked A working person

A single person A partner
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An ordinary Polish young woman (in A proficient English speaker who knows her

Poland) way around (in Poland)
An informal English L2 learner A university student
An English L2 user with a basic level A proficient English L2 user

A literate person in both Polish and English Arbtte person in Polish

An ordinary Polish university student A studenttcioutor to the wide local

immigrant Polish community

Some of these shifts of identity are permanent|esdome others are subject to time
and space. Therefore, | have found evidence thdirots the claims of Stryker, McCall
and Simmons (in Turner and Stets 2005), see 2.a[®&8e) about the relationship
between spatial-temporal context and the ephematale of some identities. As
contradictory as it seems, | argue that their tlescand models are more helpful in
explaining the changeability of identity that tha$epoststructuralist approaches, which

mention but do not explain in depth the complegritguch fluidity.

In all my participants’ cases, | have found thahly regarded identities usually remain
in the same hierarchical positions, hence my emgliashe relationship between
habitus and this individual identity hierarchy.idid ‘stable’ most regarded identities
are linked to: a) middle or upper social class¢gmdople with cultural capital (e.g.
native-like speaker of a prestigious variety of ksig well travelled people; university,
academia and scholarship people; people with séa&ioé; c) fashion; d) specific Polish
way of life (middle class); e) friendship. Theiemtity shifts show that Julie has made a
progress, achieving highly regarded identitieshi@r such as university student or
proficient English L2 user.

Additionally, in Julie’s case | have found an exdenpf how the spatial-temporal
context influences the identity hierarchy. It aké®ds light on how complex this matter
is. One of Julie’s most regarded identities waatesl to membership in a community
based on a specific kind of music and a whole fealoies. Such a community

materialises at both macro and micro level —asragined community and as a
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community of close friends. That identity becamsadbte once Julie moved
permanently to the UK. However, she still has thme friends in Poland who were
gathered around this specific set of values. It taey still are Julie’s values, and only
the musical part was obliterated. While the reladlop between identity and music as a
sign of identification is over once in the UK, &4 strong identification and exclusion
tendencies around such values still are relevanétoThis phenomenon also appears in
a relevant way in Alisa’s data, and has been thghttyuaddressed by a number of
studies on group identification and exclusion pcast linked to identity, for instance,
LePage and Tabouret-Keller (1985), Eckert (200@)Aanderson (1994). The excerpt
below illustrates what | have explained.

Alma: Well, would you like to trace a little piciabout your previous friends
and then address the friends that you have nowhere

Julie: Okay. So | just going to make it brief ab&aiand and saying in general
what kind of people they are. So most of them Hawe of a similar music taste
like me, ‘cause maybe some people say that issmebitant, but | can really see
the difference in personalities between people. t liien the rock music as |
do and people let’s say that it's into dance mosisomething like that. And
then... we were all in college, and then we all watd university... and | could
say, well they were all kind of people who say tlogiinion on different things,
their have their interests, there were like, | déamow, achieve like very good
marks or something like that. It's more like thigiterest, like they are not
ignorant or you know... | think here it is not impamt anymore. | mean, it was
in the past. It is so different in England....it wasre important in Poland
really...

(Appendix 7.2, interview 1)

| have also found more evidence that supports nigttbe abovementioned social
psychological theories, but also Norton’s workigaldata show clearly how identity,
feelings, self-esteem and the role of others dmelaited in complex ways. For instance,
the next two excerpts illustrate the convergendd®ftwo most antagonistic identities

in Julie’s identity hierarchy, in a specific waythrelates to a) Julie’s disregard of the
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identity position of ‘unskilled, lower-class workeand b) others’ acknowledgement of

her most regarded identity —or lack of it, causamgnge of feelings and defensive

strategies (McCall and Simmons, in Turner and 2@65), see 1.2.3.6 above. The

second excerpts denotes Julie’s strategies tond#rabmotional pain (withdrawing

from interaction and criticising her interlocutar fnot acknowledging/legitimating

Julie’s most regarded identity).

10.

...and then we have twelve hours shift. And | remeantisat smell last time that
| went to the Isle of Wight, and | thought it snsedixactly the same, smells of
that work, and | hate it... (Julie’s experience dfiting a place that brought to
her memories of when she worked for a ferry compéfgpendix 7.2,

interview 1)

...and the guy [agency staff] couldn’t even belidvati was actually going to
start university ‘cause he thought I just foundtaeojob and | want to give
up... and | just said: ‘my contract is finishing ima weeks and | am starting
university now so | am not gonna work here anymaorand it was like: ‘Where
did you get a job?’ ‘Where are you working now?’dAinsaid: ‘I am not
working. | am going to university’. And he: ‘Yeaygah. Where are you
working then?’ So | was like... | can show you mydcaght now if you don’t
believe me. And | remember he even called me oroe lecause he thought
that | was really... a fake person, | would say. Aedwas calling me once when
| was coming out of the lecture —after that conagos, and | just said: ‘Well,
sorry, | can’t really talk to you now. | am comingt of the lecture just now’.
And he was like: ‘Oh, yeah, yeah, so are you ehfrrgow?’ And | just had the
feeling that he was asking me that because he tidligt if | wasn't a fresher |
wouldn’t even know what that means, so | couldydiy know, answer his
guestion. Well, that it was the feeling | got gadt said: ‘Yes, bye.” (chuckles)
(Appendix 7.2, interview 1)

Norton (2000) has described a similar situatiorhwaiér Peruvian participant, who

withdrew from participating in a community of preet when her most regarded

identity was not acknowledged. Norton explains thiscome using Lave and Wenger
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concept of participation (see Norton 2001), whilesé McCall and Simmons theory to
explain why people use these strategies (see @ 2@ve). | think that both
approaches (Norton and social psychologists) carob®wlementary as they explain the
phenomenon from different perspectives | used gpbementary approach to explain
wider and deeper issues of identity (see 2.2.3%2al.1 above)

Another highly regarded identity for Julie is tludita person who knows her way around.
Such an identity is related to Julie’s social nekgan Poland, where she is highly
regarded by the fact of having acquired culturgitedin the form of: a) proficiency in
English; b) cosmopolitanism (contact with a rangdifferent cultures within an urban
English context); c) literacy in English, of whitliie maxim outcome is to get a degree
by a British university; d) to see the world, thgburegular tripswith Paul, to different
European places (e.g. French, British and CEE@®ns).

11.
| found it very interesting to see all these cudturlt is just like, you know,
amazing for me to see all these people in thetstreearing, you know, like
Indian people, etcetera. And then | found thaotild be very interesting for me
to study abroad... (Appendix 7.2, interview 1)

4.2.2.2 Gender

Three important interrelated issues linked to gendentity and informal SLL emerged
from Julie’s data. The first involves how othersqatve Julie and how they position her
within her scale of values. The second implieseluilbwn understanding of gender
performance attached to her social-historical-caltbackground. And finally, Julie’s
identification and exclusion practices play a r&tegarding the first issue, | found that
identity plays a role, in terms of physical appeagaincluding race and degree of
attractiveness accordingly to Western models ofityganfluencing how others position
the L2 learner. This is a key issue for cooperaitiomteraction or even for willingness
to interact. In the second and third issues, geisderident in two ways. On the one
hand, both Julie’s gender performance and Engbsiosultural gendered practices
play a role in the willingness of male universitydents, both English L1/L2 speakers,

to constantly help Julie with her English SLL. @e bther hand, Julie’s identification
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and exclusion practices based in this case onralilfuality cause Julie’s detachment

from female English L1 speakers.

Julie described in detail the kind of help she inea and still receives, from both Paul
and those university male students not only inragdon events. | identified in her
account of this help conversational tactics sucteeasts, repetitions, confirmation
checks, comprehension checks or clarification retgu@Mitchell and Myles 2004:167),
all of which she reported to be useful both for et and for a successful conversation.
She also received continuous random explanatiomstagsues of English grammar and
use. As | have said, Julie’s identity plays an intgat role in this situation in two ways:
internal — the ways in which Julie perceive theld/@nd reacts in consequence

(habitus), and external — the ways in which otipereeive Julie.

12.
Well there are some really nice people, Englishppethat | know. One of my
housemates... he was always happy to explain me borget | didn’t
understand, some words or some phrases, espexiglgined me where they
come from, why they mean, what they mean, etceltezavas very patient as
well and | knew that he was very happy in partitigain my learning
process... the other of my friends as well he is gldike maths at the uni, PhD
in maths, and he is very good in language, heading a lot... and he is
interested in English in general so as well whdor’'t understand something he
just explain or when I, you know, make mistakestieects me obviously he

asksifhecandoit... (Appendix 7.2, interview 2)

Julie’s identification and exclusion practices ughce, again, her participation in
communities. Julie does not feel any identificatiath English female gender
performance. This means she does not have Engil§iegds, no matter if they are
also university students. That does not mean theg dvoids contact with female
English L1 speakers, but her interactions with tlaeenreduced to activities linked to
her course or any other matters related to heicgaation in the wide university

community.

118



13.
For example, | don't like... when you have a grougiofs and they speak
English and | don't like their accent when thekta each other. It all seems to
be all very [she makes childish sounds] for mé.iiagined people speaking
like this in Polish, it’s just... | don’t speak likbat in my language, like you
know, like, it sounds quite stupid for me. | shauitde saying that... (Appendix
7.2, interview 3)

4.2.2.3 Conclusions

Julie’s informal learning has been significant ar h2 progress. Identity influences the
SLL process in terms of opportunities of interagtiexposure to L2, and help from
more proficient speakers of the TL. This happenastatnal level (Julie’s own
perspectives, values and stances, translatedntifidation and exclusion practices
which in turn influence her choices of interacteomd participation in specific
communities and social networks) and also at eatdewel (Julie’s appearance and
how other’s perceive her, which in turn is relatedhe good deal of help received from
male highly proficient speakers of English).

Cultural differences (e.g. gender performativityg anportant issues that generate
exclusion and identification practices that comatitdulie’s participation and

involvement in different communities and sociamatks.

The acquisition of cultural capital, namely the enamd of English (middle class
native-like proficiency as the ultimate goal), abiag a degree by a British university,
and seeing the world through living in a ‘first wabrcontext and through travelling is a

fundamental motive for Julie’s investment.

Social class and habitus are key elements in edlelmatters. There is also confirming
evidence of how important others’ acknowledgeméieo most regarded identities is
for the individual. The case also shows some gi@deo cope with the emotional pain
that involves lack of acknowledgement of such idest Finally, Julie’s case also

shows the relationship between the individual's #omal realm and language choice.
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4.2.2.4 Epilogue

To date (February 2010), Julie is pursuing postgaéelstudies at the same British
university. She has got funding for her PhD.
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4.2.3 Lissa: ‘We Poles, we women, we university peo  ple...
Membership of imagined/symbolic communities as sign ificant

motives...

Lissa is also a Pole. She has a master’s degneedr@olish university. When | started
collecting my data Lissa was twenty seven yearsand she was working in a factory
on a full-time basis, in alternative cycles of 4riing days (12 hours each) per 4 days
off. She reported not having had a partner or eyl since she moved permanently to
the UK.

Lissa shares a number of similarities with Juliee & also the younger of two children
of an ordinary urban family who lived in a cohesoeenmunity. Lissa’s parents also
had tertiary education (an electronics engineeraatathnician specialist in building
basements). Like Julie, Lissa never had to worguahnything until she finished her
master's degree, as her parents tackled all hdsnpeeluding university full time
studies in a different, bigger city. Once Lissadired university, she worked for an
NGO for a year before making the decision of miggato the UK.

Lissa’s SLL history is similar to that of Julie. Skearnt German FL for 11 years, both
in primary and secondary school. She reported lgaeiarnt very little, and as she never
used German at all she has forgotten it. Like &yllassa’s data show English as a
highly regarded form of cultural capital (e.g.gtwseful’ and a ‘universal language’ in
nowadays world), especially linked to Lissa’s fetacademic projects and career
development. Lissa started her EFL learning forldaecalaureate. Like Julie’s parents,
Lissa’s also decided to invest in private Englis$sbns for her at that period, an activity
that lasted several months. After that, she cortintFL courses at university. Lissa
achieved Cambridge First Certificate level but dltknot pass the CAE (Cambridge

Certificate in Advanced English) test when shesfigid her university studies.

4.2.3.1 | dentity mattersand the new social context

When Lissa resigned her job in the NGO becausersional disagreements, she
became unemployed. She felt desperate becausd bissas more regarded identities

is that of a hard-working person. | define thatdestity and not as a quality, because
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for Lissa, such identity involves a set of valuesttsurpasses a simple quality. The
identity of a hard-working person implies focusmgdoing useful and fruitful

activities and things that result in benefit foesalf or/and others; it entails effort,
sacrifice and hard work not only physical, but atsental and emotional. For instance, |
observed in all the interviews that Lissa’s roonswamaculate and meticulously tidy,
as much as her clothes and her person were. Awaikdng person cannot exist

without activity, and the activities of studyingdaworking have a special value for

Lissa. Consequently, she could not allow herselfe@nemployed.

14.
| am the kind of person who needs work, | feel b@tiout, | need a job. When |
stay at home without work, um, | feel really badoh’t mean my holidays or
my day off, but the fact that I'm employed it's Hgagood for me. So at this
time in Poland when | was unemployed, it was reladlgl for me. (Appendix 7.3,

interview 1)

Thus, identity is amongst a number of determiniagses for migrating to an English
speaking country, namely: a) Lissa’s confidenceuaber knowledge of English,
enough to manage in the UK; b) her goal of achigwative-like proficiency in that
language; c) her dissatisfaction about being uneyepl; d) the recent migration of
Lissa’s brother to Ireland; and e) encouragememh fa close girlfriend who was living
in the UK

Once in the UK, Lissa reported a similar situatioan Julie: she had problems of
communication. However, Lissa could not afford, tuéer identity of a hard working
person, to be unemployed, though she could havedlasir parents or her brother for
financial aid. She bravely tackled the activityjab hunting, as she needed to make a
living in the UK. The identity of hard-working pens helped her to overcome any

problem of communication in L2.

15.
| think mostly because | had to manage in officé Bimmal situations. | had to. |
couldn’t stay at home, | had to find a job so Ildot be afraid ‘cause | knew |

had to call this number, | have to answer this d@thement to ask for job, | had
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to go to agency. There are some things that | dendfraid of... (Appendix 7.3,

interview 2)

This situation is similar to one reported by Norf@000) in which one of her
participants’ identity as a mother (Martina) alssged her to overcome her lack of L2
skills. Thus, Lissa managed to get a permanentifaé job as a catering assistant in a
café. The activity of working gave her an opportywif learning a range of new skills.
Lissa did not report if the fact of working at thdéce had some influence in her SLL
process. However, as she explained how demandengwher was with her, how much
he made her work, plus the fact of dealing witht@orers, | think that this activity may
influence her SLL. After some weeks, Lissa founel ekvner too demanding and she
resigned. | once observed the interaction betweeminer and Lissa and | think that a
cultural conception of gender played a role in swobk relationship, as the owner (who
is from a Middle East country) was patronising hisdl the time, although she was not
working at the café anymore when the observatiok place (see Appendix 8.3,
observation 1). Next, she worked for agencies fulldime basis for some months until
she found a permanent job in a factory, where sieeworking when the data collection

took place.

Interestingly, Lissa presents the same identifocaéind exclusion tendencies as Julie as
she was equally picky in her interactions with Wwerk colleagues. Again, | identify

social class and habitus as strong influencesdh dispositions.

16.
I think | talked about this in my first interviewhe fact that someone is native
English it doesn’t make this person someone | wékédto talk with...
(Appendix 7.3, interview 2)

17.

Yeah, and | think that it's a matter of charadténink that she [a Polish work
colleague] is different than me, and if she findsisthing to talk with them
about, then it's all right. | don't know. | dontid anything to talk with them
about, and also | know what kind of people they #re English people. | know

that they are usually very gossip kind of peopléAppgendix 7.3, interview 5)
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The variety of language also plays a role in thatter, as Lissa highly regards some

varieties of English (e.g. Received Pronunciatemj dislikes others.

18.
We, with my friends, we came to the conclusion gahetimes we might feel
excluded as to language, because we can't undeistame kind of English way
of speaking... sometimes when I'm among English mebfdel uncomfortably,
out of place, because | can't understand whatrthegying... (Appendix 7.3,

interview 3)

Many interesting situations go on in Lissa’s wodqa. Linguistically and culturally,
the staff can be classified in three big group®8rijsh (English L1 speakers and
bi/multilingual speakers, as there is an importamitingent of Indian background); b)
Polish; and c) multicultural (people from a widaga of places with many linguistic
backgrounds). The management team are all Engéisple, though.

Lissa reported that Polish people are very gregarieven when they are working, so
they help each other in many different situatiang.(giving explanations or informal
training to someone about issues related to th& activity, the place dynamics and so
on). Poles usually sit down together during thekseLissa explained that Polish is the
only language used to talk to each other while #reyworking or having breaks.
However, many of them try to use English while theg working with no Poles,
specifically with English people. This duality imnguage use resulted in a strict
application of the company’s policy about harassnrethe workplace. The
management staff was continuously emphasisinggbetiEnglish as only language in
the workplace in order to avoid exclusion practieefich can be seen as a sort of
harassment, as well as to prevent misunderstandmgysnistakes while working.

Initially, Poles were not happy with such poliayciuding Lissa. In the second
interview she raised the topic, explaining in detdiat had happened, and how she and
the most of her Polish work colleagues felt abousihe even gave to me the leaflet

with the notification, but I did not include it the Appendix to respect Lissa’s
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anonymity. To be a Pole, to belong an imagined canity of Poles is another highly

regarded identity for Lissa. Consequently, the canydinguistic policy had a strong

repercussion in her identity and emotional realrmging on an interesting comparison,

as the excerpt shows:

19.

| have this team leader who treats us like kidschbol, and | feel horrible
because yes, | feel like secondary or primary sichgain because we are not
allowed to talk, and we are not allowed to sit atogether anymore... but
this point about languages is nasty. | think t'st jpasty. | feel like my grandma
when she was telling me stories about WWII, whenlsled with a German
family and she couldn't have Polish friends... anelabuld pray but always...
the woman she lived with, she always laughed abbeause she was praying in
the evening or something. And | feel like that hessal cannot be myself. | think
English people who created that policy, they dadtize how hard is not to talk
in your language for the whole day. It's very stfelsand very hard, especially
for someone who is not fluent. | know that we nolydhave come to this
country to work here but we need to bind in thacpl.. (Appendix 7.3,

interview 3)

However, as time passed by, a subtle ‘negotiat@ok place in the factory. | put the

word in quotation marks because it was not an oggotiation, but the two parts had

been trying their best to achieve harmony:

20.

Yes, like informal negotiating. Like we do what want and they are trying not
to see us. | mean our team leaders... | think thegt #tcept us and they like us
because we are good workers, and they accept thatewchatting and talking in
our language... and there we wanted not to be vargyang with our Polish

chatting and... | think there is balance that we dthatwwe want and... yes, they

accept us (Appendix 7.3, interview 4)

Activity, identification and gender also play agah the fact of getting on in spite of

125



such linguistic and cultural duality. Lissa confemmy findings from Julie’s data in that

duality in gender performance is one of the obstafdr interaction between Polish and

English women. The next excerpt conveys it alls@usituation that | would like

emphasise: the experience of emigration —whichluegliving in new contexts, bring

some major disappointments about the idealisati@pecific communities, and in this

case, the ‘universal’ community of women.

21.

...men are...l know some guys who, especially in mykplaice —maybe
depends on the level of education and on the [@vehglish, who make
friendships with English guys. For example in myrkydace there is one custom
that they go to play football just from time to gnespecially now because of
the weather... a team, yes, and sometimes it's adn@an. Sometimes it's a
nationality against the other nationality, but tlkythis and it's very nice |
think.... So yeah, Polish guys are more open and filaly to make friendship
with other English guys than Polish girls of courséAppendix 7.3, interview 5)

The activity of working has had an impact on LissaLL. | consider the next excerpt

illustrative of how Lissa performs higher intelleat activities using English, thus L2

has become a mediating tool between the contexLiasd’s intellect.

22.

Yeah, and especially in about such simple things s1$ counting, because you
have to count quite a lot, and when no one is atdwuite often count in
English because | know that in a moment, for examply team leader, she
might ask me how much we have done so far, bedhase's a lot to do about
work in numbers.... And everything, all materials basige numbers and in a
moment we can be asked about these numbers, aaciabpabout these
numbers I'm ready to think and speak in Englisbhy@ppendix 7.3, interview
4)

Catholic religious practices are also an imporpant in Lissa’s life, and a source of

SLL. Interestingly, she decided not to attend nmiag3olish, but in English. | find that

her account contradicts sociolinguistic claims g@emn practices are tightly linked to
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one’s language (Gal 1979). Mass is also relatedprestigious variety of English, and

for this reason Lissa find it more enjoyable anefuls

23.
...the religion is quite an important part of my I§e when | came to the UK ...
the first mass | went to was English mass. Of ws've got Polish masses as
well... [however] | liked this atmosphere, the stgfemass... | still cannot
perfectly follow the masses, to answer, to say\giarg... but it's of course
another opportunity to learn the language, to ftargact with English people.
And | like it because it's different kind of Engdlithan | can hear in my
workplace. It's more formal and it's more nicerfeg because it's the language |
used to learn at school... The main priest, ha'segdly nice English language
and | really like the way he talks, and | like thexabulary he uses. And | just
find it very useful to go to these English masses| of course gradually | could
understand more and more from these masses, ahdtwelery helpful...

(Appendix 7.3, interview 5)

I mentioned above when | addressed Lissa’s ‘Podiskithat another important matter

is her sense of membership to specific communisi@sie of which are
imagined/symbolic. Lissa is strongly attached t@¢hmain symbolic communities,
namely Poles, women and university people. Theesehbelonging to such
communities shapes her SLL in terms of: a) intévastwith English L1 and L2
speakers; b) her choices of formal SLL means; cht@mberships to C’'s of P and

social networks; d) her goals, activities and exgteans regarding English SLL and use;
e) her feelings and reflexions about her level mglish and her SLL process. | have
found that even in such highly regarded communitiesre are differences. For instance,
‘Polishness’ has more value than ‘womaness’, anlegalue than ‘universityness’.

And such hierarchical values influence Lissa’sipgration and interactions.

Through specific activities, practices and behargplissa denotes how important these
communities are for her. For instance, her memljetsithe Polish imagined
community makes her to altruistically help any Rl asks her for, no matter if she
have just meet them. Her level of proficiency igksh has proved to be useful for that

help. This activity involves a new identity, as illvexplain below.
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24,

Lissa: | completely don’t understand people whandbknow English at all and
they are coming. | think they are very brave. Gavieror desperate, usually |

think more than brave. Yes.

Alma: Have you ever met a person like that whodwamse without any
knowledge of English?

Lissa: Yes, lots of people, young and older whoehfawnilies in Poland and
they were just forced to go somewhere to find jolprovide for family, for

children. And they just decided overnight to go sarhere, to go abroad

Alma: And have you seen how did they manage thaatson?

Lissa: They can handle the situation because tihdyother people of their
nationality. In case of Polish people it was nohaad even in the past because
there were always quite a lot of us. And they ugdadd someone they stay in
touch with, someone who can help in everyday Tifeat's how works. People
usually stay together like small community, likegtdours or like friends in the
same house, and they help each other to manageryday life...

Alma: So you Polish people help a lot each other

Lissa: Yes, | think we do. Yeah

Alma: Had you ever help or do you usually help otheles?

Lissa: Yes, because of my knowledge of languageite gften | was asked to
help to in many things: to filling applications go to the bank to open an
account, many different situations, to look for poiid so on. Many situations

like these.
(Appendix 7.3, interview 2)
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Socio-historical and cultural elements (e.g. lamgyahape and are reflected by Lissa’s

habitus, rooted in dispositions and feelings thatli@te her strong identification with all

Poles of the world and her exclusion of no Poléss Tocus on cultural duality is

similar to Julie’s. Differently that Julie’s cagbe lack of opportunities of interact with

middle class university people constrains Lissh@i@es so her interaction with non-

Polish people is almost inexistent.

25.

Alma: Are all your social relations with Polish gee?

Lissa: Yes, mostly. Sometimes | have contact wabpbe from other
nationalities, but ... for me it's very hard to breéhls barrier. When | have
contact with someone Polish, | can recognize & f@rson can be someone who
understands me as | understand this person andmieecfriends. But when it
comes to people from other nationalities, it's vieayd for me to recognize if |

can understand with this person...

Alma: Why?

Lissa: Because... | don’t know! It's funny becausmh be nice for someone
and this person can be nice for me, but it's sd lfi@ar me to recognize how this
person really is. Maybe it's some fault in me, thign see... (Appendix 7.3,

interview 1)

Identity shifts in Lissa’s case are also import&fte has endured a good deal of

changes since she is in the UK. Here there arentis important, from my data

analysis:
From to
A local person An immigrant
A postgraduate A person who is making a living while

acquiring cultural capital
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An English L2 basic user A person with a single cultural and

monolingual background

A religious person that performed her rituals A religious person that performs her rituals

in Polish in English

An independent L2 user and a mediating A bilingual person who experiences life in a
person between the English speaking multicultural context
context and a number of non-proficient

English L2 Polish speakers

With regard to Lissa’s hierarchy of identities, thighly regarded identities are strongly
fixed. Lissa’s ‘stable’ higher regarded identitae linked to: a) socio-historical-

cultural common values, namely Polishness; b) neiddlupper social classes; c) people
with cultural capital, especially university pegppeakers of a prestigious variety of
English; university, academia and scholarship peaplpoliteness, good manners and
Catholic precepts d) femininity; e) friendship.

As | have explained, her most regarded identited@be a Pole, a woman, and a
university postgraduate. Then the identities lintk@thmily (daughter, sister,
granddaughter and so on). Next, the identitieselito friendship and catholic religion.
As Julie, Lissa has never acknowledged the ideafitynskilled, lower-class’ worker,

in spite of having work as a catering assistantamd factory worker. Lissa see it just
as an activity that allows to make a living and&ve money for investing in cultural
capital, namely English SLL towards native-like ficincy and PhD studies at a Polish

university.

Concerning Lissa’s SLL process in the data coltecperiod, | take as a starting point
her initial test. At that time, the results pladest as a ‘proficient user’, as she scored C1
in reading and vocabulary, and B2 in writing, graan@nd listening. Lissa was having
formal English SLL as she attended an ESOL courselocal college. However, she
was not satisfied at all with it. Lissa takes h@u@ational experience within the Polish
educational system as a point of reference, asAliies with the Russian educational
system. Lissa was disappointed because she expedtasie a far more demanding

course.
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26.
Lissa: Yes... now my lessons in college. | am noyveppy with these lessons.
The first thing is that | am used to a very quéstfpace of learning that's what
is, | think, characteristic from my country. Thatdchool is not good, | know,

but the pressure it's quite hard in Polish schools

Alma: Yes

Lissa: And | find these classes in college quitevshnd more relaxing than...
everything is going too slow and | think | am wagttime during the lesson. |
feel that | could learn more, | feel that thesesdes and the teacher could be

more demanding for us, for students... (Appendix in@rview 2)

Another major cause of Lissa’s disappointment abtoeiESOL course was the
teacher’'s methods and her patronising attitude tdsviaer adult pupils. The excerpt
below shows a similitude with the situation at aissworkplace —the patronising

attitude of her manager.

27.
Lissa: And our teacher, she of course, she hasgaog English. She has the
kind of English I like, very traditional and royahglish. I like it.

Alma: Yes. It's called Received Pronunciation

Lissa: Yes, of course, yes. | love listening to et she is very slow, she speaks
slower that | speak now...sometimes | feel like im@ry school not in the
college... the fact is that she doesn't like us sp&tle speaks a lot, very slowly,
but during the lesson she is the one who speak&@ot. generally speaking,
she doesn’t encourage us to speak ... | was thirdiepanging college... |

know | have to find another teacher. | had Engtisisses on this level before in
Poland and these classes were far better thanTtiesteacher was Polish but...I
was much more better motivated to learn. Now...| h&wgot motivation at all

to learn, and | bored.
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Alma: Oh

Lissa: Yes. | was thinking changing college or séss | was thinking as well
about private classes with English teacher

(Appendix 7.3, interview 2)

Eventually Lissa invested in private lessons oflEhgy a young English teacher who
Lissa knew from her course of ESOL in the facthigsa liked her new teacher for two
reasons: a) she was friendly and informal; anchb)vgas teaching ‘daily street English’
to Lissa. The lessons started in the middle ofidita collection and the final test
showed a slight improvement in Lissa’s grammamfi®2 to C1. Lissa continued
investing time and money in those private lessaashe was preparing her CAE test.
In the beginning of 2009 she sent me an e-maihtethe that she took the test in

December 2008 and she passed it.

4.2.3.2 Gender

Gender is an important area in Lissa’s case. Ownileehand, she shows strong
gendered practices, in which femininity is a highdgarded quality that also shapes
Lissa’s identification practices. They in turn unéhce friendships and membership in
groups and communities of practice (almost Polislyjo They are also relevant

because help Lissa to break her closed circle l$liPsocial networks and try to make
some friendships with some no Polish universityég® women. Gender is also an
important element of Lissa’s habitus, as she ptsjastrongly gendered version of
feminine embodiment and performance, which ovenlaifts the politeness of her

middle class background: soft movements and bauyuage, sweetness, adequacy,
very feminine dress style and room decoration sgihel so on. She also tends to be nice

and empathetic in a feminine way reported in liteme (Lakoff 1975; Coates 1993).

On the other hand, the new social context invotaasy different issues that are gender
related: a) cultural duality in the ways of so@alg with the opposite gender (I use the
term ‘opposite’ because | am talking about an losiExual general context and Lissa’s

gender performativity, and not because | am ackedgthg hegemonic gender
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practices that take heterosexuality as ‘the nom‘the natural way’). Such dualities

often provoke misunderstandings that result inraffeensibilities and even in conflicts.

28.
You know that English people they've got biggeetahce to jokes, especially
like sexual jokes. And | think that they are noteswsily offended like we are.
Let me think about this situation in which this Hsly guy was talking with me.
| didn't like, I hate that, but | think he didn'emsnt harm me or something. He
just didn't realize that | didn't like it, as | ditishow. | just talked back and I just
avoided him. I didn't tell him that | just donkdi it. | just thought that he
couldn't understand it why | didn't like it. AndHhink that for him it was normal
and natural and perfectly right this kind of chadtithis kind of jokes. | know
that.... (Appendix 7.3, interview 3)

Lissa endured several situations of bullying andiésment from men in her work place,

like this account illustrates:

29.
He was talking with me but after several times §wa annoyed that | told him
that: ‘be careful what you are talking to me beeaugon't like the way in which
you talk to me. | don't like your jokes'.... Oh! Ame goes furious! Completely!
| was scared because he started nearly shoutindi!.l Was scared really
because | felt that if | told something more, haldaven hit me or something.
It was scary and | just shut up not to make himexargry, and my team leader,
she noticed that something was wrong.... But | didfi'ther what was going
on... he is from Jamaica. He is very dangerous asmlyc({Appendix 7.3,

interview 3)

Some accounts show that male harassment takes $oitotis and could happen
everywhere. In such harassment, there is alsot@amat of using language as an
emotional instrument that may allow access to thgext of desire, but unsuccessfully.
| think that in this situation, rejection is feed identification and exclusion practices, in
which membership in imagined communities (Polesyarsity people), cultural

differences, social class and race (as all thertegponen are Indian or Jamaican) are all
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relevant.

30.
Lissa:...Indian. In the past I've had some experigmath this kind of men and
they were quite nuisance for me, because they askiag for date... they are
trying to learn words to talk to Polish girls ... Hhiearned how to say hello in
Polish and they say that in the street ... usuallyherstreet, when | go with my
friends, | can hear hello in Polish and we ususigar at this guy...

Alma: in Polish?

Lissa: Yes of course. And | know it's not very pmli. (Appendix 7.3, interview
5)

The excerpt below denotes how within an urban rwittiral macrocontext, issues of
immigration that comprehend past and present, Issegection to others due to

identification and exclusion practices is evident.

31.
Yes. We usually keep together and we've got theesgsmion about these
situations. Girls they go out with these foreignmfiledian], but it's not very
popular. When you do this it's not very populas, ot good. | know Polish girls
who are in serious relationships with these guyx) married these guys, who
have children with them, but it's not happening ntiwised to happen in the
past, when there were less Polish people. | thieke relationships were right

some time ago in the past. Not now. (Appendix in&rview 5)

Lissa reports to have established some friendshifbsmale work colleagues who are
English L1 speakers. They are mature men, andntasesting that Lissa had overcome
her strong identification and exclusion tendendiesng able to relate to them at some

extent.

32.
| only talk about my personal stuff with peoplekiel and who I trust. And so far
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| haven't found anyone to be very close, as | yold. | used to work with
English guy but he was older than me, he was oftgy &nd | felt that he and

his friend, they were actually two guys, | couldlféhat they are kind of people |
can tell more about me, but only these two guysymare... (Appendix 7.3,

interview 5)

In a similar way, Julie also has a mature Englistspeaker friend, who was her
landlord and who she keeps in touch with. He aldpdd and still helps Julie with her
English.

Reports about gay people befriended and even lyebglish L2 learners in their SLL

appear in three of my participants accounts. Lissme of them.

33.
...for example in this Polish party there were twgguOne was from our
workplace because girls, they took him because gay and he likes to talk
with Polish girls. And girls really like him becauke is very talkative and he is

very funny

A: is he English?

L: Yes... and this guy, he is very open... to makenfighip with foreign people,
and when Polish girls invited him to this party geaad] ‘Yeah, of course I'm
going to come and drink vodka with you and havewith you'... He came and
he had a very good time and he was nice... And itstrasge because it was
typical Polish party, with our alcohol and our nauand everything very Polish,
but he enjoyed that... | mean he is just this kingefson who is very open...

(Appendix 7.3, interview 5)

Similarly than Julie, Lissa does not have Englistirgends. However, | consider that in
Lissa’s case this fact is related to social clhabjtus and the Pole’s tendency to be
gregarious, and not to cultural differences in ggrneerformance (as in Julie’s case). |
think that Lissa’s strong belief in femininity ammanhood might be attuned with the

general female gender performance in English aeiltur
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34.

| don't know but we | don't talk a lot with Engligirls in my workplace... | just
didn't find them a partner to talk with...with thelpiEnglish girl | talk with is...
my private teacher, but in my workplace... | knowttteere are other girls that
they talk with English girls about different matdyut we don't usually spend

our breaks together... (Appendix 7.3, interview 5)

Lissa’s account also shows interesting genderreififees and division of labour

between Polish immigrants. The same excerpt alseeys her strong belief in a

symbolic community of women.

35.

| know that men are different people. | always fbealt women are more open to
learn, to education, to going to college... than mdrthink it's true. | think
that... amongst my friends more women are willingtiady, to educate in
English. Maybe it's because men... they've got mpp®dunities to get better
job, better paid job and they are more concentratedork. And when there is
couple, usually girl is doing something more tateand the guy is to make
money and to earn for living. | think that girlseanore open to make
relationships with foreign people, to make friemdth other people for example

like me... (Appendix 7.3, interview 5)

Lissa’s last affirmation involves two contradictsorirst, she reported to have only

three foreign acquaintances (me included) besidesvark colleagues. Second, in

previous excerpt (see above in Identity sectior)ssys that Polish men tend more to

make friendships with English people than women.

4.2.3.3 Conclusions:

Lissa presents the same tendency of identificatrahexclusion practices than Julie, as

they have a similar habitus and sociocultural bemligd. Lissa presents strong
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tendency to highly regard some imagined/symbolmmmuinities, and this pattern is
related to the aforementioned elements. Lissalase experienced a good deal of
identity shifting in the new context. Her most regad identities are linked to her

habitus, her sociocultural background and in ttorher imagined communities.

An important identity resulting of Lissa’s identiéyd L2 skills in the new context is
that of mediating person between Polish newcomérsave non-proficient in L2 and
the English urban context. Julie has also a sindiantity but dictated by a formal and
institutional way. Differently, Lissa actively hagvery Polish to ask her to do so,
personally, in daily issues, and spontaneouslyhB&them is helping their imagined
community of Poles, concretised in specific loaahenunities in that English urban

context.

Gender and social context (working environmentjghebnly social networks) play a
constraining role in Lissa’s access to interactiatth English L1 and L2 proficient
speakers, so maybe missing a beneficial help flemt Bullying and harassment
related to gender are also illustrated in Lissa%se¢ as well as the relationship between
identification (feminine performance of gender ag@omen) and exclusion (racial
and cultural differences, as well as sexual oljgnty of women) tendencies and

practices.

Lissa’s case also provides an interesting examlaguistic mixing-up and
negotiations in multilingual workplaces, as wellths complexity involved in such
multilingualism, for instance, the strong feelireged identification attached to people’s
own language, and how easily they can be threatened

Lissa’s case also gives evidence of how the agtofitvorking has an impact on the
individual's SLL.

4.2.3.4 Epilogue

To date (February 2010) Lissa still works in thmeglace. She passed her CAT exam
and she still has plans of pursuing postgraduathes either in the UK or in Poland
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4.2.4 Alisa: ‘I just want to see the world in time to trance music’

Alisa is a Russian who acquired Lithuanian natibyn&w years ago. She has a degree
by a Russian university. When the data collectiantead, Alisa was twenty four years
old and she was working as a catering assistamtafé. Alisa shares many similarities
with Lissa and Julie. For instance, she also grpwn a state with a cohesive
neighbourhood, and her parents also have tertiugation (an engineer and a
businessman). Alisa is an only child. Her data stHwat the brief period spent in
Lithuania (2 years) had little impact on her, an@dt all her relatives, close friends and
social networks that mean something to her beloret life in Russia. The only
important issue linked to Alisa’s life in Lithuangsher change of nationality, which

allowed her to migrate to the UK with no border stpains.

Alisa’s motives to come to the UK were two: to viiclose friend and to see the world.
Alisa’s eagerness to see the world is stronger ithdalie and Lissa. Once in the UK,
Alisa decided to stay permanently and started logkior a job. She reports that her low
level of English and her lack of familiarity withé new context resulted in struggling to
get jobs, even the lowest paid ones. Like the dilerSlavs, Alisa worked for an
agency for more than one year until she eventdallpd a permanent job in the
aforementioned café. She was the only participdrtt lwvas able to observe in her
workplace while she was working. The next exceitptstrate what | have explained

above.

36.
The main thing was that | needed money, and | badbrk. And to work you
need to speak at least a little bit. It was diffichecause | didn't speak at all and
| had to communicate with people by my friends alsvgaying to them and they
were saying to others... because | was doing alwvibrix from agencies, where

you don't really have to speak English (Appendix ihterview 2)

Alisa’s SLL story started in primary school, whetee studied EFL courses which, at
that period, she was not interested at all in. &k@owledges that her urge of travelling

— that emerged some years after, make her to siader the EFL courses once she
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started university. Similarly than Julie and Lissaes, she achieved a basic user level.
However, she mentioned that her ‘true’ SLL staséxbn she arrived to the UK.
Comparatively, she has had more problems of comegatian in L2 than the other two
aforementioned women. Alisa also reported to haaent a little Lithuanian with the
only purpose of fulfilling the requirements for abting the nationality. She never had

used that language, even when she was living huhiia.

During the data collection period, Alisa was ergdlhot in one, but in two ESOL
courses —in part-time basis, one in a local colegthe other in a local university.
Alisa found the courses moderately satisfactorjyeagoint of reference is the Russian

educational system, as the next excerpt shows:

37.
| don'’t really like the way of English educatioredause when | used to study in
university | was studying forty hours a week, aedehmy friend is studying like
twelve hours a week, and I think that's ridiculou®ut maybe I'm old-

fashioned or something, but | don’t think it's rigbAppendix 7.1, interview 2)

In the area of informal learning, the activity @rforming a job provided her with
opportunities of SLL through interaction with ErgyliL1 speakers, both work
colleagues and customers. In fact, Alisa affirnag thwas the interaction of formal and
informal learning what has helped her to make megiin her English skills. | totally
agree with her. There was a good deal of interadigiween Alisa and many English
L1 speakers with different accents —her boss, bss’b wife, the other catering
assistant, and customers. | think that such agtieitted Alisa to use her listening and
speaking skills in a natural context. | agree witisa in that such interaction was

relevant for her progress, as it is illustratehia éxcerpts below.

38.
...well the best thing | have done is that | careast speak, make little
conversation now. And most important, | can — ‘@umsmy work is only
English people around me, and my manager like tthdbmanager
conversation, and it's no one around me who spealanguage, so | have to be
talking all the time. | couldn’t do that but nowean do that (Appendix 7.1,
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interview 3)

39.
It wouldn't help me if I just went to this Englisburse and home 'cause the
more and more | work, and more and more coursiakél] that means the less...
| speak Russian. And with all that together... Themmportunity of practicing
it's my work, yes, and in one way, but where | igalant to talk properly is in
my informal life. | really want to speak easierriiado now. (Appendix 7.1,

interview 2)

Alisa’s initial test results placed her at indepemiduser level, as she obtained B1 in
writing, grammar and listening, B2 in vocabularylak? in reading, while her final test
results show an improvement in grammar and lisge(2) and reading (B1); no
improvement in writing (B1) and deterioration incatulary (B1). Alisa tried to avoid
speaking Russian with people in her immediate ctrate a SLL strategy. However, she
had a constant communication with her Russiandserwho are spread through the
world, means the internet. | consider that thi$ faay play a role in Alisa’s lack of

progress in writing and vocabulary.

40.
Alisa: Yeah, my friends, the people | had befomfrmy country... well they

are one of the most important communities

Alma: And how do you keep in touch with them?
Alisa: By internet

Alma: By internet but which it means? Do you uséing, chatting...?

Alisa: Lately | have just discovered ‘Skype’

Alma: Yeah, with all of them. And where are theyfidan in which countries?
Alisa: One lives in Finland and the other one irs&a... in America, in
Lithuania of course, in all other Baltic countriesGermany as well...

(Appendix 7.1, interview 3)
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Another important source of interaction and SLIgubh not as constant as the
workplace, was Alisa’s membership to the imaginehmunity of trance music fans.
Such community materialised in specific communitépractice gathered around
trance music (TM) festivals. Alisa reported thaice her adolescence, she was part of a
group of close friends gathered around a spedifid &f music —in this case, trance,
which in turn involved specific dressing, behaviand idiosyncratic codes.
Consequently, Alisa’s account confirms what | haxplained in Julie’s case. | deduce
that such strong group identification practicesa@m@mmon in some CEEC’s urban
contexts. Interestingly, Lissa never reported quadnomenon. This is part of a
worldwide phenomenon, as part of we human beinge beegarious practices.
Contrastively, once in the UK Julie detached héieduch practices —and substitute
them by others equally inclusive/exclusive, whiifisa still makes them a fundamental
part of her identity and way of life:

41.
... and also music because an important part of faydimusic. It's always
music and nothing else (chuckles) (Appendix 7.terinew 1)

Attending TM festivals here and there in the UK waasignificant activity for Alisa.
There she met people from worldwide —includingfoer last boyfriends, each of
whom she has had an ‘open’ relationship with. Ategaorted that all of them (three
English L1 speakers and one German L1 speaker)heped her with her English at
some extent. The excerpt below is an example Bkisides, it also illustrates two
issues: a) the impact that using technologicaktbale in SLL, and b) interactions may
be useful for both parts in linguistic terms, asytimay also learn from and may

influence each other.

42,
Alma: And two last questions. You told me that y@ave met an English native
speaker who has become a close friend of you. Dangtice any difference
because of this interaction with him? Do you thin&t your English has

improved?
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Alisa: Yes, it has improved a lot even by SMS witessaging. | have learned
lots of things because he can text me and | knoat wmeans. | mean it's not

like even slang, it’s lots of language, English @sthat | didn’t use before...

Alma: In which other ways does he help you withyguaglish? Does he

sometimes repeat a sentence that you've said wrong?

Alisa: Unfortunately not. He doesn’t. Many timeask him to explain
something to me —what it means. And even thougthoes try —because once
we were eating in Boots... and so | asked him everg ind so he would come
down like ten times and getting a dictionary. Areddave up and I think it's
annoying anyway, but as | was saying to him: ‘yaayrthink it's annoying but
you are thinking as well. It's good for you.” Budédn’'t know...

(Appendix 7.1, interview 3)

Importantly, as English was the lingua franca in Tiddtivals, Alisa highly regards

English as ‘the international language’, a usedol that allows her to talk to everyone.

Hence her interest in acquiring a highly proficieavel — again, native-like proficiency

is the ideal, ultimate goal. Membership in suchgmad community and her knowledge

of English are in consonance with Alisa’s eagertesee the world. This strong

tendency is tightly related to the activity of te#ling.

43.

Alma: Oh, OK. That's interesting. So, let's goigtntiinto the English issue.

Why did you decide to learn English?

Alisa: Most of all, because | needed to communigatk people, because | have
always had lots of friends, but | wanted to makeearfaends. Anyway, it's an
international language, of course, which isn'tdgase with Russian. English is
the international language and you have to speakJnfortunately, I'm not
trained in anything in English, but I'm still inémted, yeah. And that's one of the
reasons. Well, the main reason, of course, isltwanted to travel, and to do
that you need to speak English.

(Appendix 7.1, interview 2)
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With regard to investment, Alisa’s stance diffexani others of my participants. Alisa

does not want to invest in English to acquire caltaapital that may lead to the

acquisition of other capitals. Alisa was investindnglish because it was a relevant

instrument of communication within both the trameasic community and the places in

the world that Alisa wanted to visit (e.g. Spaiortagal or the U.S.A.). Also, some of

Alisa’s Russian friends live in other parts of therld, thus she expects some day to

pay a visit to them. The excerpts below exemplhifg televant matter.

44,

45.

46.

Alma: You don’t think then, that the learning ofdtish is a good thing to put in
your CV?

Alisa: No. | don’t care for that. | really don'Appendix 7.1, interview 2)

Alma: Yeah, but apart of the workplace, and youglish courses, do you have

any opportunities to interact or talk to Englislopke?

Alisa: Yes, of course. When I'm traveling or if I'going to some festivals or
some venues, there | meet lots of people, fortiyae... (Appendix 7.1,

interview 2)

Alma: and where are your friends from within thegranunity that you are a
part of?

Alisa: there’s lots of Italian; people from Israglhm Brazil as well from Spain.
Some of them are the interesting ones, not atlstyery mixed... for what |
have found not a lot of English people are intad¢eamusic. It is
interesting...They are all very emotional people &y want to share their
emotions with other people, that’s why they wanspeak English (Appendix

7.1, interview 3)
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4.2.4.1 | dentity issues

Alisa defines herself as a Russian, but her adepnsof Lithuanian nationality involves
the advantages of being an EU citizen. Consequentlye a Russian-Lithuanian is one
of Alisa’s most regarded identities. Her data st@wvtendency to strongly appreciate
specific imagined communities, tendency that is algnificant in Lissa’s case. As |
have emphasised in the discussion of Lissa’s thsexperience of emigration brings
some major disappointments about the idealisatiG@uch communities. In Alisa’s case,
migration put an end to Alisa’s belief in the imagd community of Russians. Her
young Russian housemates let her down when shetwagling both to fit in the new
context and to find any job — due in part to heklaf proficiency in English. Alisa’s

felt down and she reported had no support from thiére big impact that such
disappointment had in Alisa can be detected inréerrded account through changes in
her voice while she is narrating the facts. Intengty, the data conveys that the
destruction of such belief resulted in a bigger eomal attachment to the trance music
community, and a trespass of many of the qualit@s the former imagined

community to the other. With no doubt, Alisa’s moegarded identity is that of trance

music fan.

47.
... It was quite stressful to be here ‘cause | dithate a job and some of my
friends, they let me down and | hated that... nowdw that only is only myself
that can help myself. That no one is gonna helplkeow that's for sure

(chuckles). They let me down a couple of times...gémudix 7.1, interview 1)

On the other hand, Alisa’s less regarded identitye-that she does not assume, like
Julie and Lissa, is the one of unskilled, lowersslaorker. She admits that she has been
at some extent ‘downshifting’ but her attachmenth®trance music community, her

youth and personality makes her to overcome th@tsin, taking it as temporary.

48.
...It's like waitressing. Some people ask me andyltbat | hate being there
serving people, and it's not because there areastymude people... (Appendix

7.1, interview 4)
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49.
Alma: So you have a degree in marketing
Alisa: Yeah. Yeah. (chuckles). And now | work ica@ffee shop (chuckles)
A: Well it’s fine
Alisa: Yeah
(Appendix 7.1, interview 1)

Importantly, Alisa studied her degree to pleasepagents and she does not feel any
interest in it. Consequently she does not expedet@lop a career on it. This is a
relevant difference between Alisa and the rest piarticipants, as well as her lack of
interest in the acquisition of capitals. Again, #uguisition of English emerges as a

goal that involves purely practical purposes.

Alisa —like Julie and Lissa, presents strong idematiion and exclusion practices that
are rooted in her habitus and social class, asasdier membership in the TM
community. Besides her bad experience with Russsdresfeels that she has nothing in
common with other Russian immigrants. As she dicknow anyone from the TM
community in Southampton, she did not look for nreghew people for socialising:

50.
...because usually Lithuanian and Russian people thkgtdo it's only
drinking or something like that (Appendix 7.1, iriew 1)

51.
...Southampton... I don’t find it interesting becaudsatv’'m interested in is,
for example, in London, in some culture things aadhe venues. It's all in
London, there’s nothing in here. | can't find pemghat I'm interested to
socialise with, that's why I'm not doing it. Thatghy | need to move

(Appendix 7.1, interview 3)

52.
Alisa: ...because | travelled to some festivals &t gummer... in they you can
meet people from different countries, the mostEmglish, sorts of different and
| got some friends from other parts... but it's rit# not really friends, we see

each other in parties or festivals but | commumissith them by text or e-mail
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Alma: By e-mail

Alisa: They live in England but not in Southampton

(Appendix 7.1, interview 1)

As the other women, Alisa has also experienced ndentity shifts in the new context:

From

A tourist

A local person

Highly dependent full-time student

A person who had never worked

A person who dreamt to see the world

An EFL learner

A Basic user of English

A member of a close circle of livelong

Russian friends

A member of a local community followers

of trance music

4.2.4.2 Gender

To

A permanent resident in the UK

An immigrant

An independent young adult

A working person

A person who is already seeing the world
while is making a linguistic, economic and
identity investment to further see the world
An ESOL learner and informal L2 learner
through interaction

An independent user of English

A member of the same community, which
have become a community of sojourners,

now spread in a number of countries

A member of an imagined community of

trance music fans

With regard to the role of gender in informal SlAlisa’s data also shed light on the

high degree of cooperation from male English L1agees and highly proficient

English L2 speakers (especially of mature age,Adiga’s boss, Julie’s landlord,
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Lissa’s work colleagues) but also young (Alisa’sl dnlie’s boyfriends). Her data also
confirms Lissa’s, Mimi’s and Sophie’s reports abthé lack of willingness for
interaction from female English L1 speakers. Aksaentity also plays a role in this
matter —as Julie’s does, as she reported thatv&ndnas had a tendency to have more
boyfriends than girlfriends. She also sees the @atitiveness between women as a
cause of that lack of empathy and cooperation,edsas situations of jealousy and

aggressiveness.

Interestingly, Alisa made some reflexions on tlca¢ated’ female necessity about
having a ‘stable’ relationship with a man. She noered that she tries to avoid this
dynamic of dependence (see Appendix 7.1, inter&pw herefore, Alisa’s gendered
practices and beliefs are unconventional at sortenexhence her ‘in-off’ emotional
relationships which nonetheless have proved tooleel gh both SLL and emotional

terms

4.2.4.3 Conclusions

Alisa’s SLL is strongly influenced by two intertveéd elements: her eagerness to see the
world and her membership to an imagined commurfityamce music fans. She also
has native-like proficiency in English as an ultimadeal goal.

Similarly than the already discussed cases, stsepte strong identification and
exclusion practices, also dictated by her idealisefjined community and her habitus,
in which social class plays a role.

Likewise Julie and Lissa, she is also making airgstment in SLL, however her
goals are different, as she does not give impogtéamt¢he acquisition of capitals.
However, she is actually acquiring English as gdistic capital that will allow her to
acquire social capital within her idealised comnyiand to acquire cultural capital
through travelling to see the world.

Gender plays a role materialised in help from npatéicient speakers of English (L1
and L2), exactly as happens in the other two caisiss chapter.

The activity of working has been crucial for Alisgirogress in L2, as it brings
interaction, exposure to L2, help from L1 speakeegd of speaking and listening

customers, and so on.
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4.2.4.4 Epilogue

To date (February 2010) Alisa lives in London, whsehe has been working as a shop
assistant. She still is an active member of bathirttagined and factual communities of

trance music fans worldwide.
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4.3 General conclusions

The data analysis denote several elements relat®igtation to a new country
therefore a new social context: a) eagerness ttheesorld; b) changes in identity
(especially identity shift); c) the relationshiptlween the learner’s identity and the new
context in two ways, namely how others’ perceivedra react in consequence, and
conversely, the learner’s feelings and perceptadriie new context and others. In this
aspect, | have found relevant the participant’sifoon differences between the L2
learner and others (e.g. cultural). This may havenluence on her decisions about
SLL (e.g. interaction with more proficient speakefshe TL). The activity of
immigrating also involves significant disappointrtgelinked to some of the L2 learner
beliefs and expectations, for instance: a) a le¥&nglish that the L2 learner
considered good but that proved to be insufficiemhanage within the new social
context. This in turn brings a mismatch betweenLthéearner’s level of literacy in L1
and the jobs obtained in the L2 social contextnggined communities that result to be
not so ideal or obsolete in the new context, bemgsequently abandoned; c) the reality
of living in a new, different socio-historical-cutal context. Such experience surpasses
the L2 learner idealised concept of what a firass|Western country is, and requires a

huge investment to be able of managing in the remiety.

Investment is relevant and related to: a) actithgt is, everything the L2 learner does
to progress in her SLL, in systematic and non-syate ways; b) identity, as the
learner invests not only who she is, but also wiewants to be and importantly, her
self-esteem. This involves a good deal of intellabtemotional and personal effort.
The acquisition of capitals is the core of investimas Bourdieu (1986) identified and
Norton (2000) confirmed.

The cases support the social psychology theoriegeotity hierarchy, which claim that
we all have our own set of identities hierarchmalered. Consequently, we regard most
some identities than others, and we ignore idestiiffered by specific contexts when
such identities have a low rank in our identityrarehy. The data also illustrates that
conversely, when other does not acknowledge out regarded identities, we

experience emotional pain, which we palliate usioging strategies.
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Identity shifts are tightly related to social coxttand the individual’s experiences

within it. Therefore, identity shifts are fluid mature, though in some instances the
shifting is long-lasting. However, my data sugghlst such changes are never drastic. |
argue that habitus influences how deep an idedtignges and also, the rhythm of such
changes. | have also found some evidence thatplatgtus as the core of an
individual identification and exclusion practicesd it also confirms the tight
relationship between habitus and social class (@eurl977). However, habitus allows
change, as | am going to discuss in chapter 6.

The above discussed cases also suggest that geager role in my participants’ SLL.
It does it through heterosexual gendered pracpoeduct of a conservative gender
order. The data contains consistent reports ofja tiegree of help and cooperation
from highly proficient male speakers of the TL (&dd L2) to my participants (all
female). Conversely, the discussed cases alsoeanavident lack of cooperation
from highly proficient female speakers of the TLy-participants’ reports focused
specifically on L1 speakers of English. Exceptibnah Julie’s specific case, her
identification and exclusion tendencies in gendafgrmance are the main reason for
not interact with female L1 speakers of Englishe Dither two cases clearly report a
lack of cooperation which surpasses social classrelare two exceptions: Sue, Julie’s

former teacher of English, and Alisa’s boss’s wido is from Africa.

As | said above, all three participants’ reportdicate strong identification and
exclusion tendencies that shape their choicesaflpdo interact with, no matter if they
are English L1 speakers. | argue that their satéss parameters are by far more
relevant that the fact of accessing possible ssw€&LL through interaction.
Idealisation of and membership of imagined/symbodiimmunities —especially strong

in Lissa and Alisa cases, is another consequenseabftendencies. The data also imply
the important role of L1 in such practices and @easitions, as well as in the

participant’s emotional realm.
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Chapter 5 The case study, part two: Seeing the
world through others’ plans: the women from non-

European backgrounds

This chapter contains the explanation in detaihefsecond group of cases, namely the
women from non-European backgrounds. As | haveagx@dl in the general

introduction in chapter 4, this group of women sldlasome characteristics: a) their
migration to the UK involved family commitments aothers’ plans; b) initially, these
three participants were not interested in leariiinglish, though all of them eventually
made a big investment in their SLL, with unevenultss c) consequently, these three
women had a very low level of proficiency in Englis2 on arrival, a situation that
made a big difference between them and the Eurogeaup. This also influenced the

identity positions available to them in the new test

5.1 Macrocontext

This section explains briefly the general socioernit traits of each of the women
countries, in order to contextualise their casesgve general information about each
of the participants’ socioeconomic background. Bxkphg the socioeconomic
conditions of these so-called developing countméght allow understand the
importance for middle classes to invest in studyihgt is a common trait related to the
six women cases). Especially for citizens of themntries, investment in training in a
country of the so-called West represents an adgardger a huge number of co-
nationals in terms of access to better career dpuent opportunities. Also, this
training may contribute to the countries’ developinance the ‘sojourners’ (people
living abroad for training purposes, Weaver 199 lgack. Moreover, | consider that
the information below also denotes that there isrgortant contingent of citizens from
those countries who live in extreme poverty andehay opportunities for acquiring
cultural capital studying abroad. Consequentlys fact support my analysis results that
indicate my participants’ middle class backgroymatfing in context the big investment

they are doing to afford living in the UK.
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5.1.1 China

China is a country that has had an exceptional@oandevelopment in the last two
decades, which in turn is having an impact on tbbal economy (Breslin 2007;
Prasad 2007; Santiso 2007; Winters and Yusul 28@rtison 2008). Among the
causes of such dramatic change are the neolibgpab@ach implemented by the socialist
government, which resulted in market friendly pi@s; important economic reforms, a
restructuring of production and promotion of botlvatisation and entrepreneurship
(Santiso 2007; Winters and Yusul 2007; Painter 2008

China’s economic strengths are its size and popualaumber, which provides plentiful
low-cost labour, its swiftly expanding physicalustture and skills, and its ability to
innovate, in short, ‘productive potential’ (Winteasd Yusul 2007:1; Morrison 2008)
and ‘massive ratios of investment and savings’ {iSar2007:9). For instance, there is a

huge investment in high technology (Winters andi2@§07).

However, there are also weaknesses, such as latdvefopment of the financial sector
and the banking system; heavy dependence on exgorero environmental
conservation policies; social instability due aptdramatically growing social

inequality (see below); and b) to institutionalreqtion (Chaudhuri and Ravallion 2007;
Prasad 2007; Morrison 2008; Painter 2008). Chirstilisconsidered a country of

middle income (Breslin 2007). There are also ecan@malyses that point to the

transnational companies as the ones to benefrhtst from the Chinese boom (ibid)

The local consequences of China’s economic grovehag a dramatic change in
lifestyle, towards a Western-like way of life in masenses; b) modernisation; c) cities
are growing and their infrastructures have improweBdeduction of poverty in both
urban and rural areas, as well as an improvemeareias such as health, education and
infrastructures; f) class reformulation and sopllrisation (poor people in the
countryside have to move to the cities and the giedmotes this; three clearly definite
classes have resulted, namely middle, rich and. @dw poor classes have benefited
little from such economic prosperity, and the gapMeen both excessively wealthy and
poor is huge; g) high levels of pollution (Bresifi07; Chaudhuri and Ravallion 2007;
Winters and Yusul 2007; Morrison 2008)

The global consequences are: a) reconstructiomedEast Asian regional economy; b)
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impact on other countries, both rich and poor, many transnational companies shifted
their sites of production from rich or middle incermountries to China (Breslin 2007,
Winters and Yusul 2007; Morrison 2008); China moapetitor for export oriented
manufacturing developing countries, for instanceideand other Latin American
countries (Santiso 2007); c) paradoxically, itshhiggeds of raw materials both for
industry production and for local consumption, ne&dina a good client for the
aforementioned countries (Santiso 2007; Morrisdd820Therefore, Chinese

companies are already settled in Latin America ((Sar2007).

5.1.2 South-Asian region

The end of the Vietnamese war left several SouthrAsountries of the region in
situation of difficult socioeconomic conditions @&n 2001; Boudarel 2002). Vietnam's
government applied a communist infrastructure wistbhn of labour implementing a
collectivisation of the means of production. In @9Thina invaded Vietnam from 17
February to 5 March (Bakshi 2000). Vietnam alsdegefl from the postwar USA and
European trade embargo. In 1986, the governmertig®kchanged to a free market
economy controlled by the government, promotingifgm investments to develop
Vietnam’s exports. Such policies worked succesgfllowing the country's economy
to grow (Neu 2000; BBC 2008; Vu, Gangnes et al.808ince then, the country’s
economy has been gradually abolishing the statgsa@anic monopoly, with a tendency
to privatisation and development of entreprenepréiguyen and Xing 2008).
Consequently, Vietnam’s economy has experiencetaigable growth and
development, which has its basis in manufacturkgpes (Nguyen and Xing 2008; Vu,
Gangnes et al. 2008). Similarly to China, such etspare one of the main economic
sources for the country, and they are based inpclad@ur, promotion of foreign
investments and exploitation of its rich naturalaerces. Consequently, many
transnational companies have shifted their cemtr@soduction from rich or middle
income countries to its territory. The main investm Vietham are Japan, Singapore

and Korea (Nguyen and Xing 2008).

Among the consequences of such economic growtlaaemployment creation; b)
poverty reduction, though Vietnam still is a poountry; according to the World Bank,
in 2005 45% of rural population lived below the pady line (Vu, Gangnes et al. 2008);
c) emergence of a new generation of entreprenetttsa mixed ideology that
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embraces both money-making and national identitgr(N000); d) development of the
educational sector; education is a growing and manb area in Vietham nowadays.
The rates of school enrolment and attendance anagthe highest in the world. The
number of universities and colleges is also inenegyg high. The area of information
technology and computing sciences has also expedea fast growth (BBC 2008; Vu,
Gangnes et al. 2008). South Asian people see kadgelas a powerful developing tool
for individuals, which minimises failure and enhasstrengths (Marr 2000). Among
Vietnam’s handicaps are the high levels of ingbnal corruption, similar than in China
(Marr 2000; Painter 2008; Vu, Gangnes et al. 2@08) the high levels of poverty.

5.1.3 Mexico

Mexico had an important period of economic develeptrand growth (1970-2003).
However, the eighties and nineties also involvelffacult economic period where
Mexico experienced several financial crises (Witiga2005; Diaz-Bautista 2008;

Estevez 2008; Gonzalez-Martinez and Schandl 200&) reasons for such change were:
a) a huge external debt contracted taking oil pctdo as a guarantee, and the increase
of interest rates; b) shift of financial investnisribcus from a growing diversified
industry to the sole oil extraction industry, as #bundance of oil was —and still is,
Mexico’s main economical source; ¢) global econ@iniecession that started in the
1980s; d) the oil crisis at the end of 1970s (\Witis 2005; Gonzalez-Martinez and
Schandl 2008)

Mexican debt led both the World Bank and the Irdonal Monetary Fund to put
pressure on Mexico to adopt a neo-liberal econ@ystem, which involves a series of
measures such as facilitating foreign investmeniafisation of some of the major
state companies; development of exports infrasiracnd focus on exports as a major
economical source; and local currency devaluat@ili@ms 2005; Cahn 2008; Estevez
2008; Gonzalez-Martinez and Schandl 2008; WilsabB820From the middle 1980s
onwards, Mexico has been joining a series of temgfeements, the most important
being the North America Free Trade Agreement (NAF; Wich also involves the

USA and Canada (Diaz-Bautista 2008; Gonzalez-Meztemd Schandl 2008)

A positive outcome of Mexico’s neo-liberal approasithe remarkable development of

the country’s exports industry, resulting in arealative financial source to oil-
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exporting. The tourism industry has also becomettind most important financial
source. Both industries are based on a huge camtiraj cheap labour (Diaz-Bautista
2008; Estevez 2008; Gonzalez-Martinez and Schah@B)2

On the other hand, neo-liberalism has not stopgedsignificant crises nor mitigated
the major problems in Mexico such as: a) high lewdlcorruption; b) lack of
employment; c) heavy reliance on natural resou@ésed export industry and
population growth; d) lack of conservationist eowimental policy; €) a dramatically
contrasted socio-economic inequality between udrahrural areas, between wealthy
people and poor people (about 50 millions livegawerty in 2000), and between the
different regions; this inequality also includes ttownshifting of Mexican middle class;
f) social tension and instability resulting fromawen distribution of capital and
resources, and government repression and coertitmdissenting citizens (Williams
2005; Cahn 2008; Diaz-Bautista 2008; Estevez 2G@Bizalez-Martinez and Schandl|
2008; Wilson 2008)

An additional problem is Mexico’s unbalanced depar: on USA’s economy, as this
country is Mexico’s main trade partner, though @hmbecoming an important
alternative (Santiso 2007; Diaz-Bautista 2008; #te2008; Gonzalez-Martinez and
Schandl 2008)

The next sections contain the discussion of eatheothree case studies. It starts with
Kim, the South Asian lady, followed by Mimi, the kean, and finally, | will address
Sophie’s (the Chinese lady) case.

5.2 Kim: Surmounting ‘dumbness’ and ‘deafness’ in E nglish L2

The title of this case study conveys a complex a&pee related both to SLL and
migrating to an English speaking context. Kim @nfra South Asian country and she
lived in the UK for two and a half years. She is timly one of my participants that has
returned to her country of origin and expects &y shere permanently. Kim has a
master’s degree in mathematics from a South Asmretsity and she worked as a
baccalaureate teacher for several years until shedito the UK. She did so to join her

husband John, who is also South Asian and was ipgrpostgraduate studies. When
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the data collection took place, Kim was 33 yeads she had been in the UK for 18
months, she was working as a part time baby stidrshe was pregnant with her

second child.

Kim was born and grew up a densely populated 8l is the younger of two children.
Her parents are both baccalaureate teachers wiilgeohen both Kim and her sister a

high regard for both tertiary education and teaghin

Kim: Yeah... in my country... people study a lot. A,lgeah... no ever go to

picnic. In my country all we study, study, study

Alma: You study a lot

Kim: Yeah, study a lot because if you want to bee@student and you want to
go to university, you must studies (sic) a lot. Mgther... my parents want to
me become a student. And my mother want to me bedeacher like them...
(Appendix 7.4, interview 1)

Kim grew up in an urban neighbourhood where heiilfastill live. Differently than the
CEECs women, she did not mention anything abouh&ghbours or the social
dynamics of such a place. Instead, she emphasgsestrbng intergenerational family
ties — especially between the female members ofdneity. In addition, Kim highly
regards her membership in a group of nine closd&igirds, who all have university

postgraduate degrees. Some of them are also teacher

Kim was never interested in learning English asrenfof acquiring cultural/linguistic
capital. Such investment was irrelevant for hethasknowledge of English is not
necessary for performing the most important agtifot her — teaching mathematics in
her country, using her L1. Also, to be a teachenis of Kim’s most regarded identities.
Consequently, it is not surprising that Kim arrivedhe UK with no knowledge of
English, besides a few basic words. Differentlynttize rest of my participants, she did
not even take EFL courses in the past. Kim's Sbtyshvolves mainly primary school
FL courses, where she learnt basic Russian —adageginat she has forgotten. While in

university, she also took two courses of Frenclth aisimilar result. Kim also reported
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having attended a few lessons of English at thabgeonly for following her

girlfriends. Hence she knew basic words such “gesl ‘no’, and little else.

Once in the UK, Kim found herself unable to perf@wen the most elemental activities
of daily life that involved participation in commigative events using English. She
became ‘deaf’ and ‘mute’ concerning the main lagguaf the new context. Hence she
reported having had no other option than tryingpgon English as quickly as she could
in order to acquire certain degree of autonomy. Kiade a big investment in her SLL.
As in the past, the acquisition of capital wasamobng her motives but simply being
able to manage in the new context, and combatedelings of isolation, desperation

and lack of independence.

A priori, my data report that all my participanidha difficult initial period in the UK.
However, each situation was different, and linketanly to the level of English, but to
race, as | will discuss in chapter 6. Differentian the CEEC’s women, Kim had not
previously built up any knowledge of English toaddo, for articulating even the most
elementary utterance. This situation was also egiple to her listening — she basically
did not understand a word. As a result, Kim wasaly unable to communicate with

anyone besides John and a few South Asian uniyestsitients.

Kim’s investment in SLL had as a starting pointidstappeal for help on her behalf to
English L1 speakers. He talked to some membergiresstian church, which was one
of the main communities of practice which John hreambership of. Two specific
people responded and helped Kim significantly, eachdifferent way. The first person,
a mature woman, taught her one-hour per week,Kimashad formal learning for free
during seven months. Kim reported that the contemtsisted of vocabulary and

common phrases in English.

Kim: Ah, there was one lady English

Alma: English lady

Kim: English lady who before come my home once akve and she teaches
me English and chat with me, speak with me, yesk with me. And she teach
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me maybe one hours a week, one hour

Alma: Wow!

Kim: Yeah! And I think my English is better ‘vocait (sic)

Alma: vocabulary?

(Appendix 7.4, interview 2)

The second was informal SLL through conversatisrg alose friend of John —a mature
male college teacher, used to visit them oftentatketd to Kim. Kim’s accounts reveal

his high degree of cooperation — almost teacher liksuch interactions.

Kim: He is [John]’s friend. He usually come hergypwith [Kim’s son] and he
talk with me. He chat with me and he speak slowdiin’t understand maybe

he explain and | understand

Alma: Is he from the university?

Kim: No, | think he is from church
(Appendix 7.4, interview 2)

5.2.1 Identity matters

As | have said above, Kim experienced an impoaift in her stance towards learning
English: after some weeks in the UK and with hdlthe above mentioned people, Kim
became an active English L2 learner. She totaBym@m®d this identity, offered by the
new context. | consider that this assumption istljgrelated to Kim’s other two
significant identity shifts in the new context:fejm an independent professional to a
totally dependent housewife, a low-profile identityKim’s identity hierarchy. In turn,
this identity had an additional version (John’seyivithin the communities where John

had membership:
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...the last year, when | come here, | stayed at haliriee time with [her son]
but | don't like that (chuckles) Yeah, | don't likkat (chuckles) (Appendix 7.4,

interview 1)

b) from a literate a South Asian language L1 spettka ‘mute’ and ‘deaf’ person in
English, who was not aware of what was going olmeinmilieu, as the excerpt below
vividly illustrates. It contains a very personablasramatic account, and I initially
hesitated to include it in the thesis for ethiegsons. However, | eventually decided
that its upsetting content perfectly conveys al saffering arising from not being able
to relate linguistically to the social context, shmissing crucial information that

became a shock once it was translated.

Kim: Yeah, miscarriage and when the doctor saititth@John] | think | don't
understand because | don't know then what's ‘nmiscg’ [the English word]...
they told me...but | don't understand so | don't worfthen] when [John]
translates for me... Oh, I'm very, very sad, you knbevy! And after that, |

always go to the hospital with [John]...you know...

Alma: Yes, because you didn't understand initially

Kim: Yeah. Sometimes [there are] some things... Ingydl Important!
Important! Yeah...l don't understand very well, sanfrthe miscarriage last
time, since then | always go with [John]... yeah Veny afraid (Appendix 7.4,

interview 4)

As this extract has illustrated, the key of allsédentity shifts resides in two tightly
related issues: the above mentioned Kim'’s laclanfjliage skills in L2; and a
comparative loss of Kim’s independence to a sulisiastependence on John.

Kim: Yeah (chuckle) | go always with [John] (chuekl go to the hospital and |
go to the bank... then [John] translate. This isasoa... why | don't like live to

here...a reason why | don't like to live here
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Alma: Because you have to...

Kim: Because | always go [to] places but with [Jphman’t go to myself

Alma: On your own

Kim: Yeah, alone. In my country | can go there #mete... | can go everywhere
(chuckles) Yeah. But here... | can’t go (chuckleshal... so | don't like live

here (Appendix 7.4, interview 1)

My data suggest two significant issues: a) Kim’sipon did not allow her negotiate
any of such identities, thus she had to acknowl¢lege; b) this assumption involved a
lot of emotional pain.

Additionally, there were two intersecting elemethigt contributed to Kim’s isolation:
first, differently than Lissa, she did not showaatiment to an imagined community of
co-nationals to belong to; and second, her ladHagitification with and her exclusion
tendencies towards the small community of SoutlaAsiniversity students — all her
neighbours were from this community. In spite of teserve, | consider that habitus
and social class might play a role, as she alwaysdbly emphasised her urbanite and

teaching family background.

A: And what about [South Asian]? Do you meet ydso(ith Asian]

girlfriends often?

K: ...in the upstair there is one [South Asian] ladggd sometimes
everyday | took [my son] to play with her son ahdrt | speak with her

(Appendix 7.4, interview 3)

Therefore, it is not surprising that Kim’s most aeded identities are college teacher,
mathematician, daughter, sister, mother, and frienthat order. Kim was strongly
attached to two imagined communities linked toaheve mentioned identities —

baccalaureate teachers committed to the activitgathing, and mathematicians who
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loved the subject. Conversely, Kim’s low profileerdities — linked to all the experience
of migrating, the new context and her lack of skill L2, are: a housewife; a child-like,
highly dependent person; a person totally estrafigea her social context. As | have

already explained, Kim painfully acknowledged thtse profile identities.

The convergence of all the above mentioned elenmrestdted in Kim's unwanted
psychological and emotional isolation. Kim’'s dag¢aegal her despair for not being able
both to properly express herself using Englishtanghderstand what was going on at
her milieu. My observations show how she overcamepin either from others’ lack

of acknowledgement of her most regarded identdrefsom others positioning her in a
low-profile identity. In one of my observations Kim at the playgroup, she endured a
humiliating situation in which a midwife treatedrii&e a toddler or a mentally retarded
person due to Kim’s lack of English skills (see &pgdix 8.4, observation report on

Kim 4).

However, Kim engaged in all sorts of activitiestombat the isolation and recover
some of her identities that were eclipsed by tladkers offered by the new context. For
instance, Kim talked to her mother every day thlo8§ype, and this was a significant
activity for her. Importantly, whenever the oppamity arose, Kim actively tried to
engage in conversation with English L1 or L2 spesakily data suggest that Kim’'s
investment in SLL was huge, especially in emotidaahs, as she had to overcome
shyness and fear of being ignored or treated ligleild by proficient speakers of
English. Two specific activities became a sourcet#raction for Kim: attending a
playgroup and working as a babysitter, which | wKplain later in detail. The next

excerpt exemplifies what | have explained above.

Kim went close to the Russian young couple smilommthem, but he gave her a
glacial look and his wife just ignored her, so slaked away and came to sit
with me, as the Chinese lady had left, and we am®eefor about 15 more

minutes. (Appendix 8.4, observation report on Kim 2

Like all my participants, Kim experienced a numbeidentity shifts linked to the new

context. The list below sums them up. All of themrg/temporary except for the last
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one, which | consider illustrative of poststructigteclaims about identity fluidity.

From

A local person

A professional with good communication

skills (a teacher) in L1

to

An immigrant

A ‘mute’ and ‘deaf’ person in L2, unable to
communicate using English even in the most
elementary ways (in this sense, a child-like
person). Additionally and consequently, an

illiterate person in L2

An independent person in charge of her own A husband-dependent person (‘John’s wife’)

life (‘Kim)

A person with a prestige in specific social

networks

An outgoing person

A person with a range of highly regarded

A low-profile person — non-proficient in

English, a housewife with a constrained world

An isolated person in social, emotional and

intellectual terms

A person with three dominant identities

identities linked to professional and personal offered by the new context: mother, wife and

achievements

An ordinary person (in Vietnam)

immigrant

A person with certain prestige due to a) her
experience of living abroad in the ‘first
world’; and b) her knowledge of English, even

if elementary (in Vietnam)

5.2.2 SLL, gender, partnership and agency: a comple  x intersecting

quartet

To start with, 1 would like to stress that the imf@al lessons of English imparted by the

church community woman made a significant contrdsuin Kim’s daily life. In fact
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such lessons were the indispensable tool for Kimgbable to manage at work and

importantly for her social life, at the playgroup.

Kim: No. When | came here | can’t speak any woré&oglish. One time when |
go to the barbeque with [John], and | meet [Johinind and they ask me: ‘if
you like learning English’. And | say ‘yes but Irgeot go to English class
because | must look after the baby’ [her son]. Aadsaid that maybe his friend
come to my house for teach me, for me, and hedotre the English lady with

me

Alma: Do you think that lady helped you very mu@gtause if you did not
speak any English and now you do, maybe she hadtkorg to do with that, or
maybe it was [John’s friend] who helped you. Whatydu think?

Kim: Yeah, the English lady helps me speak a Iittteand then | could go to
the toddler group, and shopping, and | can spdakraore, yeah. And | can
hear some people and understand, and | think miidarig better (Appendix

7.4, interview 3)

As in Julie’s case, help obtained from English pgakers was crucial for Kim's
progress in English L2, which resulted in limitaat Bignificant independence.
However, such help had not been possible withodu'dantercession, as his
membership of specific communities was crucialdon’s access to SLL resources.

Thus, partnership was crucial for both formal amfdrimal SLL.

| argue that in Kim’s case, such partnership is dt&ked to gendered practices within
the gendered order (Connell 2005), as it was Jdimtaok the initiative to procure
help for his wife, an action expected by the fanhiéad. That does not mean that the
opposite cannot happen, but in this specific ddsr,was a passive subject in both
communities (church and university). In additiarentification and exclusion practices
both from some new context people and from Johyepla role in the complex matter

of immigration and SLL, as it is denoted in the@at below:

10.
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My English friends, they are Christian, and theg aery helpful. Unlike English
people, most of them are concerned about our hees and my wife's
loneliness in Southampton, and then they triecetp her not financially but

psychologically (Appendix 7.8, John single intew)e

Differently than in Julie’s case, partnership dat mvolve John’s direct help in Kim’s
SLL, despite the fact that he is a teacher of BhgliHe helped Kim translating words
only when was really necessary. What John did amstdue to the circumstances, was
to mediate between Kim and the English social odrds an interpreter. Still, he
regulated this activity wisely in order to help K&¥6LL, trying not to mediate when

she was socialising.

11.
John: | didn't actually teach her but answer sofrieequestions concerning
vocabulary and some grammatical structure. Butlh'tiactively help her. Just
answer her question when she didn't understandteorgg Appendix 7.8, John
single interview)

12.

John: In this aspect | think that Kim was a littiedependent on me. | think she
lacked confidence when communicating with Englisbgie.... Sometimes
when | brought her with me to a party where theeeensome English people, |
acted as an interpreter but normally I let her endwn so that she can gain her
confidence

Alma: And how did you act? For example did you hedp as an interpreter

when you saw that she needed it? Did she requastwdp? Did she interact?

John: She would look at me but only when she cdulohderstand what the
other person was talking. But normally | didn'eiriere with her conversation
with other English person because normally my Ehgiiiends were very, you
know, considerate towards this problem....And youkngometimes she

couldn't understand everything and | would helpiheéhose circumstances...
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(Appendix 7.8, John single interview)

A very different situation happened in the playgrowhere Kim played a more than
active role in socialising. Through motherhood,dgmgave Kim access to SLL
opportunities in the form of interaction with mgyeficient speakers of English by
participating in the playgroup dynamics. This wias only community of practice

which she had direct membership of (that is, neabee of being John’s wife, as in the
case of the church or the university communitigsportantly, Kim is the only
participant who interacted successfully with femakglish L1 speakers, and | consider
that the identity of mother may be partially a ledgment in such difference, as my data
suggest that it was a common place that led tdiityesharing. The data analysis also
suggest that a shared habitus (middle class) ésega significant role in facilitating

successful interactions with English L1 and L2 ferspeakers.

The activity of working as a baby-sitter was alsportant for Kim in SLL terms, as it
involved a good deal of communication between Kird her employer — the baby’s
mother, who was an English L1 speaker. This job e#sne thanks to John’s
membership of the university community. Throughutagconversations with the

baby’s mother, Kim was building L2 knowledge. Ttabi whom Kim looked after was
the main topic of conversation, but as both wonwmnewved a certain degree of empathy
they shared stories about their respective backgigurhrough this interaction Kim

was able to build vocabulary and to practice hesp@aking and listening skills, which

in turn would result in SLL progress.

Besides the baby’s mother concern about how hét hbeing look after, which plays
a relevant role in her willingness to talk to Kihgonsider that motherhood might be an
intersecting point for a more or less successtalraction. | summarise the situation as
follows: the lady was interested in knowing how haby’s day was; consequently, she
needed to make an effort to communicate with thm/{siter. Being mothers conferred
a common identity on both of the women to helghis asymmetrical relationship.

| identify this situation as an example of idenstyaring, whatever the cause is —a term
that has been used in studies of internet soctalarks (Stutzman 2006). In my study |
use the term to describe a situation in which twmore people have an identity in

common or common identification traits that cremt@nvergent space, which in turn
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promotes both communication and empathy. Somehotli, lWwsomen benefit from this

situation. This is all illustrated by the accouetdw.

13.

Kim: ...Usually the baby’s mother she come backa t'clock, and | usually

leave the house at five thirty, and | usually talth her
Alma: About what? Tell me about what? Well, yoleally told me that the both
of you talk about your families, about your countsyt what else, what other

things do you speak about with her?

Kim: I usually talk about the baby, maybe today ltlaby sleep, how many
hours he sleep and things about the baby | lo@k aft

Alma: Do you have to make a bit effort in ordeccmmunicate to her? Does

she help you in that?

Kim: Yeah. Oh, yeah!

Alma: How?

Kim: | think she talk with me a lot. Maybe | canibderstand anything but | can
understand a little bit. And she usually if | donitderstand, she try explain for
me and sometimes she do... (Kim points toward anctbje

Alma: She points...

Kim: Yeah. Before | understand a little bit butse talk | can understand a lot,

yeah (Appendix 7.4, interview 3)

Motherhood was not the only common place for idgrsharing in Kim’s case. My data

analysis identified teaching —and the identityezdher, so esteemed by Kim, was

another shared space between Kim and the aboveameatfriend of John. | think that,

besides this man’s friendly and cooperative atétudentity sharing was a decisive
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factor for Kim’s engagement in interaction with hias she did not report feeling
threatened or overwhelmed by this male Englishpdgager. This interaction also

constituted an important source of SLL.

14
Kim: He talk sometimes about his family, his mothes father, and | talk to
him about my family and something about [her songometimes | talk with

him about my job. He is teacher too, he teachesamus

Alma: Ah music. Wow!

Kim: Yeah. I think in secondary

Alma: Secondary school?

Kim: Yeah, secondary school. And | am teacher twbsometimes | talk to him

about teaching in [my country]

A: And what he does if he doesn’t understand you?

K: (chuckles) Sometimes, if | don’t understand &iryg, maybe he talk a lot,

and maybe he show you in body language (Appendixiffterview 3)

With regard to Kim’s SLL process in the data cdilet period, she indeed made some
progress, as the test results show. In the ing&tl Kim obtained the lowest scores of all
the six women: Bl in vocabulary and Al in writimgading, grammar and listening.
However, her test results at the end of the ddtaatimn attest an improvement —the Al
became an A2 in the correspondent areas, thouglrelacof vocabulary did not change.
| consider that interaction with English L1 speakglayed an important part in such

progress, as Kim had stopped the ‘formal’ learnimidp the church lady one year before.

My data denote that in the playgroup, Kim playedative role in socialising. Her
solitude, her need of recovering some lost idesgjtand the access conferred by

motherhood and a shared middle class habitus boikdd greatly to this activity. The
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playgroup was very close to Kim’s home. | am gaimglescribe briefly its dynamics of
socialisation and other traits. | observed thatelveere two main groups, namely a)
English L1 speakers; and b) foreign speakers adrddnguages, some of them English
L2 speakers, some of them not. In turn, both graugr®e subdivided into smaller

groups.

The English L1 group had three groups: a) the gaduymlunteers who socialised with
and helped everyone; b) the middle class groupgcatiie lower class group. Therefore,
my data indicate that social class played a sicguifi role in such a group split. For a
complete and detailed account of Kim interactiomd the playgroup social dynamics,
in which social class, identity, and identificatiand exclusion practices are denoted,

see Appendix 8.4, especially observation repoesdl.2 on Kim.

Kim was able to interact with a number of womemfreome groups as much as her L2
skills allowed her to do (e.g. middle class Englidhand L2 speakers). She never
interacted with some other groups (e.g. Engliskeloglass; Muslim women). |
observed that all of the women from the Englishdtedtlass group whom Kim talked
to were cooperative and patient with her withoutgasing. | have already explained

the elements that | consider crucial for such ssgfct interaction.

Most of the conversation topics were centred otdodm, motherhood and
housekeeping. Kim also learned to use ‘small tskkifully, specifically with English

L1 women as a way to start any conversation, whghally was brief. Sometimes so
brief that it was difficult for me to identify irdbm the small talk. The fact that the lower
class English women were also mothers, but thegmsacialised with someone outside
their group, support my argument about the relew@etof habitus in socialising (see

8.4, observation on Kim 1)

Consequently, as | have mentioned above, Kim al8ealy interacted with members

of the middle class English L2 group, many of thedvte to speak English though to
different degrees of proficiency. Communicationhatihtem was more difficult for Kim
than with those of the English L1 group, as somesitdim’s interlocutor had a similar
level of English to her. Consequently, the lackatabulary between both interlocutors
constrained the variety of topics, hindered flyidihd deterred the conversation

dynamics. Nonetheless, in different degrees, Kiack of L2 proficiency constrained
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not only the range of topics of conversation witlthbgroups, but also the kind of
spoken English, which was very elementary (e.g.afisermulaic language, use of
short sentences that sometimes were reduced tgla svord accompanied by gestures

or pointing, and so on).

15.
Alma: Why do you like it? [the playgroup]. Explaino me, please

Kim: Because in the toddler group [my son] can pléiy toys, with other
children. | like that for [him]. And | can speaktivisome women in the toddler
group, and they usually ask me about when | amlatiour and about the new

baby and we speak about some...

Alma: But do you always talk about babies, abotidobn? Do you never talk

about your country or any other topic?

Kim: No, because | can’'t understand, sometimesatkeabout the children and
about the new baby, yeah

Alma: But you don't talk about anything else apzrthat? Do you talk about

your job with them?

K: No, because sometimes the lady from Korea, akp® good and she speak
no good (laughs). So sometimes we speak togetldet en'What?’ ‘What?’
when | don’t understand and she speak English nd,dike me, and | can’t
explain for me (laughs) (Appendix 7.4, interview 3)

My observations on Kim at the playgroup show thnet and her South Asian neighbour
went together to the place, but once there eatieof did her own thing, and they
never went back home together. It is obvious talmagin that specific context, Kim did
not want to be with other South Asian people.rilatte this attitude to: a) her exclusion
practices, which | have already explained abovd;grher need to practise her English.
However, | also observed that once Kim'’s second lveds born, she grew more

dependent on her South Asian neighbour as an mneterghat mediate between the

171



playgroup volunteers (specifically, midwives) anainkK

Gender also appears in Kim’s data in the form ofseovative gendered practices. |
have identified that Kim’s agency in her decisiditoming to the UK was considerably
constrained by her family ties, specifically by Inearriage commitments. My data
analysis in this and the two next cases suppatatgument, as such a decision did not
emerge from the participant’s own plans and motitresuch cases the participant

obtained benefits indirectly, by both following etts agendas and by partnership.

In Kim’s and Mimi’s (see 5.3) cases, the participglayed a secondary supportive role
(e.g. housewife). This is a major cause that erplaihy Kim decided to move to the
UK, in spite of knowing her absolute lack of Englis2 skills to manage in the new
context. In this complex situation, | consider gemnds a relevant element in the form of
gendered practices within the gendered order (Qb20@5), for instance, wife’'s
subordination, as Kim had to sacrifice her ideesitand her own world acceding to her

husband decisions.

16.
Alma: Excellent, thank you. And regarding Kim, Wiyl Kim come to

Southampton?

John: The only reason is | want her to be with tm&€ome here and meet me. |
couldn't stay away from them for such a long tiarg] it was also good for my
baby, my first born son | meet him sometime agad Aarged her to bring my
son here to stay with me... |think that | brougét here as a dependent so the
most important reason is for her to join me, arrdhiie to see my son, for us to

stay together (Appendix 7.8, John single interview)

| have found some support about gendered diffeseimcthis matter comparing Kim
and John’s case with another South Asian coupbess,owhich | took from my master’s
dissertation study (Rodriguez-Tsuda 2006), whick ailot study for my PhD study.
One of my participants, Mary, was a female Soutla\student that lived in the UK

for four years while she was studying her PhD.
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This participant was also married and had a lddaghter, who remained in South Asia
and was looked after by her grandmother. In als¢hgears, Mary did not see her
daughter, and this was not only because of finhgoiastraints. In her data, Mary
reported missing her daughter very much. A queghahemerges by comparing both
cases is: Why she did not ask her South Asian mastzacome to live here with their
little daughter, like John asked Kim to do? | cdesithat gender inequality is a

significant issue in both cases.

To see the world was an additional motive for Komcome to the UK. Again, the
activity and experience of seeing the world appaara form of acquiring a type of

symbolic capital (prestige).

17.
John: And apart from that, Kim did like to visit land because it was the first
time she has ever visited another country apant ftbe country] where she was
born. And of course during her stay in England weld have made several
visits to some other countries in Europe like Fearitaly and the Czech

Republic. (Appendix 7.8, John single interview)

Paradoxically, the intersection of motherhood araiad class, which helped Kim in her
SLL through interactions, also constrained heraiin the new context. Nurseries are
expensive in the UK therefore Kim could not afféings service. EFL courses are also
expensive for an overseas student. Consequenttyspgent a good deal of time taking
care of her son, and she could make plans neithéofmal learning nor for working on
a full-time job or some other activity. Babysittiags the only work option she could
have, as well as informal SLL through interactibhus, motherhood contributed to a
gendered division of labour in Kim’s case. Parthgr&ind gendered practices also
constrained Kim’s options in the same terms, ashsldeto adopt a totally supportive
role for John, while he was developing furtherdaseer options and Kim did not.

At the end, she made the drastic decision of gbauk to Vietnam in spite of her
husband’s initial disagreement. She did so shafftgr having her second baby. The
data show that her decision was not a down-andutituide, but a carefully considered

move. Eventually, my data analysis led me to cardidat in Kim’s case, the exercise
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of agency exceeded gendered practices.

18.

19.

Kim: ... I think [John] maybe... find a job here, buhause here, but | think
that | and my two children won't come here

Alma: Why? May | ask you why?

Kim: Because in my country | go to work [speak&iér South Asian
language ] ...because in here | find very difficulfar me to find a job and |

think | can't find a job here

Alma: But if you study and improve your English yoan, because you have a
Master's degree in mathematics!

Kim: Yeah

A: So...

Kim: I always like Mathematics. In my country naptem | can go to work, |
can take time to do what | feel but in here | thugky difficult, because | speak
English not good. And if | go to English class $&budy for foreign in English

but I think a long time

Alma: Yes, but you have to study and go throughstheeral stages

Kim: Yeah but I think | must maybe ten years? Rrears? Ten years maybe, |

will speak English good enough (Appendix 7.4, iigw 4)

Alma: For example... who made the decision that stesdpack?

John: It was her own decision. | wanted her andwoysmall children to stay
here with me until the end of my course but, yoawnher parents urged her to

come back. And then, you know, because of the reopgnts of her job in [my
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country] she wanted to go back, which made me argty. But, you know, her
job is very important for her, and | don't want keeblame me in case | ever had
to go back to [our country] to get her becauseditie't have a job there. So her
parents and she would blame me for her not havigapa job, so that's why |
had to leave her and my children in [our countff&ppendix 7.8, John single

interview)

My last interview with Kim was through Skype. | rc#d several issues from that
conversation. First, the data show a dramatic éseren her so hardly acquired L2
skills, to the extent that she was barely ableotak and to understand. John had to act
as an interpreter for the both of us. Second, @bleeld radiant, while she was telling me
how happy and busy she was in her country, asesftzered her former job in the

same college.

Moreover, Kim was living close to her parents aistes, and she was happy because
her children were seeing them daily. Kim reporteat she was socialising as much as
she could. Especially, she made emphasis on heirtegs and relief for being able to
communicate with everyone. She also acquired ameghwprofile identity linked to a
kind of symbolic capital, as a person who has liabtbad in a first world country and

is able to speak some English.

20.
John: There are not many opportunities in [our tgiiior her to show her
English abilities apart from a natural expectatimn,example we had a party
with her friends when we came back to Vietham aratybody said that 'oh

Kim | thought that you could speak English as vaslian English person' and...
Alma: And what did she say?
John: She said of course | can't speak Engliske gquetl but | think that my

English is now much better than my English befocarhe to England

(Appendix 7.8, John single interview)
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5.2.3 Conclusions

Change of social context and importantly, lack n§lsh skills, resulted in Kim’s
factual ‘dumbness’ and ‘deafness’ in English, aswhs unable to speak and
understand what was going in her milieu. This edolation and to three main
dramatic identity shifts, namely from an indepertdedult to a child-like dependent
person, from a normal person to a ‘mute’ and ‘dpafson in English, and from an
independent woman to a dependent housewife. Asudtr&im experienced an urgent
need for learning such language; formal and infdi®hd. helped to progressively

building enough English L2 skills to be able to maga in daily life.

In this complex situation, help from more profidispeakers of English (mainly L1
speakers) was crucial for Kim’s L2 progress. Kinméfted from such help through
partnership, due to her identity of John’s wifetdm, John obtained support for Kim
thanks to his membership in two specific commusiteechurch community of practice
and the university community. Thus, Kim’s membepshisuch communities was
indirect and involved the identity position of J&hwife. Gender appears in this
situation as conservative gendered practices, inhwthe man is who cares and
provides for his wife and children. At the endoaial context shift from the English
context to her familiar South Asian social conte®s necessary for recovering both a

more egalitarian position regarding gender and Kimgh profile identities.

Kim made a big investment in her SLL, overcominglifegs of isolation, inadequacy,
shyness, fear, desperation, and all those feedisgsciated to the low profile identities
acquired in the new context (e.g. feelings of hiatidn, down-shifting, strangeness,
and so on). She engaged actively in the activityoafalising, looking for any
opportunity for interacting using English as a seuof SLL.

Three important elements contributed to Kim'’s infiat SLL, namely partnership,
gender (motherhood) and the activity of workingrtake a living. They provided Kim
with a good deal of interaction with highly cooptara English L1 speakers (her boss,
John’s church friends and the playgroup attendakts)herhood gave Kim
membership of an important community of practicevirich she had alternative
identities (‘mother’, ‘English L2 speaker’ and ‘tehgue mother L2 speaker’) to that of
‘John’s wife’ and to her low-profile identities. €playgroup was also an important
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source of interactions using English. Identity siaalso played a role in successful
interactions not only with female English L1 spaaleut also with John’s friend. All
the mentioned elements contributed to Kim’s SLLgoess and also, to combat her
isolation feelings and to recover, though momelytaone of her most regarded

identities (teacher), giving a boost to her setées.

The identity of mother was an element of identiiima as it made Kim to have
successful interactions with female English L1 g&ees, differently from all the rest of

my participants.

Participation —both direct and indirect, in all tisove mentioned communities of
practice played a key role in Kim’s progress in Baglish skills, through formal SLL

(lessons) and informal SLL (interaction with morefgient L1 or L2 speakers).

As an example of how complex these matters adentified another facet of gender
and social class: as elements that constrainedskaptions of jobs and formal SLL in
the new context. The paradox is that, on the ond,haotherhood and partnership led
to a gendered division of labour, conservative geed practices and gender inequality,

but on the other hand, they also facilitated irteom with English L1 and L2 speakers.

The change of social context (from England to SewtlAsia) also involved a dramatic
English L2 attrition in a short period of time (feveeks).

5.2.4 Epilogue

To date (February 2010) Kim teaches mathematiascatlege in her city. She does not
study or use English anymore and she has no paths $0. John still is in the UK but

he goes to his country to see his family as ofteheacan.

5.3 Mimi: Overcoming an initial blow

Mimi is Mexican and she was thirty years old whestalrted my data collection. During

that period she was working as a cleaner for orthetiniversities in Southampton
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while she was also attending a course of English part-time basis, plus weekly one-
hour free private lessons of English that she abthby joining my study. Mimi has a
degree in business and management from a Mexidaarsity. Like Kim, she moved

to the UK to support her husband (Goody, who ie 8dexican). He was going to study
a master’s degree at a British university. Unlikenkand John, Mimi and Goody

arrived together to the new context.

Mimi’'s story in the UK has two periods separatedaldyiatus of six months spent in
Mexico. The first period involves two years in whi®limi had a crisis, overcame it and
became an English L2 learner. Then the couple Wacit to Mexico for six months to
do the paperwork for Goody, as he decided to stoidg doctorate at the same British
university. The second period involves the datéectbn. When Mimi joined my study
the couple were back in the UK for two months sy stontinuously in the UK until
Goody finished his PhD. Mimi had just started ludr &s a cleaner.

5.3.1 First period in the UK

Mimi is the second of three daughters of a verglititanal Mexican family. Mimi’s
accounts made clear that her family belongs tartlaielle class in a country of big
socioeconomic inequalities. Her parents have natgreducation, but his father owns
his business (a grocery store). Her mother is aéwife. Mimi and her sisters all have
tertiary education. Mimi worked as an executivednrimportant company for five
years, and during that period of time, she and @@agded enough money to fund his
postgraduate studies abroad.

Mimi reported that she gladly agreed to participat&oody’s plans for studying
abroad. However, as | have already mentioned in¥aase, | consider that the
exercise of individual agency was constrained loyitia(partnership) commitments,

and that gender also played a role in the formeofdgred practices within the gendered
order (Connell 2005), like wife’s subordination.eTtlear parallelism between Kim’s

and Mimi’s cases supports my assertion.

Consequently, the activity of migrating became higitoblematic for both of the
women, as it was not linked to their own interegtans or expectations. Accordingly,

neither of these women had previously focussedrogrpssively building up English
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L2 skills (like the CEECs women did) an indisperisabol to manage independently in
an English speaking context, and this was the mandicap that both of them had to

face.

Mimi is the only participant who has reported h@vsuffered a significant crisis once
she moved to the new context. In this matter, l@sside two elements explained above,
| have identified a series of causal factors, widain’'s case also presented: a) big
sociocultural differences between the participapt&vious, familiar context and the
new context; b) separation from her family, esgcfeom her mother and sister(s); c)
low-profile identity positions offered by the newrtext; d) others’ lack of

acknowledgement of the participant’s most regardedtities.

Mimi’s lack of English skills can be explained bgrtSLL story, which started at
secondary school with EFL courses of three hoursveek. She reported that as those
courses were very poor, she learnt almost notAihgn, Mimi’'s parents invested in a
one-year private English course for her with a Mariteacher. The results of such
investment were different than those of the CEEGs1@n, as Mimi reported having
learnt nothing from it. Once in the UK, in a simil@ay to Kim, her lack of language
skills became a significant handicap that resultiddolation, emotional distress and a
strong dependence on Goody in everything. Like Kiimi was ‘mute’ and ‘deaf’ in
English, and suffered an identity downshifting,nfran independent adult to a child-like
dependent person from Goody. The account belowastaher first period in the UK.

21.
Alma: ...then how was your first week here?

Mimi: Horrible! (She makes a gesture that convaywéfer don’t think about it")
Alma: Could you explain why?

Mimi: Yes. Because | don’t speak any English asdr’t understand. And also
| have very nervous for go outside and shoppistay at the flat all the time. |

have very... (she looks at the table for a while)

Alma: Say it in Spanish and | translate

179



Mimi: *Miedo*

Alma: Ah, you were scared

Mimi: Scared, yes, and when | went out | alwaysagin my husband. | never

alone (Appendix 7.5, interview 1)

22.
Mimi: Well, the first time | arrive here | don’t ka a good memories because |
very scared about my English. And also | know najhin England and |
think... | really don’t enjoy stay here. | really migy job, my family and |

think | am feel bad

A: Did you feel bad?

M: Bad! Uh-huh. It was very difficult for me. | alBys want my husband stay
with me and | didn’t go out alone. And | think thist time was difficult. Now |
think the situation change because my EnglisHiifd@more better...

(Appendix 7.5, interview 2)

Differently than Kim, Mimi first reaction was a kdrof rebellion though not against her
husband, but against the new social context. ttiseebellion as a consequence of
being in a situation that she was not preparedafog result of from following other’s
plan and not her own. Goody’s account of Mimi'didiflties in their first period in

England illustrates this.

23.
Goody: ... so | feel that English was like... someghio hate for her, like ‘We
are here, | don't like the city, | don’t want to bere so | don’t want to learn
English. I don’t want to mix with the English. Idbwant to have anything to
do with English.” So | tried to help her but theusition for her was very
difficult... because she didn’t want to go, she didwant to do anything, and
she couldn’t say nothing... (Appendix 7.9, Goody &rigterview)
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Interestingly, Mimi was gradually overcoming heiss through activity —as Kim also
did, but in a different manner. Differently thanniiMimi avoided socialising with
English L1/L2 speakers. Instead, she focused andblearning to get enough English
skills for managing in the new context. Mimi onlycgalised with the university
Mexican students’ community of practice, whichinkéd to one of Mimi’'s most

regarded identities, as | will explain below.

Thus, Mimi was socially constrained by her identifion and exclusion tendencies and
this had a repercussion on her SLL, as she spaktasaxely Spanish at that period.
Mimi’s membership of the university Mexican commiyrhias some interesting features:
a) it shows some of Mimi’s important identificatiand exclusion practices, in which
social class has a relevant role; b) it is paMonhi’s imagined community of middle-
upper class Mexicans; c) it mitigated her feelifigtoangeness in the new context
through giving her a familiar context of peoplesghilar habitus to socialise with

(middle class Mexican in a similar situation) angportantly, protect her from isolation.

This belief in an imagined community is an issuwe tonfers a subtle but significant
difference between Mimi’'s and Kim’s cases, whick atherwise similar. Differently
than Lissa’s case with lower class Poles, in theNllKi had no contact with lower-
class Mexicans, as they are too poor to affordkamy of travelling, even in Mexico.
Poor Mexican people usually migrate to the USA toknas a cheap or illegal labour
(Diaz McConnell 2008; Geis, Uebelmesser et al. 200@ugh nowadays the number of
highly qualified-middle class Mexican that immigrdb the USA to work as cheap
labour is also increasing (Mattoo, Neagu et al.80Nonetheless, Mimi's imagined
Mexican community was clearly embodied by the Mawrianiversity community.

Importantly, Mimi needed to work for personal aimthficial reasons and this is a
convergent point with Lissa’s case. Neither of é&hso women could afford to be
afraid and give up, neither Lissa for her lack @fifcdence in her English skills nor
Mimi because of her crisis. Yet, Mimi was still ‘teiand ‘mute’ in English, so she

needed to acquire the basics of the language aklguais possible to get any job.

24.

Mimi: Yes, and England is very expensive and | saomey in Mexico for five
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years. And here in one year we spend all the mandythen | need really the

job (Appendix 7.5, interview 2)

The couple made the decision of investing in atiole course of English for her at a

private school, in spite of constraints due tortfieancial situation and citizenship

rules (for instance, tuition fees are more expaenfiv overseas students than for EU

students). A significant difference is that Mimddiot have Kim'’s handicap of having

children to look after and support.

25.

Mimi: Basically before the job | take three monthsglish lesson in private

school in the town. But | think it was a short tifioe me because | only learn the

basic English

Alma: And then why did you stop?

Mimi: | start in October *de* two years ago andisimin February. And then in

March | started the job

Alma: So then you stopped because you found that jo

Mimi: Yes, because | worked from eight to one oo

A: And what about taking lessons in the afternoomdhe evening?

Mimi: It's very expensive for the Mexican peoplended pay for one year about

two thousand pounds. It's a lot of money for me..pgandix 7.5, interview 2)

The couple thought that this course potentially Mqaay off in two interrelated areas:

on the one hand, through formal learning Mimi woadjuire enough English
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knowledge for getting a job, no matter which oreeMami was aware of her illiteracy
in English. On the other hand, they believed thatdctivity of working would enhance
Mimi’s SLL through ‘practice’ (en-vivo quote) inwahg interaction with English L1
speakers and exposure to the language.

After three months, Mimi left the course, as sheagjmb as a hotel cleaner.
Interestingly, as | have said in chapter 4, allpayticipants —even the ones with more

advanced L2 level, faced the same situation ofrgelow paid-low profile jobs.

26.
M: Yes and because my English... | don’t speak Ehglid couldn’t find a job

A: Tell me about that. How did you deal with that?

M: Well, | fill application forms in hotels and IRSDA (a chain supermarket)

A: Yes

M: Some in the temp bank in the university

A: Yes

M: But they didn’t call me. Later | found a job thotel* for cleaner

A: In a hotel

M: In a hotel, yeah, but I think it was not the toles me because all the staff

was foreign people, and especially Poland people

A: Polish people

M: Yes, Polish people. But they the same me, dgpetak English, and | never
practice my English, only a little phrases for fble ‘good morning’ or | don’t
know ‘I found this object in the room the guest’lef something *o sea no*

really practise (Appendix 7.5, interview 2)
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Mimi reported that her English gradually improvédrtks to the course, the activity of
working and socialising with non-Mexican postgraustudents who were also English
L2 speakers. She still was dependent on Goodyobautésser extent. After having been
two years in the UK, Mimi and Goody temporarily wéack to Mexico for six months

once he finished his master’s degree.

5.3.2 Second period in the UK

Working to make a living, studying and use of meesources, were all influential
activities on Mimi’'s SLL during the data collectiperiod. Once back in the UK for the
second time, Goody started his PhD and Mimi gaibags a cleaner for the university.
Goody’s membership in the university community litatied life for Mimi, as they
heard about that job from other postgraduate stgdand the workplace and the
couple’s home was within the campus. Mimi’'s Englistd improved after having been
two years in the UK, as | explained in the previeastion. She reported that her brief
period in Mexico had little repercussion on hereleaf proficiency. For this reason
Mimi felt confident enough to apply for that job s@on as they were back and she got
it.

27.
Mimi: | think it's no fine because the job is hardit's very tired but I think |
need the money, is good, but also | need meetimgy @eople for practice my
English and affirm my listening

Alma: Yes

Mimi: | think is the principal reason for | am worlow (Appendix 7.5,

interview 1)

Mimi made progress in her SLL during the data atiéen period. Her initial test results
were A2 in the areas of vocabulary, writing, gramarad listening, while she obtained
a B1 in reading. Contrastively, her final test skavimprovement in all the areas —the

results were B2 in reading and vocabulary, andrBariting, grammar and listening.
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The explanation for such progress lies in threenrfestors that worked simultaneously:
a) both exposure to L2 and help from English L1 praficient English L2 speakers
through interaction; b) formal SLL; and c) L2 skd&rning through specific activities:

reading magazines and webpage contents and wat€kingth English subtitles.

The first factor involves the activity of working thake a living, which gave Mimi
access to interaction with English L2 speakersiftéreént proficiency levels (work
colleagues and students). She also had limitedaictien with English L1 speakers
(with management staff and students on a regukis bidough very little with her work
colleagues). The last situation suggests a comneomeat that emerged from all my
participant data: the lack of interaction with fdenBnglish L1 speakers. Mimi reported
that though a number of them were cleaning st&y ignored non-British work
colleagues. The only exception was Mimi’s boss, wias kind but also interacted with

her only for working purposes.

Comparing the two periods in Mimi’s data, | iderd a contrasting change in her
attitude. She became an active English L2 learmer was making a huge investment in
SLL with two goals in mind: first, to regain totaldependence and second, to achieve
her dream of pursuing postgraduate studies in el bave identified in these goals a
clear attempt at recovering her most regarded iiikshtost in the new context, and also

a clear identity shift. | will address this mattater.

Mimi’s investment in SLL also involved a shift irhsocialising stance dictated by her
identification and exclusion tendencies. This tistes tried to interact as much as she
could with more proficient speakers of English,matter their social background. She
was not as active as Kim was in this activity amdkiibute this difference to Mimi’s
access to other sources of SLL, like formal leagraninteracting with work colleagues
and management staff. Another crucial elementigrttatter was that Mimi’s belief in

a Mexican imagined community protected her fromigiodation that Kim suffered. As
in the first period, Goody’s membership of the w@nsity community brought
friendships with people from a wide range of cudturackgrounds. Those friendships
provided Mimi with continuous interaction in EngflisThus, like Kim, Mimi benefited

from such community through partnership.

28.

185



Alma: So have you made friends here?

Mimi: English people no, but for example the Ladimerican people, yes,
Indian people, Chinese one *o* two people (Apperdtik interview 1)

29.
Well. 1 still hang around with Mexican people buw | have more foreign
people. We usually met...especially in Wednesday whemy day off. [There]
is one Chinese girl and two Malaysian girls anduseally meet on Wednesday,
once a month or something like that, to speak aoavghe different foods, for
the traditional Mexican foods... (Appendix 7.5, iniew 3)

a) Working to make a living

Mimi’s workplace was also a source of interactionknglish through friendships and
acquaintances. Interestingly, most of the cleawerse women, and many of them
postgraduate students’ wives. The data does ngestthat the latter fact influenced
Mimi’s identification with them, but it point to éhfact of being all immigrants and
English L2 speakers. Those women integrated a aghgsoup, socialising in their
breaks and walking home together, as all of theed tis live next to the university

campuses.

Again, membership of the university community Has advantage of creating a
common space for all those people, who otherwisglmeadsolated outside their own
communities, as happened to Kim. Mimi talked adyive them on daily basis, looking
relaxed and confident. However, her attitude chdrdgamatically when she talked to
English L1 speakers. As | have said, identificatimia exclusion practices did not shape
Mimi’s choice of interlocutors to speak to, but she not feel points in common with

English people in socio-cultural terms, and thisstmained her interactions dramatically.

30.
Mimi: ...is more easy for me communication with treople like me, like [from]

other country. | think the English... people is ditfit

Alma: Why?
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Mimi: | think is because... the people is very... (sli®pts a stand offish
attitude)

Alma: Ah, they are very serious

Mimi: Yeah. Yeah

Alma: May we say cold?

Mimi: Yes and also when you ask some question g gencrete and you can’t

explain a lot with English people...

Alma: Could you give me some examples about that?

Mimi: ...when you, | don’t know, in the street youkesr address or something
| think is very concrete...straight and specific... bob* for example in

Mexico [we] give more information *o* | don’t knowaybe because in Mexico
[we have] other character more funny... but | thin& people is different [here]

(Appendix 7.5, interview 1)

Interestingly, Mimi’'s workplace provided her withe most useful SLL support
embodied by Matt, a work colleague. He is a magiangmale English L1 speaker who
has played a fundamental role in Mimi’'s progrese2ZnMatt’s case coincides with
other participants’ accounts (see Lissa and Sagdses) that report a high degree of
openness, cooperation and help from some gay Brglispeakers towards female
English L2 speakers. Those cases contrast withakhccounts about female English
L1 speakers’ lack of interest and cooperation déthale English L2 speakers.
Consequently, | consider that gender might be sureisiere, therefore a starting point

for further research to explore this perspective.

b) Formal learning

The second factor in Mimi’'s SLL progress was forthealrning, through attendance at
ESOL courses, which Mimi criticised —as Lissa anidadid. However, while the latter
compared English didactical methods to those of ttwintries of origin or criticised

the teacher’s attitude towards adult L2 studenismjiMeemed to want a tailored course
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for her individual needs. It came to her in theviaf weekly private lessons of English,
which she reported to be useful as she learnt geanamd vocabulary, and she was
encouraged to speak. Therefore, formal SLL hasnghini fundamental L2 resources

to employ to when she is using English.

c) Use of media resources

The third factor, L2 self-learning, involved Mimiengagement in some activities like
watching TV with English subtitles and seeking imfi@ation on the internet to plan short
trips around Europe. Similarly to the rest of mytjggpants, Mimi’'s case also presented
'to see the world' as an important activity relatethe acquisition of cultural and
symbolic capital. However, she had not acquiredughaonfidence for using English

in such trips, being totally dependent on Goodghat matter.

31.
Mimi: ...for the Easter Holiday we are going with tysband to Brussels for

four days and we are planning to be there in Bitass®d *Brujas*?

Alma: Bruges.

Mimi: Bruges and maybe other town, | don’t rementbername... | mean it is

between Brussels and Bruges...

Alma: And are you going to use your English? Beeatss isn’t the first time
that you've travelled abroad of England so tellabeut your experience using

English

Mimi: A little, because my husband he make alldh@ngement... but usually |
prepare before the travel | don’t know the placeaneevisiting and so. We have
the maps and the routes of the bus the train aadusiually we didn’t need ask

for information. Bbut when we arrived at the hateetimes my husband is

who speak (Appendix 7.5, interview 3)

Additionally, the use of the internet provided Mimith a key means to exercise and

nurturing her identities, as | will explain below.
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5.3.2.1 Identity matters

In both periods, the new context and her lack daflish skills offered Mimi similar
identity positions to those available to Kim: dpaute’ and ‘deaf’ person in English L2,
unable to communicate, manage and be aware abattwas going on in her milieu; b)
an illiterate person in English L2; and c) a cHilee dependent person. | argue that
those identity positions, which also involve idgnshifting, were the source of Mimi’s

initial crisis.

32.
Goody: ...in my country, and the same for Mimi, werevproud of our
orthography or the good way we write Spanish... lowt when we write we're
‘Oh, oh, oh! Which word goes here? And which leisethis?’ (Appendix 7.9,

Goody single interview)

33.
Alma: But it's what | mean: you were earning yowromoney; you were

working so, what was the problem?

Mimi: Yes but | didn’t enjoy the job, really... sonirgies | felt sad because in
Mexico | had other kind of job (Appendix 7.5, inteaw 2)

However, in the second period, Mimi had acceptede¢How-profile identity positions.
What helped Mimi to put up with this identity doviniéing was her belief in the
temporary and unavoidable nature of them due tddokrof language skills and her
financial constraints. Importantly, she acceptehttas part of the process towards her

English L2 improvement.

34.
Mimi: Ok. I still working in the same place and...tydl have an interview for
other job and I hope also that | get the job... I e@ntinue working in the same

place for long time and...

Alma: And then me about the new job that you agyapg for
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Mimi: Well the title is ‘catering assistant’ andirsthe same hall that | am
working. And she (sic) give the food for the stuideaind it is only three hours in
the afternoon for dinner. And basically is they putig table with the all dishes
and the students come and say what they need endikh, and you serve uh
huh?

Alma: And then?

Mimi: And then when they finish | don’t know theyrange the tables and put in

the washing machine and clean the tables (Appen8ixinterview 3)

Mimi’'s most regarded identities are daughter; sjsteend; executive of a prestigious
company; university graduate; and Mexican. As | tioered above, through the use of
Skype | identified that Mimi was actually nurturitige first three mentioned identities.
SLL was a key to recovering her identities of extseuand university graduate within
the new context. | have already discussed the ssaiieut '‘Mexican' identity above.

The table below shows Mimi’s identity shifts in tb& divided in the two different
periods. The shifts are similar to Kim to some ektaut a big difference between both
participants is that Kim made the decision of nglther investment in SLL as she
believed it was a lost cause, whereas Mimi increaseh investment. Interestingly, the
table also shows that not all is downshifting, @se of Mimi’'s new identities have
higher profiles (e.g. a more independent person avakes a living for herself and an
independent user of English). This in turn has hkped her to cope with her low-
profile identity (cleaner) with the conviction thatoficiency in language will give her

access to better positions.

First period
From to
A local person An immigrant
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A professional person with good An illiterate person in L2, unable to

communication skills (an executive) in L1 ~ communicate using English even in the most
elementary ways

An independent person in charge of her own A husband-dependent person

life

A person with a prestige in specific social A downshifting person who became a cleaner

networks

A ‘stable’ person in Mexico A person that has experienced strong crisis

and changes in the UK

Second period

A non-flexible person in terms of responding A more flexible person, able to function more

to new experiences and contexts or less successfully when facing them

A less than basic user of English An independent user of English

A person who rarely travelled A person keen to see the world

A person able to relate only with her co- A person keen to new experiences of
nationals multiculturalism and multilingualism

A person who came as an accompany A more or ldepémdent person who makes

a living for herself

A person who did not want to make any efforA person who is investing in cultural capital

in the new context (English SLL) for socially improvement

5.3.2.2 Gender

| have addressed some issues related to gender didcussion above, namely the
reports about female English L1 speakers’ obliviatigude; help with SLL and high

degree of cooperation in interactions from somekaglish L1 speakers.
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35.
Matt spoke slowly, very clearly and every time thatused a term that he
suspected Mimi did not know, he explained it thgtay. (Appendix 8.5,
observation report on Mimi 4)

| would like to further discuss a significant issB®th Mimi and Kim moved to the UK
playing a supportive role within their husbandsins of career development. A
combination of this situation and the new conteruight the identities of *housewife’
and ‘His wife’, which were low-regarded in thesetmdpants’ hierarchy of identities.
The reason is that such identities were restriamnve substituted high-regarded

identities.

| consider this supportive role as part of a commituation that uncovers traditional
gendered practices within the gendered order (Qb2B@5). Mimi’s data clearly show
further cases of this practice in her workplacel Aave mentioned above, many of her
work colleagues were also postgraduate student®smvho worked as cleaners. The
situation of supporting actors offered them lowfpeadentities within the new context.

Conversely, their husbands were all in high-pratilentities and focused on their own
goals. | have identified that situations like thekew little changes in the gendered
order (Connell 1987; Connell 2005) as there isamoégalitarian investment in
emotional, self-esteem and identity terms. | comsichportant the huge investment that

those women make in emotional and self-esteem terms

Not all cases are the same, though. Partnershiplbaplayed an important role in
Mimi’s case in the form of Goody’s support. Fortarsce, Mimi has plans of pursuing a
master’s degree in the UK and this prospect isrgortant motive for SLL investment.
Though, Goody reports that he has been supportiveroi’'s SLL encouraging both

her independence and her attendance at the EFkecour

36.
| encourage her now to learn or read books or magsaor whatever because
for me was very useful... to read magazines, so é@rage her to read. And

also | try to encourage her to go through the Bhgtiourses because sometimes
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37.

she say ‘no, because it’s late’... so normally Itt'yencourage her to go to her
course and | go with her so | try to encourageiménat way... (Appendix 7.9,

Goody single interview)

...for example, in the stores... she would say ‘Qtedd this but | don’t know
[how to ask for it] so could you please go and &K But nowadays | say ‘No,
no, no, no, you can go and ask if you want [itjh&imes is [a] very rude
[thing to do] but...(ibid)

Finally, I include a significant example that copgeMimi’s identity as L2 learner/user

of English, and an important identity shift, fronmaute’ and ‘deaf’ person in English to

a person able to use English in situations of natgion.

38.

Mimi: Yeah, make an effort for talking

Alma: Yes and how have you done that?

Mimi: Yeah, when | go alone for the shopping and seed to go to customer
service and try to solve this problem. For examjgday | went shopping and |
try to buy three bottle the wine and it say ‘thbedtle the wine for 10 pounds’

and when...

Alma: Three bottles of wine?

Mimi: Of wine, yeah. And when | pay the cash theywd make the...(she thinks
for a while)

Alma: The discount

Mimi: And then | go to customer services and | $ayant my money back

because this is no the offer’ and | try! Beforeelver... | prefer pay the
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difference

Alma: Really?

Mimi: Yes but now I try to resolve the problem

Alma: To find a solution? Excellent! So you havephoved in confidence...

Mimi: So when | have to talk to people and | canitlerstand, | say ‘please can
you speak slowly? Can you speak clearly becauagd trouble with my
English?’ And before [I] never... could make this @gndix 7.5, interview 3)

5.3.3 Conclusions

Gender is a significant element in Mimi’'s caseit@®nveys inequality in division of
labour and career development. Mimi performs apowfile job and she does not
pursue postgraduate studies, but her husband Toeesole of Mimi and her work
colleagues is merely supportive of their husbapds2er development plans. In such
cases agency is constrained for both genderedgeacfor instance, wife’s
subordination) and family (marrying) commitmentenSequently, in the dramatic
change of context that migrating implies, these womndergo an additional degree of

distress, in emotional, psychological, self-esteem identity terms.

| say additional because there is evidence thatatiig itself is stressful (Silventoinen,
Hammar et al. 2007; Maffia 2008; Weishaar 200d|r8sin, McKenzie et al. 2009).

Mimi and Kim invested a good deal of emotional ¢apiot only in their SLL process,
but also in living within a new social context. Nheless, they also receive benefits
from their marriages, for instance, in the formao€ess to SLL resources and to specific

communities in the new context through their pagne

Additionally, Mimi’s lack of proficiency in Englisthas been a crucial factor in her
crisis and has also influenced some of her idestitits. These clearly convey two
different periods divided by her crisis, whichngluded in the first period. Mimi has
assumed all shifts in spite that some of them teduh low-profile identities. Therefore,

investment in SLL has involved a good deal of eorwl, psychological, identity and
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self-esteem deals.

Mimi is one of the participants that showed moregpess in her SLL during the data
collection period, and | consider that this progrsslinked to: a) the activity of working,
as it is a source of interactions with English ntl&2 speakers; importantly, it
involved continuous SLL help from Matt, an English speaker; b) formal learning; c)
Mimi’s activity of looking for any opportunity fointeracting using English; d) Mimi’s

activity of L2 self-learning; d) Goody’s support.

Goody’s membership of the university community pded Mimi, through partnership,
with: a) an emotional safe space when meeting Ein¢/2 speakers, and this fact
encouraged her to try to learn and use Englishutiiranteraction; b) reliable
information about practical matters (e.g. wherértd a suitable job for her level of
English); c) a ‘safe’ job within the community.

To be independent, to rescue their high-profileides, to pursue postgraduate studies
and to see the world were all important motivesMamni’'s SLL investment. Both are
related to the acquisition of capitals, culturadl aymbolic.

5.3.4 Epilogue

To date (February 2010) Mimi still works as a cleraim the same place. She is not
studying English at the moment but she passeditesémester ESOL course
obtaining an intermediate level. She has beenditigrdifferent training courses at her

workplace, such as ‘Fire safety’, ‘Safe life’ arm@n. She and Matt have grown closer.
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5.4 Sophie: Making the most of a second choice: fro m
sojourner to long-term resident

Sophie is Chinese and has a master’s degree ingmian@gt and organisations analysis
by a British university. She was 26 years old whstarted my data collection. Sophie
is married to Richard, a young Chinese academicnw$loe met in the UK. When she
joined my study, they had recently moved from alihd city to Southampton, due to
Richard’s professional commitments. At that timep&e had been in the UK for two
and a half years and had lived in three differemtidb cities as a student. Southampton

was her fourth home in the UK.

Sophie moved to the UK because she failed thermrgraxamination to a Chinese
university several times, in spite of her high nsai®he reported that her failure resulted
from the extreme level of competition for accessiifgnese universities. As a result,
her mother decided that Sophie should pursue eenmdiegree abroad. Sophie agreed
as she wanted to study further — though in Chih&. 8ccount below also suggests that
agency is sometimes constrained by others’ pladsianisions, as happened in the two
cases discussed above. It also conveys the coaBlddimancial investment made to

acquire cultural capital.

39.
| actually chose to do the Master degree in Chandiffst place, but... it's very
competitive... and | tried twice, then | failed agaimd | think that probably |
have to face it...and to choose another option, sonomy sent me out
abroad ... it costs a lot for a Chinese family...bdhihk it's better than | mean,
finding a job at the moment, because | think tha¢éd more education. So |

went abroad... (Appendix 7.6, interview 1)

Accordingly, Sophie’s migration to the UK was iaity planned to be temporary. The
fact of marrying changed this, as the couple exguett remain in the UK for several
years due to Richard’s career development. Sogteled to make the most of this
situation and she planned to study a PhD. In #mse, Sophie’s case is similar to that
of Mimi. They adapted their own goals to her husisaplans in an attempt to make the

most of being in the UK.
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Sophie is the only child of a cohesive urban farthilgt involves several generations.
Her family is not big due to China demographicniegbns over five decades. Sophie’s
mother is an entrepreneur who owned a restaurant;she is retired because she is
looking after her elder parents. Sophie’s fatherksdor the Chinese government. Like

all my participants but Kim, Sophie grew up in desive neighbourhood.

Sophie’s data denote that she has a strong inigdledrive. Her main interest was to
learn about both Western thinking and culture heotto be able to: a) manage while
living in the UK and travelling around Europe (likee rest of my participants, she
wanted to see the world); b) know how to deal Witastern people’s idiosyncrasy as a
way of access for combating prejudices and miswtaedings about China; c) fully
understand her master’s course curricula. Consélgurarning English was a must for
Sophie, not only for practical purposes, but ascwdtural capital for supporting her
long-term goals, namely her career development@iedntribute to her country's
development. This tendency of contributing to preghe new generations also appears
in Kim, so | think that may be a product of eitllee communist ideology or oriental
idiosyncrasy, or both.

40.
| just want to do to make comparations (sic) betwtbe Western people and the
Chinese because it's my subject, ‘cause | wanbtthd PhD for once
but...actually I don’t want to do the research int&n or in other European
country because | think that my interest is in @sbehaviour... because |
come here because they have the research methgdditigand so | had to
learnt he methodology right here but then | wardggply this method to do the
Chinese part... (Appendix 7.6, interview 2)

As Sophie has moved to four different sites inleand most of those changes are
related to her SLL, the amount of information irsthrea is greater than in the other
participants. Consequently, | have divided herysésr | did with Mimi: the first part
involves her life in the UK (2 1/2 years) before tihata collection, and the second part,
the data collection period.
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5.4.1 First period

Sophie moved to the UK with a conditional offerdfBritish university (which | am

going to call BU1 for anonymity purposes). The dtind was that she had to improve
her English. Sophie accepted thinking that it wduddeasy to acquire the required level,
as she passed all her EFL courses exams in segatlanol, baccalaureate and
university respectively, with a good mark. She gdassed the examinations required by
BUL. Once in the UK Sophie found SLL a very differenatter, as she constantly
struggled both to understand and to speak Enghsh daily basis, like the rest of my

participants. In this sense her position and bekedre similar to Julie’s and Lissa’s.

41.
| mean it's quite different from the examinationhisttime you have to use it
for the conversation and you have to express ytiwasd you have to
communicate with the British people. So | thinkttita quite difficult for me in
that moment because | never formally spoke Englithh anyone. | mean, just
for the examination, probably for IELTS and | digsf for | took the exam not

for daily use (Appendix 7.6, interview 2)

However, Sophie had an advantage that none of migipants had: since her arrival in
the UK, she was being fully supported by a unitgrsystem for international students.
Membership in this community of practice providezpBie with: a) a foundation course,
in which SLL was a central part; b) accommodatiothie campus halls, where she was
able to interact with students both English L1 &Bdspeakers, many of them
newcomers like her; and c) tutorial support froradmmic staff. In spite of it all, she
reported initial isolation. | consider that herntiges as Chinese and as a person
familiar only with the Chinese context played ampartant role in this situation. Later
on, Sophie was to surrender these identities teanfypfor investing in SLL, as | will

explain later.

42.
... | feel so lonely and I really...scared. | mean fesly frightened, | mean just
myself... | don’t know anything about this place drain living here all by
myself and | need some friends... and | need somee&Shi(Appendix 7.6,
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interview 1)

After several months, Sophie still struggled toiaca the required level of English. Her
accounts clearly stated that among the main cafgbg situation was her

‘involuntary’ membership of the Chinese student oamity. The quotation marks
convey her stance of temporary non-membershipatfabmmunity as a crucial part of
her investment. In this paradoxical way, exclugpoactices appear in Sophie’s data as
she was excluding part of her Chinese imagined conity(her most regarded
community, as | will explain later). The excerptddw illustrate this clear case of

identity investment to acquire L2.

43.
...and then | spent two months studying languag8&uil]... but because most
of my classmates are Chinese, so | don’t have af ltitne to speak English,:
just like the same in China: just writing, justdesy... (Appendix 7.6, interview
2)

44,

I met a lot of Chinese students in the languageseobut, | mean, | just get
along with the girl we shared the same flat, addlh’'t get involved in the
Chinese community very much at that moment, bechilsek that | need more
to speak English and learn the language. | domiktthat | should live in

England and speak Chinese every day... (Appendixmsdtyiew 1)

At that time, Sophie met Richard, now her husbavid) after being awarded a PhD by
a British university obtained a teaching fellowshtBU1, where Sophie was struggling
/ studying. As Sophie realised that the courseneasvhat she expected, she asked
Richard for advice, which resulted in changing Bt#l foundation course for an
English course in Oxford. In Sophie’s decision mgki have identified converging
gendered and identification practices denoted bylaterence to Richard and a certain
degree of dependence on him. Identity sharing isngortant issue, as Richard, like
Sophie, is Chinese, young and focussed on suddesglentity as a man resulted in a

more powerful position than Sophie because ofrduditional Chinese gendered order
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(Connell 1987; Sen 2001; Connell 2005; Tang, Mdra.e2008; Hannum, Kong et al.
2009; Peng, Han-Yue et al. 2009)

45.
...and then he gave me some suggestion. He saibulfion’t like this
university you can go to other place if you havstiady language... you can
spend one year to study language, so you can get s&d if you get seven [in
IELTS], you can go to any university in Englanddarthought ‘this is perfect.
It's so perfect’ ...So | gave up, and then | wen©tdord just to have a gap
year... (Appendix 7.6, interview 1)

5.4.1.1 The activity of working to make a living and her impact on SLL

Sophie came to the UK with fully economic suppooni her family, but once in
Oxford, she worked occasionally as a part timergajeassistant in a café. The activity
of performing a job was important for Sophie’s Skk, it has been for all my
participants. In the café she interacted with bedink colleagues and customers who
were all English L1 speakers. She reported a hegjne of cooperation in interaction
from male work colleagues (as the rest of my pigaicts did) and from gay work
colleagues (see Lissa’s and Mimi’'s cases), who akenglish L1 speakers and
contributed to Sophie’s SLL (e.g. explaining issaégrammar, meaning and
vocabulary to her).
46.
...besides study in the language school | also didespart-time job in Oxford
for half a year in a sandwich bar. And since tlveas no Chinese staff in the
sandwich bar so | had to speak British (sic) evay... ... it's really hard work
for me from the beginning ‘cause... when | startedltbere | just have a...
few English words but after a month... | worked vessil, you know, my
language improved a lot, and especially my friemalg workmates they say ‘Oh,
you’re amazing! At first you came here and you asdid a few English words,
and now you can speak very good English.” AndnkHilearned a lot from my

workmates, yeah (Appendix 7.6, interview 1)

The most helping hand in Sophie’s informal SLLIsdttperiod was a gay female work
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colleague. Sophie, Mimi and Lissa have all repotktesihigh degree of help and
importantly, initiative for interaction, from gaynglish L1 speakers in their SLL.
Friendliness, a high degree of cooperation in Bhdlil-L2 conversations, explanations
about grammar, vocabulary, meaning and specifiti@allissues are the qualities
reported by my participants regarding those gayplee&ontrastively, as al my
participants did, Sophie reported zero collaboratiom female English L1 speakers.
Gender appears as a relevant issue in SLL, inflagnoteractions with and help from
more proficient speakers of English. Again, | cdesithis an interesting trait to further

exploration.

47.

Alma: And who helped you the most, guy or girls?

Sophie: It's interesting. We have a really... goosigtant manager and he is a
British. He is nice, funny, very... kind, and he heslpme a lot. Every time |
asked him, you know, for the language problempletre and always very
patient, you know...and another mate, she’s Britgly! | think she’s nearly
forty years old, but she is a lesbian

Alma: A lesbian?

Sophie: Yes, she’s a lesbian. And we were reallyosecand | invited her to
come to my place for dinner, Chinese dinner, aed ghe invite us, my husband
and I, to go to her place, to meet his, | meanpheiner... and so she told me
she’s a lesbian. And sometimes | feel she treateng nice and her behaviour
it's quite different from British women. | know &’her, | mean, sexual direction,
you know, different or something. | mean... | justlfeshe was very... different

from other British women, yeah (Appendix 7.6, intew 1)

48.
...and | asked my workmates ‘tell me, what's the nam&nd he... he gave me
the spelling as well... (Appendix 7.6, interview 1)
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5.4.1.2 Formal lear ning context

Sophie’s membership in the language school commonpractice involved the
identity positions of foreign student and L2 leaymvehich she positively assumed. The
language school gave her both formal and inforeelring, through lessons and
socialising activities. As | have previously expled, Sophie sacrificed temporarily her
identity as a Chinese as part of her SLL investmestablishing friendships exclusively
with European students. Identification tendencresexemplified by Sophie’s sense of
membership to the community of foreign students similar way to Julie. However,
these practices were solely part of Sophie’s imaest in SLL, as her close friends in

the UK are all Chinese.

49.
In Oxford... | had some... European friends and we gbndiscussed some
things, like the life in Oxford, constantly, all o foreigners for that year. And
we discussed on weekends, so | came to underdtarifietin Europe... and in
England especially. I think | quite got used tdoiff | think it's sometimes | feel
very confused when | met some, you know, foreigradishose European

people, especially the British. (Appendix 7.6, miew 1)

Therefore, the combination of both formal (ESOL rs&) and informal (performing a
job and socialising) SLL resulted in progress, aeglte obtained an IELTS score
enough to enrol in a master’s course in a diffeBeittsh university (BU2). Once
Sophie successfully completed her studies, shdRatthrd went to China briefly to get
married. Back in the UK, Richard obtained a newdacaic position at one of the

universities in Southampton.

5.4.2 Second period: data collection

When my data collection started, Sophie had beemenths in Southampton. Her
main activities at that time were housekeepingjirgpas a basis for her PhD project

proposal, doing some voluntary work on weekly hamisl job hunting. Additionally,
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she worked briefly for the Royal Mail for three Wesen the Christmas period.
Importantly, in spite of having been in the UK faro and a half years studying English

formally in tertiary institutions, Sophie had nah#&ved a proficient level.

Her initial test results were B2 in all the araa@mnely vocabulary, writing, reading,
grammar and listening. Thus, she still had a loag Wwom her ultimate goal of being a
proficient L2 speaker. Like all my participants i, Sophie acknowledges that
native-like proficiency is an ideal goal but thhesdoes not want to achieve it
(differently than Lissa and Julie) because shekghthat for her professional and
personal purposes, it is enough to have a good ¢é\English. During the data
collection period, Sophie did not formally studydlish or anything else. However, she

wanted to progress as she was aware of her nesgbtove her English.

50.
| want to improve my listening ‘cause | can watdi @rogram and | probably
can understand nearly 80% if I'm lucky. But sometsnthey have very local
word that | cannot understand. But | find thasitifficult for me to make
communicate conversation with some people likeaplcall. | always receive
a ring from some people, probably from the banki, ssmme job interview, and |
don’t know what they are talking about properiytheally... speak very fast.
And sometimes they say that the title of their wankl probably organisation’s
name, and | can’t capture it...so | think that ivéy important for me to
improve my listening to you know make the interactwith people very

smoothly... (Appendix 7.6, interview 2)

Sophie made the decision of participating in mylgtecause she felt isolated, like

Kim, and for similar reasons. Though Sophie’s hadgein a Chinese imagined
community, paradoxically her strong identificatiex¢lusion tendencies influenced her
relationships with people from such a communitydéidnally, | have identified in
Sophie’s data two other interrelated tendencies finer urban-middle class habitus: a)
to associate the areas of art and humanities agtie t mind-openness and refinement; b)
to consider education (not only the academic fidepther elements such as politeness,

good manners, and so on) as an important cultapatad.
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All my participants presented such beliefs in defe degrees. | have already
mentioned those elements as part of middle-classusa(Bourdieu 1977; Bourdieu
1986a;b). Moreover, those identification tendenstegped Sophie’s imagined
community of humanistic-kind of people, who areitgy sympathetic and open-
minded. Interestingly, that imagined community hdsgher rank than the Chinese

imagined community for Sophie’s identification agxtlusion tendencies.

51.
| think that Southampton University is quite di#et from BU2. | mean, the
Chinese...people is quite different ‘cause, | meaBW?2 the Chinese people
very open, probably because we study somethiegnignagement, like art, like
you know, it's not science related, so | think...ttheople are very open and
very like to work together. But here I've met so@lginese students and they
seem... very conservative...So we don’'t haven’'t matvagt social network in
the university. And I've met some Chinese girlshia Royal Malil, | used to
work for the Christmas casual work, and they seehdon’t know why, | feel |
can't get along with them ‘cause we have very dgife interests and they seem
that they don’t like me sometimes. | don’t know &ese | think in BU2 | have a
lot of very good friends, and we have just likeamily, and we celebrate
birthdays together, and we celebrate Chinese Neav dgether, and we're very

close (Appendix 7.6, interview 1)

52.
Yeah, sometimes | think that sometimes it’s relévampersonality. And another
point is the education background. | mean, whead w BU2 sometimes |
feel... actually some of my friends, they talk absomething in English and
they just make it quite easy to understand. An@e&sfly my supervisor ‘cause |
have two, as you know, and he always use verylaagyage not a lot of

language, to you know, describe it (Appendix mégriview 1)

Additional influencing elements in those tendeneies marital status and residence
status in the UK. For instance, Sophie reportef@@inces in behaviour between
sojourners (students living abroad) —as she wé#sipast, or long-term residents (e.g. a
worker with a permanent contract) as she was h#eing got married to Richard.
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53.
... and we all have a similar background... and westere a lot of information
and experience. So | think probably that's whydrdi get along very well with
some Chinese student here. Because some Chindsatstioey just come here
for one year of study and then when go back to &bimthey try to find a job in
Britain, but it's quite hard. And they are singledd’m married... (Appendix

7.6, interview 1)

5.4.2.1 Theactivity of performing ajob: some differenceswith thefirst
period
Sophie worked briefly in the Royal Mail local centShe reported having had a good
deal of interaction with male English L1 speakel®were cooperative and kind to her
(see gender section below). After that, she stavta#fing on voluntary basis as a
receptionist for a council art gallery with thesggoses: a) becoming familiar with the
new city social context; b) interacting with Englisl speakers from a range of
backgrounds; and c) doing something else than keepéng and reading, both

activities that involve isolation.

Housekeeper is a low-profile identity in Sophialentity hierarchy. The social
dynamics of this workplace was different than thokker two previous jobs. In spite of
being a receptionist, she had little opportunityndéraction as few people visited the
gallery and her few work colleagues were allocatedifferent areas. Thus, Sophie was

mostly alone.

54,
| use the language, | mean, English... just a fevesim but most times | speak
in Chinese. And | don’t think that my experienceaaglunteer has a great
influence in my daily interaction with the peopleré, probably because |
don’thave a lot of opportunities (Appendix 7.6 einiew 3)

Almost at the end of the data collection periodhl8e got a high-profile, well paid job
as business analyst. She became increasingly btisg and of the data collection but

she still was highly cooperative. However, she waeble to take the last test. | take
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instead her last e-mail —written at my request 2d@1/2010, as a as a proof of her

progress in English, as in her message Sophieiagpl#hat she still keeps her job.

5.4.2.2 ldentity matters

Additionally, Sophie’s case confirms claims abdwe impact that living abroad for a
certain period of time (months, years) has on la2rer identities. The experiences
abroad have an impact on her perception of thedworlher self-perception, and in her
identities. This is especially evident when thelé&ner goes back home (Weaver 1994;
Lackland Sam 2001; Takeuchi, Imahori et al. 200bn@/2009), as the excerpt below

shows.

55.
| have been in here for nearly two years and sgekg that | just got used to the
way life is. So when | came back to China it felittée bit different but anyway
it's my home just find a little bit strange ‘causse still a bit of new develop
there and something new happened there, but yoo'twhsre. And you find
still little bit strange and you're feeling juské is home and not very familiar
sometimes (Appendix 7.6, interview 4)

The new social context had a significant impacBophie’s identity and feelings
although she was living within a supportive envirant. Literature about students
living abroad (sojourners) documents the impadt i@ new sociocultural context has
on the student’s feelings, perceptions and ideitgaver 1994; Lackland Sam 2001;
Takeuchi, Imahori et al. 2001; Wong 2009)

56.
| can’t feel integrated into this society becausedometimes I'm not sure of
what people’s words want to say ... So | think thahwhis I'm not sure of what
people want to say sometimes although | can uratedshe meaning of their
words their sentence so that’'s why | feel not \@mynfortable sometimes when |

have a conversation with some local people (Apperd, interview 3)
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57.
...In China when... | go out with some friends | alwagsy sensitive to human
being behaviour and feelings but here I'm just likging all feeling all the
sensitivity so | feel like | can’t feel the peoflat this sense is very important
for me so | feel not very comfortable so | feeltthavhy | cannot integrate into

the society here (Appendix 7.6, interview 3)

Sophie’s most regarded identities during the dali@ction period were: to be a
Chinese (middle class, urban, with a humanistic@gugh to life); an intellectual and
open-minded person; a wife; a career woman; a daygiranddaughter and niece; a
good friend; a person who applied her knowledgenfroving Chinese people lives; a
hard-working person; a successful person; a sudoeased person. Sophie less
regarded identities are: an unsuccessful persbausewife; a prejudiced person.

Regarding identity shifts, | have organised Soghiable placing the shifts more or less
accordingly the above explained differentiated gasi As in Mimi’s case, this division
Is at some extent inexact, as the fluidity of themomenon makes some shifts difficult

to place, e.g. because they are in progress, orsit@pe includes both periods.

First period

From to

A local person An immigrant

A dependent daughter A semi-independent wife

A Chinese-only-views person A person who is experiencing and learning
new situations, contexts, people and cultures

A single person A wife

An unsuccessful wannabe postgraduate A person with a MA by an English University
student both in China and in the UK

A literate personin L1 A bilingual literate person
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A temporary student immigrant A resident in Britain for an indefinite —but

long, period of time

A member of the Chinese imagined A member of the non-Chinese foreign students

community community

Second period

From to
A postgraduate student A housewife
A person with an active social life An isolated person

A wannabe PhD student and a job seeker A professional with a high-profile job in a

small but solid British company

5.4.2.3 Gender

| have already explained above, some situationsatel a link between gender and SLL,
namely exercising of agency and help from malefaglish L1 speakers and L2
speakers (husband included). Sophie’s case sugbestd#luence of gender in the
participant’s decision making and agency. Firshdge constrains and influences
participants by positioning the learner in a subwate role in the gender order (Connell
1987; Connell 2005); second, this subordinatidmised to dependence (partners,
parents). Besides the research literature, | haveglata that may support such claims
about Chinese traditional gendered practices.rntefrom my above mentioned
master’s degree study (Rodriguez-Tsuda 2006). M&keas my Chinese participant
and her case has several coincident points witlhi8gpcase. It was Michelle’s parents
who made the decision of sending her to study abmaspite her wishes of studying in
China. Michelle reported that Chinese women area&id to have a subordinate
position to their parents and later, to their huslsa Chinese society also put a lot of
pressure on Chinese women to get married at a yagegLiterature about gendered
practices in China confirms those affirmations (2861; Hannum, Kong et al. 2009;
Peng, Han-Yue et al. 2009). Thus, Sophie and Mielagjreed with their parents’
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decision of sending them to study abroad, whichvery different matter than making
the decision themselves. Their participation inisiea making would be completely
different if both participants were men, as theirgmts would be in agreement with any
decision made by her son (Sen 2001; Silventoinamndar et al. 2007; Peng, Han-Yue
et al. 2009).

58.
Yes, it's thanks to my parents, especially my mbat t am here.
(Appendix 7.6, interview 1)

As | have explained above, Sophie’s data sugggsraence transference from her
family to her husband to some extent. In spitéhaf,tthe data denote an egalitarian
relationship with Richard in terms of mutual sugpord healthy competitiveness in
succeeding. Sophie reported making her own dedsluut if the decision is important,
she previously consulted Richard. | consider thd aecerpt as illustrative of who has
the last word in such negotiations, thus confirntiogy traditional gendered practices

took place between the couple.

59.
Alma: And why did you come to Southampton?

Sophie: ‘Cause my husband is a post-doctor in tinetsity...

Alma: But, who took the decision to come to Souathton?

Sophie: Yeah, it's my, it's my husband. (Appendi&,interview 1)
Like Julie, Kim and Mimi, Sophie has also benefitggdatly from partnership, obtaining
from Richard a good deal of help in SLL and suppodther issues, as the accounts
below convey. Like Julie and Paul, Richard and $8pISLL processes were to some

extent co-constructed through mutual influence @aperation.

60.
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61.

62.

...for example in day to day life I think that if dald help to correct her with a
few particular words, | can, you know, to tell iemm my experience the most
correct English words to use and maybe grammaraN@ys like that, but
always trying to communicate with her about thedytiong to do so. And also,
you know, it's mutual teaching. She is also teaghmre a little or maybe more
than | helped her (Appendix 7.10, Richard singterview)

Yes, because | had some experience because winsinmhét her | had been here
for 4 years, so | knew where to go for the superketawhere to apply for to get
some tickets, and to do something. You know, isw society... the people
who come here, you know, for them it's a whole rexperience, so it’s a bit
difficult but | don’t think it's much more based ¢ime language it's more based
in your experience. | think that if you learn dd&tEnglish and you've lived here
for a few years then you have enough experienéesomy point of view |

think that | helped her in terms of the living ekpace more than the English

things [SLL] (Appendix 7.10, Richard single intexwi)

Alma: And then he helped you a lot in everythimgttok care of you a lot

Sophie: Yeah. He helped me a lot. | mean he gavenoeuragement, you know,
he encouraged me to study hard and to communidtigive local people a lot.

And encourage me to find a part-time job yeah @mupx 7.6, interview 1)

Concerning gender as an element linked to intemastwith English L1 speakers in this

second period, Sophie had help from male Englisbfelakers in the form of a high

degree of cooperation and willingness to interat wer. Her accounts refer to both

work-colleagues and her current boss.

63.

| think when | was working for Royal Mail | had semery good friends who
are not Chinese. They are British, some Britishsgiiyey really liked me. |
remember a guy... he has a baby... And he always balktahat baby and
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about his career, you know, he is a dancer coasbroething. ....And he was a
really... nice guy and he gave me a lot of infornamd suggestions about my
career, because he know that | study Organizati®nalies, yeah... (Appendix

7.6, interview 1)

64.
...my boss is British ... | find him, you know, he ivary kind people and very
smart and very open minded...my boss is very open@d@and he want to
know something about you as a person a human bemognot something like a

product or something. And is like, yeah, is a segthod experience (ibid)

5.4.3 Conclusions

Sophie’s agency and decision making was constrdgeyendered and cultural

practices influenced by Chinese traditional gendlereer.

Sophie progressed slowly in her English SLL inespit a) formal SLL in the form of:
her EFL background (which comprises several yearsyersity and ESOL courses in
the UK; and a postgraduate course in a Britishensity; b) her temporary detachment
from the Chinese community; c) help from male/gaglish L1 speakers and some L2
speakers like Richard; d) the activity of workimgt provided her with opportunities of
interaction. Eventually she progressed enoughte- g@d keep - a high-profile job.

Investment in SLL was painful for Sophie as inval\eer temporary withdrawing her
Chinese identity. Similar attitudes have been rigggbas part of SLL strategies (or
investment, in Norton's words): (Pavlenko 2001b).

Support and help from Richard have been cruciabfigshie not only in SLL terms. All
my participants with partners have benefited frarchspartnership in SLL terms, but
paradoxically have played a supportive role forrthasbands’ career development.
Thus, gendered practices such male protection aitdugce and wife's submission are

evident in each of those cases.
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Like the rest of my participants, Sophie has undeegnany identity shifts, some

temporary and some permanent.

Help from male and gay English L1 speakers tooketarough interaction and
informal explanations about grammar, vocabularyammgg and cultural issues. Like the
rest of my participants, Sophie reported absokut& bf interest and cooperation from

female English L1 speakers.

5.4.4 Epilogue

To date (February 2010) Sophie still works as anass analyst in the same place. She
reports improving her English on daily basis by dleavity of working, as her post
involves a good deal of reading and writing repatswell as giving presentations. She

also reports using English in some leisure acéigisuch as watching TV or reading.

5.5 General conclusions

The women from non-European background cases gjtedh the subtle constraints
on the exercise of agency, related to gender asttitg. Traditional gendered practices
offer a subordinate and submissive role to womdnchvintersects with identities such

as daughter and wife.

Lack of English L2 skills was, for Mimi and Kim,sagnificant hindrance for managing
in the new context, and involved low-profile idépgpositions such child-like
dependent person, a ‘mute’ and ‘deaf’ person igliEn. The identity of English L2
learner also emerged from such lack of L2 skills.

Gender also involved partnership, which playedmpsttive role in several areas,
namely SLL, managing in the new context, and oveing difficulties. Partnership
also involved indirect membership in the parthnedsnmunities and social networks in
the new context, which were a source of help apgau for the participant’'s SLL from
more proficient speakers of English (L1/L2). Pardadally, partnership also offered a
merely supportive role for the partner’s careeraligyment, offering the identity
position of ‘His wife’, which obscured other impanit identities and conveyed a

secondary social role.
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Gender is also an issue in obtaining cooperationtaraction and informal help in SLL
from English L1 speakers. The overseas women'atatirm that men are keen about
interacting and purposively helping the participarth explanations about language
use and some features such as vocabulary, granmam@&xalanations about cultural
issues. Conversely, women seem to be indifferempoperative and/or disobliging,
with one exception: when motherhood establisheohanton identity between the L2

learner (Kim) and English L1 speakers.

The new social context offered many opportunit@sSLL through: a) both direct and
indirect (through partners) membership of differemtnmunities and social networks; b)
activity, in the form of: working, using media, salsing, and travelling around the UK
and Europe; c) formal learning through ESOL aneotourses. Conversely, it also
offered low-profile identity positions, and triggel feelings of strangeness, isolation,

homesickness and sadness, which in Mimi's castlacrisis.

Investment involved not only energy and resourbasalso: a) sacrifices of identity
(e.g. Sophie); b) accepting identity downshiftilgjri and Kim); ¢) overcoming

feelings of humiliation, inadequacy, fear, strarggs) sadness, homesickness and pain.
The identity shifts that all the women undergonat @mly the ones from this group)
confirms Norton’s (2000) assertion that investmamblves, among other issues, a
good deal of changes that have a direct impachehearner’s identity.

Investment also involved prospective identitieghsas postgraduate (Sophie and
Mimi), a proficient L2 speaker (all the women), amdeturnee: a) with a certain degree
of social prestige within her social networks (Kiar)b) contributor to enhancing her
country’s educative level (Sophie). The acquisitbdrcultural capital in the form of L2
and postgraduate studies was also a major motivevestment for Mimi and Sophie,

but not for Kim.
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Chapter 6 Discussion

In this chapter | discuss the overall implicati@fishe results, which involves bringing
together the findings from individual case studiesas to develop overall answers to
my research questions. The theoretical and praatigdications of the findings are also

discussed.

6.1 The intersection of identity, the experience of migrating
and investment

One of my initial findings in answering the questitn which ways do gender, identity
and the experience of migrating relate to my pgdicts’ SLL goals and processes?
How do all these elements interact? is that sudhiteous question may have as many
answers as research approaches to tackle it. Howesansider that | have made my
bits when | have found that, in further exploringestment in SLL (Norton 2000) |
answered such question, as | will explain belownggguently, as | previously said at
the end of my theoretical chapter (2), | will answee more general questions

answering the more specific questions.

6.2 Investment

As | have explained in 2.3.5.2, chapter 2, investinea relational concept that in turn
is tightly related to another relational concepattof capitals (Reay 2004). More
specifically, investment focuses on the acquisibboultural capital, and highlights the
relevance of emotional capital in such investmeatéau 1987; Reay 2004). One of my
findings confirms Bourdieu’s claims that investmenalso tightly linked to habitus,

and consequently, to social class. It is habitas dictates what it is worthwhile

investing in, or in other words, what accounts@tucal capital (Bourdieu 1986a).

My research questions with regard to investment &l@wv do my participants invest in
cultural capital? What do they do in order to aogtinis capital? What may SLL
investment involve in activity terms? What may Shizestment involve in identity,
emotional and social terms?

In order to answer these questions, | have exanmmedata using different units of

215



analysis: a) activity, for what | used the Engesttdiangle; b) the concepts of identity,
habitus, and capitals (including emotional capital)social class. As a result, |
identified three different but interrelated leveidhe concept of investment in SLL,

namely activity, identity and the social context.

6.2.1 The activity level of investment

The activity level involves both informal and forh&lL activities related to the subject,
that is, the L2 learner (see diagram 6.1). Thigllelso implies a wide range of artifacts
that mediate SLL, from didactical methods to auvisien set. The main object is
progress in the L2 learner’s proficiency as themdte outcome. The social milieu is
embodied in the communities related to the subjétiin the new context, as well as in
the rules and regulations that apply both to d#ifiercontexts (workplace, institutions)
and to interactions with people from a wide ranfjpackgrounds (linguistic, cultural).
The division of labour illustrates the huge gapaetn the cultural capital that the
learner possesses and the low-paid jobs she hadsatt

ACTIVITY LEVEL

Engestrom’s (1999) Activity triangle applied to investment

Mediational tools: All the artifacts

involved in the activities of: Investment in SLL
Formal SLL (object)
Informal SLL
L2 learner Progress in L2
(subject) : (outcome)

Literacy 1 # Job |

Rules and regulations o
(division of labour)

Communities (CoP;
social networks;

imagined; prospective;

rejected) Diagram 6.1

The activity of informal learning (see diagram 6h2y both interaction and English (TL)

language as main artifacts that mediate learnimtgrdction, in turn, involves the
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activities of listening and speaking with an inbedtor and observing their body

language and his/her use of space.

ACTIVITY LEVEL

Informal SLL
Artifacts: Interaction (conversation; help

from L1/L2 English speakers);

eavesdropping Investment in SLL

English language (object)
Media
Factual progress in L2
L2 learner {
. Learning other non-linguisti
(subject) earning other non-linguistic
skills
(outcome)
Rules and , Literacy 1 # Job |
CoP: workplace ; leisure,
regulations _ (division of labour)
cultural; co-nationals clubs;
church
Social milieu
Imagined communities
Prospective communities Diagram 6.2

Working for making a living is also a fundamenteliaty for informal SLL, as it
constitutes the main source of interaction. Intemgly, the activity of working confers
on English not only the status of lingua francthatworkplace, but also the position of
factual mediating tool for learning non-linguisskills. All my participants learnt skills
non-related to their degrees, as | have descriadite My data suggest that sometimes
they learnt only by eavesdropping.

Consequently, though SLL and progress in the TlListihe main goal, the outcome in

this case is richer, as it not only involved pragren SLL but also learning additional
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non-linguistic, life-long skills. Working in the sse of performing a job and its related
tasks involves: a) the use of English not onlysipeaking but also for thinking about
work-related tasks; b) acquiring practical knowledsing English; c¢) using English L2
in working situations where stress and pressurenamved; and importantly d)
potential and actual interaction with work colleagiand management staff who are
mostly proficient speakers of English (both L1 &) for instance, receiving
instructions, explanations and clarifications retatvith work, or also, social talk. Thus,
socialising and engaging in conversations are alsth important activities emerging
from the activity of working, and they have repessions for the participants’ SLL.

6.2.2 The identity level of investment

My data analysis confirms claims about the compyexd the identity phenomena. As
diagram 6.3 illustrates, | have identified habiissa ‘core’ or ‘centre’ that shapes both
our set of identities and our hierarchy of ideasifiplus our identification/exclusion
stances, dispositions, and so on (see Bourdieu;198&). Habitus is tightly linked to
social class. In my study, all the participantohbglto the middle class, as | will discuss

later.

218



INENTITY | FVVFI

SLL access/opportunity

Experience and activity of

migration
pEle [ ‘New’ social
= con
Emotional Identities Identity shifts .
Capital \
: Identity Emotional realm \
hierarchy

\\\ /
\ y
N\

/
/

Past identities Current Prc;?cm/ve,
S~ __wanted

Diaaram 6.

Regarding investment, social class is reflectea) iaccess to favourable conditions for
acquiring cultural capital (SLL) and the opportyrtd move to a TL country (e.g.
financial support from their families, savings, audon); and b) the acquisition of
cultural capital as a relevant and desired actilireau 1987). My analysis not only
confirms Norton’s (2000) emphasis on the signiftaate that the learner’'s emotional
realm has in investment, but | also adopted thetimeept of ‘emotional capital’ (Reay
2004). Emotional capital is ‘...the stock of emotibresources [e.g. support, patience
and commitment] built up over time within familiaad which children could draw
upon’ (Reay 2004:61). We invest a good deal of @nat capital in the acquisition of
cultural capital. All these concepts are tighthkied.

Diagram 6.3 also illustrates the intersection bfre above mentioned investment
elements with the new social context, resultinglentity shifts. However, identity
shifts are not the only example of identity fludiAnother example is the relationship

between time-space and the emotional realm, wheshlts in strong commitment and a
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high degree of attachment to specific identitiéthee past, present or prospective. Here
| use the term prospective in the same sense asehebt only including what we

imagine or desire, but also what we are investnig iachieve.

For example, the identity of university graduats ha genesis in a habitus developed
since childhood. The prospective identity impliesmmprogress stage that involves
investment (tightly linked to the acquisition ofitcwal capital). Despite dramatic
changes of geographical or social space, for igstarreversal of fortune or even
retirement, such a highly-regarded identity witirtscend time and space. The degree of
attachment and the investment made are the keyealsrfor such long-lasting

commitment.

6.2.3 The social level of investment

In this level (see diagram 6.4) the new social esnbecomes more relevant in the form
of the role of others. Social context intertwinathwdentity, especially with habitus, in
terms of embodiment, variety of language (e.g. acand also race and gender: that is,
in an externalisation of identity. An important metthg element related to habitus is

the individual’s set of dispositions, among which their identification/exclusion

tendencies and practices.

This involves not only the L2 learner’s perspectivet importantly, others’ perspective.
Legitimation results from all these dynamics, whichurn influences interactions and
have an impact on informal SLL. How others seelthéarner is tightly related to the
legitimation or acknowledgement of the L2 learnensre regarded identities. Lack of
acknowledgement of these has a strong impact omdinadual’s emotional realm, and
he/she displays a range of coping strategies tovddasuch emotional pain (McCall
and Simmons 1978). My data analysis confirms thiatgituation has a direct impact on
the SLL process in terms of activity and participatn our own learning. Withdrawal

is an example of a coping strategy which Nortoro@®0eports in her study. | have also
found it in mine, for instance, when Mimi decideddio absolutely nothing for a period
of time or when Kim decided to leave the UK withdohn to get back her former job.
To withdraw from interaction is another coping &gy which | have consistently

found in Lissa’s, Julie’s and Alissa’s reports.
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SOCIAL LEVEL

Habitus ‘New’ social context

Race
country of origin

Others’ perception of

Emotional Identity the L2 learner
Capital hierarchy
Coping o
: Legitimation
strategies

Identification/exclusion

tendencies and practices

Socialisation/interaction
with TL L1/L2 speakers

Diagram 6.4

My data analysis suggests race is an importan¢ islated to others’ perception, and a
significant influence for interaction in terms efjitimation and agency. Scholars from
my line of enquiry have discussed thoroughly thpantance of interaction with target
language L1 speakers and the power relationshygdvied in such interactions, in

which legitimation plays a key role, as | have exped in chapter 2 (Bremer, Roberts et
al. 1996; Pavlenko and Blackledge 2004b). Suctlslitee is rich in examples of
negotiation, resistance or withdrawing from intéi@ts when the L2 learner is
positioned with disadvantage by native speakers, have the power to give legitimacy
to the L2 speaker as an interlocutor (Norton 200#;lenko, Blackledge et al. 2001a).
Interaction also involves cooperation and sometitnalso involves help from more

proficient speakers of the language for less dkdeakers.
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In my data | also found that interactions are sbapeidentification and exclusion
tendencies not only on the part of the native spediut also of the L2 speaker. The
key element here is habitus/social class, whicpeahan the one hand, varieties of
spoken English, and on the other hand, prejudibestaspecific varieties of spoken
English. Surprisingly, | found that some of my jpapants decided to speak only with
proficient speakers of specific varieties of Englithose closer to what is known as
Received Pronunciation. Due to this criterion, stimes interaction with English L2
speakers was preferred.

| found that only three of my participants did tbantinuously, namely Lissa, Julie and
Alisa. They were able to do so because they hthel itoblems of legitimation, in spite
of their strong accents. However, Mimi, Kim and Bigonever had the opportunity of
doing so because they continuously had problenegdfmation. This situation

constrained dramatically their choices of interkncs who were proficient in English.

| argue that a combination of race and middle alageners was the cause of such
rejection, sometimes open, sometimes subtle. Irebden the playgroup that if the
English L2 interlocutor was Caucasian, the Engfiative speakers were more relaxed
and natural, no matter if her English was reallgl.ddowever, if the English L2
interlocutor had oriental features (e.g. Kim), Ehgglish native speakers immediately
adopted a position of expectation, like awaitingufe to understand!

The participants from non-European background tledras also showed strong
identification and exclusion tendencies. | argus these were shaped by their habitus,
social class or immediate goals. Interestinglyy tecluded their own co-nationals:
Sophie because she wanted to improve her L2 byksges English only; Kim

because she did not feel attuned to the Southiés@mmunity, and Mimi did it
symbolically, as she felt identified with a commiyrof middle-class Mexicans able to
bear the financial investment of studying in atfwsrld country, but excluding all those
poor Mexicans unable to travel or who travel toWl®A as cheap labour, sometimes

putting their lives in risk.
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6.3 Identity

Through my analysis | have found that identity n& @f the most complex and rich
elements in terms of multiplicity, fluidity, andsitelationship with both the immediate

context and the social world.

6.3.1 Identity hierarchy

In answering the question: What are the more/lagp®itant identities for my
participants in the new context (UK) and why? edigdentity hierarchy theory (McCall
and Simmons 1978; Stryker 1980) to identify andli@rpthe structure of each of my
participants’ personal identity hierarchy.

In doing so, | found that in time and space tertms set of identities relate strongly to
the past, the present and the future, no mattet tkacurrent context in which the
learner is living in. All my participants have highregarded identities that transcend
time and space. | argue that habitus is their reaiice. Though some of these highly
regarded identities exist in the present, they tmaigenated in the past and they have
been gradually constructed. | give as an examglédintity of a professional university
person. This identity has been constructed asesl within a person’s habitus, and in

this way it is related to the past.

However, as an ideal, it still prevails in the gmetsand it is projected towards the future.
All my participants have developed and acquiredsrcidentity, which all of them
have temporarily ‘lost’ in the new context. Thoughall cases, the attachment to this
identity is so strong that it is even projecteaitite future, as part of plans for both
career and personal development. The same applibs tow-regarded or even rejected
identities. Among my participants, the identityaoliow-skilled worker is undoubtedly
the most unpopular. That rejection transcended &intespace. None of the participants
wanted such an identity, therefore this lack ofrestdedgement impeded it from being

a real identity, and meant it remained a temposanyal role.

Therefore, a common set of identity hierarchieswhieir highly regarded identities and
low regarded/rejected identities is one of the sthiadentified traits between my
participants. | consider this coincidence as afpoba shared middle-class social

habitus and it also denotes the strong link betweemntity and imagined/symbolic
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communities.

Common highly regarded identities

Socio-historical-cultural identity (Pole, Chinesgxican, Russian, South Asiatic)
Member of their families (daughter, sister, cousiece, granddaughter, mother)
Friend

Professional

University student

Postgraduate

Intellectual

Polite and educated person

Member of specific symbolic/imagined communitieg(€o-nationals). However, in
some cases social class is also a strong determimtmis issue, as for the most of my
participants, except Lissa, belonging to the saméddle) class was more important that
sharing a nationality.

Person who possesses other cultural capital, tamece, someone who has got
experience in seeing the world or interestinglgative-like L2 speaker of English.
(However, the latter profile is linked to other higrofile identities for instance, a
middle class, professional native-like speakerahtes higher profile than a native
speaker of English from a lower class who spedl®ia variety of English (see

legitimation, glossary).

Common unfavourably regarded identities
llliterate person
Impolite, non-educated person

Bully

6.3.2 Prospective identities

Another of my findings linked to the questions: Whee the more/less important
identities for my participants in the new contddK( and why? includes a confirmation
of the projection of identity into the future, whim turn is linked to investment to
acquire specific identities. Again, | found thatist psychological theories of identity
hierarchy offered a useful analytical tool, as tmjude the individual's self-

interpretation of her/his identities, thus involginot only who we perceive or think we
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are, but who we desire to be (Castells 2004a; Gewaird Cribb 2008).

| call such identities prospective identities, hesmathey are not only desired or
imagined, but they are also factual, target idestitwhose ‘acquisition’ or
‘achievement’ involves the investment of emotiocegbital ‘...the stock of emotional
resources [e.g. support, patience and commitmeiit]up over time within families

and which children could draw upon’ (Reay 2004 .&id other resources with the aim
of ‘becoming’ such identity. | have found in my dahat these future projections of
identity strongly drive my participants to investarder to materialise them or
recovering them. For instance, the four of my pgréints who are not yet postgraduate,
are fondly attached to this future identity (dostor master’s degree awarded). In turn,
participants' prospective identity is tightly link&o investment and the acquisition of

cultural capital (English language, postgraduateist).

6.3.3 Coping strategies

Now | am going to address the questions: Does ityguily a role in my participants’
membership and participation in different commwas# If yes, in which ways? McCall
and Simmons (DATE) identified a series of ‘defelesstrategies’ (defensive
mechanisms) to balance expectations and outconge® @aoothe the pain arising from
lack of legitimation of a relevant identity: a)doaw upon past successful experiences
enacting an identity (what they call ‘short-ternedit’); b) to look for cues, real or
imagined, that confirm the identity (‘selective pgption); c) to interpret real cues
favourably, in order to feel that the identity enéirmed (‘selective interpretation’); d)
to withdraw from interaction when the identity istracknowledged; e) to return to an
identity switch that fits the context; f) to blarathers for the lack of success in
achieving identity legitimation; g) to disown amsuccessful identity; and h) criticize
and sanction others for not acknowledging/legitingathe identity (Turner and Stets
2005).

Norton (2001) provides examples from her studye fmmigrants in Canada that
contain some of the above mentioned strategiesgulse non-participation concept

from ‘community of practice’ theory as her unitafalysis.

My participants’ reports suggest the use of sucktesgies, which ranged from Mimi’s
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total detachment and lack of participation in tlegvrsocial context to Julie’s showing
off her identity as a university ‘fresher’ to herfer employer, who was not willing to

acknowledge such an identity.

6.3.4 Habitus, identity and social class

A further finding that | consider relevant with exd to the question of what the
most/less important identities were for my parieifs is the relevance of social class
and habitus as key elements not only in identigydrchy, but also for other important
issues such as identification and exclusion prestiand the sense of belonging. Social
class has almost disappeared as a unit of anatysaial research in Anglo-Saxon
countries (Crompton and Scott 2000; Edwards 20@¥;ri2 and Savage 2005; Shaw,
Galobardes et al. 2007). Some causes of such ddumglare: a) the shifts of
industrial sites from West to East caused by neddibpolicies has contributed to the
disappearance of the working-class as Marxist @mabonceives it; b) the boundaries
among classes are too fluid, because of the wodd cand the dichotomy between
working-middle class is blurred (Crompton 1998; Rdaavid et al. 2005).

However, as social class is an important elemesboiblogical approaches in many
disciplines, there are claims for a re-emergencioh element (Lovell 2004; Reay,
David et al. 2005; Collins 2006) (see 2.3.5.6,hamter 2) My data analysis led me to
agree with such claims. | found that habitus caniged as an overarching explanatory
element for the intersection of social class, idgngender, ethnicity, which results in
exclusion, inclusion, belonging, identification (ack of it) within social contexts,
groups and individuals. | used it in that senseugiih my study was not specifically

about identity.

| found that my participants’ set of identities headore that was not flexible and played
a key role in shaping the wider set. The basisststained this core were the
identification and exclusion tendencies and prastiaf each participant. My data
suggest that indeed some identity changes toole piader the influence of a
combination of social context and living experiesyagamely the identity shifts

explained in chapters 4 and 5.

However, such shifts were variable in each of #es and importantly, they were
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never radical but very subtle. My participantsitattes and behaviours, their
identifications and exclusion practices, and thesponses to different situations all
point to habitus as a basis of identity, which akapes my participants’ view of the
world (I would say a middle-class view of the wQrloh turn, all these elements have an

impact on their decisions and choices about thieir&d access to SLL resources.

Bourdieu’s habitus gave me a sociological explamatif how identification practices
emerge in a different way from the discursive piogtsuralist argument, which I think
focuses on identity construction in a more abstramtner. Habitus gave me a rationale
for practices and tendencies that emerged significaverywhere in my data, while it
allowed me to trace their origin within my partiaifts’ backgrounds. It also provided
me with a specific way to explain the link betwekea impact of social context (past
and present) on identity, as well as to trace ingmrdifferences between past and

present social contexts.

| thus used habitus as a complementary way to exjlantity that goes beyond
viewing it as a product of discursive practices.n®, the most significant trait of
habitus for my data analysis was its focus on hoeia$ practices were made evident in
the form of external body manifestations attunegpecific social contexts, tastes, and
in general, a whole way of life that has emergedesthe individual was born.
Importantly for my data, habitus covers many ofpleeceptible traits of identity,
explaining how identity materialises in all theaadible, observable traits that others
can read and interpret (what Bourdieu called ‘bobéxis’ (Shusterman 1999; Garret
2007).

For instance, it helped me to find an explanatibwioy Lissa and Julie were sometimes
ignored or seen as different in their workplaces,anly because they were foreign. In
addition, they denoted through body manifestatenmd actions their middle-class
background, which provoked feelings of resentmemhfsome lower-class people. For
example, the way they moved, how they spoke, aadstthool learned’ English they
used (rich in vocabulary) were all involuntary menkof social class differences. This
is because habitus not only involves what we ptojeluntarily or involuntarily, but

also the others’ own habitus acting as an inteiygd¢ns. And last but not least, habitus
is tightly related to social class and acquisitbdrcapitals (Fowler 1997; Webb,

Schirato et al. 2002; Lawler 2008b), and so itva#d me to analyse people's motives
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and goals from a different point of view.

6.3.5 ldentity shifts

Norton’s (2000) study gave evidence of identitydity and multiplicity, both traits
claimed by poststructuralists. She did so by hafyais of her participants’ identity
shifts. Identity shifts were an important part of ,esearch, as my research questions
reflect: Do my participants have identity shiftéyds, how does this happen? Are those
changes gradual, radical, unexpected, and so anthAy related to the identity

positions offered by the new context? Are theytesldo the participants’ social roles?

My data suggest that identity shifting is the résfila radical change in sociocultural
and spatial terms, namely migrating to a diffel@ntry. Thus, identity shifts are
tightly related to social context. As | have matiacin chapter 2, the new context
offers a range of identity positions which the B2ihner can assume or reject as
identities. Rejected identity positions are ignooednay become social roles. For
instance, the identity position of an illiteratenaproficient person in L2 can be rejected
by the adoption of an alternative, in-progressiitn_2 learner. This identity also
involves the imagined belonging to an imagined coamity of L2 learners/speakers that
is opposite to that of TL native speakers. In ttaste, the lack of language skills is an
element of identification. The identity of L2 leamalso involves the prospective, ideal

identity of a proficient speaker of the TL.

All my participants experienced identity shifts,the tables in chapters 4 and 5 show.
Some of these shifts are unexpected and radigahgtance, the shift from a highly
literate person in L1 to a ‘deaf’ and ‘mute’ persori2; the shift from university
graduate to low-skilled worker. The last is a clesample of an identity position

offered by the new context, which never becamalantity but stayed as a social role.
A key element in such complex situation is the that this identity had one of the
lowest places within my participants’ identity raechy. This example is also useful to
illustrate that indeed, some identity positionsratated to social roles, and that the
latent change from social role to identity is a pbew subjective issue, as | have already

explained in chapter 2 and above in this chapter.

Identity shifts are also related to specific comitias in the new context. One of the
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most interesting communities is the workplacet asvolved an ambivalent, complex
relationship with the L2 learner. On the one handmbership in the workplace
community was seen as purely circumstantial bynglparticipants, thus they never felt
a sense of belonging to such community due teeltdionship with the lowest regarded
identity for all my participants. On the other haatl of them benefited from
interactions within such community, and not onlyinguistic terms: all of my
participants learnt other skills related to the kvibrey performed (e.g. cooking;
counting and organising huge amounts of thingsguie TL; professional ways of
cleaning; customer service). | consider that athein benefited doubly from such
learning, as they learnt both skills and TL. Aniaiddal benefit was the friendships —

some of them long-term, that some of my participdmiilt up with English L1 speakers.

With regard to the duration of such shifts, | ar¢jue most of them were temporary,
contextual related and that they did not haveangtimpact in the overall set of the
individual’'s identities. | reached the conclusibatthabitus is a nuclear element of
identity, and that it is difficult to modify, thobgBourdieu stated that it can be modified
indeed by education and experiences (Garret 2@oie identity shifts are permanent.
The identity as a person who lives (or has livdatpad, a person who has seen the
world and therefore knows her way around is demlayighin former contexts such as
social networks and communities in the countryrajin, or even in communities in the
new context. For instance, Julie’s enrolment inuthizersity conferred to her an
identity as a university student, someone who loag gipwards in the social scale,
within her former work communities and work agestaff. Unless something really
shocking happens, Julie will retain the universitydent identity, which in turn will

shift to a graduate or postgraduate identity (a&neally happened).

Some identities denote more complexity in such sefffor instance, in Lissa’s case, the
new context offered to her the position of a medgperson between the English
speaking context and less L2 skilful Poles. Thitumnm helped her to progress in her
own SLL and to overcome her own fear and lack offidence. It also gave her a
positive identity within the local Polish communitfowever, we will not know if Lissa
will retain this identity in the near future. Shegim be too busy to help, or maybe the
Polish community will be more organised and thewefeer help will not be needed as
before. This example illustrates that the permaa@fi@n identity is something very

complex and individual.
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Additionally, there are more elements in play. Fstance, for all the participants with
partners, the identities attached to partnershiplugd other potential identities within

the partner's communities, sometimes not so fauderike in Kim’'s case.

6.4 Gender

My main research question regarding gender is Dalgerelations influence my

participants’ interactions and their language leayh How?

| would like to start my discussion with a notecaiition: my findings are based mainly
on my participants’ reports and on my observati@uhjectivity and potential bias may
be involved, as happens in any other qualitatigeaech analysis and interpretation, for
we are not studying exact sciences but human reatterake this clear because my
data analysis suggest a tendency related to gerideln may cause controversy. |
acknowledge that such findings are only a stamioigt for more research, for which |

am also glad, as | consider them worthy of furtigsloration.

Gender appears in my data as a variable that imtksesuccess or lack of it in
interactions between English L1 and L2 speakers R@ppens in these ways: a)
interaction takes place and is highly successfidmiie interlocutors are a female
English L2 speaker and a male English L1/proficiehspeaker; b) interaction does not
take place, or takes place unsatisfactorily whenkerlocutors are a female English L2
speaker and a female English L1 speaker; c) inieratakes place and is highly
successful when the interlocutors are a femalei&mgR speaker and a gay (man or

woman) English L1 speaker.

However, | have detected two exceptions to the almogntioned tendencies: one
centres on motherhood. Motherhood appears in tteeadaan element of identification.
This led to willingness to interact and differeegdees of cooperation from female
English L1 speakers with female English L2 spealidosvever, the issue is not that
simple, as | have also found in my analysis of gtayp dynamics (see chapter 5, Kim)

that social class is a key element that determimesaction, surpassing motherhood.

| consider that conservative practices of the gendder (Connell 1987; 2005) infuse
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motherhood with a ‘special’ status linked to biatag traits. This idealised ‘sisterhood’
creates a favourable climate for interaction onlg certain point, because my data
analysis suggests that social class is the maermeatant of interaction. This explains
why, in the playgroup (see 5.2.1 above) lower ckasglish women did not interact with
other mothers out of their own group.

The other exception is friendship. My data contajports of two participants who got
purposeful non-paid help and support in SLL terrosiftwo female English L1
speakers, namely Julie’s and Kim’s teachers of iEhgFriendship was the key
explanatory element in Julie’s case, and partngiishKim’s through John’s

membership in the church community of practice.

Gender also appears in my data as an elemennthagriced two situations for some of
my participants: a) migration to the UK; and b)egxto SLL resources. | have
identified that the intervention of partners (whaall partnership) has played a key role
in both situations. Gendered practices conditicheddecision to move to the UK in
Kim’s, Mimi’'s and Sophie’s cases. The two first fi@pants came to the UK in a purely
supportive role, as housewives who cater for @lirthusband's needs, so that they
could be totally dedicated to their full-time pastduate studies. Besides, Kim and
Mimi also worked in low-paid, low-skilled jobs irraer to contribute to the family

income.

Sophie’s case is slightly different, as Sophie iitagally sent to the UK to pursue
postgraduate studies. It was her mother who masldehision, and Sophie obeyed.
Once in the UK, Sophie remained still strongly eltted to the identity of daughter until
she acquired the identity of wife. However, gendegyectices also benefited not only
the three aforementioned participants, but alse dud Alisa thanks to their partners.
As | have explained in each case in chapters bapdrtners’ help was crucial for all of

them regarding their SLL processes and their ematicealm.

Some proficient speakers of English as both L1lghgurposely helped my

participants in their SLL. Again, all of them warale or gay English L1 speakers
(work-colleagues, housemates, and friends) and BEradéish L2 speaking (partners). |
have identified some forms of this help: a) in ratgions, using some of these elements:

recasts, repetitions, confirmation checks, comprsio& checks or clarification requests
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(Wardhaugh 1985; Long, in Mitchell and Myles 20@4)well as speaking slowly with
clear articulation; b) giving explanations abowtrgmar, language use and specific
cultural issues related to the utterances or phraisguestion, whether the L2 learner

requested them or not.

Finally, my research on gender issues leaves twestans for further exploration: a)
gender as a variable that influences significastlydarity and cooperation in
interaction between English L1 and L2 speakershé&)dynamics of the playgroup, an
almost all female site, and the impact of such dyina (e.g. the use of English as a
lingua franca) on the L2 learner SLL process amdf@ss.

6.5 Social context

One of my research goals was to explore ways ichwvthie social context intersected
with the SLL process and the L2 learner’s iden#tgother of such goals was to
explore some outcomes of those intersections. sidensignificant the fact that, in
answering other research questions related toitgegénder or investment, | have
already dealt with many of my research questiolzged to social context, for instance,
do my participants have identity shifts? Are thelated to the identity positions offered
by the new context? What may investment involvel@antity, emotional and social
terms? Especially, my identification of the sodeadel of investment addressed
thoroughly the social context. To me, this shovecisely the tight relationship between
all these elements. However, | am going to furthecuss each of the questions related

to social context.

A major question was how important is others’ r@eecifically English L1/proficient
English L2 speakers) in my participants SLL leagninhave already answered this
guestion in the gender section, where | not onlptmeed the role of others, but also
the strong relationship between the perceptiblegfaan individual's identity and
others’ identification and exclusion dispositiohsliefs, attitudes and practices. | have
already discussed the impact that such perceptians not only on the L2 learner’s
SLL process in terms of interaction with more pe@nt speakers of English and help

from them, but also in her emotional realm.

This matter leads to another question, which adeiea possible relationship between
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the L2 learner’s identity (not only the perceptjl@enbodied one) and her participation
and membership in different communities. Again,itumbappears as a strong element
that influences identification/exclusion tenden@es practices, which are significant

elements in the sense of belonging or wish to lgltmspecific communities. My data
suggests that in all the cases, there is a serisg@iging to one’s specific community

of co-nationals.

But this matter is not crystal clear, as | have extreme cases: on the one hand, Lissa
has engaged in the activity of helping to any Potisrson who asks for it, regardless of
their social class, gender or condition. And teibecause she strongly believes in an
imagined community of Poles. On the other hand, Kpted for loneliness as she felt
no connection to the most of her co-nationals intBampton. Her exclusion tendencies

led her to isolation, which she and John reported situation hard to bear.

Habitus led all my participants towards the ‘goldémagined community of university
graduates. They looked for membership in such conityin their own ways. Kim

tried to reach it through her friendship with Jahfriend, who is a teacher and has a
degree. Lissa tried to access it by participatmmy study. Julie worked really hard to
achieve the level of English needed to be accedpteal degree course, as Sophie did for
her postgraduate course. Mimi was working hardat@snoney for hers, while
informally learning as much English as she coulisaAtalked every day with her

friends, who are former university colleagues.

Additionally, each of the participants had membgr&m communities that were special
for them. For instance, Lissa and the Catholic dhawommunity; Alisa and the trance
music community; Kim and the playgroup; Mimi aneé tmiversity Mexican
community; Julie and the Polish university commyréind Sophie and a community of

postgraduates from the British university where gbieher masters’ degree.

Another community which none of them wished to jeias the lower class English
community. As | have explained above, social cidss influenced choices about the
kind of people to interact with, and this is rethte my last research question about
social context (How does identity influence my mapants’ decisions about who they
interact with and why?). Some of my participantesghnot to interact with work

colleagues unless necessary (e.g. Julie and Lssae of them looked forward eagerly
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to such interaction (Mimi; Sophie; Kim) for the sems already explained in the identity

section. Alissa took things as they came.

Julie and Lissa avoided interaction with low-cl&sglish L1 speakers in spite of the
hypothetical advantages that interaction with reaigeakers may involve. Interaction
with low-class English L2 speakers was mentionedlisga with obvious disdain (brief
interactions with Indian men) however, | considettin this specific case, exclusion
was related not only to social class, but als@te rand cultural differences. The rest of
my participants did not mention interaction withvlalass English L2 speakers.

Another finding is that the concept of C o P isfuktar analysing the relationship
between participation and identity in specific coomities of practice such as
classrooms (Norton 2001; Lantolf and Genung 20@d2)ntifying resistance and agency
as some main factors involved in participationléak of it). However, it does not offer
explanations of why this resistance and agencypédaee. Also, in my data | found
other big communities for instance, the univerditg Polish community, the Chinese
community and so on, that the concept of C o P doésover. | consider that the social
psychological theories of identity cover such gaps.

6.6 Similarities and differences

In this section | revisit the commonalities andeténces between cases, thus
addressing my two last research questions: Whé#taoases have in common? What is

different among them?

6.6.1 Commonalities

6.6.1.1 Social class background and habitus

| have already discussed this topic in 6.3.4. is $kection | explain the criteria that |
used to located my participants in a specific dadéss.

In sociology, the concept of social class has thmagn meanings: a) status, lifestyle; b)
structured element with the criteria of possessioaconomic and power resources
(socioeconomic position); and c) factual or pot@rgocial and political factor
(Crompton 1998; Crompton and Scott 2000; Devineanhge 2000; Devine and
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Savage 2005; Shaw, Galobardes et al. 2007). Furposes, | used the second and

third meanings.

The measurement criteria for social class involvade range of elements. | adopted
the concept of stratification based on skills, gations, competencies, property and
knowledge (Devine and Savage 2005).This takesaotount an individual’s income,
education and social networks (Clark 2001; Shaviplézades et al. 2007). Importantly,
these criteria also acknowledges social mobilitgt is, that social class may vary at
different periods of an individual’s lifetime (Sha@alobardes et al. 2007).
Classification of classes involves the processoafgaring different strata and decisions
about ‘the right type and amount of cultural cdgibébe seen as having worth’ (Devine
and Savage 2005:48).

Following the above mentioned criteria, my datalysia suggests that all the
participants came from a middle class backgroungphtticipants' middle class status
is denoted by some traits of their economic statukhabitus (Bourdieu 1977, see
chapter 2): a) parents own their housing; b) parkave all tertiary education (with
exception of Mimi’s parents); c) a behaviour cadeyhich politeness and well-
manners are relevant, as well as a similar dreds tospite of cultural differences. This

set of characteristics indicates a middle clasgisb

| acknowledge that all these criteria also invaveemphasis on difference,
hierarchisation and inequality, as there is alwagemparison against other groups
within the strata (Anthias 2005). However, thisoadsipports the explanation of
identification/exclusion tendencies and practiteg emerge continuously in my
participants’ data.

A common trait in my participants’ set of valueshs relevance of acquiring cultural
capital in the form of education and academic digations. The acquisition of cultural
capital is a highly regarded quality and a lifedaactivity. This can be considered a
typical (though not exclusive) middle class traeau 1987). Two examples of this
stance are a) excellence in L1 language learnidgiaa, which was relatedrelated to
their ideal of ‘native-like’ proficiency in L2 (muale class native-like); and b)
importance in acquisition of knowledge about anckas to cultural products (art,

history, philosophy, media, films, museums andrgpamd to other cultures by
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travelling.

Besides, all my participants considered the actioimsof tertiary education a must, as
the majority of their parents had a degree: Kinpls® and Lissa had a master’s degree
while Mimi and Alisa had a degree. Julie was stadyfor her degree during the data
collection period —which she successfully complefadinteresting common feature is
that, by contrast, since they arrived in the UKn@of my participants got work

appropriate to their level of literacy.

A common feature linked to investing in culturapital was that pursuing postgraduate
studies in a high-status country was, for all thgipipants, more regarded than
pursuing such studies in the country of origin.ne, this is clear evidence of how
hegemony works on a global scale: high-status cmsntheir cultures and languages
are seen as models of reference and sources ebaialy, status and progress through
the acquisition of the cultural capital linked beeir cultures and their languages. The
guestion can be: Why is it more important to sturdgin English speaking country
university than in an equally ranked universityhe country of origin? Is it only the
proficiency in English which is an issue here,it the value attached to study (and
equally important, living continuously) in a higktagis country? All my participants

agree in that matter.

None of my participants were economic immigranta strict sense, though all of them
worked to be financially independent from theirgrds or partners. This is an

additional element that supports their middle clzeskground.

Concerning their family background and social nekspthe data indicates that all my
participants came from ‘traditional’ and cohesiaeilies, growing up in
neighbourhoods with tight social relations. AlltbEm maintained regular contact with
their families to different degrees. With the extoap of Kim (see chapter 5, Kim), all
of them usually travelled to their countries as mas they could. To see the world for
acquiring a solid and comprehensive cultural bamlgd is also part of the acquisition

of cultural capital.
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6.6.1.2 Identification, exclusion, and communities

Another important shared characteristic is thatrallparticipants had assumed the
identity of immigrants with no problem. | argue thizey did so because they were
actually assuming a high profile immigrant identitgmely people: a) with a high level
of literacy in their L1; b) who have moved to anglish speaking country looking for
the acquisition of cultural capital in situ, withet clear goal of acquiring the highest
possible level of proficiency (even native-like)&mglish (Kim is an exception in this
matter); ¢) who wanted to know different culturesct in depth, but within a safe
multicultural cosmopolitan social frame, which wasvided by the English urban
context in which they live. This high profile idégtinvolves total detachment from the

stigmatisation often conferred on the identity fiosiof immigrant.

The data suggest that my participants conceivgandoglic middle class community of
immigrants, which does not relate to the continggnother’ immigrant people —e.g.
economic migrants, asylum seekers and so on. Iti@ad have found evidence of a
social class bias in the rejection of the idempidgition of low-skilled/low-paid worker,
an attitude that might also apply to the identibgigion of low profile immigrant. This
can be an explanation for my participants’ stamgmrding the immigrant identity.

Accordingly, my participants perceive themselves @sirt of an imagined community
of ‘foreign people’ or ‘immigrants’. Language, aule and ethnicity have also a
significant role in this ideation of the above menéd imagined community, as the data
illustrate the clear distinction made between vailainy participants refer as ‘the
English’ (more specifically, working class or undess English people) and ‘we, the
immigrants’, who are middle class, mainly univerétnglish L2 speakers who are
easier to speak English with.

Paradoxically, my participants reported feelingbeing excluded, patronised, or
ignored. However, as | have explained in the examapbve, my data suggest that all of
them had strong identification and exclusion terwees) which shaped their choices for
interaction, membership of groups and so on, akaseaheir stances with regard to

others from their milieu.

All my participants had a tendency to believe imgmed communities in which they
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had or wanted to have membership. Besides theinketiddle class background,
which all of them were fully aware of, my particiga shared three imagined
communities: a) the community of people with tegtiaducation or university people
community. This is an idealised community thaightly linked to their habitus; b) the
immigrant middle class community (see above); griti&€ community of people that

have seen the world, thus know their way around.

6.6.1.3 Investment and capitals

| have already discussed the issue of investmeataitional capital. This is a major
trait shared by all my participants. My data sug@esuge investment of emotional
capital in the pursuit of English, with differerpals. All my participants have reported
having faced situations of humiliation, embarrassiynejection, being ignored,
patronised, feeling excluded or out of place. Hosvetheir emotional capital helped
them to overcome all the situations and eventwaihjeve their goals. Hence | consider

emotional capital a powerful element of investmartultural capital.

In such investment, all the participants perforrtftede main activities that involved
exposure to L2, interaction and systematic learnlimgse activities were: working to
make a living, formal learning through attendaniceocairses on a part-time basis, and
participation in specific multilingual communitieshere English is the lingua franca.
The data show that in such informal learning, itéon (including help from more
proficient speakers of the target language) exmosut2 and specific activities such as
watching TV have all played a role in terms of liBgress in the six cases. As | have
already discussed, the activity of working has mres all my participants with a good
deal of both L2 exposure and interaction with Estglil and L2 speakers, though this
interaction was different in each case (see chagtand 5).

In all the cases, help from English L1 speakershaghly proficient English L2
speakers had a positive impact on my participa®its’ processes. Also, in all cases but
one (Kim) investment in formal SLL was crucial fol participants as English is
cultural capital, and, as | have explained abdwe aicquisition of such capital is part of
their set of beliefs and practices. All believedttimvesting time, hard work and even
sacrifices is inherent in the activity of learnirgnd native-like proficiency in L2 is an

ultimate and desirable goal. What they did notiseabut the data analysis show, is that
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they were actually investing in who they are arartexpectations of who they want to

be — identity, in other words (see section 6.1).

To see the world is also a relevant activity thas @s a powerful incentive to move to a
high-status country as the UK is. The main motosis an idealised view of
Western/First world culture. My participants wantedee the world but with different
degrees of motivation, which ranged from the mateva eagerness of the CEECs
participants, to an attitude of making the mosa aefrcumstantial opportunity for
travelling, like that of the participants from n&aropean backgrounds.

To see the world becomes a form of cultural andjio capital, as it involves the
prestige of having been in first class cosmopoldiéies that provide the opportunity of
seeing other exotic cultures. To see the world mgolves learning the universal
language, the travellers’ lingua franca. Thus,abguisition of both capitals intersects at
this point. | affirm that to see the world is arpontant additional motive to that of

learning English as cultural capital for careeralepment.

Importantly, the activity and experience of sedimgworld involved, for all my
participants, the identity of a person who knowertiwvay around. This identity was
deployed in time and space in these ways: a) ip#ngcipant’s ‘former’ social
networks and communities in her country of origing b) in the participants’ current

social networks and communities in the UK, with nemers or new acquaintances.

Another common trait was the communication chaksngnd problems that all of them
faced when they moved to an English speaking con@hcourse, their level of English
played a crucial role, which | am going to discusthe differences section.

6.6.2 Differences

Generational and cultural differences

The data suggest that the three participants fremEuropean backgrounds might have
had more emotional dependence on their mothers &atiem reported a need to talk
to their mothers on a daily basis, and if this waspossible, at least several times per
week. | argue that this is a cultural issue, whircturn has repercussions on how those

participants understood and performed gender. @Gaoral issues may also play a role
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in this matter, as Kim, Mimi and Sophie were inithate twenties-early thirties.

The three participants from CEECs showed more iexégnce from their families.

This does not mean that they were emotionally ach#d to their parents, as they made
reports of missing them, but their data does ratelto a constant need of being in
touch with their mothers. As | have already sugegistultural background and age may

play a role, as Julie, Alisa and Lissa were athigir twenties.

Generational and cultural differences may also nfakdifferences in some gendered
practices. My data suggest that my participantsfron-European backgrounds tended
to integrate others’ needs with their own needslenhe CEEC’s were more
individualistic. These tendencies can be tracetiemrmotives for coming to the UK.

Kim, Mimi and Sophie moved to the UK following otiseagendas, not their own:
Mimi’'s and Kim’s husbands decided to pursue poshgate studies in the UK; Sophie’s

mother decided that she should pursue postgradtuatees abroad.

Therefore, | conclude that they were under ‘synt@iessure to come to the UK, in
spite of their reports of having made the decisibmoving to the UK as a personal
choice. Their data suggest that their agency whjgsied to others’ needs and decisions,
and that gender played an important role in thant@stively, Julie, Lissa and Alisa’s
motives for moving to the UK were their own, andréfore, they designed their own
plans for moving to the UK. All these have a repssion in their attitudes and
responses to the situations, challenges and pretilean all of them faced once they
moved to the UK. | am not going to repeat whatJuenaexplained in chapters 4 and 5,

thus | am only going to mention that the CEECsdadaced the situation differently.

Another difference that also groups the casesdrséme way (CEECs and non-
European) is the English SLL background. The CEg&#cipants made a bigger
investment in English SLL before coming to Englatatting additional English lessons
on private basis. Consequently, when they moveddaaJK they had an English L2
background as a basis to communication and pragfégsnon-European participants
invested less at different degrees. Sophie’s dajgest that she indeed invested in
learning English but her lack of interest had aerepssion on her final level of English
when she left university. Kim’s and Mimi’s cases anore dramatic, as neither of them

had studied English besides a few hours duringrekry school. As | have already
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explained in each individual case, this lack of listgskills had a strong repercussion in

the lives and identities of the three non-Europeamicipants.

Marital status is another element of differenceurfmarticipants had partners: Sophie,
Mimi and Kim were married, while Julie had a lorgrh boyfriend. Two participants
had no stable relationships: Lissa reported ni¢ leatationships since being in the UK,
while Alisa reported a few sporadic, brief loveat@nships in the UK. The participants
with partners benefited from such partnerships,heeve already explained in the

investment section.

Kim is the participant who differred the most fréhe rest in terms of goals. To start
with, she was not interested in learning Englistil she moved to the UK and was
aware of her linguistic/communicative isolationr Kam acquiring English was a
practical need, not building up cultural capitahisThad an eventual repercussion on her
decision making, as she left the UK to re-startlifietin her country. The linguistic
capital that Kim acquired is now fading, but nomeéiss it conferred the identity of a

person who has lived in the West and therefore lsntosy way around.

Motherhood is also another element that made ardiiice between Kim and the other
participants. As | have already explained in thedge section above, motherhood gave
Kim the opportunity of successful interaction wigimale English L1 speakers, which
did not happen with the other participants.

6.7 Conclusions

Investment can be used as an overarching unitalysis, as | have found that it
involves three comprehensive levels, namely agtivilentity and social context.
Particularly useful to understand each level wAstivity theory and Engestroms
activity triangle; social psychological identityenarchy theory; Bourdieu’s concepts of
habitus, capitals, legitimation; the concept of @omal capital; and the poststructuralist
concept of identity.

Investment includes an important element, emotioaglital. This element is tightly
linked to habitus/social class, therefore to idgntt allows a deeper understanding of

the participant's goals, motives and resourcesdaiee cultural capital.
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Habitus is a major element in my data analysi# @fers an account of the intersection
of identity and social class, and more specifigalg shaping of dispositions, beliefs
and identification/exclusion tendencies and prastihat influence our lives. It offers an
explanation of the L2 learner’s attitudes, acti@rg] stances, which in turn influence
SLL in terms of decision making; participation (ack of it); responses to challenges;

choices; and action.

This also involves the attachment to or rejectibapecific identities, the L2 learner’'s
emotional capital, her emotional realm and hersilém. Therefore, we should not
take for granted that the L2 learner will eageogH for interaction with L1 speakers to
enhance her SLL. Identity, through identificatiordaxclusion tendencies, plays a
significant role in willingness to interact. Thisagnshape team participation in

classrooms and socialisation between classmateS@L courses, for example.

Norton’s (2000) uncovering of the phenomenon ohtdg shifts is an important
contribution to SLL theory, as it illustrates bakie fluidity and multiplicity of identity

as a process linked to the social context and &izestment. However, my data suggest
that the phenomenon of identity shifting is compexeach shift is different in terms of
duration, scope, and impact on both the overaldifid set of identities; some of them
are long-lasting or even life-lasting (e.g. univgrperson), but many are temporary and
context dependent (e.g. literate in one speakimgectilliterate in a different speaking
context). Identity shifting also makes evident dii#culty of identifying and defining

some concepts such as identity position, socialaal identity.

| have also shown that many changes in identitysabtle, and importantly, there is a
core in an individual’s set of identities that doe$ change at all, and | argue that this
core is tightly linked to habitus. Further studytbis topic is needed, taking into

account my study’s constraints of scope and time.

Legitimation from others is tightly linked to exied features of the L2 learner identity,
thus related to race, gender, and habitus in tefrembodiment. The macrocontext also
influences legitimation in the form of the statdghe country of origin within the world
order. Legitimation from others is also applicatl@en individual's hierarchy of
identities. The lack of acknowledgement from othadrthe L2 learner’s highly-regarded

identity activates emotional mechanisms of defemtgch in turn may influence the
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SLL process in terms of participation, decision mgkand stances.

The macrocontext also involves two important irgetsg elements that motivate and
set the goals of SLL investment: First, the hegegnairEnglish that places it in a
hyper-valorised position, (Phillipson 2006; Barrgtt2007) and makes it the most
desirable form of cultural capital to invest in {m 2000) in relation to career/job
opportunities and development. All of my particifmapart from Kim fully agree with
that. Second, ideological discourses have consiuzthegemonic view of Western
culture over the rest of the world, which in tuhapes how the rest of the world view
themselves (Reifer 2004; Craith 2007; Tzanelli 2@B&e 2008; Jaworski and Thurlow
2009).

Additionally, my study suggests that investmen$ll. by living in a target language
country has a compulsory side dictated by the soomtext. The non-European
participants had to learn English for merely pi@tpurposes. For them, learning
English did not involve purposely building up culilicapital (though they were
factually doing so) but English SLL was a mustlieing able to manage in the new
social context. This situation does not excludeGEECs participants, though, as they
had also to manage in daily life situations in urBanglish-speaking sites. The
difference resides in the goals: for the CEECsiiegrEnglish was a clear investment
in capitals, whereas for the overseas participdeasning English was a matter of

surviving in the new context.

Importantly, for the overseas participants, theugition of cultural capitals as a cause
for migration is substituted by gender. Genderegtfices within the gender order
(Connell 1987; Sen 2001; Connell 2005), specificEdimale submission to the partner
or to parents, was the main cause of migratiothfem, as they submitted their own

desires and plans to others’ plans.
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Chapter 7 Conclusions and future research

7.1 Conclusions

Exploring the concept of investment called for dtivtheoretical and multidisciplinary
approach —which | used in my study, due to its dexity. One of the outcomes of my
research on the concept is the identification cdehdifferent but interrelated levels in
investment, namely activity, identity and sociahtaxt. The activity level involves all
the artifacts (see 2.3.3.1 and 2.3.3.3) that medatmal and informal learning, which
are the main activities involved. However, withire tdynamics of the informal learning
activity, | identified two significant interrelateattivities, namely performing a job and
spoken interaction with people from the social eeh{communities). The activity of
performing a job appears as a key element for glparticipants’ SLL processes and
progress, as it involved a good deal of interactiith more proficient speakers of
English (usually native speakers). However, thaseractions had a complex
background, in which identification/exclusion piiaets (on the part of both English L1

speakers and my participants) played a significalet (see chapter 6).

Thus, the result was factual L2 progress, as alparyicipants’ tests and recording
interviews suggest. An important element relatethéodivision of labour is the
asymmetrical relationship between my participalegél of literacy in their mother
tongues and the kind of low-paid, unskilled jobattthey performed. This finding from
my data analysis confirms one of Norton’s (2000yergignificant sightings: In specific
circumstances that involve: a) migrating to a Teang context; b) the SLL is in
progress but the L2 learner has not acquired (inyncases, from native speakers’ point
of view) enough proficiency; c) the L2 learner bh@agnake a living; the L2 learner’s
cultural capital (e.g. tertiary education in L1ist relevant in the new context.

Therefore, job hunting results in obtaining lowgydow-skilled jobs.

Another of my conclusions (that agrees with Norsdimdings) is that the above
described situations demand the investment of @ Aogpunt of emotional capital
(Reay 2004). Emotional capital is one of the eleis@volve in investment’s identity

level, which also involves: habitus; identity skjfidentity hierarchy; past, present and
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what | call prospective identities (see 6.2.2); atehtification/exclusion practices. In
spite of its apparent determinism the concept bftba is useful for explaining identity

and identification/exclusion practices using sopialctices as basis for analysis.

In analysing why my participants have a strongcaitt@ent to: a) their socio-historical-
cultural backgrounds; b) to the identities relatethem; and c) to the
identification/exclusion practices that emergedhfrio all, habitus gave me an
alternative explanation from, for instance, Andefsamagined communities concept
or poststructuralist views of discursive constmmictiBourdieu explained that habitus
was a historical-social-cultural product and caplax how it changes both
diachronically (through development and evolutiorotigh time) and synchronically (at
one point in time). Importantly, Bourdieu acknowged that habitus is not a fixed
entity, but is able to change through educationexperiences (Bourdieu 1977; 1986;
Garret 2007). Thus, this is attuned to poststradéistrand SCT claims about the fluidity

of identity and the impact of the social contextiton

Talking about social context, this level in the cept of investment implies many of the
identity level elements, plus the visible part ofiadividual’s identity, which includes
race and the embodied habitus that denote thaelsdass background. The social
level also involves an array of elements linketh social context, such as: a) others’
perspectives, others’ perceptions’ and others’tileation/exclusion practices; b)
legitimation; and c) socialisation and interactdymamics between the L2 learner and

the TL native/non native speakers.

My data analysis agrees with Norton’s findings alibe relationship between identity
and the new social context. For instance, The rammabkcontext offered to my
participants: a) a range of new identity positiangny of them related to L2; some of
these positions were low-profile (e.g. blue-collarker; His wife; mute and deaf in L2,
but others were high-profile (e.g. university stoiclé&nglish L2 speaker; mediator
between her co-nationals and the new social contexthe conditions for identity
shifts, many of them transitory or positive; c) @€ to L2 resources through
participation in different communities, both inanmal SLL (interaction, help in their
SLL from native speakers, exposure to languageoptiseedia, participation in activities
using English as a mediating tool) and formal SESQL courses, university courses,

training courses in the workplace) .
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Accordingly, I conclude that investment in SLL (Kwr 2000) is an overarching and
relational concept that addresses the interseatidnnterrelation of a range of
significant and complex concepts, namely capitadpécially cultural capital), identity,
social context and gender. Accordingly, it couldabaseful unit of analysis of the SLL
process with a sociolinguistic approach. Importgrekploring investment and its
possibilities allowed me both to identify and tadst a range of important elements of
identity which are related to SLL but have alsoiderscope, such as identity shifts,
identity hierarchy, the impact and influence oftpasesent and prospective identities,
and the role of habitus in all these phenomena.

| also reached the conclusion that investment itual capital in general and in SLL in
particular has two original sources: a) the pgrtats’ middle class habitus, which
believes and dispositions —not exclusively butrgjlp, emphasise the relevance of
acquiring cultural capital; b) ideology and dists®) which shape the beliefs on which
is worth as cultural capital. For instance, hegeimateology and discourses from
Western to Eastern/Developing countries (Mole 20@&nelli 2007; Gee 2008; Busch
2009; Jaworski and Thurlow 2009) promote an idedlstereotype of Western society
as the source of cultural capital in the form ofgaage (English), culture (Western),
and contact with exotic cultures within cosmopaolit&estern urban contexts. Everyone

feels attracted by desirable forms of identitiesnTs that are shaped by discourse.

The activity of seeing the world is a highly regaddorm of cultural capital, and it is
linked to what | have exposed above. To see thédvi®a relevant element in all my
participants cases, as the data suggest thaluemdfed the decision of learning English
in an English speaking country in order to expergecontact with other cultures and
ethnic groups within a ‘safe’ but ‘first world’ emanment (e.g. an English city).
Consequently, to see the world and proficiencynglih L2 become a form of
symbolic capital in the form of prestige within th2 learner's communities linked both
to her past and to her country of origin. This sgiitocapital result in a new identity: a

person who knows her way around.

Another of my findings is that, besides the faeit tlixclusion practices influence if an
interaction between TL native speakers and theshther takes place or not, exclusion

practices do not come exclusively from native speskout also from the L2 learner.
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This is a complex matter that involves: a) the é&rher’s habitus; b) the L2 learner’'s
level of proficiency; and c) the L2 learner race appearance, including her embodied

habitus (the way she moves, her manners, her gi@ssand so on).

Some of my participants presented strong exclusindencies that prevailed over the
commonly desired interaction with native speak8rgh tendencies were based on my
participants’ habitus and social class. Additiopdllhave found that level of
proficiency was also related to such practices. mbee proficient the L2 learner, the
more selective she was with her choice of Englistspheakers to interact with. The less
proficient, the more eager to interact with morefigrent speakers of English she was
(not necessarily English L1 speakers, as feelifi¢sar, inadequacy and inferiority are
involved), no matter what their social class. Thouge last group also showed strong
exclusion tendencies with their own co-nationatci& class and progress in English

are the main reasons for this exclusion.

With regard to English L1 speakers’ exclusion gead, the data analysis suggests that
the L2 learner’s race, appearance and gender rlagmae such practices. However, as
| have said in the paragraph above, the matteyngptex and other elements are
involved in such matters, such is level of proingg. Kim, Sophie and Mimi were the
ones who had have more problems with their intevast They are visibly different

from European people. Still, race is not the oalgtdr that may play a role in their

cases, as the three women had a low level of peofty in English.

With regard to gender, my conclusion is that tHiience of gender in interactions
between native speakers and the L2 learner emaggad important issue in my data
therefore is worth of further research. My datalysia suggests that gender may
influence the degree of success in interactionsdet English L1 speakers and the L2
learner. All my participants reported that fematglish L1 speakers ignored them,
avoided interacting with them or were uncooperatwtd them when interacting,
except with Kim. | think that motherhood is an elrhthat made the difference but in
this specific group, because | have evidence th@akclass is more important that
motherhood in interaction dynamics. On the otherdhane of my participants, Julie,
excluded female English L1 speakers from interacii® much as she could due to lack
of identification with their way of performing geed
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The use of a multi-theoretical approach, that engpecific case of identity hierarchy
theory also involved a multidisciplinary approaishimportant as in my case resulted in
a more complete analysis. For instance, the uaesotial psychological approach to
identity was relevant to explain some of my papits’ behaviours and decision
making related to SLL and to their lives in geneliatovered the emotional realm,
which is a significant part of identity. Strykeasd McCall and Simmons theories of
identity hierarchisation covered a theoretical gagh relation to either rejection or
attachment to specific identities. In turn, | foumdt that the most regarded identities of
my participants were those linked to their middiess habitus. Also, sociological
approaches of identity (Castells 2004), togethdn tie above mentioned approaches,
helped me to clarify the common confusion | detédtethe use of the terms ‘identity’

and ‘social role’.

Partnership is a significant element for many ofpayticipants. Partners acted as
mediators between the women and the new contefdc#ijating access to specific
communities of practice and social networks whiah partners had membership in,
which in turn involved opportunities for formal amdormal SLL; b) promoting the
women’ SLL by encouraging them to speak correttiygttend lessons of English, and
to make the right decisions linked to SLL, promgtsocialisation between the women
and English L1 speakers members of the commurafipsactice and social networks
the partners belonged to, and last but not leastigaas informal teachers for their
partners (some of them); c) acting as interprdiet@een the partner and people from

the new social context; d) giving emotional supportheir partner.

7.2 Contributions, limitations and future research

My contribution to the field is: a) I illustratedlstrong links between identity, gender,
social context and the SLL process by providingeper insight into the dynamics of
these relationships; b) my use of a mixed methaycéd approach, which contributes

to a more comprehensive analysis and contributdsetstudy’s validity and scope; c)

in further exploring Norton’s investment in SLLidentified different levels of analysis
(activity, identity and social context) that invela range of intersecting elements useful

for the explanation of the social side of SLL, spky focused on the L2 learner
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emotional realm; d) | identified what | call prosgige identities and prospective
communities, which involve activity and investmeg),consequently, after having
successfully finished my study, | did my bit foetdevelopment and consolidation of

my line of enquiry within the field of SLL.

| consider the identification of three levels in@stment in SLL (Norton 2000) as a
contribution to the analysis of SLL following a smlehguistic approach. An additional
contribution within this issue is the identificatiof what | call a prospective identity
and a prospective community, as such conceptsmypirovolve imagination, desire and
a discursive basis, as other scholars have thelofesg. Anderson 1994; Norton 2000)
but also activity and investment, that is, whatgdeao and invest in order to achieve

the desired identities and the wanted membersliiggexific communities.

The strengths of my work rely on the use of arcaldted theoretical framework that
broadens my scope and provides me with three diftealbeit compatible, approaches
(see chapter 2). This has allowed me to explorecaptihin the elements of my research
guestions, using concepts from both theories ionaptementary way. | will give an
example of this: | use the activity system to expthe SLL process from a perspective
totally different than poststructuralism. Howewuiere were also common elements that
both approaches focus on (e.g. the individual goats and motivations and the role of
social context). In turn, | explained these elermeamtd their relationships in depth using
Norton’s concept of investment in SLL.

This process and its results led me to narrowdbad on identity, for a deeper analysis
that included the complex ways in which both inue=stt and the emotional realm are
related. To do so, | used two additional sociakpsjyogy theories that provided a
deeper insight into these issues, contributing wigr approach on identity, the
emotional realm and their relation with the sociahtext. These theories also include
issues such as the impact of the above mentionexdiopiena on decision-making,
socialisation, stances and attitudes, and so as.iJlan example of how my multi-
theoretical approach works, giving a richer andemammplete account of these issues.
The same happened with the social constructiopjstoach of gender, which helped
me to approach it as a socio-historical-culturaldoict, and this allowed me to explain
related issues in my data. Connell’s work on gedaer gave me a useful tool for

understanding what gendered practices were andréiaiion with the gender order,
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thus widening the scope of gender in my work.

My multiple methodological approach for my datalection benefit from the inclusion
of two ethnographic techniques and also from tleugion of the quantitative tool. All
this resulted in richer, complex data of difficattalysis. The role of the quantitative test
was to identify if progress had taken place, ancbtwoborate if some elements such as
activity focused directly in SLL (e.g. some attempt self-learning) or those which
randomly offered opportunities of learning througteraction (e.g. performing a job),
plus others, have had an impact on such progress.

| am satisfied with my work in data collection, aitthe future | will try to dedicate
more time to analyse as comprehensively as podsiblmterviewing contents as soon
as | make the transcription, in order to identrfyportant issues to be addressed during
the next interview. | will use the GT approach agai do so. Thus, my analysis
methodology was also appropriate for my highly ctax@nd rich data and it was also
compatible with the software used for supportinglgsis. All this widened the scope

and added depth to my study in general and my sisaly particular.

My limitations are proper of any case study. Tkathe scope is limited and the case is
unique. | can make generalisations between myqgpaatits but extending said
generalisations to other groups is difficult, asomyn identity and middle class habitus
have had a strong incidence in the context in whgtresearch has been conducted,
which is also reflected in the type of participahg®t. Thus, it was impossible, due to
ethical principles, to join different communitiasck as factories or temporary
workplaces with the purposes of either establishétgtionships and getting
participants from other social classes or obserlisga in her workplace (in her case, |
could not go as a covert researcher passing agayavorker, as it is not ethical and it
is also risky because, the companies where thandsaould have been conducted,
might not have agreed to my making research om émeployees within their premises;
also for protecting their private affairs).

Also, my just acquired experience in data analysages me fully aware of the
interpretive nature of this kind of complex, riamdanaturally occurred data. | am also
fully aware of the limitations of ethnographic meds, in which subjectivity and co-

construction between researcher and participafdsfitants play an important role.
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However, it is important to take into account thkthis is part of ethnographic
research, and that social studies have to be athtifferently than sciences studies.
This is an argument that radical research apprea@Ehg. poststructualism) stress when

advocate the ‘freedom’ in data analysis and in r&pgthe results.

As | am not so radical, | prefer to avoid extrerabjsctivity as | consider that research
on people is a complex matter that requires toystematic for not become lost.
However, peer review, on the one hand, and the@la&ange of analytical tools, for
instance, models or techniques can help to the/sisahs well as a combination of
gualitative and quantitative methods, or an aréited theoretical framework.

| propose to establish different case studies afadteristics similar to mine, and then
make comparisons between them. A team of SLL ettapbgrs would be necessary,
but there are antecedents of relevant ethnograghio research in SLL in different
sites and on different people (Bremer, Roberts. di996). This can work for
generalisation and validity, but also for identfigtinctive, especial traits in unique
situations, that is also a contribution for knovgedabout the topic. It might also

contribute to confirm or refute claims about spedgsues.

Consequently, future research can be done in fhie tiespite that there are claims of
saturation of research on identity. However, dugstaomplexity and scope, | consider
identity as a major element that still has a lopatential for research.

| agree with Norton and others (Gewirtz and CribB&) in that the results of research
of this line of enquiry are valuable informatiorr fducational institutions regarding
SLL. I also advocate for a multidisciplinary andrfoulti-approach research to make the

most of a topic.

Thus, my interest in ethnographic research in L&tiil considerable, and my next step
is to reflect on my study and share my findingshwite research community. As | have
many projects in mind, conducting a postdoctonadigton similar topics is my next
goal, possibly in collaboration with a fellow resg#er to make the study more

complete.
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