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ABSTRACT

Identity Construction and Negotiation among EFL Learners: A Case Study

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

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



OZET

Ingilizce Ogrenenler Arasinda Kimlik Olusumu ve Miizakereleri: Bir Vaka Calismasi

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

caligmalara ve uygulamalara yonelik onerilerde bulunulmustur.
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CHAPTER 1

INTRODUCTION

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

that other languages inevitably bring.

1.1 Background

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

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



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

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

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

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

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



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

Even though the importance of learning another language, especially English,
has been of utmost importance in our country, we can say that our journey of
learning English has not been a successful one. According to the English Proficiency
Index (EPI), Turkey ranks at #70 among 112 countries in the region, with the English
proficiency level defined as “ low” (“EF EPI1 2021 — EF English Proficiency Index —
Turkey,” n.d.). The trend in the last two decades has continually switched from low
to very low and back. This is surprising since in Turkey, English learning starts at
primary school and continues even at universities. A few years ago, it was considered
a prestige to be studying at an English medium university; however, nowadays,
English medium education at Turkish universities seems to have become a norm.
This means that there is a huge effort to teach English at English Preparatory
programs. Apart from the requirements of the schools, students also want to learn
English because they know that their future careers and statuses perceived by society
are dependent on being able to speak and understand English at a proficient level.

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



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

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

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

1.2 Rationale for the study

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

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

Another observation was about the possible selves and imagined identities

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



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

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



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

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

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

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

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

relationships created through specific contexts and situations.



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

investment, imagined identities and communities, and agency.

1.3 Purpose of the study

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

of language learning in a social context.



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

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

the construction of language learner identity?

1.5 Organization of the thesis

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

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



CHAPTER 2

LITERATURE REVIEW

2.1 Theoretical concepts

2.1.1 Introduction

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

of identity construction in second and foreign language learning.

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

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

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

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

11



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

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

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

2.1.3 Learner identity in L2

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

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

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

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

only on the acquisition of a system of linguistic structures.

2.1.4 Negotiation and construction of L2 identities

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

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

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

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

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

language learner identity.
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2.1.5 Investment and identity construction

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

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

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

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

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

topic of the next section.

2.1.6 Imagined identities and communities

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

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

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

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

In this regard, we should also mention the notion of ‘possible selves’ in
relation to the construction of imagined identities. Introduced by Markus and Nurius
(1986), the concept of possible selves is related to what learners think about their
future selves and how this will turn out after they have achieved a specific goal; for
example, learning a foreign language. Even though possible selves are based on

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

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

language learning classroom.
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2.1.7 Community of practice

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

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

Practice

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

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

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

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

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

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

Meaning

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

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

"

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

Community

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

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

Identity

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

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

Legitimate_peripheral_participation

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

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

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

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

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

2.1.8 The thickening of identities

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

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

found and constructed in smaller time frames.

2.1.9 Native-speakerism and learner identity

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

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

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

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

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

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

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

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

accents".

2.2 Review of studies

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

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

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

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

identities in various different contexts and settings.

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

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

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

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

French teacher and imagined herself speaking the language and teaching it

35



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

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

McKay and Wong (1996) came up with six major findings that support Norton
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Peirce but also extended some of her ideas: 1) contrary to the structuralist view of a
ahistorical generic learner profile, learners are very complicated social individuals
with a number of shifting and sometimes conflicting wants and needs. They are
subjected to various different discourses in very complex social settings that include
immensely unbalanced power relations, 2) The learners’ subjectivities are places of
constant contestation. As they are individuals with agency and they have the need to
use it, the learners will endure positioning, try to reposition, and arrange discourses
and counter-discourses amid power relations, 3) The learners’ deviations from the
language learning task as a result of their historic needs, wants and negotiations are
not simple distractions but should be perceived as the very “fabric of the students’
lives” (p. 603) and a determiner of their investment to learn the language, 4) Even
though there is a economic aspect to the construct of investment, in this case the
main priority was not ‘investment enhancement’ but the enhancement of agency and
identity, 5) Not mentioned in Norton Peirce, whose primary concern was the skill of
speaking, it was found that the four skills of listening, speaking, reading and writing
have varying degrees of value for the learner depending on their identities and their
social and academic needs, 6) Different coping strategies seems to be related to the
overall outlook of the students’ identities and the type and power of their investments
in learning the language.

There are also studies conducted among adult learners as the one by Skilton-
Sylvester (2002). This study also challenges traditional views of adult learner
motivation since they do not focus on the complicated concepts that are related to the
adults’ identities, social settings, classrooms and investment in learning the target
language. Skilton-Sylvester (2002) conducted an ethnographic study where she

observed four Cambodian women who had joined two ESL programs in the U.S.A.
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The data was collected as a result of observations in the classrooms, interviews with
the participants and their classmates, tutoring sessions and informal discussions. She
found that changes in the learner’s identities affect the learners’ claims to the ‘right
to speak’ outside of the classroom (as Norton Peirce had suggested) but also inside
the classroom to claim a right to education to support their language learning. In this
regard, the traditional separation of the classroom and the real world is challenged
here. “Understanding and addressing the long-term participation and investment of
adult ESL learners in learning English requires seeing the classroom as a real place
where the multiple selves of learners are central to teaching, learning, and program
development.” (Skilton-Sylvester, 2002, p. 22). Another finding is that even though
Norton Peirce was against the distinction of social and cultural identity, the main
source of investment for these four Cambodian women was the common cultural
experience as Cambodians with their shared language, history and experiences. They
situated themselves as Cambodian women in Philadelphia.

Continuing with adult learners, the next study is a good example for the case
of investing in foreign language writing. Haneda (2006) studied two Canadian
university students’ engagement in Japanese writing in an advanced Japanese literacy
course. The data was collected via a number of interviews and questionnaires. Using
the construct of community of practice, identity and investment, Haneda (2006)
argues how a) even writing in a foreign language is related to the individual’s past
experiences with the target language, the shifting identities, and agencies, b) the
students’ actions in past and future communities of practice are related to their
differential ways of task engagements in their short-term classroom communities.
The accounts of the two participants in this study revealed that their perception of

selves and construction of social identity was related to their investment in the
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foreign language. Their investment in the in-class activities exhibited variations
depending on their imagined identities and communities with past, present and future
possibilities.

All of these studies show how the relationship between learning and the
language as well as the social contexts are intertwined with identity construction and
negotiation in settings where English is the dominant language. However, since the
present study is situated in a setting where English is not a second but a foreign
language, the following studies will show how identity construction takes place in

those settings.

2.2.3 ldentity studies in EFL contexts

In the Chinese context, Gu (2010), for example, conducted a study among
Chinese college students to investigate identities constructed discursively during
their English learning experiences. She described the discursive strategies that the
participants applied to oppose and differentiate while constructing their identities
during their relationship with the learning community, the social environment and an
imagined global community. Four third-year university students took part in the
study and were interviewed, wrote diaries every week, and their online exchanges
and emails were examined to observe the construction of identities. The findings
were categorized under three major themes: a) identity in a learning community b)
identity in local social discourse and c) identity on the global scale. First of all, Gu
(2010) states that all participants exhibited an ‘establishment of an opposition”
during their construction of an L2 learner identity. At the level of the learning

community, they seemed to have established a “chain of equivalence” between their
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beliefs and the beliefs of others. Here she observes that “a marginal position in a
learning community does not appear to inhibit individual learners’ learning
behaviors.” (p. 149). At a socio-cultural level, the “chains of equivalence”
represented the participants' negotiations with the accepted and existing social values
which were based on their own interpretation of societal behavior. It was observed
that on some occasions the learners’ identity construction against ruling social values
restricted their English learning. Finally, on a global level the participants strongly
identified with their Chinese national identity and their historic and cultural roots and
perceived their proficiency in English as a way of self-statement and a product to
create a good national image.

There are also studies in China in the tertiary context, just like the present study.
In this qualitative one-case study, Sung (2017) studied the L2 language learning
experience of a 21 years old female undergraduate student at an English medium
university in Hong Kong. Just like our study, the author chose to collect the data
through a narrative inquiry to understand and interpret his participant’s learning
experiences through “stories to live by” (Connelly & Clandinin 1999, as cited in
Sung, 2017, p. 379). The study took place at a liberal arts university in Hong Kong,
where the language of education is mainly English. During the two years of the
study, data was collected via interviews, self-reports, observations, questionnaires,
emails, observation notes and other documents. Sung (2017) reports that Nora (the
participant) had a difficult time joining class discussions when there were native
English speaking students present in the phonology classroom. She developed an

inferior learner identity who felt less competent than her classmates. This caused her
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to participate less in classroom activities and eventually she positioned herself as a
“peripheral member of the classroom community” (p. 392). In terms of agency, Nora
prepared for class discussions and asked for the professor’s advice so that she could
perform well in front of her classmates and get recognition. Her participation and
identity trajectories also gradually changed over time in a non-linear fashion from
peripheral to a more complete involvement in the classroom, where she became more
competent and constructed more favorable identities. In addition, the imagined
identity of a future English teacher as well as her past and present identities helped
her to face difficulties and had an impact on her L2 investment as well as her
participation in activities during her learning journey.

The following multiple case study by Teng (2019) was also conducted at a
university in China; however, this time with three EFL students (Mary, June and
Rick) studying at a three-years diploma program of a non-prestigious university in an
under-developed region of China. The data was collected via autobiographical
accounts and narrative interviews over the course of four months. The main purpose
of the study was to observe learner identity and investment in an EFL learning
setting in an institutional context. Mary constructed a positive identity as she
understood the advantages of being a member of the English learning community
while setting realistic goals and worked towards achieving them. During her English

(1313

learning process, the following positive learner identities emerged: ““innovator,
agent, legitimate English user, active learner, hard-working learner, and imagined
postgraduate degree holder” (Teng, 2019, p. 53). On the other hand, June’s identity

construction during her EFL learning experience was negative since she did not
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strive to adapt to the learning community and mainly trusted her past memorization
strategies. The identities that June created during her experience were: “excited but
anxious attender of remedial class, driller for grammar learning, test- machine, and
incompetent English speaker and user” (p. 53). Similarly, Rick negotiated a poor
English learner identity because of his negative learning environment. He changed
his English-related career plans and adopted a new imagined identity as a
businessman. The negative identities that emerged during Rick’s experience were
found to be related to the following markers: “a learner who lacked confidence”, a
lover of martial arts fictions, an imagined identity as a fiction writer, a practiced poor
English learner, and a passive English learner” (Teng, 2019, p. 53). The overall
conclusion of Teng’s (2019) study was the complex and interactive process of EFL
learners’s identity construction and related investment opportunities was linked to
four contributing factors: “learners’ cognitive awareness/ideology; learners’
perceptions of affordances in English learning community; learners’ sense of agency;
and mismatches between the practiced community and the imagined community” (p.

54) (see Figure 1).
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Figure 1. The interrelation of contributing factors to identity and investment.

Taken from Teng, M. F. (2019). Learner identity and learners’ investment in EFL
learning: A multiple case study. Iranian Journal of Language Teaching Research,
7(1)

The following study was conducted by Wu (2017) in Taiwan with three EFL
learners to investigate the connection between imagined identity and investment. The
participants in this study were two TESOI master’s program students (Brie and Leo)
and one PhD program student (Alicia). The data was collected through interviews,
adn oral as well as written narratives. Wu (2017) found that these high-achieving
EFL learners constructed various imagined identities based on social and personal
factors, resulting in investment in a variety of learning experiences. There were
more restricted and passive imagined identities as learners of English in the school
context while other learners constructed more complex imagined identities as
English users and professionals, which lead to different investments in formal and

informal situations. Apart from the beneficial effects of constructing imagined
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identities, Wu (2017) found that some imagined identities could cause some
“resistant acts” that might end up with reduced investments. .

In an EFL Iranian context, Khatib and Rezaei (2012) studied the identity
construction of an Iranian English language learner (Reza). The main questions of
the study were related whether the identity of an Iranian English language learner
was related to his success and failure with regard to his language proficiency,
whether age had an effect on his identity, whether he identified with a Persian or a
Standard English accent and culture exposure during learning English. The data was
collected using in-depth interviews and ethnographic observation methods. Based on
Reza’s life story and interviews, Khatib and Rezaei (2012) report that a higher
success and level of proficiency in English has provided Reza with more enthusiasm
about learning English and its culture. The learning process had turned him into a
global person compared to his peers. In relation to his age, the authors argue that
learning a language during adulthood can make learners more critical about
themselves and less open to shifts in identity based on the discourse of power
through the English language and culture. Furthermore, the participant was in favor
of using an American accent instead of a Persian one because a Persian accent has
the potential to reveal is ethnic identity, which he felt was against his will when
speaking and he did not want this side of his identity to be revealed through the use
of English. This was interpreted as the learner’s own language and culture being”
minimized” when speaking English. Another result was that Reza did not like the use
of Persian culture during the teaching of English. He found “the Anglo-American

culture very fascinating for language learning.” and added that Reza “went through a
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reconstruction of identity because he changed from being an individual possessing a
mindset of a local Persian to a more global individual.” (p. 10).

In a similar study conducted again in the Iranian context, Sa’d (2017) studied 45
male intermediate EFL learners at a private language institution in Iran. The purpose
of the study was to examine how the learners understand and define their own
identity as well their Iranian identity, and how identity reconstruction through
learning English affected them. All of the data were collected via focus-group
interviews based on eight questions designed on questioning the issues surrounding
identity. Findings revealed that they based their own identities on diverse personal as
well as social notions such as their “ethnic origins, geographical locations, religious
affiliations, national customs and rituals and values” (Sa’d, 2017, p. 13). In addition,
they found that the learners recognized that learning English had affected how they
understood their own identity, which they stated had a positive effect on their
language learning experience. This also was reflected in their views of the tendency
to identify with the target norms and culture. However, there were also learners who
resisted this change in their identities as a result of learning the language by claiming
that their main purpose of learning English was of an instrumental nature rather than
an integrative one. There were also voices stating their views on the “imposition of
Western values on an Islamic country”. As a result, the authors agree that English
plays an important role in the viewing, redefining and reconstructing of identities and
add that “discursive practices, power relation, solidarity and otherising” (p. 13) are

key elements in the construction of L2 identities.
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In a Pakistani context, Umrani (2015) examined language learner identity
construction, redefinition and negotiation among English Language learners at a
public sector university in Pakistan. The learners’ language investments and
agencies, and the ‘future selves’ they envisioned after having acquired English
language skills were studied in particular. In addition, the influence of the
participants’ gender, social class and ethnic linguistic backgrounds on English
language learning was also considered. Data in this ethnolinguistic study was
collected through classroom observations, interviews and student diaries of primarily
Year 1 as well as Year 2,3 and 4 students, and also observations and interviews with
non-participants such as the teachers, the director and the dean at the faculty. Umrani
(2015) states that there was “an understanding of learners’ identities as dynamic and
multidimensional and fluid in nature, being continually reconstructed and negotiated
over time in different academic, social and cultural contexts leading to a hybridized

299

English Language Learner Identity (ELLI) situated in the ‘third space’”. He observed
that the learners were ready to negotiate their multidimensional identities; however,
they accepted the dominance of English whereas the senior students were against not
only the learning of English but also English as a language for “linguistic and
cultural manipulation”. It was also observed that the participants’ own experiences,
their social class, academic, family and ethnolinguistic background as well as their
year at the university program had an effect on the nature and amount of investment,
agency and negotiation of identity.

In a Colombian context, Gomez Lobaton (2012) studied different learner

identities that students construct as foreign language learners when interacting in an
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EFL classroom. By relying on Critical Classroom Discourse Analysis and Grounded
Theory, the researcher studied 18 (7 male and 11 female) Journalism students at a
private university in Bogota, Colombia during their Basic 111 English courses which
took place five hours a week. Data mainly consisted of video recording transcripts
which were compared to secondary instruments like field notes and interviews. All of
the data were based on spoken interactions taking place in an EFL classroom. Gomez
Lobaton’s findings were grouped in three categories: a) students as passive resistants:
two identities were constructed at the same time among students, where in the first
one the learners used their language skills to answer the teacher’s questions and in
the second the learners used their mother tongues to find meaning and understanding
about the foreign language (English) b) circulating power and struggles for
knowledge: there were power struggles about who holds knowledge and students
sometimes positioned themselves as “knowledge holders” because they were
instructing the teacher about certain grammatical structures and their functions c)
students as answerers: assuming a position as ‘answerers’, student took the identity
of ‘passive agents of knowledge’ when they were able to come up with their own
strategies and meanings during classroom tasks. While doing this, they learnt to see
themselves as ‘capable members of a community engaged in learning’.

In this next study, the context is situated in a North-American context where the
participants were learning French. Kearney (2004) studied identity construction
among 19 adult language French learners at an American University. The data was
made up of field notes, interviews, student work examples, course documents and

questionnaires. The main purpose of the study was to identify indicators of identity
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formation at the beginning of the language learning process and examine the
resources the learners applied for when these identities were realized. She found that
from the beginning of the learning process, the learners’ identities were shaped and
reshaped. The resources that the learners used varied for each individual and were
enacted “in a unique way by the individual learner as he or she deals with the activity

299

of ‘being an English learner’” (Kearney, 2004, p. 64). One participant positioned
herself as a student who is knowledgeable, confident and supportive by using
resources from her experience at work and maternalistic feelings. A second
participant’s classroom identity was shaped by his curiosity and sense of humor;
however, felt overwhelmed by factors outside of class and was dissatisfied about his
position in the university community. A third participant’s resource was her theories
about language learning in which she identified herself as a student who is
hardworking and persistent. The researcher concludes that these resources that each
participant drew upon to construct their identities were not generalizable to other
learners in that they were even different among the individuals mentioned above.
Another important research conducted in the field of identity is a recent study by
Erduyan (2015). She examined multilingual identity construction of Turkish
immigrant high school students in Berlin, Germany. By using ethnographic research
methods (classroom observations, audio recordings of interactions, field notes, and
interviews) and applying the notion of timescales and chronotopes, she studied the
identity performances of 5 students in their German, English and Turkish courses

through their natural interactions in the classroom. Even though it was conducted

among learners in an immigrant context, the fact that she studied identity
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construction in the English classroom as well makes this study a part of the EFL
identity literature. She found that in each timescale (for the notion of timescales see
Wortham, 2006) a different set of identities were constructed. Interactions on a
mesolevel timescale showed students positioning themselves in similar ways because
classes had similar routines. On a sociohistorical timescale, one participant displayed
both the discourse of a German-Turkish immigrant as well as enacted a renewed
sense of Turkish masculinity in class. At the microgenetic timescale, the participants
enacted specific types of talk in the classroom such as small-talk or interactions
based on tasks. In the last timescale, the ontogenetic level, participants’ languages in
their linguistic repertoires contributed to their personal trajectories where the

students tried to fit similar sets of resources in each language to their own goals.

2.2.4 ldentity studies in the Turkish context
As mentioned before, most of the studies on identity construction among language
learners are situated in settings where the dominant language is English. In the
previous section, | reviewed some of the studies that took place in EFL settings. In
this section, I will review some of the identity studies that have been conducted in
Turkey. Most of the studies that were conducted in relation to language learning and
identity construction Turkey are based on teacher identity construction in Turkey
(see Atay & Ece, 2009; Bayyurt & Ersin, 2012; Tokoz Goktepe & Kunt, 2021a;
Tokoz Goktepe & Kunt, 2021b; Yayli, 2015 ). However, in the following section |
will be reviewing studies by Aslan (2020), Ekog (2013) and Ersin (2014) since they
have been conducted in a Turkish EFL context with Turkish EFL learners.

In a multiple-case study, Aslan (2020) investigates three Turkish EFL

students (Melissa, Emre and Ahmet) in an intensive pre-undergraduate English
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language program at a university in central Turkey. Her main purpose was to
examine the relationship between imagined identities and L2 investments by
analyzing the participants’ language learning narratives. Furthermore, the learners’
imagined identities were also observed to explore how their L2 mediated visions
related to one another. The data collection was done by a multitude of methods
involving questionnaires, interviews, profile tasks and document reviews. The
participants constructed various different imagined identities based on their past and
present learning experiences: “(1) imagined instrumental identities as L2
learners/test-takers in the immediate English-learning communities, (2) imagined
identities as L2 users in imagined academic and professional communities, and (3)
imagined identities as L2 sojourners in imagined global communities” (Aslan, 2020,
p. 239). In terms of multiple imagined identities and their L2 investments, Asin
(2020) reached three conclusions: 1) the participants’ L2 investment degrees in
relation to language areas were connected to the various imagined communities to
which their future aspirations were based. 2) the participants' strategic investment
decisions were inextricably linked to the many identities they developed during their
language learning journeys. 3) the participants’ choice of different L2 investments is
heavily influenced by their personal agency (Aslan, 2020, p. 258).

In another study, Ekog (2013) studied emerging identities during social media
use and classroom writing of 35 adult EFL students at a foreign language
preparatory school of a state university in Turkey. In this four-months study, the data
was collected via the learners’ classroom writings and the posts and comments made
on a group page of a social media site. Findings revealed that in the formation and
negotiation of identities, a variety of discursive instruments such as “code-switching,

terms of address, hedging and politeness strategies, and multimodal resources” (p.
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202) such as emoticons have been proven to be successful. Furthermore, they are
developing various learner identities and imagined communities that they can project
to the future and perceive themselves as part of a specific group in their lives. Also,
in their social media posts, it was observed that the learners tended to exhibit more
alternative sides of their identities by distancing themselves from their more formal
identities such as students or language learners. Finally, another major finding was
that in their writings, the participants perceived their Facebook, Blog or Twitter posts
as ‘communication’ while their in-class writing was just ‘writing’ with a specific
academic outcome even though they were told they would not be graded.

The last study by Ersin (2014) is a case study which investigates the imagined
community, investment and identity construction of a Turkish EFL learner (Gamze)
at a one-year intensive English language program at a state university in Turkey.
Ersin (2014) collected her data via interviews, language journals, video recordings,
stimulated recall protocols and field notes. The findings suggest that Gamze’s
relationship with her experience of learning English was a complex undertaking
which involved the expectation of family members and herself, contradictory
feelings about English, choosing unrealistic and flawless role-models, the absence of
self-awareness and self-knowledge, not being aware of her own potential as a
learner, and the impact of a formal classroom context in the construction of identities

(Ersin, 2014, p. 94).

o1



CHAPTER 3

METHODOLOGY

3.1 Introduction

In this chapter, | describe the research design used in this study. The first section
deals with the approach and method | applied when conducting this study. This will
give you insights on the ontological and epistemological positions | took when
designing my research. Next, I describe the research site giving detailed information
about the university entrance system, the university as well as the English
Preparatory School (EPS) where this study took place and how | gained access.
Later, a summary of the participants that volunteered in this study is provided. After
this section, | elaborate on how I collected my data through observations, audio
recordings, interviews and written accounts of the participants. In the section that
follows, my approach to the analysis of the collected data is described. In the last

section, | talk about ethical issues related to the execution of this research.

3.2 Research approach and method

3.2.1 Research approach

Since this research aims to use a constructivist stance and because of the nature of
the research focus, | chose to approach this study from a qualitative research
methodology. According to Saldafia (2011), qualitative research is a method and an
approach to the study of natural social life where the data collected and analyzed is
mainly non-quantitative in nature and consists of textual material like interviews,
field notes, documents, photographs, and video recordings that document

experiences of oneself or others in certain scenarios. To discover and understand the
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nature of identity among language learners, there is a need to reach the “intricate
fabric, many colors, different textures and various blends of materials’ (Creswell,
2007, p. 35) which might give us a deeper insight into our participants’ lives and
their experiences. In this study, a qualitative research approach was most suitable
because the participant’s audio recorded classroom experiences, their own accounts
in their interviews and learning diaries as well as the researcher’s observations were
of individual nature and very unique. Hesse-Biber (2017, p. 4) states that in
qualitative research, “a unique grounding position” is taken by researchers to “foster
particular ways of asking questions and providing a point of view onto the social
world”. As a result, we will “obtain understanding of a social issue or problem that
privileges subjective and multiple understandings.” Here, we should also point out
the importance of subjective meaning that we pursue in the accounts of the
participants of this study:

Qualitative inquiry seeks to discover and to describe narratively what
particular people do in their everyday lives and what their actions mean to
them. It identifies meaning-relevant kinds of things in the world—kinds of
people, kinds of actions, kinds of beliefs and interests— focusing on
differences in forms of things that make a difference for meaning. (Erikson
2018, p. 36,)

The aim of this study was to investigate beginner English language learners’ identity
construction during their learning experience taking place in their own social setting.
This setting consisted of a classroom at a private university in Istanbul. Therefore, in
line with the constructivist paradigm, the understanding that reality is socially
formed and there is no single reality and explanation of one experience (Merriam,

2009) was taken in this study.
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3.2.2 Research method: case study
The method applied in this study is an instrumental case study. Leavy (2014) defines
a case study as “a study that documents a particular situation or event in detail in a
specific sociopolitical context, where the situation or event can be a person, a
classroom, an institution, a program or a policy” (p. 455). Moreover, Stake (as cited
in Leavy, 2014) distinguishes between two types of case studies: intrinsic, where the
study is related to the case itself; and instrumental, where the case is studied to gain
insight into a specific issue. According to Fraenkel et al. (2011), in an instrumental
case study, the researcher is studying the case as a means to draw conclusions about
a larger goal. Here, the larger goal was studying language learners in their natural
settings to find out about how their identities were shaped based as a result of their
language learning experiences. Since there were five different participants involved
in this study and the primary objective was to collect and analyze their identity
related experiences, a multiple-case study design was applied. A multiple-case study
fits within our qualitative approach to our inquiry because we want to focus on the
meaning and understanding of our participants as well as the context, the emerging
phenomena, and the processes for which we want to develop explanations (Maxwell,
2008). We rely on these methods because our primary purpose is to gain an in-depth
understanding of the complexities and dynamics of identity constructions among
Turkish EFL learners.

Creswell (2007) suggests that a case could consist of a bounded system or
multiple bounded systems which is examined by the researcher during a period of
time using various different sources of information. Yin (2003) adds to this by

pointing out that a case study is empirical research investigating an immediate
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phenomenon in an authentic context. However, the boundaries of this context are not
really precisely defined.

a case study as ‘an empirical inquiry that investigates a contemporary phenomenon
within its real life context especially when the boundaries and contexts are not
clearly evident (p.13).

In this study, the focus of our analysis is multiple participants’ (English as a
foreign language learners) identity construction during their language learning
journey. Hence, our multiple cases are the participants’ experiences during their stay
at the English Preparatory School. Our cases are instrumental since we want to
generalize our findings from the multiple accounts we will collect and analyze. In
multiple-case studies, inquiries about the main subject are made to find out about the
cases’ similarities and differences (Baxter & Jack, 2008). In this way, it was possible
to examine the similarities and differences between each case concerning their
classroom experiences as well as their identity constructions related to their imagined

identities, communities and investments in the foreing language they had to learn.

3.3 Research site

3.3.1 The university entrance system in Turkey

In order to study at university in Turkey, one needs to take the national university
entrance exam designed by the Student Measuring, Selection, Placement Center
(OSYM). The OSYM is responsible for the content and the structure of the exam and
oversees its execution every year. The exam consists of multiple-choice questions
testing their knowledge based on their high-school curriculum. Senior grade high-
school students can take this central exam in all cities in Turkey usually in mid or

end June every year.
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Since 2018, the university entrance exam is called the Higher Education
Institutions Exam (YKS) and consists of three sessions. The first session is a Basic
Proficiency Exam (TYT) and all applicants are required to take this exam. In this
exam, applicants are tested in the following fields: Turkish language, liberal arts,
mathematics and science. The second session is the Field Proficiency Test (AYT)
aimed at the specific departments of the applicants. The third session is a Foreign
Language Exam (YDT) and is aimed at applicants who want to study at language
related departments (such as Language teaching, Language and Literature, and
Translation departments).

In the weeks following the exam, the O'YSM announces the exam scores and
applicants start choosing the departments and universities they want to study based
on the scores they received. At the same time, universities announce their quotas and
base scores from last year so that the applicants have an idea about their chances to
be accepted by the universities they want to apply to. At the end of this process,
students are placed in universities based on high score rankings and the universities’
quotas.

The period when candidates need to specify a list of departments and
universities is a difficult time because the decision they are making at this point is
going to affect their whole future career. There are so many factors they need to take
into consideration: the score they received from the placement exams, the score
range and quotas needed for each department the universities announce, the
candidates’ own interests, professions that are in demand, and the wishes of their
families. It is hard for the candidates to take all of these factors into consideration
and it is highly possible for them to be placed in departments and universities that

they originally did not intend to study. Sometimes, candidates choose to apply to
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private universities as well to be able to study at the departments of their choice.
Private universities in Turkey are different from state universities because their
entrance score ranges are lower than the state universities; however, their tuition is
considerably higher. This of course poses a financial burden on the families who
want their children to study at their preferred departments or have a university degree
in case they cannot meet the score requirements of the departments at state

universities.

3.3.2 The Istanbul Private University (IPU)!
The Istanbul Private University (IPU) is one of the oldest private foundation
universities in Turkey. It was founded in 1996 by a private educational foundation
that is also the owner of multiple K12 institutions. Before moving to its campus in
2000, various faculties of the university were spread out in different districts of
Istanbul. Since then it gives education to more than 23.000 students at its campus in
one of the districts on the Anatolian side of Istanbul. It has 13 faculties and 1
vocational school giving undergraduate education. At the same time, there are over
120 postgraduate programs conducted at 4 different graduate schools. IPU also offers
more than 400 ERASMUS and 90 exchange programs, which means it
accommodates a substantial number of international students. The university is
located at a campus in a neighborhood on the Asian side of Istanbul. The campus is
built on 125 thousand square meters of land, which makes it the biggest campus of a
private university in Turkey.

Istanbul Private University is an EMI (English Medium Instruction)

university, which means that the majority of its programs are offered in English,

L All school and participant names are pseudonyms
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apart from a political science and international relations department in French, a
business administration program in German and an art and design program in Italian.
IPU is a private university and yearly fees vary depending on the department
students want to attend. They start from $8.500 (Faculty of Education) and go up to
$27.500 (Faculty of Dentistry and Medicine School). The fee for a semester at the
English Preparatory School is $6.000. IPU also offers scholarships (starting from
25% of the total fee to 100% full scholarship). Scholarships are given based on the
students’ achievement in the university central placement exam (YKS). Only 10% of
the general population at this private university are full scholarship students that
were placed as a result of the Higher Education Entrance Exam. Another 30% of the
students are scholarship students who received 50% and 25% fee deductions
depending on their performance in the Entrance Exam. The remaining 60% are full

tuition paying students.

3.3.3 The English Preparatory School (EPS)

Since the medium of instruction at the Istanbul Private University is English, all
students are required to prove their English proficiency prior to starting their
education at their departments. They can do this in two ways: they can take the
English proficiency exam at the beginning of the semester or take a TOEFL (IBT)
test. Students are exempt from the EPS if they receive a 60 out of 100 from the
proficiency test or score 79 from a TOEFL (IBT) test from a test center approved by
the university. The ones who do not pass the English proficiency test with a 60 have
to study at the EPS for a period depending on their English level, which is
determined via a placement test. At the end of the placement test, the students are

placed into three groups based on the classification done by the Common European
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Framework of Reference for Languages (CEFR): Group A (Beginner), Group B1
(Pre-intermediate) and Group B2 (Intermediate). Students placed in Group A have to
study for at least three semesters on the condition that they pass each level and move
up to the next group (B1 and B2) before they start their undergraduate studies. There
are three semesters at the school: Fall, Spring and Summer. Students have to attend
the Fall and Spring semesters while the Summer semester is not mandatory. If they
fail, they will have to repeat the same level. Students who start at Group B2 will
study for one semester and if they pass their tests, they can start their undergraduate

studies as irregular students at their departments.

3.3.3.1 Classes
Each group receives different English classes during the semester. Attendance at the
EPS is mandatory. Each student can be absent for 20% of the total hours in a
semester. There are three hours of classes in the morning and three hours in the
afternoon every day except Wednesday, when they have the whole day off. The main
objective of the EPS is to prepare students for their English-instructed courses at
their departments. Therefore, classes at the EPS are mainly aimed at teaching
grammar, writing and reading skills. However, listening and speaking skills are also
integrated into the main courses. Each group has two teachers. One teaches the main
course and the other the Reading and Writing course in 3-hour sessions in the
morning and the afternoon. Each course takes up 12 hours adding up to a total of 24
hours a week. Each semester consists of 14 weeks of instruction apart from the
Summer semester which is 7 weeks long.

In the A and B1 level, the writing book is an EPS-authored book that consists

of basic beginner writing skills aimed at the skills required to study the succeeding
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levels at the school (Table 1). In the B2 level, all reading and writing books were
written by the school itself and contain subject-specific topics based on content-
based instruction to prepare them for their respective departments. Students at the B2
level are placed in classes based on their departments: science and medicine, and the
other one is social and business. The contents of these books consist of texts that are

based on the general lexical terminology requirements of the relevant departments.

Table 1. Layout of Courses at the EPS

Group Title of Courses Hours Course Books
A Grammar and Writing 12 Speakout Elementary (Pearson)
(320 EPS A Writing (EPS-authored)
hours)
Grammar and Feading 12 Life Elementary (Heinle Pearson)
Bl Main Course 12 Speakout Pre-intermediate (Pearson)
(320
hours) Reading and Writing 12 FReading Explorer 2 (Heinle ELT)

Feady to Write 2 (Pearson)
EPS B1 Writing (EP5-authored)

B2  Main Course 12 Speakout Intermediate (Pearson)
(115
hours)  Reading and Writing 12 EPS RD&WE Books (EPS-authored)

3.3.3.2 Classes during the Covid19 pandemic

Data collection for this study started in October 2019 at the beginning of the Fall
2019 semester at the EPS. The Fall 2019 semester was conducted face-to-face for 14
weeks since the pandemic had not started. The EPS started full online instruction
through synchronous and asynchronous teaching tools (Zoom, Google Classroom,
etc) in mid March 2020 during the Spring 2020 semester. This was in the middle of
the B1 level for the participants who have taken part in this study. During online
instruction, hours were dropped to 20 hours a week (10 hours in the morning for one

course, and 10 hours for the other). This resulted in online instruction for two hours
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in the morning and two hours in the evening every day with continuing Wednesday
off. However, instruction in the Summer 2020 semester changed to a hybrid system.
Depending on the class, students received face-to-face instruction on Monday and
Tuesday, had the Wednesday off again, and continued to receive full online
instruction via Zoom on Thursday and Friday. For other classes, vice versa was
applied. The participants of this study studied the B2 level at the Summer 2020

semester at the EPS.

3.3.3.3 Evaluation and grading system

Evaluation at the EPS is based on formative and summative testing in the form of a
participation score, quizzes, a midterm and final exam (see Table 2). In A and B1
level, students had to write three writing tasks and take a Grammar and Reading quiz
as well as a midterm exam. In the B2 level, students had to write three writing tasks
and perform a 10-minutes speaking presentation about a topic of their choice. In the
midterm exam, all levels take a one-session multiple choice exam consisting of three
sections: Use of English, Reading and VVocabulary. However, in the final exam, in
addition to the one-session multiple choice exam, they take a writing exam in another

session.
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Table 2. Grading System for Each Level at the EPS

Level  Participation Score {10%) Quizzes (20%) Midterm ({30%) Final (40%)

Writing Tasks (3)+ Use of English, ge;ﬁnggm

A Outof 10 given in each class Grammar & Reading and Vo?:a:;lglaﬂ (MCQ)
Reading Quiz Vocabulary (MCQ) | Writing EK_.EIII
Writing Tasks (3)+ Use of English, ge;ﬁnggm

Bl  Outof 10 given in each class Grammar & Reading and Vo?:a:;lglaﬂ (MCQ)
Reading Quiz Vocabulary (MCQ) | Writing EK_.EIII
Writing Tasks (3)+ Use of English, ge;fﬁgfh’

B2  Outof 10 given in each class Speaking Reading and vc?:a:ﬁaﬂ AICO)
Presentation Vocabulary (MCQ) =

+ Writing Exam

Participation scores are out of 10 and are given to each student at the end of every

morning and afternoon 3-hour session based on their course participation

performance during that session. In order to pass each level, students need to get at

least 50 out 100 from the final exam and score a minimum of 60 as their GPA. Their

GPA is calculated as follows: 30% from the midterm, 20% from in-class studies

(quizzes), 10% participation and 40% from the final exam.

3.3.4 Gaining access

I have been teaching at the IPU for over 20 years. | first started teaching at the EPS

when | started working at the university. | taught there for 12 years and later | quit

and started working as an editor and advisor at the Writing Center and started

teaching at the ELT department. | have also worked as an assistant coordinator and

educational technologies advisor during my years at the EPS. Therefore, 1 am very

familiar with the system and know most of the teachers. The class and participants

that I chose to use in this study were the class and students of a colleague of mine

from the Writing Center. Getting the required permission from the school
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administration was also easier because they knew me and were my former
colleagues. It was also easy to recruit the participants for this study. Participation in
the study was voluntary and once | had announced and explained my study to the
class, more than 12 students accepted to volunteer (of which five participated until

the end of the study).

3.4 Participants

All the participants of this study were beginner A Level students at the English
Preparatory School of the IPU. They were all chosen from the same class. Their ages
at the beginning of the study were 18-20 years. Four of the participants are female
and one male. Nearly all of them have scholarships of varying degrees (see Table 3).
In this section, | will introduce each participant in general terms. More information

and their detailed vignettes are found in the results section.

Table 3. Summary of Participants

Name Scholarship Apge English since age Dlzsii:::::lis
Pelin 100% 18 12 Nursing
Seren 75% 13 9 Economics
Secil 50% 19 7 Interior Design
Ulas 50% 19 7 Radio, Cinema
and TV
Banu T3% 18 8 Political Science
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Pelin is a 18-years old student registered at the nursing department. She
started at the EPS in the A beginner level and managed to start her undergraduate
studies after finishing the B2 level in the Summer 2020 semester. She was born and
raised in a city in the most southern area of Turkey at the Mediterranean coast. Pelin
was placed in the nursing department with a full scholarship in exchange to an
agreement stating that she is going to work at the university’s hospital after she
graduates. The second participant is Banu. Banu is also 18 years old and was
registered at the department of Political Sciences with a 75% scholarship. She was
born and raised in Istanbul. Just like the other participants, Banu started her EPS
English learning journey at the A level. She passed the A and B1 level at the EPS but
failed to finish the B2 level in both the Summer 2020 and Fall 2021 semesters.
Eventually, she changed her university to a Turkish-medium school in the Spring
2021 semester. The third participant, Seren, is a 18 years old student registered at the
Economics department of the IPU with a 75% scholarship. Seren also started at the A
level and finished her English language studies at the EPS in three semesters. She
started her undergraduate studies at the department in the Fall 2021 semester. Seren
was born in the northwest of Turkey; however, she was raised in a number of
different cities in Turkey because her father is a military officer who was assigned
different posts around Turkey. Ulas is the only male participant in this study. He is
also 19 years old and was registered to the Radio, Cinema and TV department with a
50% scholarship when he started his language learning studies at the EPS. Ulas was
born and raised in a small city in the province of Canakkale. He started at the A level
in the Fall 2019 semester and after passing the A and B1 level, he did not choose to
study the B2 level in the Summer 2020 semester. He wanted to stay at home and

study for the proficiency exam during the summer. He did not pass the proficiency
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exam at the beginning of the Fall 2021 semester and had to study the B2 level for one
semester at the EPS. In the Spring 2021 semester, Ulas started his undergraduate
studies at the department. The last participant is Secil, who is 19 years old and was
registered at the department of Interior Design with a 50% scholarship. Secil was
born and raised in a city in the west/south of Turkey. It was Segil’s second year at the
EPS when she repeated her A level in the Fall 2019 semester. Segil succeeded to
finish her English language learning journey after studying at the B2 level in the
Summer 2020 semester.

As can be seen from the participant descriptions above, the participants come
from different backgrounds based on where they grew up and their family
backgrounds. They also have different aspirations and future goals based on the
departments they choose to study. This selection of a diverse group has the potential
to show how their common aim to learn English as a foreign language in a formal
educational context will reveal identity traits throughout their narrative oral and

written accounts.

3.5 Data collection

Data collection started in the Fall 2019 semester and continued until Summer 2021.
Actual classroom recordings and observations were conducted between September
2019 and March 2020 until the Covid-19 pandemic started and all universities
switched to online education. Interviews with the participants started in October

2019 and continued until June 2021.

3.5.1 Interviews

As the main aim of this study was to gain an in-depth understanding of my

participants’ language learning journey and their construction of learning identities,
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hearing their own narratives about this individual and personal process would have
been the most suitable way. Therefore, semi-structured interviews were conducted
with each participant to learn about each of their past and present language learning
stories. According to Pavlenko (2007), “language memoirs, linguistic
autobiographies, and learners’ journals and diaries” (p. 163) have become popular
data collection tools in the field of applied linguistics. All of these form the basis of
“personal narratives” which we can use to interpret and understand the participants’
experiences. In other words, their identities are constructed via “stories to live by”
(Connelly & Clandinin, 1999, p.4) suggesting that the learners’ stories are a valuable
source to understand their experiences and themselves. As was previously
mentioned in the theoretical framework, our approach to identity is that it is unstable
and multiple as well as formed in diverse settings. Therefore, narratives were
considered an effective way to learn about the participants’ language learning
experience and see how identities were generated during this period.

Serial interviews with each participant were conducted to fully understand
their experience and gain a deeper understanding of their identity construction
processes as well as their learning journeys. According to Reid (2018), using serial
interviews in qualitative studies provide numerous benefits because one has the
opportunity to triangulate information by the participants with the information that
was given in previous interviews. By repeating similar questions, the interviewer can
see whether the interviewees change their responses and if they do, we see in which
ways they change. Reid (2018) also points out that interviewees might be confronted

with information that contradicts with what was said in previous sessions and
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therefore prevent contradictions in the data as well as contribute to in-depth
understanding into the subject matter and also increase credibility. Another benefit of
conducting repeated interviews was the chance to build rapport with the participants.
This allowed me to dive deeper and get additional information about their feelings,
their reactions, and thoughts about the experiences during their English learning
period.

The Interviews were conducted with each of the participants at predetermined
times (usually after their lunch breaks) during their class hours at the school. The
first interviews took place at the beginning of the Fall 2019 semester right after they
started their studies at the English preparatory program. The interviews took place in
my office which is in the same building as the ESP; therefore, it was very easy for
the participants to come to my office without spending too much time. All of the
interviews were audio-recorded using a mobile phone and uploaded immediately to
Google Drive. Some of the interviews were focus interviews with two participants
when they were available because they liked the idea of having their classmates with
them and it was also time saving for the researcher.

To retain the nature of emergent responses, | asked open-ended and exploring
questions based on pre-prepared prompts related to our inquiry. These prompts were
aimed at their present/past experience in learning English, their past/present
perceptions of English, their investment in learning English and its difficulties, and
their feelings/thoughts about their present formal education processes both at school
and at home. The participants were encouraged to speak as much as they wanted

(See Appendix I for prompts and questions). All of the interviews were conducted in
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Turkish since the participants’ English level was at a beginner's level and I did not
want them to experience language issues during their narrations and replies to my
questions. During the pilot study interviews, one participant clearly expressed her
fear about having to talk in English because I had not told them that the interviews
would be conducted in Turkish. She was very relieved when she was told that they

were in Turkish.

3.5.2 Classroom observations

According to Mackey and Gass (2022), conducting observations is beneficial if we
want an in-depth understanding of the various types of experiences that are taking
place in the second or foreign language classrooms. In our case, it was also a good
way to triangulate the collected data with other means as well as provide additional
data that would help in answering the research questions of this study. | started the
observation in the Fall 2019 semester and continued until the pandemic restrictions
began and all instructions switched to online in mid-March during the Spring 2020
semester (see Table 4 for total number and duration of class observations). These
observations gave me a chance to become part of the classroom procedure and
culture and observe how my participants engaged in their language learning process.
At the beginning, | felt that they were a little shy because of the presence of an
additional teacher. However, it did not take them a long time to acknowledge my
presence and get used to me. The seating formation in the classes was U-shaped and
I generally sat at the back corner of the class so that | was not directly located in their

line of sight when they were looking at the board or their teacher.
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Table 4. Total Number and Duration of Data Collection Tools

Interviewee Interviews (#/'min) Observations (#/hrs) Diary Entries (%)
Seren 10/234 29/22 B
Secil 8124 3123 B
Ulas 9/200 26/20 7
Banu T/87 3123 7
Pelin 0/183 32/24 B

Class observations were conducted for 90 minutes each week. They took place
in two sessions (2 x 45 minutes); one at the beginning and the other near the end of
the week. The first one took place on a Monday morning and the second one on a
Thursday morning (between 09.45 — 10.30). All of the observations took place
during their Reading and Writing courses. The observations were audio recorded
with a mobile phone placed at a central location in the classroom so that it could
record all interactions taking place in the room. An additional recording device was
used to record certain participants sitting in different parts of the classroom. | took
field notes when necessary and noted the times so that | could go back to those

moments in the audio-recording later during my analysis.

3.5.3 Student diaries

Participants were asked to write diaries about their learning experience. According
to Bailey and Ochsner (1983), a diary study in second language acquisition or
learning is the recording of the second language learning experience in a journal told
from a first-person perspective. The participants were to be asked to write entries to

their diaries every two weeks. They were asked to write about the difficulties and
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major learning experiences as well as events in the classroom that had an effect on
their learning experiences or anything else they want to share with the researcher
related to their classroom contexts. Initially, |1 had planned to open an online Google
Document on Google Drive for each participant assuming that it would be more
practical for them to write and for me to access them. However, after a short time, |
realized they were not very good at using instructional online tools like Google
Documents. After about two weeks, | noticed that they did not use them at all.
Therefore, | decided to prepare sheets of printed documents (see Appendix I1) with
semi-structured prompts that they could use to write their accounts. This turned out
to be more effective since they started to write them and turned them in whenever we
met in class during observation sessions or at our interviews. All of the prompts were
in Turkish and they wrote all of their diaries in Turkish since just like the interviews,
I did not want them to encounter language obstacles when writing about their

experiences and accounts.

3.6 Data analysis

3.6.1 Transcription and translations

All interviews were transcribed by an independent professional on condition of
confidentiality. As mentioned before, all semi-structured interviews with the
participants were conducted in Turkish. Student diaries were also in Turkish since |
did not want language proficiency to be a barrier for students while they are
describing their language learning experiences. Hence, translations were required for
the transcriptions of the interviews. These were done by the researcher himself and

checked by two other professional EFL/ESL instructors for accuracy. One was an
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native Turkish ESL instructor at the University of York, UK living in Glasgow, UK.
The other was a native English EFL instructor who has been living in Turkey for

more than 20 years.

3.6.2 Approach: thematic analysis

A thematic analysis approach was taken in analyzing the collected data (interview
transcripts, observation notes, and student diaries). Thematic analysis is the
recognition of patterns within the collected data where the researcher examines the
selected data in detail and applies coding and category construction to discover
themes relevant to the phenomenon (Bowen, 2009). According to Brown and Clarke
(2006), thematic analysis is used to identify, analyze and report themes and patterns
in qualitative data.

This approach was chosen because it is the most suitable approach for
analyzing qualitative research data; especially data that has been collected to study
construction/reconstruction of language learner identity. Another reason was that it is
a more flexible analytical approach because the researcher does not have to be
dependent on a theoretical framework that already exists (Braun & Clarke, 2006).
This way, as a researcher, | had the opportunity to familiarize myself with the data
creating initial categories which represented patterns, situations, ideas, elements and
irregularities that could be observed among the qualitative data. This was a recursive
process which was later reviewed and refined to create themes that would later be
categorized to form an understanding of the identity construction my participants

underwent.
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3.6.3 Coding

After examining all documents collected in the study, the data was coded to create
categories. According to Leavy (2014), coding is a heuristic method of discovery
where individual parts of the data are used for patterning, classifying, and
reorganizing them into developing categories for later analysis. In Saldafia’s words
(2009), a code in qualitative research analysis is usually a word or a short phrase that
symbolically ascribes combined, noticeable, essence-capturing, and/or evocative
quality for a piece of language or visual data (as cited in Saldafia, 2011, p.95). As a
result of the culmination of these codes, categories are created and relevant themes

emerge to generate theories (Figure 2).
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Figure 2. A streamlined codes-to-theory model for qualitative inquiry by Saldana
(2009)
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The six steps given by Braun et al. (2019) were applied for the thematic analysis of
the data: 1) familiarization of the data 2) generating codes 3) constructing themes 4)
revising themes 5) defining themes and 6) producing the report. In the application of
these steps, | approached each case separately and later | compared them as a whole
in a cross-analytical way. This is in line with Merriam’s (2009) two-stage analysis
method. First, the cases are analyzed within them to come up with individual pictures
of experiences to help us understand them within their own contexts. Then, the cases
are cross-analytically examined to reach a perspective as a whole and retrieve data to
compare and contrast the cases.

In the individual case analysis, | started by reading and rereading the
interview transcripts to familiarize myself with each participant’s context and their
individual experiences in these contexts. | also read my observation notes and diary
entries of the relevant participant to triangulate data and to contribute to my
immersion into the participant’s life during their studies at the EPS. For each
participant, I wrote notes and memos using the qualitative data analysis program
MAXQDA. All data in this study was stored and analyzed using MAXQDA. After
devising a list of codes, | searched for organizational themes and patterns that
seemed to emerge from my data. Firstly, | coded all of the data for organizational
categories, later for substantive categories and lastly for theoretical categories
(Maxwell, 2005). The final emerging categories in this step were not used to generate
the final theories since they were going to be used in the cross-analysis section of the
data analysis. As a final step, extracts related to the theoretical categories were
chosen based on the literature and the relevant research questions to paint vivid

pictures of each participants’ story for this study.
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After finishing each participant’s separate case, I employed the cross-analysis
step to look at the similarities and differences of the emerging themes and categories
from the participants’ learning accounts. In this step, the main procedure was to look
for abstractions (Merriam, 2009) among each of the cases needed to make
connections among the participants’ L2 learning experiences. I compared the themes
and categories that had emerged from the single cases and eventually made
theoretical generalizations as well as conclusions related to the research questions

and the relevant literature.

3.7 Trustworthiness
In quantitative studies, to ensure that the measures are replicable and accurate,
constructs like reliability and validity are used (Saldafa, 2011). However, in
qualitative studies like this one, trustworthiness is established through techniques that
provide credibility and transferability for the data collected. We need to make sure
that the story we present to our readers is convincing and that we “got it right” in
terms of the methodology we use (Saldafia, 2011, p. 135). According to Lincoln and
Guba (1985), credibility is ensured when conceptual interpretation of the original
participants’ data can be considered ‘credible’. Transferability, on the other hand,
deals with the questions of whether we can import the conclusions of this study to
other areas and how far we can generalize or apply the results of this study to other
contexts.

The credibility of this study was provided through triangulation methods.
There are four methods of triangulation: 1) triangulation of methods, 2) data
triangulation, 3) triangulation of analysts and 4) theoretical triangulation (Patton,

2002). In this study, the triangulation of methods was used by employing different
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data collection methods like semi-structured interviews and classroom observations.
Another layer of method triangulation was established by conducting serial
interviews to increase the credibility of the participants’ narrative accounts. In
addition, data triangulation was also established by analyzing transcripts,
observation notes and learning diary entries by the participants. Another strategy
used was peer-examination (Merriam, 2009). A colleague from the field provided
feedback to the data to give me insights about my analysis and provide credibility for
my study. As a last strategy, to establish the researcher’s position (Merriam, 2009), I
explained my beliefs, assumptions and biases related to the data collected in this
study.

In terms of making generalizations, we need to say that these in a statistical
sense are not possible in qualitative studies. However, there are other ways to suggest
generalizations in this kind of research. Lincoln and Guba (1985) introduce the term
“transferability” and state that it is up to the applier of the results to make the
connection to the sites where implications can be transferred. To do this, the
researcher needs to give “sufficient descriptive data” to establish transferability
(Lincoln & Guba, 1985, p. 298). To make this possible, | have provided a
comprehensive and detailed description of all the settings, participants, constructs,
approaches and situations relevant to this study. | have given detailed information
about my participants, a rich description of my research context, and an elaborate
analysis of my findings. In this way, it might be possible for other investigators (or
appliers) to compare and contrast as well as transfer my results and implications from

this study to other contexts where it is possible to do this.
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3.8 Ethical issues

First of all, prior to starting the research, approval from the institution’s human and
social research ethics committee was taken (see Appendix #). Afterwards, all
participants involved in this study, involving other non-participants in the classes,
were informed about the details of the study including privacy matters. All of them
agreed to sign the consent form (see Appendix #). These details included information
about the data collection procedures (observations, audio-recording, interviews) as
well as the benefits of the study to the field of English teaching and learning. They
were also told that participation was voluntary and if they wanted, they could
withdraw anytime. Regarding anonymity, all of the participants as well as the

institutions involved were given pseudonyms to protect their identity and privacy.

3.8.1 Positionality as a researcher

I have worked as an EFL teacher for nearly 30 years, of which 22 were spent at the
institution where this study took place. | have also worked as a teacher and a semi-
administrative staff at the EPS for 13 years. Therefore, it was important to
acknowledge that my experience as an English language teacher might have an effect
on how I was approaching my participants’ language learning and identity
construction journeys during the data collection process. According to Creswell and
Miller (2000), researchers, whether they are conducting quantitative or qualitative
studies, might affect the way they are interpreting their data because of personal
biases. Especially in qualitative research, it is important to state your own views on
the matter by reflecting and showing your own beliefs, perspectives and practices
(Duff, 2008). I accomplished this by discussing my position and role as a researcher

as well as a staff at the same school they were receiving instruction with the
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participants. They knew that | was teaching at the same university; however, they
were also aware that | had no direct role at the EPS and that it was not possible for
me to have any impact on their scores or other academic tests. They also knew that |
had previously worked at the EPS and that | was aware of the learning/teaching
procedures at the school. I also knew their teachers; however, both at the
observations and the interviews, | made it clear that | would not share any
information about them with their teachers nor the administration. Even though my
office was located in the same building and | had a fair understanding and knowledge
of their general learning context, | believe that | managed to position myself as an
‘outside’ researcher. I realized this in the way they presented themselves in their
interviews as well as in their friendly and warm manners in our encounters in non-
contextual settings such as the cafeterias or social spaces within the campus. We
used to sit for a coffee or tea and chat about their general experience at school and
out of school, sometimes talking about their studies and sometimes about general
issues or popular events. On the other hand, they continued to call me ‘hocam’ (‘my
teacher’), which is a very common way to address a teacher in Turkey even if this
teacher is not their teacher but a teacher in general.

At the same time, as a researcher in the field of language learning and
teaching, I also have to acknowledge that I am aware of the ‘English deficit’ that my
participants were subjected to and | had my own beliefs about the origins and
outcomes of it. I had been a part of language teaching and learning processes at the
school for a very long time and it has to be said that my observations of both the
learners and teachers had inspired my interest in the construction of identities among
learners and their effects on the learning process. | used to see the students start the

English preparatory program with very high aspirations and motivation. They would
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learn to speak English which seemed to be very important for them. However, their
aspirations as well as their high energy would fade away slowly after a month and |
was very curious about the reasons for this. This seemed to be the case every year.
We cannot deny that when conducting a case study, the acknowledgment of
the case as well as the observer in the case will have an effect on the whole case
study (Edwards & Talbot, 1994). During my data collection procedures of this
study, | took all of these into consideration and acknowledged them fully so that my
participants had an understanding of my position and reacted accordingly. It is
impossible to be completely objective in social research, however, subjectivity does
not mean that one will be biased or unreliable. According to Hesse-Biber and Leavy
(2006), a common view about qualitative paradigms is that subjectivity provides a

certain significance in the research process and in how reality is constructed socially.
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CHAPTER 4

RESULTS

4.1 Introduction

In the previous sections, | have contextualized the study by presenting relevant
studies from the literature. In addition, | have described how and where | have
collected the data to investigate the construction and negotiation of identities among
EFL beginner learners at a pre-undergraduate program of a private foundation
university in Istanbul, Turkey. My main sources of data consisted of extensive
multiple interviews with the participants, of their diaries and notes based on my
observations and audio-recordings from their classroom.

In this next section, | present my findings in a thematic manner to give a
glimpse of the learners’ English learning experience in a timeframe of more than a
year. Each part is devoted to the accounts of each of my participants’ life stories,
personal narratives, classroom experiences and sometimes written accounts. For each
participant, the themes were mostly approached from a similar dimension but since
there are multiple facets of the construction of identities, these themes also show
variations among each participant, which helped us to see a more comprehensive
picture of how identity manifests itself in the learning process. The main categories

that were used to organize the findings are listed in Figure 3 below:
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Figure 3. Major learner identity categories used in this study

As was the case, multiple other themes related to the above categories
emerged during the categorization of the result and they were organized in a relevant
manner based on the main categories. We have to note that the participants of this
study are part of many different social spheres and therefore have exhibited a variety
of multi-dimensional identities, which are in a contradicting, dynamic, flexible and
non-linearly changing nature. Taking these into consideration, | have to add that
since this was a qualitative study, the results cannot be generalized because they are
not based on statistical data (Lewis, 2014). Therefore, the main purpose during the
presentation of the results was to be able to transfer the findings to contexts that are
similar in nature and attempt to make generalizations based on these (Shenton,
2004). In qualitative research, meaning is “conferred; interpretations are socially
constructed arguments; multiple interpretations are to be expected” (Trent & Cho,

2014, p. 641). All the stories and narratives used here illustrate: “a social process that
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constructs meaning through interaction (...) it is an effort to represent in detail the
perspectives of participants (...) whereas description produces one truth about the
topic of study, storytelling may generate multiple perspectives, interpretations, and
analyses by the researcher and participants” (Willis, 2007, p. 295 as cited in Trent &

Cho, 2014, p. 646).

4.2 Seren’s case

4.2.1 Vignette

Seren is 20 years old and was born in a city in the northwest of Turkey. Seren’s
father is a military officer and officers in Turkey are assigned different posts in
various locations in Turkey, depending on their ranks and positions. After living
there for two years, Seren says her family moved to a city in the middle Eastern
Anatolia region. From there they moved to another city in the midwest of Turkey,
where they lived for 16 years. At the moment, they live in the southern coast of
Turkey, again because her father had to take another position there.

Seren started learning English at Grade 4 in primary school. Her mother is a
university graduate and works as a primary school teacher. Her father is a Military
Academy graduate and continues working as a colonel. Seren’s 25-year-old sister
graduated from medical school.

Seren studies Economics at the Private Istanbul University on a 75% scholarship.
She actually wanted to study industrial engineering because she believes that as an
engineer, she would be taken more seriously and to her the title bears some weight.
However, since in Turkey, students choose their department and university based on
their Central University Placement exam scores, Seren was unable to pursue the

engineering path as her scores were not as high as they needed to be. Still, even
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though it’s not engineering, she is happy with the department because she claims that
the curriculum is nearly the same and it keeps her on the path she wants to pursue.
Just like the other participants, Seren had to start at the beginner level (A1-2) and
finish B1 and B2 levels at the English Preparatory Program before she could start
studying at her department.

Seren says that she misses living in Istanbul. When she was there she did not
have the opportunity to enjoy the city because of the busy program of the Preparatory
School. Later, because of the pandemic and online education, she had to move back

to Antalya to her family. Seren is also recording vlogs for her Youtube channel.

4.2.2 Progress at English Preparatory School

Seren finished her English learning studies at the EPS in three semesters starting
from the A Level beginner group in the Fall 2019 semester. She continued with the
B1 Level in the Spring 2020 term, which switched to online instruction at the end of
March 2020 due to the COVID19 pandemic. She graduated from the EPS at the end
of the Summer 2020 semester at the B2 Upper-Intermediate level. Her scores were
all the passing grade of 50 with her lowest score of 58 in the Spring 2020 midterm

and her highest score of 91 in the Summer 2020 final exam (see Table 5).
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Table 5. Seren’s Progress at EPS

Seren Fall 2019 Spring 2020  Summer 2020
A Level B1 Level B2 Level
Participation 8
(10%) 8 9
Quizzes (20%) 78 79 81
Midterm (%30) 81 58 65
Final (40%) 86 80 91
Total 82 74 80
Attendance 44170 21/64 5/23
(350/87%) (320/93%) (115/96%)

Note. Participation out of 10. All exam scores and total out of 100.

Seren’s participation scores were also fairly high with all over 8 out of 10. We can
also say that she almost attended all of her classes with 87% of attendance in the
Spring 2019 semester, which was before the pandemic. She attended more than 90%
of her classes during the Spring 2020 and the Summer 2020 semester, which was

completely conducted online.

4.2.3 Investment in English

“...Living in Turkey, working in Turkey, these are the things that all young
people want, but really, I want to go abroad”
Another present gain that Seren perceives as an investment is that she believes
English to be a world language and a language that is used to communicate with her
and her sister’s friends coming from countries that do not speak English. She repeats
this at various times in her interviews and uses expressions like: diinya dili Ingilizce
“English is a world language”, biz sadece Ingilizce olarak anlastik “We
communicated using only English”, ben Rus arkadasimla Ingilizce konusuyorum “I

speak English with my Russian friend”, herkes ortak bir dil konusuyor “everybody
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speaks a common language”, tabi ki ortak diinya dili “of course it’s a common world
language”. We can see that the concept of English as a Lingua Franca (ELF) seems
to have naturally occurred to her as a powerful social gain that makes her become an
international person who can communicate with the whole world. Apart from the
social gains English seems to provide, Seren believes that English is needed for her
studies at her department as well since the medium of instruction at the university is
English. She adds that she needs to learn English because of the nature of her future
profession. She studies Economics and wants to go abroad; however, she is aware
that she needs English to do this and acknowledges its power:

Extract 1

Seren:  Zaten Tirkive'de yasamak, Tiirkive'de galigmak, hani bunlar biitiin genglerin
istedifi sevler atna gergekten, ben birazedk digariva agilmak istivorum ve
annemlerin, vani annemin tarafi cok fazla Amerikada ve Fransa'da vagayan
insanlar var. Onlarn da bana vardim edebilecegini diiglintivorum vani bir
yoldan.

L5

1 Seren: Living in Turkey, working in Turkey, these are the things that all voung people
2 want, but really, I want to go abroad and on my mother’s side, there are a lot of
3 peaple who live in America and in France. [ think they will be able fo help me in
4 IOME Ways.

(Interview, 01/10/2019)

She is aware that living and working in Turkey is important but what matters more is
to go abroad (extract 1, line 2) . She also wants to go abroad because she has
relatives living in the USA and France and this should make it easier for her to go but
she sees English as a main factor to achieve this.

Seren also thinks that speaking English will provide her with a socio-cultural
advantage (Figure 4), to become a member of an international community by
exchanging information, knowing about different cultures and she believes that
speaking another language will help her meet people and will give the opportunity to

be at different places where she can socialize and share with them aspects of life. She
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adds “that’s why I think (English) will be beneficial in exchanging information. All of

these are a part of social life” (Interview, 01/10/2019).

Economic Capital

Studying Abroad
'Starter Language'
Understanding English
courses

Seren's L2 Investment Cultural Capital

English as a Lingua Franca
Using English in daily life
Socializing

Social Capital

o1
T L1

Figure 4. Seren’s L2 investment

Another reason Seren wants to invest in English is that she believes that
English is a ‘starter language’ that will open the doors to other foreign languages.
She says that “the most accessible language to us at the moment is English” and this
will help her to learn other languages. She quotes a friend of hers who she says is a
Cl1 level English speaker and went to Russia: “My friend said that the reason why
she understands them is her knowledge of English because on the Internet I can only
find English-Russian resources. You won'’t be able to find Turkish-Russian resources
on the Internet” (Interview, 1/10/2019).

In summer school, Seren is in the B2 level and this is the second term
receiving online education because of the Covid pandemic. Here | ask whether she
thinks that after a while learning a language becomes boring. She questions their

original motivation to study at the preparatory school even before they started
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university. This is also the first time we observe how Seren’s position in investing in

English learning is changing:

Extract 2

1  Hakan:
2 Seren:
3

4

5

f

7

8

g

1

=S I = N T L

Hakan:

Serer;

E: Yani dil egitimi esittir sikiet divebilir miviz bir sfire sonra?

C: Yani birazcik govle, nasi diveyim mesela bunu hazirlik okuvan okumayan
diger okullardaki bir cok arkadasimla da konustum, sev falan divorlar vani evet
herkes hazirhik okumak ister, gercelten, ben finiversiteye baglamadan Gnce hep
bivle hazirhk okuvayum hazirhk falan divordum kendi igimde ama sonradan ben
herkeste gergekien bivle hani bir sikilma duvdum. Yani mesela hazirlik béyle
1smi, 0 baghfn altinda hep insanlann kafasinda ey olur, daha kolay arkadag
edinme, bir siirid farkly fakdiltelerden arkadas edinme, iste iiniversiteve aligma
tarzinda. Ama gercekten bir siire sonra hand biitiin fakiiltelerden de arkadag
olmasaymig da olurmus diyorum yani.

So, can we say that language education equals boredom after a while?
Weall, it's like this. I have discussed this with other friends at other universities
as well, they say, well yes, evervbody wants fo study at the prep school, really,
before university I also said I want to study at the prep school, but later,
everybody told me that they were bored. For example, for everybody prep
school means finding friends easier, having friends from different faculties,
geiting settled at university. But after a while, I say to myself, I could do
without having those friends from all the departments.

(Interview, 12/08/2020).

In extract 2 line 2, Seren wanted confirmation from other students at other

universities that the preparatory school is actually boring. Seren tells that she is not

the only one who thought that studying at the preparatory school was beneficial in

terms of finding friends or having friends from different departments. However, she

tells us that her friends also agree that after a while learning English becomes boring

and that they could do without “the friends from other faculties”. Seren prefers not

benefiting from the social capital learning English provides and wants to start faculty

right away.

4.2.4 Past learning experience

“..Iactually was brought up with English but I never owned it”
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In the following section, I present Seren’s past learning experience and how this
shaped her initial second language learner identity. When asked about her first
exposure to English as a language, she mentions her family’s efforts to familiarize
her with the language. English seems to have started in the family because she
mentions her sister at various occasions when talking about the importance of
speaking English and why she needs to learn it. She seems to have pride in her
father’s status as a soldier who received English education at military school and her
sister’s participation in exchange programs and having international students invited
to their home. Here she voices a rather powerful statement about her present situation
related with her past relationship with English: O yiizden ben aslinda Ingilizce ile
biiyiidiim ama hi¢ ona sahip olamadim “So, as a matter of fact, I grew up with
English around me but I never owned it”. English was always around her in the
family, but she is at the university, studying English at the beginner Group A level
and this makes her feel inferior from the other family members who own the
language and therefore seem to possess a more powerful social status because in
Turkey, just like in other developing countries, speaking English fluently is seen as a

privilege that helps open both social and economic doors. She says:
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Extract 3

1 Seren: Ama benim gdziimde, mesela babam asker, askerivede hani Ingilizce egitim

2 almaslar, ablamn Ingilizcesi gok ivi. Stirekli 6grenci degisim programlarna

3 katilip, bize de vabanci dgrencilerin gelmesin neden olmustu. O viizden ben

4 ashnda Ingilizce ile bilyiidiim ama hi¢ ona sahip olamadmm. O viizden hep béyle
3 onu ¢ok fazla dfrenip, gergekten giinliik havatta kullanabilme istegi var bende

Seren.  But in my eves, for example my father is a soldier, he received English
education at military school, and my sister s English is very good. She attended
exchange programs all the time and this resulted in having foreign students as
guests. So, as a matter of fact, I grew up with English around me but I naver
owned it. So, I have always desived to learn it really well and use it in daily life
in a meaningful way.

[ O B I

(Interview, 19/10/2019)

Seren’s imagined identity seems to be confined within the context that her family has
provided in relation to learning/speaking English. Even though her L2-mediated real
self is in relation to seemingly contradicting notions of positive and negative
identities, her imagined identity is built around the rather powerful concept of

“owning English” (Figure 5)
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Figure 5. Seren’s past-mediated identity

Seren seems to feel guilty about not having learnt English properly. She keeps
reminding us that English is still prominent in her family and that everybody speaks
it. In extract 4 line 6, she says that her parents are mad at her because she went to
America and spent 4 years receiving education at a Turkish private school (extract 4,
line 7-8) . Once again, she repeats her family's attitude towards learning English and

how it had an impact on shaping her language learner identity.
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Extract 4

1 Hakan Okuldan énce herhangi bir sey hatirliyvor musun Ingilizee ile ilgili?

2 Beren:  Annemler bir sevler dgretmeye calisivorlards.

3 Hakan: Calisivorlar miydi?

4  Seren:  Evet

5 Hakan: Peki, annenlerin Ingilizceye karsi olan algis: veya fikirleri nasildi?

3] C: Annemler bana cok kizivorlar zaten. Hepsi Ingilizce bilivor, anlattim biraz

7 dnce. Nasil bilmezsin, ciinkii ben Amenka'va da gitim. 4 sene kolejde okudum.
8 O vyiizden aslinda onlar hani Ingilizceyi zaten bildikleri icin onlar i¢in

9 Ingilizceyi Giren cok 1yi bir dil dive degil de Ingilizee dgrenmek zorundasin

10 giziinde bakiyorlar onlar. Ciinkii kendi havatlarinda da var o dil. Tek benim

11 vok aitlede.

1  Hakan: Do you remember anyvthing related to English before school?

2 Serem: My parents were tryving to teach me styff.

3 Hakan: Werethey?

4 Seren: es

5  Hakan: What was your parenits' attitude towards English?

6 Seren: My parents are mad at me. They all speak English, I just told veu. How can yvou
7 not speak it, because I went to America. I studied 4 years at a private high

8 schaal. So, they think I must learn English not because it is a very good

9 language but because they think vou have to learn it. Because the language is
10 already in their [ives. I'm the only one who doesn’t have that!

11 (Interview, 19/10/2019)

English seems to be in her family’s life but not hers. She keeps repeating that she
was not able to pass a certain level: ”’I have always studied at private schools but I
have never been able to take my English to the next level because | was studying for
the university entrance exam and because I was lazy sometimes” [hep kolejde
okudum ben ama Ingilizcemi hi¢ bir zaman bir tik iiste ¢gikaramadim. Gerek
iniversite sinavindan, gerek bazi kendi tembelliklerimden dolay1.] (Interview,
October, 2019). This time however, she also puts responsibility on herself by
admitting that she was lazy.

When asked about English exposure at home, she states that she was exposed
to English video games. She always played the game “The Sims” in English and she

learned a lot of words back then which she has forgotten now (Extract 5, line 4). In
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addition, Seren’s sister seems to have had a huge impact on Seren’s construction of
an English learner identity. In all of the interviews, especially when talking about the
importance of English or her first experience with English, she always mentions her

sister and how she was “successfully” involved in learning English (lines 4-7):

Extract 5

;

_sevi de merak ediyorum, cocukken, daha okuldan dnce hic, ne diyeyim
Ingilizce kitaplar, Ingilizce miizik, film, oyun gibi seylere maruz kaliyor
muydun?

Seren:  Evet siirekli Sims oynuyordum. Ingilizce sims. O yiizden gercekten su an belki o
kelimeleri bilmiyorumdur yvami. Orada cok fazla kelime bilivordum. Ablam
siirekli, ablam benden 5 vag biiviik, berum 5 yvasmnda oldugumu digiini, ablam

10 vagindayken Ingilizce kitaplan ceviriyordu falan. Onun hep egilimi vardi. O

=T R o L Y

her zaman vapiyordu bunlan. Ben de ondan duyuyordum. Béyle.

Hakan: ...I'm curious about, when vou were a kid, before school, would vou be exposed
ta things like English books, music, films ov games?

Seren:  Yes, all the time! I used to play Sims. English Sims. Therefore, seriously, mayvbe
1 used to Imow more words back then than I lmow now! My sister is 3 years
older than me. Imagine when I was 3 vears old, she was 10 and she used ta
translare English books; all the time. She alwavs had an aptitude. She alwayvs
would do these and I would hear them. That s that.

L I R TR N WA R

(Interview, 1/10/, 2019)

Seren’s sister is 5 years older than her. She claims that her sister was able to

“translate English books™ at the age of 10. This suggests that Seren, at the age of 5,
remembers an awareness of the language and also a feeling of respect for her. Even
now she has this respect for her sister because she had what she called an ‘aptitude’
towards English (extract 5, line 6). This situation might also have created an

“English learning standard” which was set by her sister that Seren always wanted to
achieve because here we get the impression that she perceives herself as not having

attained this aptitude towards English.
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4.2.5 Lack of quality education

“For three years I had heard almost nothing in English”
Like her peers, Seren started her English learning journey in 5th grade. When
speaking about her first formal English learning experience , she states that “it was
only 2 hours a week” suggesting that 2 hours of English education was not enough to
learn a language. English education at Turkish public schools is known to be
insufficient and Seren also had her share of this problem. When asked about the
reasons why she is in the beginner A level, she states, “It's because | was not taught
English in the last three years of high school and [before that] | had only just
progressed to Bl at Doga College. | mean, it's because | was a student who had just
left A2 level.” [Lisenin son ii¢ senesinde Ingilizce gormedigim igin ve Doga'da da
B1'e hani daha yeni ge¢mis oldugum igin. Zaten A2'yi yeni birakmis bir 6grenci
oldugum i¢in.] (Interview, October, 2019). This seems to be an important stage in
Seren’s language learner identity. Because they stopped getting English classes, she

lost her touch with the language because of “academic courses” she claims:
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Extract 6

Ben Doga Koleji'm Bl seviyvesinde diploma alarak biraktim normalde. Ve hani
yabanci &gretmenimiz falan vardi ama 11. simfta Bahcesehir'de Ingilizce egitimi
almamaya bagladik. Tamamen akademi dersleri oldugu igin. Ve ben mezunla
kaldim. 11-12 mezun, 3 vil boyunca Ingilizce hi¢ bir sey duymadim neredeyse.
Yani kulak aginaligim o kadar voktu ki derslere ilk basladigimda bir sevlern sévle,
hani arkadaglarima ben anlattim bunu. Iste ne bileyim, "pencil” dediginde
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hocamiz ben kalemd: dive diigiinerek anlayabilivordum.

Seren:  Ileft Doga Koleji with a Bl certificate. And well, we had a foreign teacher and
such but started not getting English instruction at Bahgegehir. Because there
were only academic courses. And I did not start university right after I
graduated.. For three yvears I had heard almost nothing in English.. In fact,
English had become so unfamiliar that when [ first started coming to classes
here...my _friends alse know this because I told them.. for example, when the
teacher said "pencil"”, I would think about what it meant in Turkish and

WOOEE -] O LA dem ) B e

understand what was being said, ",
(Interview, 1/10/72010)

In extract 6 line 8, Seren implies that she was out of touch with English so much that
she had to translate a simple word like “pencil” into Turkish. This suggests that she
sees “translating a word into the native language” as a strategy that can only be
applied by total beginners. This tells us that Seren associates language proficiency

with a certain “automaticity” in understanding and using words in English.

4.2.6 Present learner experience

“...those 10 words will only bring me I point in the midterms”
In this section, I illustrate Seren’s present learner experience and her negotiation with
her learner identity. Here, a general trait is observed: most of the communicative
exchanges in the classroom are done in Turkish by Seren. Whenever she does not
understand something or wants to ask any kind of question, she does this in Turkish.
Another one is the fear of making mistakes. Just like the other participants in the
following sections, Seren is also concerned with making mistakes in class. In extract

7, | ask Seren whether she asks her questions in Turkish or in English:
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Extract 7

1  Hakan:
2 Seren:
3

4

5

]

7  Hakan:
8  Seren:
a

10

11 Hakan:
12 Seren:
1  Hakan:
2 Seren:
3

4

3

6  Hakan:
7 Seren:
8

9  Hakan:
10 Seren:

Sorulan Tirkce mi soruyorsun, Ingilizce mi soruyorsun?

Karigik soruyorum. Yam mesela bu giin 15te bu in, on, under, next to bunlan
airdiik. Orada ben cok farkl bir sey diisiinmiistiim. Direk kaldirdim parmagim
sordum vani. Hig bir gsekilde dvle cekinmivorum ama sdyle cekinmiyvorum,
kendim direk hoca ile birebir konugabilirim bunu ama simf ortaminda vanlhis
yvapmak hosuma gitmivor.

Neden? Nasil hissedivorsun?

Sovle, yat bu biraz kendim ile alakals bir gev, her zaman en 1yisi olmak 1stevip
bazi zamanlarda béyle dzgiivenim kirildig: icin o yiizden su anda da o sey1
birazcik toparlamaya ¢alistyorum. Mezun hayatimdan dolay: aslinda.
Ozgiivenin neden kinlabilivor?

Basansiz olmaktan.

Da vou ask the guestions in Turkish or in English?
Both. For example, today we covered in, on, under, next ta.l had a different
idea about something so I raised my hand without any hesitation and asked a
guestion. I am not shy like that but I'd rather talk to the teacher in private than
make a mistake in_front af the class. I don't like that.
Why? How do vou feel about that?
I mean, it's to do with myself..... Honestly, it has to do with the fact thar 1
couldn't pass the university entrance exam in my first attempt,
Why does your self-confidence suffer?
Because of the fear of failure .

(Interview, 1/10/2019)

Seren states that she uses both languages to ask questions and gives an example

about how she had asked about prepositions (extract 7, line 2). The class recordings

and my observations show that, just like the other participants, nearly all questions

Seren asked were in Turkish. However, she does not speak about the language she

uses when asking the question, but wants to give information about how she is not

reserved or inhibited about asking questions in class. In addition, she states that she

does not want to make mistakes in class; therefore, she prefers to ask these questions

directly to the teacher and not openly in front of the class. She does not prefer to do

that because it affects her self-confidence; she does not want to be seen as someone

who is unsuccessful.
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4.2.7 Agency through exposure to authentic language content

It is a common belief among English language learners that watching English movies
or series, playing video games or listening to English language music will help one
learn English better. Seren remembers that her sister used to recommend doing
everything in English; watching English TV shows, or translating everything she
hears. However, Seren does not believe that TV shows or other English content has
helped her learn English. When asked about how languages are learnt the best, she
states that she is undecided about this issue and reveals her beliefs about language
exposure through movies or series. Her sister used to say ‘watch English series, do
something in English, when you see something translate it’. She always used to
recommend these. But Seren does not seem to believe in the power of authentic
English language content in language learning. She stated that she already had been
watching English series since devices like computers, mobile phones etc. have been
around in her whole life, and she had not seen her English improve at all (Interview,
October, 2019). She also suggests that they cannot substitute actual formal

classroom education:
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Extract &

Seren:  Buradavken mesela giinde 6 saat Ingilizce dizi izlememle burada 6 saat ders
girmem arasmda ¢ok fark var. Yam bir sevlenn gercekten bir insan tarafindan
dgretilmesi, bilen bir insana direk bir som 1gareti, kafanda varsa onu sorup
cevabim direk almak, bunlar 6gretivor bence insana. Hani o verde yagamak ayr
bir sey. Su an ben mesela Ingiltere'de va da Malta'va gidip Ingilizee egitim
sorsem belki cok daha fist seviyede olur Ingilizcem hani 1ki haftalik bir stirecte.
Ciinkii okuldan ciktizimda da ben Ingilizce konusmaya calisacagim, birazcik
zotlavarak. Hani bu insanin kendini zorlayabilmesi ile de gelisebilir ama bence
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basindala insan ¢ok énemli vam.

Seren:  For example here, there is a huge difference between receiving education for 6
hours and watching an English series for 6 hours. Well, being really taught by
semeone, being able to ask someone when vou have a question and get an
answer, I think these really teach vou something. Qf course living there is
semething else. I[f I were to go to England or Malta to learn English, my
English would be at a higher level mavbe, well, in two weeks time maybe.
Because when I leave the school building, I will try to speak English, I will be
forced to do so a little. Maybe this can be improved by forcing vourself but in
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my opinion the person who teaches you is very important.

(Interview, 19/10/2019)
Seren clearly believes in the benefits of formal education (extract 8, line 1). She
thinks that conscious learning in the form of asking questions, having a teacher in
class is more beneficial than watching something in English because according to her
she had been doing this for a long time and she did not see its benefits. However, for
her, living in an English speaking country is a much more effective way to learn
English because there (England or Malta), according to her, you could learn English
“in two weeks” (extract 8, line 5). This shows how Seren feels about learning
English in an English speaking country. She cites two countries: England and Malta.
England seems to be an obvious choice since it is a native English speaking country.
However, Malta is not a native English speaking country even though English is
among the official languages. It is well-known by foreigners for its English teaching
courses. It is possible that she heard about how effective the language course might

be there. That is why she attributes a “two-week” learning time to native English
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speaking places because you “are forced to speak English there once you leave the
classroom” (extract 8, line 8). This, obviously, is not the case in an EFL setting like
Turkey. Nevertheless, she adds that a learner could be forced to speak English but
this depends on the “person who teaches you” (extract 8, line 8-9). Here, Seren uses
the expression “the person who supervises you” [“basindaki insan”]. Obviously, she
uses this expression to mean “a teacher” but in Turkish the word “basindaki” implies
someone who apart from supervising also has a certain power over you and your
actions. This shows that Seren has a strong belief in formal teaching settings; but,
they need to be managed by someone who can ‘force the learner to speak in English’.
At the B1 level, in her second semester at the preparatory school, Seren
continues to uphold her belief that watching English content on TV does not help in
developing her language skills. She clearly states that she watched the TV series “not

for the sake of learning English”:

Extract 9
1 Hakan: Tatilde Ingilizce ile 1lgili ders calismak disinda bir sey vaptiniz mi?
2 Seren: Ben dizi izledim. Ama sey degil vani, &vle Ingilizee &grenmek icin va da
3 Ingilizceve katkis1 olsun dive degil.
4 Hakan: Ama olmasin, olmadigim disiniivorsun?
5 Seren: Bilmivorum oluyormus gibi gelmivor bana. Ben mesela iste La Casa De Papeli
6 Ingilizce dublajli izledim

Hakan: On yeowr holiday, did veu de anvthing else related to English apart from
studying?

Seren: Iwatched a TV series. But not to learn English or that it has a contribution to
wv English,

Hakan: But even if this was not your purpose, don't vou think it made a contribution?

Seren:  Idown’t kmow. It doesn 't feel like it has one. For example, I watched La Casa de
Papel in English dubbing.
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(Interview, 19/10/2019)

The original language of La Casa de Papel is in Spanish; however, since you can
change the audio language into multiple languages (including Turkish), Seren chose

to watch it in English even though she does not believe in its benefit as a language
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learning tool. This seems to be contradicting with her beliefs, but she does not want
to lose a valuable opportunity for exposure to real English and exerts her agency to

do so.

4.2.8 Agency choices to pass the course

“if I memorize 50 words from Skylife magazine, this will maybe bring me only
1 point in the finals”
Seren also does not seem to be eager to read extracurricular content which might
help her to get real language input apart from the course books. This would also help
her gain autonomy and be responsible for her own learning. However, during her B2
level in summer school in 2020, she seems to just want to pass the English course.
When speaking about the magazines and books at home, she says that she finds
reading them a little too extra because “students are responsible for certain words,

certain grammar” and she adds:
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Extract 10
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Seren:

Halcan

Seren:

Seren:

Healan:

Seren.

.. Nasil diyeyim ben atiyorum bir dergiyi agtim, oradan Ingilizce 10 tane kelime
dgrendim ama 10 kelime bana wvizede 3 puan getirmeyebilir. Cinki bizim
sorumlu oldugumuz kelimeler belli. Yam eger Ingilizce derslenim de devam
ederse  fakiiltedeyken sanki vine bdyle kendi kendime Ingilizce
caligamavacagim, sadece bize verilen konulara caligmak zorunda kalacalmigim
gibi geldi. Demek 1stedigimi anladiniz mi?

(..) Iste atiyorum speakout'taki kelimeleri ezberlemek zorundayim eger ben
finalden atryorum iste 90 almak istiyorsam. Ama benim iste sallivorum Skylife
dergisinden 30 kelime ezberlemem finale belki 1 puan etki eder vani. Hami
(anlagilmivor) ama smav veterlilifi olarak gelismez.

() mesela fakilteyi disin, fakiiltede derslerin Ingilizee olacak Sence
speakout'dak kelimeler mi voksa skovlife'deka kelimeler mi gececek?
Speakout'takiler gegmevecek bence zaten. Ama su an ki bizim hedefimiz bir tik
daha hazirlik sinavlarini verip, hazirhg bitirmek seklinde oldugu igin

How shall I put it, let’s say, I open a magazine to read, and I learn 10 wards
from there, but those 10 words might not even reward me with 5 points in the
midterms. Because we are responsible for learning a certain set of vocabulary.
So, if my English courses are going to continue, I don't think I will ba studying
English based on my own decisions, I think I will study enly the tapics that I'm
given. Do yvou kmow what I mean?
{...) I need to memorize the words in Speakout if I want to get a 90 firom the
finals. But let’s say, if I memorize 30 words from Skyviife magazine, this will
mavbe bring me only | point in the finals. So, {inaudible) but will not improve
my exam proficiency.
i... Mfor example, think about vour future studies, vour courses at the
department will be in English. Do you think vou will come across with more
words like the ones in Speakout or in Skylife?
I don’t think they'll be from Speakout. But our aim at the moment is to be
successful at the courses and pass prepavatory school exams

(Interview, 30/7/ 2020)

Seren measures her contribution to learning the language with the reward she will get

in an exam. If she reads any kind of English content that does not provide her a

return as points, she considers this as a waste of time, namely an ‘extra’. We can see

that she does not want to spend more time on any content that would be related to the

exam because the main aim for her is to pass and move on to her studies at the

department. She questions the validity of two sources in relation to the return she will

get in an exam: Speakout, which is a course book; and Skylife, an authentic aviation
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magazine usually read in domestic airplanes (extract 10, lines 7-8) Even when she is
asked about whether content from Speakout will help her in her future faculty
studies, she agrees that the course book might not help her but she still insists that her
major goal is to pass, and not learn more ‘authentic’ words (extract 10 , lines 14-15).
When I ask about whether this is her objective, she openly says “yes, well, my
English is improving but let’s say whatever paragraph we have read that day, | look
up the meanings of new words from that paragraph. At the moment, apart from that
I’'m not into things like reading a novel and underlining words and translating them
and memorizing their meanings” [“Yani evet Ingilizcem gelisiyor ama sadece
atryorum o giin hangi paragrafi okuduysak o paragraftaki bilmedigim kelimeler
¢ikarip ezberliyorum. Su an onun disinda yaptigim ekstra bir roman okuyup
kelimelerin altin1 ¢izip ¢evirip ezberlemek tarzi bir seyim yok™ (Interview,
30.07.2020). All of these show that Seren is aware of the distinction between
learning English for communicative purposes and learning it just to pass her course.
This construction of learner identity (Figure 6) might be related to her agency

choices that she seems to internally organize and manage.
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England or Malta English

Idealized L2 Learning
Conditions

Does not provide a
return in points in the
exam

[ Learning English in You are forced to speak

A

who needs to pass the
course

Identity as a student ]

Y

Extracurricular English
Content

"I do not want to decide
what to study

Figure 6. Identity as a student who need to pass the course

Another point to make is that she does not want to take the responsibility of
deciding on the learning content. In extract 10 lines 4-5, she says that she “does not
want to study English based on her own decision” but only study what she is given.
This also shows a decline in the investment she is making to learn the language. She
intentionally uses her agency to construct an L2 learner identity that should not
make her own decisions because she does not believe that those decisions will bring
her points in the exam.

During her third semester at the preparatory school, Seren’s motivation to
participate in class is dependent on a variety of factors. She seems to be disturbed by
the silence in the class (they are conducting online classes via Zoom), feels a
responsibility to answer and also thinks about the participation grade she is going to

receive. When asked about whether she is disturbed by silence in the class, she says:
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Extract 11

Seren:  Evet. Yam mesela direk bana yvoneltilen sorularda cevap verivorum zaten. Ama
baskasina ya da genel olarak hani sinifa sorulan sorularda hic bir cevap alinmiyor
genelde. O vyiizden bari ben konusayim, ders ilerlesin. O viizden hami hem
sorumluluk hem de birazeik da nasil diyeyim dedigi gibi o participation olayindan
dolay1 birazcik da zorunda hissediyorum kendim.
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Seren:  Yes, I do answer questions that are directly addressed to me. But when thay are
addressed to someone else or the class in general, usually there ave no replies.
So, I sav well at least I gotta sav something so that the lesson can move on.
Therefore, I feel forced to answer because of that responsibility and a little
bacause, how shall I say, because of that participation thing”
(Interview, 3/8/ 2020)
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This implies that Seren still cares about the participation grade that she is going to
receive at the end of each class. This participation score has become a part of her
language learner identity. During this term, she feels a little anxious during online
classes because she does not know what participation grades the teachers are giving
them. This is one of the differences between face-to-face education at the preparatory
school and online education. At the end of the lessons, the teacher fills in a form with
their participation scores and students have the chance to see it. However, since all of
them are in their own homes, this is not possible anymore. They explicitly have to
ask for the score. Seren thinks that her participation score must be high because she
is one of the few people that actually participates in the activities, especially the

writing ones. However, not being able to know still makes her anxious:
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Extract 12

Seren:  Su an hocalarin bize ne kadar participation notu verdiklerini bilmivoruz mesela.
Onceki hocalanmizin tahminen kac verdigini bir tik bilivorduk. Ciinki
vizyiizeden online gecildigi icin ortalama ne kadar alivoruzdur diye bilivorduk
vani ama su an ki hocalarin notunu bilmiyoruz mesela. Ben bayagi bir katiliyorum
acikcas:. Ama gercekten hic katilmavan insanlar oluyvor. ... Mesela biz hoca
birlikte yvaptig1 zaman dersi iic kisi falan yazryvoruz ve iste atryorum mikrofonum
bozuk hocam divenler oluyvor, hic katilmavanlar, gdrintiisiing, kamerasini
kapatanlar, iste mikrofonunu kapatanlar Orada fi¢ kisi konustugu icin onun

LV I = T o (R ¥ e

participation notunun ayn olmasim isterim ben, mesela o kisilerin arasinda ben
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de oldugum igin ama bunu bilmivorum, ne kadar not verilivor.

Seren: At the moment, we don’t know what participation scores we are receiving. We
used to know it in face-to-face edication but since we have switched to online,
we don 't kmow amymore. Frankly, I do participate a lot. But there are really
peaple whe do not participate at all.... For example, when the teacher does
something together with us, in the class it's only three people who are writing
and there people who say that their microphone isn’t working, some don't
participate at all, some twrn off their cameras, their microphones. I want the
participation scores to be different for the three peaple who are talking there,
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for example, I'm one af these three people, but I don’t know what scores are
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given.

(Interview, 2/7/2020)

Here, she also states that she doubts there might be an unjust situation for the ‘three
people’, including herself, who participate in the lesson but might not receive the
participation score that they deserve. She also complains about the others either
coming up with excuses (extract 12, line 6) or just turning everything off (extract 12,

line 7).

4.2.9 Writing assignments/homework

“I can’t get into the mindset of sitting down and writing my own essay yet”
Seren does her homework. The reason she states for doing her homework is that she
likes to participate and when she does not do it, she cannot participate in her classes.
This implies that the teacher goes over the homework in class and in those moments,
Seren uses her homework as a tool for participation. She says “l don't like just sitting

in class and listening to the teacher, not knowing what's going on so I try to do my
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homework. | do not lack motivation for that.” [Derste sadece oturup ne oldugundan
habersiz dinlemek hosuma gitmedigi i¢in yapmaya c¢alistyorum édevlerimi. O
konuda bir motivasyon eksikligim yok.] (Interview, August 3, 2020). However, this
does not apply for writing essay assignments. Seren cannot write them at home
because it takes too much time. She has no problem writing them in class because
there is a time limit; but since there is no limit at home, she spends too much time
thinking about what to write:

Extract 13

Seren:  Mesela essay ddevlerimiz oluvor, onlan da sev i¢in istivorlar, hani pratik olsun,
vazmayi pekistirelim_ zorlanmavalim ama o konuda birazeik ben sikalivorum,
ciinkil vani ben essay't hani belli bir kronometre olmadigi stirece 2 saatten asagi
vazamiyorum. Y ani cok uzuvor, diisiin diigiin diigiin, hani sinav ortaminda 1 saat
13 dk'va sigdirmak icin tabiki yvapabilivorum onu. Mesela diin sinavimiz vards,
orada yvaptim ama kendim vazmavya basladigimda ¢ok uzun saatler aldig icin
onu pek sevemedim hala daha. Yam kendim oturup bir essay vazayim gibi o
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kafaya giremedim hala. Ama onun disindak: gramer ddevlerini falan vapryvorum.

Seren  For example, we have essay homework assignments, they want them so that we
can practice and reinforce our writing skills, so that it’s not difficult for us, but
this challenges me a little because, well, if there is no set time limit I cannot
write it under 2 howrs. In other words, it takes too much time, just think think
think, of course I can do it in an exam setting in 1 howr 15 minutes. For
example, we had an exam yesterday, I did it there but if I try to do it on my own
at home it takes too many hours, thevefore, I don’t like it. In other words, I can't
get into the mindset af sitting down and writing my own essay vet. Apart from
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that, I do my grammar or other homework
(Interview, 3/8/2020)

Even in her third semester at preparatory school, Seren seems to have problems in
completing assignments that require her to produce language that is not part of a
controlled activity (e.g. grammar assignments). She cannot get into the ‘mindset’
(extract 13, line 8) of spending time practicing a skill that will help her contribute to
becoming a more proficient user of English. We need to note that she tries to justify
the reason why this kind of homework is given. She states that they (teachers) want

students to do writing homework assignments at home so that they can practice and

104



reinforce their writing skills. In this way, they become used to the writing process
and therefore it will not be difficult for them anymore (extract #13, line 1-2).

At this point, writing seems to be a challenging task for Seren. She states that
every day she writes at least 50 new words. “It's not only vocabulary. It's also
writing. They should have prepared us in the A level for the writing that is expected
from us in the B1 level. When | write now, my brain leaks” [Benim her giin abartisiz
50 kelimem ¢ikiyor. Bence sadece vocab olarak degil A ile B1 arasinda sey sikintisi
da var bence, bize hani bir donem boyunca A verildi ve bence en azindan sona dogru
birazcik boyle B1'de isteyecekleri writingin nasil bir sey oldugunu sdylemeleri
gerekiyordu. Ciinkii su an ben writing yazarken beynim akiyor yani.] (Interview,
13/02/2020). She uses this expression (my brain leaks) to state how difficult writing
is and how much effort she puts into the process. She continues: “The teacher
doesn’t like anything we write, and there is no relation between what we think we
write and what is actually expected from us” [Hoca hig bir seyi begenmiyor ve hani
bizim yazdigimizi sandi§imiz sey ile aslinda su an bizden beklenen arasinda hig bir
alakasi yok.] (Interview, 13/1/2020). There is a clear frustration that can be
recognized at the beginning of the second term and a new level. The discrepancy
between her performance and what the teacher expects seems to be worrying her and
this causes her to negotiate a negative L2 writer identity (Figure 7). Another aspect is
that it is not only her performance but what was expected from them in the A level
and what is expected now seems to be different. Seren is also aware of this
systematic change in the curriculum which seems to ask of a substantial increase in

performance and production.
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Figure 7. Unsuccessful writer identity

The meta-linguistic instructions and requirements expressed by the teachers
also seem to contribute to the learner identity formation of our participants. Here,
feedback to Seren’s paragraph writing performance are justified like a mathematical
formula and Seren’s frustration is apparent in how she thinks that she cannot reach

this “capacity”:
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Extract 14
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... Ben de mesela gecen giin bir paragraf vazdim. Iste sey hani hem ciimlelerimi
begenmivor hoca, divor ki hami bu cimle artik A ciimlesi, kelimelerinin Bl
sevivesindeki kelimeler, ayrica igte ciimle uzunlugunun en az 7 kelime olmasi
gerekivor. O viizden hem ciimle vzunlugu begenilmiyvor hem ciimle begenilmiyor.
O yiizden hani atryorum matematiksel olarak diisiinsek bunu, 1ste siralavacagimiz
seyler formiil 1se ativorum, 1ste 1lk topic sentences sonra supporting idea, sonra
ite concluding falan Ama onlan vaparken de cimlenin begenilmesi lazim.
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Benim béyle bir sevim yok yani su anda. Oyle bir cimle kapasitem yok.

Serenn  For exampls, I wrote a paragraph the other day. The teacher doesn't like my
senrences and savs this is an A level sentence not a Bl level one, you should at
least have 7 wards in a sentence. Therefore, they don't like the length nor the
sentence. From a mathematical point, lat's say it's all a formula, the topic
sentence, the supporting sentences and the concluding sentence. But when vou
do this, they alse need to like the sentence. I don't have that. I don't have that
sentence capacity.
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(Interview. 13/1/2020)
For Seren, the paragraph writing process is not a language skill needed to
communicate a message in written form at this point. It is a task that is dependent on
a “formula” which has a strict rule and requires a certain number of elements (extract
14, line 3). The certain requirements (number of sentences, teachers’ appreciation of
the sentence) also create a pressure on Seren’s learning process and this seems to
underscore her “preparatory school student” identity. When asked about whether she
accepts herself as an English speaker, she does not take her general state into
consideration, but refers to her preparatory school identity: “At the moment, | believe
that I do not speak it because | absolutely lost my enthusiasm since | started the B1
level” [Ben bilmedigimi diisiiniiyorum su an, ¢iinkii hevesim asir1 kirild1 B1'e

gectigimden beri.] (Interview, 13/01/2020).

4.2.10 Vocabulary overload
At the beginning of the B1 level (second semester at preparatory school), Seren is
overwhelmed by the number of vocabulary words she has to learn. She recognizes
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that there are too many words that she does not know. She is told by a friend who has
failed the B1 level that the vocabulary load is indeed difficult. At this point, Seren
complains that their beginner A level was not beneficial at all. She admits that their
English level was very bad and they might needed to study at A level but that this
course has no use for the B1 level at the school:

Extract 15

1 Seren:  Ama bilmivorum. Sey kafasindayvim birazcik vaz okulu okuvacagim va, vaz

2 okulunu keske A'vi okuyarak degil de B1'de gerekirse kalarak okusaymigsim.

3 Ciinkd A'nin hic bir fayvdasi: vok bence. Yani soyle bizim icin favdasi var. Cok
4 kotiydik belki geldigimizde ama okulun B1'1 igin hic bir faydas: vok.

1  Seren: Well Idon't mow. ['m in a mood like, as vou kmow I'will have to study at
2 summer school, T'wish that I repeated B before summer school instead of
3 having studied at the A level. I believe that studying at the A level has no benefit
4 at all. Well, it is beneficial in this sense. We were very bad when we first started
5 but for the school’s Bl level it has no use.

(Interview, 13/1/2020 )

Seren thinks that what she learned at the A level is not a base for the B1 level that
she is studying. She even wishes that she had started at the B1 level, and repeated it
before starting the B2 level at summer school so that she has the opportunity to fail
this course. Now, she cannot fail it because this would cause her another semester at
preparatory school and she would have to start faculty as an irregular student. Seren
openly stated that having studied during the break had no effect on her situation now

(Interview, 13/01/2020).

4.2.11 Studying B2 level at Summer School
During summer school, which is the 3rd term at the English Preparatory school,
Seren seems to have lost her motivation. Both having spent nearly 11 month at the

prep school and attending online education shows its toll. When asked about her
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motivation, Seren says that the main reason she was motivated was that she was

aware that whatever she did was for her own sake:

Extract 16

Seren:

Seren:
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Seren.

Seren.
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Halcan:

Hakan:

Hakan:

Halan:

Seninle son géristiigimiizde bavag boyle motiveliydin, 1lgilivdin falan bayle.
Oradan bivle biraz sapma var mi?

Yani zaten genel olarak hani motive olmamin sebebi sey, ne yvaparsam kendim
1gin yvapacagum bildigim igin aslinda ama artik ham vaz okulu, 1ste hazirhk o
nasil divevim o ismin o bashgmn altindan cikmak istedifim icin birazcik
motrvasyon eksiklif vasiyorum vani.

Yami kimlik olarak bir hazirhik 6grencisi olma durumu.

Asnen. O biraz artik fazla vzadi gibi gelivor bana. Bir de nasil diveyim vani
normal online olmadan énceki halinde de birazcik ben hami nasil olur diye
diigiiniyordum bu vaz olkulu igin. Ciinkii hani nasil diveyim ¢ogu iniversiteye

gire birazcik ekstra olan bir durum vani hazirligm iic dénem olmas:.

The last time we met, vou were very motivated and interested. Is there some
kind of decline there?

Well, the main reasan [ was motivated was that evervthing I did was actually
Jor myself, but now, summer school and preparatory school, because I want to
leave that title, that name behind, this causes some demotivation.

So, vou mean, having this prep school student identity. ..

Exactly. It seams to me that this has dragged on for too long. Even before
online education I thought, what summer school would turn out to be like.
Because, how should I say, compared to other universities it's kind of an
extreme to be studyving for three terms.

(Interview, 12/8/2020)

Here she admits that she does not want the “preparatory school student” identity

anymore and wants to move on (extract 16, lines 4-5). She explicitly expresses that

owning this identity has lasted too long. She compares the school’s studying length

with other schools saying that studying three terms is too ‘extreme’. After asking

whether she associates language education with boredom, she says that in some ways

this is the case. She talked with her friends about prep schools at other universities

and they all agree on one point: at the beginning, they all want to study it but later all

of them say that they got bored. For Seren, as well as the others, prep school means
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finding friends from different departments, socializing and getting used to the

university.

4.2.12 User vs speaker identity

Seren also has her own rules and boundaries on what a speaker or user identity

entails. At the beginning of the second term (B1 level), she did not see herself as an

‘adequate’ user of English. She has her own restrictions. At this time in her language

learning process, she thinks that her B1 identity is not in line with the concept of an

English user, but she thinks that she will know that she is proficient once she finishes

B2 level (extract 17, line 5): In an interview conducted with her and Segil, she says:

Extract 17

1  Hakan:
2 Seren:
3  Hakan:
4 BSeql:

3 Seren:
6

7  Hakan:
&  Beql:

9

10 Seren:
11

12 Hakan:
13 Seren:
14

Ingilizce kullanan birisi olarak gériivor musunuz kendinizi?

Yarmi kullaniyorum da veterl degilim.

Yeterlilifini ne zaman bileceksin ama?

B2'y1 batirince.

Newve gire, mesela bence B2'vi bitirdigimde sosyval havatimda yeterlh olurum
ama akademik havatimda...

Sosval hayatimda yeterli olmak_ .

Sosyal hayatta bence yeterliviz su anda, akademik hayatta veterli degiliz. Bir
vurt digina gittiginde bence konusabilirsin.

Sosyal hayatta da yeterli degiliz, benim o bilmedigim bir siri kelime ne o
zaman.

Nereden bilivorsun sosyal havatta yeterli olmadigin?

Ciinkii gérdiigiim kelimeleri bilmem, nasil diyeyim bunu, ¢cok kolay bir kelimey:
bile bilmivorum mesela.
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1  Hakan:

2 Seren:

3 Hakan:

4 Segil:

3 Serem

]

7 Hakan:

8 Segil:

9

10 Seren:

11

12 Hakan:
Seren.

13

Do you see vourself as a user of English?

Well, I use it but I'm not praficient enough.

When will vou know veu're praficient?

When B2 is over

Based on what, for example, in my opinion, when I finish B2, I'll be proficient
in social life but in academic life. .

Being proficient in sacial life. .

In my opinion, we are praficient in social life but not in academic life. I think
vou'll be able to speak when vou go abroad.

We are not proficient in social life either, what about all the words thar I down’t
know,

How do vou kmow that vou are not praficient in social ljfe?

Because, Imowing the meaning of the words, how can I say this, I don't even
know the meaning af very simple words.

(Interview. 13/02/2020)

Here, Seren also discusses a distinction between using English for ‘social life” and

for ‘academic life’. At first she agrees that her English level might be sufficient for

using it in her social life but she is not sure about her academic life (extract 17, line

6). Later, when Secil states her opinion about their English being sufficient for social

life, Seren changes her mind and repeats her ongoing struggle with the heavy load of

unknown words (extract 17, line 10-13). This shows that Seren associates language

learning proficiency with the number of words that you know or in this case do not

know.

At the end of the semester of B1, Seren states again that she still does not see

herself as a user of English. She states that because she is at home, she does not use

English and this is making this process worse for her. She adds “I recognize that |

have forgotten things that I used to be very sure about” [6nceden adim gibi bildigim

seyleri bile unuttugumu fark ediyorum]. In the same interview, she also states that

she cannot say that she is not someone that does not know English: “I'm very

different from the time | started prep school in terms of English of course, but I also

don’t think that I'm proficient enough to say yes.”’ [hazirhia basladigim zamana gore
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cok farkliyim tabiki Ingilizce adina ama evet demek icin de yeterli olmadigimi
diistintiyorum.] (Online Learning Diary, 26/5/2020).

In terms of acquiring an English speaker identity, Seren adds a different
understanding to her experience. In the B1 level, she sees that grammar has been
emphasized a lot and she wants to acknowledge its importance. However, she does
not correlate it with progressing in a language. She says “frankly speaking, I might be
wrong in this opinion, but having covered too much grammar does not make me feel
like I have progressed in English. We have put too much emphasis in grammar in the
B2 level” [benim agikgasi bu yanlis bir diisiince de olabilir, ¢ok fazla gramer konusu
gdrmiis olmak Ingilizcemi ¢ok gelistirmisim gibi hissettirmiyor bana mesela. Biz
B2'de gramere daha ¢ok agirlik verdik] (Interview, 10/09/2021). In the same
interview, she stresses this point again:

Extract 18

Hakan: Gramerin énemli oldugunu distntivorsun degil mi?

Seren:  Gramerin dnemli oldugunu distinivorum ama sey mesela atiyorum bin tane tens
de bilsem eger konusamivorsam Ingilizcem kétiymils gibi disinivorum. Yani
kafamdala bilgi degil de onu kullanabilmek oldugu icin benim kafamdaki
Ingilizce seviyesi o yiizden B2 daha cok bévle sevdi, vami nasil diyeyim bizi
doldurma anlaminda bilgi olarak doldurma anlaminda 1yviydi, ama giinlitk havat
Ingilizcesi olarak 1vi degildi. (seren int 4 September 10 2020, Pos. 36-38)

= R R A W R

Hakan: You do believe in the impovtance of grammar, don't vou?

Seren: I do believe that grammar is important but, for example, even if vou know a
thousand tenses, as long as I cannot speak it, I feel like my English iz bad. T
mean, it's not the information in my head, it is whether vou can use it.
Therefore, the B2 level in my head was more Iike, how can I say it, it was good
in terms of filling us with information, but it was not good in making us use it in

e T R ]

our daily lives...
(Interview,10/09/2021)

Here we can also see how Seren associates the productive skill ‘speaking’ as an
indicator of ‘knowing a language’ (extract 18, line 3). She knows that it is important

but does not accept grammar knowledge to be enough to say that you know a
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language. For Seren, grammar proficiency does not account for an L2 speaker

identity.

4.2.13 Accent matters

“..I think having no accent shows that you are Turkish”

Accent seems to be an important marker of speaker identity. Students believe that a

certain accent protects them from “sounding foreign” which they do not want to

experience. They want to sound like they speak the language proficiently and this,

according to them, is achieved by sounding like a native speaker. The native speaker

accent seems to be a standard that all of the participants want to reach. Seren also

supports this view. She thinks that accent matters:

Extract 19

Seren:

Seren:
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D

Seren:

Hakan:

Hakan:

Halcan:

Peki sence aksan Snemli mi?

Onemli.

Neden?

Yani birazcik Tiirk oldugunu va da o milletten olmadifini, sonradan
dgrendigini belli edivor bence aksansizlik. Ciinkai mesela bir, ablam
bahsetmisti bunu, iki pilot muhabbet edivorlar Ingilizce konusarak. Biri iste
vabanci, biri Tirk oldugunu digindyor ablam. Ciinki aksam vok mesela.
Adamin Ingilizcesi ne bileyim viksek. Artik kendi dili gibi konusabilivor. Ama
aksam yok ve belli oluyor birazeik

Bir Amernkali veya bir ingiliz gibi mi durmali?

Ovle durmasina gerek yok ama bence aksan da bir egitim.
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1 Hakan:
2 Seren:
3 Hakan:
4  Seren:
h]

a

7

&

Y

10 Hakan:
11 Seren:

Do vou think accent matters?

Yes it does

Why?

Well, I think having ne accent shows that vou arve Turkish, av not firom that
nation, or that you have learnt it later in life. For example, my sister once told
me, two pilots, they have a comversation in English. My sister thinks that one
was a foreigner but the other, Turkish. Because he did not have an accent. His
English might be advanced, I don't know although he speaks like it's his own
language. He has got no accent and this shows it.

It should seund like an American or an English person?

It doesn’t have to be but accent is also part of the education.

(Interview, 1/10/2019)

She states in extract 19, line 4-5 that “not having an accent” makes you look foreign

or like someone who has learnt it later in life. When speaking in English, she does

not want to give the impression that she is a ‘foreigner’ or even that she has learnt it.

Her imagined L2 language speaker identity consists of a native speaker image.

Another point here is that she refers to her sister again, who played a powerful role in

constructing Seren’s English learner identity. Her sister had heard pilots speaking

among themselves and noticed that one was Turkish because “he did not have an

accent” (extract 19, line 7).
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Imagined Speaker Native English accent not to
Identity sound Turkish
\ British Accent )
L2 Speaker Identity ( h
» Not proficient socially
Not proficient academically
" J
Actual Self

Figure 8. Seren’s L2 speaker identity

According to Seren, a L2 speaker identity (Figure 8) has to be accompanied with an
accent that makes it more “genuine” or “real”. A speaker identity with no English
accent is not preferred. She also points out that acquiring an accent is also part of

language education, suggesting that if you have an accent you received a proper

English education.

However, what is more preferred: an American, English or New Zealand
accent? The answer to the question seems to show how Seren perceives standard

American and English accents. She seems to be a little confused about them but has a

certain preference:
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Exiract 20

Hakan: Peki nerenin aksam olmali. Amerika m1, Ingiliz mi, Avustralya mi, Yeni
Zelanda ma?

Seren:  Yani sdyle Amerikan olmamali bence. Ingiliz aksani yani. Hepsinin aksanmi:
ayri ayrl bilmivorum ben. Amerikan ve Ingiliz bilivorum. Amerikan zaten boyle
cok kullamilan falan bir aksan degil anladigim kadariyla. Ne Amerika'da 6yleyvdi,
ne de, ben Amenkan Kiiltiir dive bir kursa gitmistim, orada da mesela hig, “kant’
dive Ggretmislerdi bize mesela, su an her verde “kent kent” dive duyuyorz
mesela. O viizden vam daha kibar. .

=T = R N R

Hakan: So, whose accent should it be? American, British, Australian, New Zealand?

Seren: I believe it shouldn’t be American. It should be British. I don't kmow each af
these accents. I know the American and the British. As far as I understand, the
American one is not commoniy used. It was neither in America, nor in the
course at the American Culture (an institution in Turkey), they did not, they
taught us to say ‘fant’ (kant"), now I hear evervbody sav ‘kent, kent” { /keenity).
That’s why it's more polite.

s I = N T SN VR

(Interview, 1/10/2019)
Seren believes that the American accent is not very commonly used and speaks about
how she was taught to pronounce the word ‘can’t’; she was told that /kant/ is
American and /keent/ is British (extract 20, line 6). Therefore, she prefers a ‘British
accent” because she thinks it sounds more polite.
In another interview later, she says she is conflicted about being perceived as a

foreigner or Turkish based on her accent:
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Extract 21

Hakan: Peki. konustugun Ingilizceden senin Tiirk oldugun anlagilmasi, divelim ki bir
toplantidasin veya herhangi bir verdesin, Tiitkive disindasin, Tiirk oldugunun
anlasilmasi1 senin icin problem mi?

Seren:  Ben cok celisivorum bu konuda yva. Bazen bévle diistiniivorum bazen tezat
diginiivorum. Mesela bugiin will kullamirken mesela iste willin &vle
kullamilmayacagim I'll dive sdvlenecegimi konusuvorduk Eger will olarak
séylerseniz iste Tirk Ingilizcesi olarak anlasilir falan dendi mesela. Yani bu
yvanhs degil bence ama hami bence bize verilen algn birazcik wvanlis. Ben
sattmiyvoriumn difer dlkelerde béyle konusursamz bovle konustugunuz anlasilir,

Ll e LY = B <= I I o Y P R A WA S
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bu iilkeden oldugunuz anlasilir falan.

Hakan: 5o, is it a problem for vou if it is obvious from the way vou speak English, let's
say at a meeting or somewhere outside of Turkey, that people would
understand that vou are Turkish?

Seren:  I'mvery conflicted about this. Sometimes I think like this and sometimes the
opposite. For example today we talked about how we shouldn 't say will but use
I'll instead. They said in class if vou use will, it will be perceived as using
Turkish English. I don't think that this is wrong but I think the perception that
they give is wrong. I down’t think that when you speak in a certain way in a

foreign country thev'll understand that vou speak differently or that you are

Ll = == B B o WO P R S Iy O

0 from a specific country
(Interview, 10/12/2019)

It is a fact that learners, especially in an EFL setting, create certain myths about how
to use the language properly from a native speaker point of view. Here we can see
that being perceived as a foreigner from the way you use the language is an issue that
IS being discussed among the learners (extract 21, lines 6-7). The use of ‘will” instead
of the contraction ‘I’ll” seems to be an indicator of a variety called ‘Turkish English’
among the students. Seren seems to be conflicted about this saying that she doesn’t

believe that speaking in a certain way would be an indicator that you are a foreigner.

4.3 Summary of Seren’s case
Right from the beginning of her studies at the English Preparatory School (EPS),
Seren’s investment in learning English is aligned with a desire to become a part of a

future community of English speakers abroad, mainly for social and sociocultural
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reasons. She believes that English is a ‘starter’ language giving access to learning
other languages. She explicitly did not seem to have constructed an identity related to
the economic capital of speaking English. However, through the course of the
program, near the end, her commitment to learning English for integrative reasons
seems to drop and moving to a more instrumental motivation of passing the course
and starting her studies at the department. This suggests that her original L2
investment based on a social and cultural capital had diminished and transformed to a
more practical ‘pass the course’ learner identity.

As part of the past learning experience, Seren seems to have negotiated a
negative learner identity as a family member who lagged behind learning English
because all of her family members have learnt it and are using it, especially her
sister. One positive aspect about her past learning experience is that she had acquired
certain words from playing video games. Her engagement in English during playing
the games seems to have made a contribution to her past-mediated L2 identity
because she mentioned this on many occasions.

In regard to her L2-mediated speaker and user identity, speaking English in
class seems to be a barrier that Seren, just like the participants, could not overcome
because her L2-mediated learner identity created confidence problems making her
think that she will make all kinds of mistakes; pronunciation, grammar or
vocabulary. It seems that she did not adopt an L2 speaker or user identity during the
learning process. Her projected ideal learner identity consisted of a speaker that is
fluent and accurate while speaking. However, because she thought that she could
not produce language at this level, they did not even try to speak it. However,
Seren’s L2 speaker identity had clear ideas about an imagined speaker with a native

English accent because an accent is an indicator of English speaking mastery. A
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Turkish accent would only show your ethnicity and an identity of a ‘learner’, which
according to Seren should not be reflected during English speaking.

In the present learning experience during her stay at the ESP, many factors
contributed to her constructing contradicting and flexible identities. Her agency to
stick only to class content and take initiative by not engaging in out-of-class content
showed that her learner identity was focused only on passing the course and not
seeing English as a means of communication. This also was reflected in her
communicative class interactions where she chose to speak only in Turkish with the
teacher and her classmates. She chose to speak in English only when she was asked a
lesson-related question or when she participated in homework or assignment parts of
the lesson. She also negotiated a learner identity as an unsuccessful English writer
because the process was too overwhelming for her in terms of managing the time and
the vocabulary to create an English written product that would satisfy her imagined
level of English writing proficiency. The process that was required and the actual
outcome were not in line with the imagined L2 self that was expected to create more

complex sentences with more advanced vocabulary.

4.4 Ulag’ case

4.4.1 Vignette

Ulas is 20 years old and was born as an only child in a small city in the province of
Canakkale. Ulas’s mother is a Turkish Literature graduate but has worked at their
own shoe business in their hometown since she was 13 years old. His father used to
work as a lawyer before he retired. Now he works as a farmer on his own land. He
says that both of his parents are of Tatar descent. Ulag went to primary, secondary

and high school in his hometown. He wanted to leave the little city after secondary
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school and had asked whether he could study in Canakkale, which can be considered
a big city. After the Central High School Placement Exam (TEOG), he chose only
cities in Canakkale, mainly because his father had allowed him to do so. However,
when the results came he saw that he had been placed at a school in his hometown.
He says that this school had been his last choice; it was impossible for him to have
scored so low. But when he checked the school selection page, he noticed that all the
school selections he had made in Canakkale had been changed by his family. They
had not wanted him to leave their sides. He says when he was young, his family did
not trust him much because he was not a trustable child; he describes himself as a
‘delinquent’. He used to drink wine with his friends in 7th grade and started to smoke
in 8th grade. He says that his parents’ lack of attention and care, and the socio-
cultural state of his hometown contributed to all of these negative traits. “Had I lived
in another town, I wouldn’t have ended up starting these so early” he says in one of
the interviews. He says he would skip school in the afternoon to hitchhike to
Ganakkale and then hitchhike back in the evening. They would bribe the person who
was taking attendance at his high school to mark them present. In his last year of
school, his family decided that he should finish high-school in Canakkale since life
in his little town would not help him academically. So, they rented him a flat there
and he finished high school in Canakkale and won the university entrance exam in
his first try. He initially wanted to study either history, sociology or anthropology
because he says that he also spent a great deal of time reading books in his high
school years. He was very much interested in these topics. However, he later decided
that an academic career as a result of studying these departments would not be
financially rewarding. He was also very interested in the world of visual media like

cinema and Tv and had even worked on Tv sets before. Therefore, he decided to

120



study Radio, Cinema and Television. To do this he still had to trick his parents. They
wanted him to study economics or law. He fooled them into believing that he had
selected these departments after the exam. He says the fact that he was living alone
in Canakkale and not being on good terms with his father helped him to achieve his
goal to study Cinema. Of course there was a huge fight after they had found out that
this was the case. He says that both of his parents were very angry to have been
deceived and it took him some serious effort to convince them to finance him during
his studies. He said he convinced his mother first; “she couldn’t stand being in
conflict with his only son and my father had to throw in the towel”. He studies at his
department on a 50% scholarship.

Ulas and his family were involved in a car accident when he was 8 years old.
He says that he stayed in a coma for 6 months and suffered from amnesia afterwards.
He says that he has a scar on his face (it’s hidden because of his beard) and on his
backhead. He also has a platinum plate in his leg. He says that this incident remained
as a traumatic experience in his life.

Ulas opened a legal case to change his name to Ulas. In the interviews he
stated that his old name meant “defender of the faith” and that he is agnostic. He
wanted to change it to Ulas or Cengiz, (which both literally mean ‘war, battle’)
because he says he experiences constant conflicts within himself and that he

identifies with this name more than Ulas.

4.4.2 Progress at the English Preparatory School
Ulas started the EPS at the beginner A Level in the Fall 2019 term. He passed this
level and continued studying the B1 Level in the Spring 2020 semester, which

switched to online instruction in mid-March 2020. We can say that in terms of the
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scores he received in his quizzes, midterm, and final exam, he was a consistent
student getting scores in the 60-68 range (see Table 6). He chose not to study the B2
Level at the Summer School (it is not compulsory) because he wanted to study for
the proficiency exam that is administered to the newcomers before the Fall semester.
However, he did not pass this exam and had to study for one semester at the B2
Level in the Fall 2021 semester. Here, his scores dropped under 60 but he managed
to get a 70 at the final exam and passed this level to start at his department as an

irregular student in the Spring 2021 semester.

Table 6. Ulas’ Progress at Preparatory School

Ulas Fall 2019  Spring 2020 Summer 2020  Fall 2021
A Level B1 Level B2 Level B2 Level
Participation (10%) 8 8 6
Quizzes (20%) 60 62 54
Midterm (%30) 68 63 59
Final (40%)| 67 68 Did ot study 70
Total 67 66 63
Attendance 68/70 63/64 46/54
(350/81%)  (320/80%) (270/83%)

Note. Participation out of 10. All exam scores and total out of 100.

Ulas’s participation scores were fairly high in the first two semesters at the school (8
out of 10) but dropped to 6 at the B2 Level in the Fall 2019 semester, which was
conducted using a hybrid approach (part online and part face-to-face). In terms of
attendance, he chose to use nearly all of his %20 absenteeism rights during the first
two semesters and came close to the limit in the B2 Level with 46 hours out of the 54

hours they were allowed to be absent.
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4.4.3 Investment in English

“Speaking English will make a difference in terms of personal quality.”
When Ulas started English Preparatory School, he had a clear idea of why learning
English was important for him and his future career. In his first interview, he pointed
out how English was one of the most invaluable languages of our times. He also
added that nowadays you need more than one foreign language in the world if you do
not want to come across communication problems in many areas. He said “Because
the world is increasingly becoming global and everybody is everywhere; therefore in
various places there are various languages” [ “Clinkii diinya gittik¢e globallesiyor
ve herkes her yerde bulunuyor ve bulunduklarindan dolay1 bir ¢ok yerde bir ¢ok fazla
dil ¢iktyor”] (Interview, 2/10/2019). The fact that ‘everybody is everywhere’ makes
it possible to experience communication problems and that’s why, according to Ulas,
we need to learn English (and maybe even more languages). Ulas is aware that
English has become a lingua franca and that he needs it if he does not want to
encounter communication problems when he wants to interact with speakers of other
languages.

On many occasions in the interviews I conducted with Ulas, he mentioned
that in Canakkale he had the chance to meet many foreigners. One reason is that the
small town in the province of Canakkale is a center for ceramics production and
attracts not only tourists but also international labor. Another reason is the university
in Canakalle, where Ulag had spent his last year in high-school. Ulag mentions two
people that might had an impact on the construction of his imagined identity as an

English speaker:
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Ulag: Benim yakin cevremden, Canakkalelivim hocam,_ 6@rencileri gelivor, mesela
arkadasim Maca vardi Iran'dan geliyvordu, mesela onunla cat pat Ingilizce
konusmaya calisirdik. Baktim ben Ingilizee konusamivorum Maca'va Tiirkee

1

2

3

4 Ggrettik bir siire sonra. Cok eski bir 6zel hocamin, Burcu hocamin [zmir'de
3 ev arkadas: Nepalli, . mesela onunla da siirekli Ingilizce konusmaya

6

caligtyoruz ama benim lise Ingilizee egitimim cok eksik oldu hocam.

Ulas: In my close commumity, I'm from Canakkale siv, students come firom
different places, for example my friend Maca, he came from Iran, for
axample, we tried to speak in English with him as much as we could. When
we realized I can't speak English we taught Maca Turkish. My former
private tutor, Mrs. Burcuy, she had a roommate from Nepal in Izmir, for
example, we try to speak in English with him but sir, my high-school English

o = R C N R

education was very insufficient.
(Interview, 2/10/2019)

With these encounters, Ulas is reminded that English is valuable as a social capital as
we can see in extract 22. He mentions a friend called Maca from Iran and also his
private teacher’s roommate from Nepal, with both of whom he tried to communicate
in English but seemed to have failed because he states in lines 6-7 that his high-
school English education had been insufficient and this was the reason his English

was not at a sufficient level to communicate (see Table 7).
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Table 7. Ulas’ Trajectory of L2 Investment

L2 Investment Actual Self Imagined Self
Social Capital English is a global Elevated Personal
language Quality
Speaking with foreign
friends

Cultural Capital Standard Tests (TOEFL, Going abroad to

IELTS) study
Elevated social

status

Economic Capital - -

Ulas also has clear visions on why he needs to invest in learning English
related to his academic career. He is a Radio, Tv and Cinema department student and
he says he wants to do a double major in psychology. He also wants to get a master’s
degree in psychology but he wants to do this abroad. He says “There’s gonna be
IELTS, TOEFL exams and it will be useful in those. In terms of master’s degree, my
department, a double major, I will always need English.” [*“...yiiksek lisansim olsun,
bolimim olsun, CAP yapacagim zaman olsun, bu Ingilizce bana her zaman benim
bana lazim olacak yani.] (Interview, 2/10/2019).

From a cultural capital point of view, Ulas has clear ideas about the
importance of speaking English. In his first interview, he points out that speaking
English will have an impact on his “personal quality”, which shows that he believes
in an “elevated self through the capital of speaking English”. When asked about

whether speaking English will make a difference in his status, he says:
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Extract 23

[

=

[=4)
o

Kisisel kalite olarak varatir Ingilizce bilmem. Pek diisiinmiivorum &zel
sektér veva kamuda, zaten sinema televizyoncuyum, ne vapabilinim ki
kamuda. Ne bileyim Ak Partive secmen videosu cekemem. Yani Ingilizce
bilmem benim biraz daha hani sey olur, el Gstiinde tutulmam olur, o direk
CV'de ver edivor. Su kadar, B2 seviyesinde Ingilizceve sahiptir, 1ste
IELTS e girmistir, sunu almistir, gerct bizim iilkedelkiler ne anlar ki
IELT&'tan, birgogu dil 1le veva irticalarla pardon ilticalarla ugragmayan
insanlar. Yani isime varayvacagim diistiniivorum Ingilizcenin. Ama bu

iilkede degl, diger iilkelerde.

WODOBE -] OhLA e L B e

Ulag: Speaking English will make a difference in terms of personal qualitv. I don’t
think it will make a difference in the private sector or the state sector, what
can I do in the state sector? Well, I can’t shoot a voter video for AKP.
Speaking English will elevate my status, it will make a difference in my CF,
saving that I'm at B2 level, that I speak English, that I entered an IELTS
axam and received this score, well, mind you, what do people in our country
fmow af IELTS, mast of them are not interested in language ov in
Sundamentalism, sovry I mean, in refugees. Well, I believe that English will
be useful, but not in this country, in other countries.

(Interview, 2/10/2019)

WMOOES =] Oh LA e L B e

In extract 23, we see that Ulas also wants to share his political identity and its
relevance to speaking English. It’s interesting to note that from an economic capital
point of view, at this point he does not believe that investing in English will make
any difference both in the private or public sector; but from a personal stance, he
believes that it will elevate his status. However, he also adds that he believes that
having an IELTS score is not a value among Turkish people (extract 23 lines 6-7).
He asserts his political stance in saying that he won’t shoot a video for the ruling
party AKP. Another point is that Ulas also likes to play with words in Turkish. In
extract 23 line 7-8 he says “most of them are not interested in language or in

’

fundamentalism, sorry I mean, in refugees.” [“birgogu dil ile veya irticalarla pardon
ilticalarla ugragmayan insanlar.”]. Here, Ulag makes a play on the words “irtica”

(religious fundamentalists) and “iltica” (refugees). He wants to make it sound like it

was a wrong choice of words since both words sound very alike. Initially, he wants
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to say that our people are not interested in the value of speaking a foreign language
because they do not care about the refugees (iltica) but he also wants to imply that

our people are religious fundamentalists (irtica).

4.4.4 Past learning experience

“Even at that age as a child, I could feel that she had problems”.

Ulag’ earliest memory of being exposed to English as a language was when he was 5
years old and his family bought him a game of matching cards. He says he
remembers playing with them. At the same time, he says they were watching English
movies. It was his cousin with whom he watched movies like Last Kingdom, Green
Mile and Butterfly Effect. Since they lived in a small town, there were only a few
places where they could rent or copy movies, he says, but they were expensive and
they did not have money for that. So, together with his cousin, they streamed those
movies online. At the same time, before receiving formal English instruction, he
states that he also used to play English games like Max Payne, GTA, Call of Duty
and Battlefield. These games require a certain level of English; however, it is
possible to skip certain parts and understand the gameplay and just play. Most of the
participants report that their first exposure to English started with playing games
even though they did not understand English. He says that he still continues to play
video games.

Ulas does not mention any negative feelings about having problems in
understanding what was going on in the movies (since they were probably watching
it with Turkish subtitles) and the games he played. Therefore, we can say that he did
not have a negative stance towards the language. Another factor that should be

mentioned is his family’s attitude and level in English. Ulag says that his father
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knows English but he does not speak it all. He says that he must have forgotten it.
However, he stated on several occasions that his mother speaks English at an A level.
In the first interview he said:

Extract 24

1 Ulas: Annem bir A seviyesinde Ingilizceve sahiptir ve stirekli kullamr bunu, hani

2 giindelik hayatinda. Mesela Tiirkce bir kelime verini karsilamasin Ingilizce bir
3 kelime s&vlivor annem. Tiirkcesini unutuvor. Ingilizcesim séylivor artik. Ovle
4

bir gey var.

1 Ulag: My mother mows English at A level and she uses it all the time, I mean, on a
2 daily basis. For example, when she cannot find the right Turkish word, she uses
3 an English word. She forgets the Turkish one and says the English one. She is
4 like that.
Interview, October 2, 2019

This suggests that even when he was a child, he was exposed to bilingual practices in
the household. This must have had an effect on his attitude towards English and also
on the various forms of communication that are available to bilinguals, like
translanguaging. This attitude was also observed in all of Ulas’ interviews and
classroom interactions where he used English words while speaking Turkish. This
included direct interactions with his classmates or questions asked to his teachers.

Ulas’ formal schooling in English started at the 4th grade in primary school at
a state school in his small town in the province of Canakkale. When recounting his
past English learning experience, Ulas did not mention unfavorable attitudes towards
English in his interviews, but he acknowledged on many occasions that the education
they received was very bad. Based on his interview data, we cannot say that he was a
disengaged learner; however, the conditions did not allow him to become the English
speaker that he was probably aiming for. Ulas went to the same school for his
primary, secondary and high school education. He only changed to another school in
his last year of high school. They had only one teacher at primary school and one

teacher at secondary.
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Talking about his first formal learning experience, he remembers that they
first started learning English words for the first 2 months, and then the “am, is,
are’s”. He says in his first interview (2/10/2019): “Well, all the am-is-are’s. First of
all we learned words, only words for 1-2 months. There were units, we learned
words from these units first. Then we continued with grammar. We progressed from
there with am-is-are. 7. Again, his learning experience does not reflect a negative
stance towards learning English. However, this started to change when he started
secondary school. Talking about his English teacher in secondary school, he refers to

her as “someone with problems":

Extract 25

Ulag: Banu hoca da sévle bir kigilikti, biraz sorunlar1 vardi. Daha ben o yagta cocugum
kendisinin sorunlar oldugunu hissedebilivordum. Ciinkii, 30 kisilik bar suf
diigiiniin hocam, 30 kiside en énde ben vanim, bir de yanimda 13 senelik bir
arkadasim var, su an oda Istanbul'da zaten, ikimiz de Istanbul kazandik. Ona bir
sey soruvorum, gene konu ile ilgili bir sev soruyorum. Bir anda arkasini doniip
"ben size konusmayin demedim mi" dive bir baslivor bagirmaya. Oysa ki, bir
harala giirele giiriiltii de yvok, birbirimizle fisildasivoruz. Ben soruyu soruvorum
gelivor bagiriyordu bana. Hami sey olarak, Banu hoca, ortackuldak: hocam.

L o = B I o R Y I S

Giiriilti vapmayin, konusmayin cart curt.

Ulas: My teacher Banu had a character with problems. Even at that age as a child, T
could feel that she had problems. Imagine a class with 30 students, 30 students
arnd I am right at the front and right next to me is is a friend of mine whom I
have known for 13 vears, he is also in Istanbul now, we both came to Istanbul. I
ask him something, something related to the subject. She immediately turns
around and starts to seream “didn’t I tell you not to speak”. As a matter of fact,
there is not much rumble going on, we re just whispering to each other. I ask a
gquestion, she would scream at me. So, Banu teacher, my secondary school

WMIOGE =] Ch WA dem i b e

teacher. Don’t make any noise, don't talk, etc.

Interview, 2/10/2019
In this extract 25, we can see that the type of instruction in Ulas’ class was an
authoritarian one where the teacher is the dominant figure and center of knowledge

in the class. According to Ulas’ experience above, the possibility to create or initiate
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an English-mediated community of practice (CoP), even if it’s in the form of a chit-
chat or question/answer exchange, was not allowed by the teacher as can be seen in
extract 25 line 6, he remembers being told not to make any noise and do not talk.
With the use of [car, curt] in Turkish, he sarcastically comments further on the “don’t
make noise, don’t talk” and wants to mean that there were other ways of being
warned not to talk or make any noise but uses a sarcastic slang (cart, curt) to express
this. Even though Ulas’ engagement with English seems to be a positive one, he does
not recount a positive stance about his formal language learning experience in the
classroom. This seems to continue during his high-school education. In terms of
learning, Ulas kept repeating on various occasions during his first interviews how
bad language learning at high-school was. Clearly, his language awareness was very
high due to his exposure to English games or movies, but at school Ulas seemed to
be denied the language learning opportunities he was trying to achieve. In his first
interviews, he says that his English education at high-school was very insufficient.
Instructions about the central university entrance exam and its components were
prioritized over language education. Therefore, they were given mathematics or
literature education in their English classes. In addition, he says that they were given
English exams beforehand and told to memorize them. In a focus group interview

(including another classmate), Ulas said the following:
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Extract 26

Ulasg:
Halan:
Ulas:

St:
Ulas:

L= R R T e

Ulas:
Hakan:
Ulas.

St

=1 O LA e L) D e

Ulas:

Lisedevken lanet ettirdiler hocam Ingilizceden.

Neden?

Ingilizce dersine matematik kovuyorlar. Oniime kagidi verivorlar bu Ingilizce
sinavaniz ¢oziin gelin divorlar.

Bize cevaph sinav kagidi verivorlards. Derste de top ovnuvorduk.

Biz matematik ¢éziivorduk. Lanet olsun.

At high school, they made us hate English siv.

Why?

They would show us mathematics in English class. They would give us a
document and tell us that this is our English exam and we should go and do it.
They would give us the exam together with the key! And in class we would play
Jootball.

We would solve math problems, damn it!

(1/11/2019)

In this extract, he points out that ‘they’ made them hate English. This implies that

Ulas actually wanted to learn English but the school with its own teaching policies

made it difficult for learners to achieve this goal. In extract 26 line 7, Ulas expresses

this frustration of being denied this opportunity: [lanet olsun] “damn it”. In another

instance in the same interview, he remembers the grammar dominated structural

instructions and subjects from the syllabus as well as expresses disappointment about

the system that regulates language learning in Turkey.

Extract 27
1  TUlag:
2
3
4
3
6
7
I Ulasf
2
3
4
h]
(]
7
8

Ve bu kadar stirede bu kadar siireye ragmen, past tense simple isledik, ortackulda,
lisede anlatmist: hocam, lisede Ingilizce derslerimize ya matematik sokusturdu va
Tiirkce, va edebiyvat sokusturdu o viizden pek bir sev dgrenemedik. Hani baz bu
simple'lan gordiik, past'lan gérdiik, preposition'lan gérdilk ama vok. Neden yok,
15te sorun burada? Bagta, egitimden kavnakli bir sey var ki biz burada haziliga
diisiivoruz.

And in all that time, all that time we spent, we cavered past tense simple, my
teacher had taught it in secondary school and in high school siv, in high school
in our English classes, they would do either mathematics or Turkish literature,
that's wiy we hardly learned amything. Se, we covered the simples, the pasts,
prepositions but no, it didn 't work, Why didn't it work, well, that's the problem.
Initially, there is a problem with our educarion and that's why we are at prep
schoaol.

(Interview, 1/11/2019)
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Ulas wants to show me that he has a grasp of the major subjects in English learning.
He states that they have covered the past tense simple. Note that here he chooses to
add the ‘simple’ as well to show that he knows the distinction of the simple past
tense and the progressive one. He also adds (using the plural to express the multitude
of topics that they have been instructed) they received education about the “simple’s,
the past’s, prepositions” [“bu simple'lar1 gordiik, past'lar1 gordiik, preposition'lar
gordiik] (extract 27, lines 5-6) but adds a strict “but no” [“ama yok™] to show that
all these formal instructions of grammatical structures do not work. He blames the
education system for his not being able to pass the preparatory school exemption
exam: “ that’s why we are at prep school.” [ biz burada hazirliga diisiiyoruz”].
Here, his past-mediated self (Figure 9) uses the pronoun ‘we’ instead of ‘I’ to show
that this is not something that only he is subjected to but maybe a generation of

Turkish high-school graduates born in the late 90s.
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Figure 9. Ulas’s past L2-mediated identity

Even though he has this negative attitude towards the form of instruction that he was
subjected to, Ulas continued to acknowledge his positive feelings towards the
language when he explained his (then) current state and level of English. “That’s why
I came here with what little English | had from secondary school, and | am also
familiar with the language because | dabble in Tv series and games. But in general |
like English. I don’t have any hostility towards the lessons” [“Hani o yiizden ben
ortaokul Ingilizcem ne kadar varsa onunla geldim, bir de dizi ve oyunlara da biraz
hasir nesirim biraz oradan asinaligim var. Ama Ingilizceyi severim genel olarak. Bir
diismanhigim yoktur derse.”]. Talking about his language level, I asked him why he

ended up at the beginner level at the English Preparatory school even though he had
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started learning English in fourth grade. Again, he replied mentioning being denied
community of practice (CoP) opportunities even though he was seeking them:

Extract 28

Ciinkii dil nankérdiir hocam. Kullanmiyoruz, vazmivorum. Iste ne bileyim béyle
Ingilizce kullanabilecegimiz sosyal platformlarda da bulunmadim lise
zamamnda. Mesela benim arkadaglarim MUN a katilirdi. Bizim Canakkale

Trova MUN wvardir ve bir cok arkadagim ona katildi. Mesela benim lisenin ilk tig

[

f—

4]
i

senesinde, lise biraz k&ti bir lisevdi, sosyal olanaklan hig vardum etmivorlards.
Ben Troya MUN katilalim dedigimde bana gétiivle gildiiler affederseniz. Hami
kimi bulacaksin, kime katilacaksin, bak kisi basi su kadar para istivorlarmis
falan.

SO -1 O LA ods L B e

Ulas:  Because language is ungrateful. We don't use it, I don't write. Well, and 1
wasn 't on social platforms where English was used during my high school
vears. For example, some aof my friends participated in MUN. We had this
Canaliale Trova MUN and a lot aof my friends participated in it. For example,
int the first 3 years of my high school education, it was a bad high school, they
wouldn't help us with social activities. When [ said let's participate in Trova
MUN, they laughed their asses off, excuse myv language. Well, who can vou find,

Ca =] O b s L B e

wha ean you jain, and they ave asking for this much money per person.

(Interview, 2/10/2019)

Ulas is well aware that to speak a language you need active engagement. He says that
“language is ungrateful” [“dil nankordiir”], which is a Turkish saying about how you
need to ‘be constantly in touch’ with a foreign language or it will leave you
immediately because you haven’t paid enough attention to it. Ulas knows this saying
and says that he wasn’t able to use it (he means speak it) and write it. At the same
time, he seems to blame himself about not seeking enough opportunities on social
platforms (extract 28, line 2) because he knows that those kinds of interactions might
be helpful in learning the language. At the same time, he is also aware of other
opportunities that could provide him with English speaking activities. He mentioned
his friend who participated in a MUN (Model United Nations). A MUN is an
international roleplay activity where high-school students from all over the world
play UN delegates and simulate a UN committee. As a positively engaged learner
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with aspirations, Ulas wants to take part in these events and most probably talks
about MUN:Ss to his teachers and his classmates. However, the reaction he receives is
that they “laughed their asses off” [“bana gotiiyle giildiiler”] (extract 28, line 7). This
implies that they made fun of him for even suggesting the possibility of taking part in
an international activity like MUN. The main reason he gives for this negative
reaction is the socio-cultural level of the high-school he is attending. He states that it
was not a very good high-school and they were not helping them in arranging these
activities. In extract 28 lines 7-8, he expresses this reluctance by stating that there
were no authorities you could ask about these kinds of activities. In addition, they
also commented on how economically difficult it would be to engage in such
activities. Obviously, Ulas’ tone in telling these sounds of frustration. Here we can
see that Ulas is actively seeking opportunities to participate in communities of
practice; however, because of the cultural, social and economical vision of his

classmates and school teachers, he cannot take this step.

4.4.5 Present learner experience

“Well, I generally try to speak in English but most of the time there are times
when I answer in Turkish”
Ulas started English Preparatory School with great enthusiasm. We have already
seen how his attitude towards English learning was in his past learning experience.
When he started at the B1 level in the Fall 2019 term, his language awareness was
already very high and he possessed a positive stance towards English and the formal
learning process even though his past learning experience was a negative one. On
various occasions, he repeated how English was neglected in high-school and how

this affects his present English level. When asked what level he thinks he will
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achieve, he says C1. “I cannot reach native or grandmaster C2 level, well, I can, but
for that | need to go to a place like India for example. Mother tongue, they used to be
a British colony, | need to go to countries where they speak it like it’s their mother
tongue” [Hani bir anadil, grand master ¢2 olmak olamam da, olabilirim ama onun
icin Ingiltere'ye veya ne bileyim boyle bir Hindistan'a falan gitmem lazim. Anadil,
zamaninda Ingiliz somiirgesi olmuslar, orada anadil gibi konusan iilkelere gitmem
lazim] (Interview, 02,10/2019). The reason he chooses a former colony is that he
thinks they are cheaper than going to England. He also gives Malta as an example.
Ulas believes the best way to learn English is to speak English in your community.
He says “English should be learnt by speaking it in a community” [Ingilizce ¢evre
olarak konusularak 6grenilmeli]. Here he means that this community is the class
because he continues by giving examples from his classroom and how his teachers
force them to speak English all the time. However, at times, he seems to be
contradicting himself: “When we don’t understand something, they speak to us in
Turkish. This is very good” [Anlamadigimiz yerde bize Tiirk¢ce konusmaya
basliyorlar. O ¢ok iyi mesela hani]. In addition, when asked about whether he asks

his questions in Turkish or English, he says:
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Extract 29

Ulas: Genellikle zaten Ingilizce konusmavya ¢aligiyvorum, practice olsun diye hem de X
hocamiz “English please™ diyvor. Hami bizi, nasil desem, bizi konugmaya tegvik
edivor. “English please™ dedigi icin biz de Ingilizce konusuyoruz genelde. Yani
ben Ingilizce konugmaya calistyorum genellikle ama ¢ogunlukla Tiirkce cevap
verdifim oluyor. ..

Hakan: Tiirkce cevap verdigin zamanlar ne zaman oluyor hatirliyvor musun?

Ulas: Hatirlivorum, 36vle bir diisiineyim hocam, mesela coktan secmeli bir example
var, ben denm ki "B" degil de Bursa derim, o sekilde.

== T T R N

Ulas. Generally, T try to speak in English, so that it’s a practice, also, teacher X says
“English please”. Well, how can I put it, she encowrages us to speak. Because
she savs “"English please”, we usually speak in English, Well, I generally try to
speak in English but most of the time there are times when I answer in Turkish.

Hakan: When do vou answer in Turkish? Do vou remember?

Ulags. I do, let me think, for example when there is a multiple choice answer I say
‘Bursa’ instead af ‘B’

e L R N LT

(Interview, 2/10/2019)

In extract 29 line 4, he contradicts himself again saying that “most of the time, he
replies in Turkish”. This is in line with my class observations. Ulas (and the other
participants) tend to reply in Turkish to the more ‘communicative’ questions while
they answer in English to the lesson-related questions. However, here Ulas says that
he uses the Turkish alphabet coding system of using Turkish cities when replying to
multiple choice questions.

Ulas keeps notes on A4 pieces of paper. He does not have a notebook. He
says he has been working like this for a long time. When asked how frequently he

takes notes, he says that he does it all the time” and adds:
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Extract 30

Ulas Hani bilmedigim bir sev varsa, kelime vazarim. Gramerleri stirekli yvazmaya
calisryorum ¢iinki bemim degil de gramer tarafim ¢ok eksik hocam. Ham

1

2

3 gramerleri siirekli vazanm, bilmedigim kehimelen de tek tek not alinmi, su anda
4 iiciined haftamiz, saydim_ bir work ile beraber 32-34 tane kagidim olmusg.

5

Dosyam vammda hocam gésterebilirim™].

I Ulag If there is something I down’t knmow, I write the words. I always try to write the
) ‘grammars ' because I really lack in my grammar side. Well, I write the
3 grammars all the time, and note down all the words that I don’t knew, we're in
4 week three now, 1 countted, together with a worksheet, I have 32-34 sheets of
h] paper. 1 can show you my dossier.
(Interview, 2/10/2019)

We can see that one of the ways Ulas is investing in learning the language is writing
down the new words and linguistic structures (‘grammars’) that are covered in class.
When he goes back to his dorm room, he says that he takes a look at them. When
asked about doing his homework, he says that he tries to do them; however, he is
manipulated very easily by his roommate. His roommate is also a preparatory A level
student, and when he does not finish his homework on time, his roommate asks him
to go out or to the fitness center. When they return from working out, he says that he
might go to sleep and this prevents him from doing his homework. On the other
hand, he says that this does not happen too much.

In all my interviews with my participants, | asked how they would rate
themselves out of 10 in terms of the effort they take to study after classes. I called
this the ‘effort scale’. In his first interview, Ulas stated that his effort scale was six.
He was a six because if he gave himself a nine or eight out of ten, it would be
difficult to keep up with it for the rest of the term and this would psychologically
affect him. He says: “I still have 2 months to go. I could have a psychological
decline, I don’t know, maybe I experience something, | might not take the lessons

seriously. (..) I might not do my homework. Giving myself a ten just after three
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weeks is not fair” [“Ciinkii daha 2 ayim var. Benim bir psikolojik diislisiim olabilir,
ne bileyim iste bir sey yasarim, dersi iplemem. (...) Odev yapmam. Daha (i¢ haftadan
kendime on vermem, haksizlik olur”]. (Interview, 2/10/2019). When I insist on
asking whether he is sure about the number, he is adamant:

Extract 31

Ulas Su an ki durumum 6. Kesin kararim . Ciinkii 63renme asamasmdayvim_ Mesela
hoca bana % 100'lik bir sey verivor ben onun ne kadari alivorum; hig daha
kendimi sorgulamadim_  Ama ben %% 10001 almaya ¢alistyvorum. O %5100"nd
ama bu siirekli devam edebilecek bir sev degil. Ciinkii ben iiniversite sinavina

hazirlanirken de boyle bagladim hocam. 1lk 6 ay kipek gib1 ¢calistim, kalan 3 ay

1
2
3
4 almava caligitken de iste bazen ders ¢alismam olsun, ddevim olsun, yapiyorum
5
6
7 bir boglamigim.

I Ulas At the moment, ['m a six. This is my decision. Because I'm in a learning stage.
2 For example, the teacher provides me with 100% of something, but how much of
3 that can I take in, [don't kmow vet. I vy to take the 100% but regarding
4 studving ov doing wmy homework, will I be able to go on with this, I don't know,
h] This was the same with my university exam preparation, the first 6 month I
] studied like erazy, but in the last 3 months I didn't do anvthing.
(Interview, 2/10/2019)

Here we can see that Ulas uses an internal belief system to show that a six out of ten
for his effort in and out of class can be justified. This type of investment is related to
his academic capital in learning the language; however, this investment is mixed with
his feelings of guilt about classroom requirements.

After passing the B1 Level, during his own studies in Summer 2019, Ulas
reported an effort scale of 10 out of 10. He stated that he really used English and also
benefited from it. He said that he reads articles from the social academic site

‘academia.edu’. He says:
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Extract 32

Ulag: Academia'v1 1ste makale falan okumava basladim. O dereceve geldiysem dive
diisiindiim ben olmusum dive digiindiim_ sonra ézgiiven vapmaya bagladim_ ufak
ufak bivle, yitkselivorum rismng, rise, rise, rise

Hakan: Peki, academiava'da ne tir makaleler ilgini cekivor.

Tarthi, sosyolojik ve psikolojik makaleler daha dikkatimi cekivor hocam.

L dem e B

Ulas: I have started reading articles on Academia. I thought that if I had reached that
level, I accomplished a lot, then I started to gain self-confidence. Little by little
I'm rising, rise, rise, rise.

Hakan: What kind of articles interest vou?

Historical, sociological, and psyehological articles seem to catch my attention

O h e e B e

Hiare.

(Interview, 7/2020)
Here we can see that Ulas recognizes the benefits of investing in English and how it
has become a linguistic capital that transforms into a tangible product. He reports
that he can read articles in subjects that interest him such as history, sociology or
psychology, and cultural areas that Ulas mentioned being interested in on many
occasions both during his interviews and during his classes. From his perspective,

this is also a sign that he has become a legitimate user of the language.

4.4.6 User vs speaker identity

“if we count my inner voice switching to English, yes, I could be both a user
and speaker but I'm definitely a user”
In our interviews in the A beginner level during the Fall 2019 semesters, Ulas did
noy consider himself as a speaker of English but as a user of English. Just like the
others, Ulas has an accuracy-based understanding of speaking the language.
According to him, you need to be accurate and fluent to consider yourself a speaker
of a language. However, when asked about the difference of a user and a speaker of

English, he gives his mother as an example:
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Extract 33

1 Ulas: Aradaki fark, mesela annem gibi. Annem giin igerisinde Tlrkge kelimeleri

2 vnutup Ingilizce kelimeler iizerinden bana bir sevler diyebilivor ve ben onu

3 anlayabilivorum. Ben de giin igerisinde Tlrkge kelimelerin vetersiz oldugu

4 verde hani bu biraz daha edebivatimizdaki vanlis batililasma gibi ama orada

5 Ingilizce kullanryorum ama tam olarak konusamiyorum. Ciinki daha 6grenme
3] agamasindayim.

Ulags: The difference is for example, like my mother. My mother, during the day, might
Jorget some Turkish words and use English ones instead and I do understand
her. I, too, during the day, use English words when I forget the Turkish ones,

1

2

3

4 well, this is like the wrong westernization in our literature, but there I'm using
h] the language but I'm not exactly speaking it. Because I'm still in the process of
o]

learning it.

(Interview, 2/10/2019)

In extract 33, Ulas as well as his mother seem to be using translanguaging skills to
retain communication in situations where they cannot remember a Turkish word.
Here Ulas says that he can understand these; however, as he does not perceive this
strategy as ‘speaking’, he accepts this as using the language. Therefore he sees
himself as a user of English rather than a speaker. This stance seems to have changed
later during his second term at the EPS after having finished the B1 level in the
Spring 2019 semester. He says that he used to consider himself as a user because
“because there are no individuals in my social setting who could stimulate me to
speak English, I cannot say that | speak English apart from the monologues | have
with myself. [“pek sosyal ¢evremde Ingilizce konusmamu tetikleyecek bireyler
olmadig1 icin kendi i¢imde ki Ingilizce monologlar disinda pek konustugum
sOylenemez.”] (Diary Entry, May 2020). Ulas still does not consider himself a
speaker of English because there are no English speakers who could make him speak
the language. He is pointing to the impossibility of a community of practice and this
fact makes it difficult for him to consider himself a speaker. However, the aspect of

talking to himself makes him wonder whether this practice could be an indicator of a
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speaker of English. His engagement with English in imagined situations helps him to

situate himself as a speaker. He says: “...but if we count my inner voice switching to

English, yes, | could be both a user and speaker but I'm definitely a user.” [“Ama ig

sesimin Ingizceye kaymasi sayilirsa evet hem kullanan hem konusan biri olabilirim

ama kesinlikle kullanan biriyim.”] (Diary Entry, 26/5/2020]. During the summer

break in 2020, the aspect of ‘internal dialogues’ came up again and he says that he

continues to speak with himself in English. He says:

Extract 34

WMOOEE =] O LA e el B e
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Ulag-

Hakan:

Ulas:

Ulas.

Halan:

Ulas:

Giin icerisinde kendime Ingilizce kiifir ediyorum, Ingilizce monologlara
girtyorum. Bu genellikle avagimi masanin kdsesine carptifimda "What the fuck’
dememle baslayip ilerleven saatlerde Ingilizee monologlara dénebilivor. Ama
cogunlukla mesela hocam o bende sivle basladi, izledifim vabanci dizi ve
filmlerin repliklerini tekrar ederim, o repliklen kendime vorumlavarak ve oradak:
ana karakterin verine kendimi koymamla falan devam etti.

Hah, bunu hala vapiyor musun? (...)

Sadece Ingilizcelerini degil hocam aksanlarina kadar yapabilivorum diyeyim ben
sizZe.

I curse myself in English durving the day, I stavt English monologues. This
wusually starts with me saving 'What the fuck’ when my foot hits the corner of the
table and then twns to English monologues later on. But mostly it started like
this, I repeat the lines I hear in foreign TV series and movies I watched, and
continued by adapting those lines to myself and putting myself in the place of the
main character theve.

Oh, do vou still de this? {...)

Let me put it this way teacher, I not only do their English but also I do their
accents

(Interview, 7/7/2020)

In extract #, we can see how Ulas uses his imagined identity to situate himself as a

speaker of English in situations that require him to make natural comments regarding

the communicative situation he is in at that very moment. In this example, this is

cursing to himself in English. Another aspect of the use of an imagined identity is his

search for an imagined community of practice by replicating lines from English TV

series (extract 34 line 4). Here, he not only repeats the lines, but also copies their

142



accent to establish authenticity as an imagined speaker in this fictional imagined

community of practice taking place on TV (extract 34, line 8).

4.47 Accent matters

“Because it makes it difficult for people to understand each other, in some
way, | look at accents as some kind of racism”

Ulas had a strong opinion about English accents right from the beginning of our
interviews. First of all, he wanted to point out that there is a distinction between
accent, dialect and vernacular [aksan, sive, agiz] and he wanted to state that he is
aware of these in the Turkish language. He comes from a region where they have a
strong Agean Turkish accent and this must have created an awareness of accents in
languages. He also has an understanding of accents in English and he thinks that
owning a certain accent is not important. In his first interview, about accents he says:

Extract 35

Ulas: O aksan dedigimiz sey de bir tirli agiz. Kiltiirin nasil vagadig ile, nasil
konustugu ile ilgili, mesela Amerikan ingilizcesi cok kozmopolit bir yapida
oldugu icin; Hintlis1 var, Arap't var, Yahudi'si var. Amerikan halki zaten komple
kanigik bir halk. O vyiizden gok bir aksan hissetmezsin. Ama british aksam, vam
ben duydugumda kelimelen secemiyorum bile aralannda. O yiizden gereksiz.
Ciinkii insanlarla ayrima yol agiyor o aksan. Iste sen Ingiliz aksanim
konusuvorsun, seni anlayamivorum. Insanlarin birbiri ile anlasmasim
zorlagtirdigi icin bir nebze, nasil desem. irkgilik olarak bakivorum ben aksan

(in N o T o O N

konusuna.
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That what vou call accent is actually some kind aof vernacular. It's about how
Yvou experience your culture, or how You speak, for example, For example,
American English has a very cosmopelitan charactrer because there are Indians,
Arabs, Jews etc. I mean American people are a mixture of rotally different
peaple. Therefore, you won't hear an accent. But a British accent, well, I cannot
distinguish the words when they speak. Therefore, it's useless. Because it leads
to segregation, that accent. You speak with a British accent therefore I cannot
understand yvou. Because it makes it difficult for people to understand each
other, in some way, I look at accents as some kind of racism.

(Interview, 02/10/2019)

QE
>
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He believes that in America since there are people from different ethnic
backgrounds, you will not hear an accent when they speak. However, according to
him, this is not the case in Britain. He states that the British are difficult to
understand and implies that somehow the British have this accent on purpose so that
they are not understood by everyone, and this creates a situation where not everyone
can understand them but only the ones who have the capability to do so (most
probably only the British). He goes so far to even call this “some kind of racism”
(extract 35, line 9). This might indicate that Ulas’ imagined speaker identity (Figure

10) involves an accent that is easily understood by everyone speaking English.
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»  Speaks to himself
o _/
e e
Regional Turkish accent
Real L2 Self apparent in English
speech
.
Ulag' L2-mediated > PNOt grown up in the'
Speaker Identity Buckingham Palace
- /
-
. . Speak as comfortably as
Imagined Identity in Turkish
\.

Figure 10. Ulas’s L2-mediated speaker identity

In another interview, | asked him whether he thinks speaking with a Turkish
or American accent matters. He comes up with an observation about different
Turkish variations of English:

Extract 36

[

=

[=3]
«n

Hocam simdi ben Tiirk stvesi Ingilizcevi iic kolda ayinvorum. Bir veni 6#renilmis
bir Tiirk sivesi var. O, sirekli bovle disiinip disinip disindigini dnce
gramerleri aklina getirip o gramerleri siralayvarak séyleyenler. Diferi de agin
derecede cok kiicik yvastan Ingilizceve maruz kalip, Amerikan da olabilir bu
Ingiliz aksam, benim bir arkadasim var mesela Bora, su an kendisi iiniversitede,
Ingilizce isletme okuyor, cocuk havati bovunca &zel okullarda gecirmis,
Ingilizceyi siirekli vabanci hocalardan gérmis ve ¢ok akic1 konuguyor.
Konusuyor ama gramerinde eksiler var. O gramerindeki eksileri konusa konusa

WMOOOGE -] O Lh e L B e

kendisi kapatiyor.
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Sir, I elassifi the Turkish-accent English into three parts. Firstly, theve is the
newly learned (beginner) Turkish accent. In this one, the speaker continuousiy
thinks and thinks and thinks about the grammars first and then speaks by lining
up those grammars. The other one is where the speaker was exposed to English
extremely voung and has, it could be an American English accent, for example T
have a fiiend, Bora, he is at university at the moment, studying business
administration in English, he spent his wheole life in private schools, he has
always had foreign English teachers, and speaks fluently. He speaks but there

T T B A

are flaws in his grammar. He hides these flaws by speaking fluently.
(Interview, 01/11/2019)

In this extract, we can see how Ulas tries to formulate versions of Turkish speakers'
struggles in trying to speak the language while they are learning it. It looks like a
learner’s natural formulation of what ‘interlanguage’ (Pelinker, 1972) is. Ulas

divides Turkish English speakers into two (even though he says three, there is no
mention of the third one). In the first group, Ulas believes that when beginner
Turkish learners speak, they first think about what they want to say. Here the ‘what’,
according to him, consists of ‘grammars’ (extract 36, line 3), which might imply that
Ulas perceives the language as chunks of grammar. This seems to be natural because
just like the majority of Turkish EFL learners, most of his EFL education consisted
of structural explicit explanations of grammar structures. Therefore, it is natural to
see that Ulas perceives English speaking as “thinking of grammars and speaking by
lining those grammars up”. This is probably also the kind of English speech he
observes among his peers in the classroom. The other group he mentions is the
speaker who most probably learnt English at a young age and was exposed to it fairly
early. He gives his friend Bora as an example (extract 36, line 6). Those speakers, he
believes, speak with an American accent, have received education at private schools,
had private foreign tutors and speak it fluently. Here, Ulas implies that Turkish fluent
speakers of English are socio-economically different from him as a beginner learner

who needs to ‘think’ before he speaks. However, he also adds that they still have
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problems in their grammar but overcome these problems by speaking fluently
implying that ‘speaking fluently does not require accurate grammar usage’. At the
end of this dialogue, I ask whether he thinks accurate grammar is important when
speaking in English and he says that it's important. He states that he cares about
punctuation in Turkish even on platforms like WhatsApp. He adds: “For me while
speaking it’s important because for the person across me, when I'm communicating
with a person I don’t want to leave this impression. this person has just learned
English, he is trying to say something but...” [“Benin i¢in konusurken énemli, ¢linkii
karsimdaki kisinin, karsimdaki bir insanla iletisim kurarken onda su seyi birakmak
istemem; bu Ingilizceyi daha yeni 6grenmis, bir seyler aktarmaya ¢alisiyor ama...]
(Interview, 1/11/2021). Here we can see that he does not want to leave the
impression that he is a learner of English, which suggests that his imagined speaker
identity is based on a flawless accurate speaker of English.

In his third interview, | asked him whether he would care about being
recognized as a Turkish person when speaking English with a Turkish accent in an
international setting or even here in Turkey. As mentioned before, Ulas comes from a
region where Turkish is spoken with an accent; therefore, Ulas is familiar with the
concept of standing out in a crowd from his Agean accent when speaking Turkish.
He is comfortable about this fact and says that if he started speaking in his own
accent, we would not understand him. About being recognized as Turkish when
speaking English, he says that he would not care (extract 37 line 1). Actually,
according to him, this would create an opportunity for a cultural exchange, he says.
He adds that when speaking in English, we create our own variation because of a

‘cultural exchange’:
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Extract 37

Ulas

Benim icin fark etmivor. Esasinda fark edildiginde orada bir kiiltiirel exchange'de
olabilir. Mesela ben Ingilizce konusurken sonuna, mesela X hocayla veya Y
hocayla Ingilize konusurken ‘hocam’ eklivorum..._bence giizel cesitlilik oluyor
ama bana fark etmivor vani, bana koymuvor. Hani Tiirk oldugumun anlagilmasi,
1ste sive, agzimin farkh olmasi.

Zaten o Britanva adasindaki her verde ne bileyim bir Wales'teki Thames'deki ayni
Ingilizceyi konusmuyor, agiz farkliliz: vardir. Bir Iskog ile Irlandali arasinda bile

A~ O LA e e B e

o kadar fark var ki

Ulas It doesn’t matter to me. Actually, when it’s recognized there can be a cultural
exchange. For example, when I'm speaking in English, at the end of words, for
example when I'm speaking to X reacher, or ¥ teacher, I add "hocam" when I'm
addressing Teacher X or Teacher Y. For example this creates a cultural
exchange. _in my opinion, it creates a nice diversity, but for me it doesn’t
matter, it doesn't put me off being recognized as Turkish or having an accent, or
a dialect.

They don’t speak the same English on that British island amway, I mean,

Mo Om o) O R L b ey

peaple in Wales or Thames, there are dialect differences among them. Even

[
=1

betweern an Irish person and a Scottish person, there are so many differences.

(Interview, 4/12/2019)

Ulas is well aware that even native speakers have different accents or variations and
they do not speak the same English even on the British islands. He also seems to
have developed an understanding of the concept of ‘local variations’ because he
gives the use of ‘hocam’ [my teacher] as an example (extract 37, line 3). It is very
customary to address the teachers with the word ‘hocam’ [my teacher] in Turkey.
Here he wants to point out that even when we speak English, we tend to address our
teachers as ‘hocam’ and this creates a cultural exchange, according to him, between
the languages. Even if you speak the language without an accent, from the use of
‘hocam’, your Turkish identity will be revealed, he suggests, and this does not bother
him. In one of his interviews, Ulas gives a detailed account of all of his friends who
study at English preparatory programs at various universities. When they come
together, they make fun of each other in English. They also make fun of their

accents. He also adds that they have noticed they are not pronouncing the initial /h/
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in English words as well when they speak English because in their regional Turkish
accents, the initial /h/ is not pronounced. Ulag has a strong understanding of his real
self which is positioned as an non-fluent English speaker with a regional accent. In
his July 7, 2019 interview, he said that he believes that “accent is a cultural
deformation” [...aksan kiiltiirel bir deformasyon]. He takes the standard language and
adds cultural information to it and according to him you get what is called an accent:
an Indian accent, an Irish accent, a Turkish accent. Once again, we see that Ulas has
a connection to the nature of languages and how they are spoken and this seems to be
a part of both his learner and speaker identity. In one of the later interviews
(7/9/2020), he emphasizes that he actually would like to speak as comfortably as he
does in Turkish. Because he speaks with a regional accent in Turkish, he said that he
wanted to use English in the same way. In extract 38, he gives examples on how he
would like to use some words but at the same time points out that he is not a native
speaker nor has lived in an English-speaking country:

Extract 38

Ulag E tabi biraz daha hani dyle herkesin &grendig going to, want degil de ham
mesela insanlarnn rahatina gelmis zamaninda, going to va gana demis, 15te wanta
wana demis tarzda biraz daha rahat konugmayvi tabi 1sterim hocam yoksa hani
bende Buckingham Sarayinda vetismedim. Manchester'da sokaklarda Samuel
Adams birarm vudumlamadim. Gergi Samuel Adams vani sey birasi Boston,
Amerikan biras1 da genelde millet Ingiliz biras: gibi diisiiniyor. Yani o sekilde
hocam benimbkisi.

Artik cok sey, kaliplara takilmivorum. Hani énceden sormustunuz va Ingilizeeyi
bar Tiirk gibi mi konugtugunu diisiiniivorsun, gok énceki.. Bence neml degil
hocam sonucta hani anlastifimizda bir problem kalmivor gibi diiginivorum ben
o seyi astim_ O radikalligi agtim biraz.

e = T -~ IR N o R W U N Sy N T
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Ulas I mean, of course I would like to speak in a more relaxed way... like when
peaple say gonna or wanna instead of going to or want to, I mean not like the
way evervbady learns these things. I didn't grow up in Buckingham Palace,
mind vou. Or take sips from my Samuel Adams beer in the streets af
Manchester. Mind vou, Samuel Adams is an American beer from Boston, but
peaple think it's English beer.

I no longer obsess with stereotypes. Remember vou had previously asked me if I
thought I spoke English like a Turkish person. .. I believe it 's not important, in

K= R S = T LY TR S

the end, if vou can communicate, there is no problem. I believe I have overcome

by
=

this opinion, I have overcome that radicalism.

(Interview, 7/9/2020)

In extract 38 line 4, in a way, he asserts an objection against the native-speaker norm
in speaking English. In a rather sarcastic way, he says that he is not from
Buckingham, or that he did not drink beer in the streets of Manchester, implying in a
humorous way that he is not an English native speaking person. He goes further by
naming a beer brand that he thought was typically British, but notices right away that
it is actually American. He even names the city, Boston, showing that he has a
command over types of beer and their origins. At the end, however, he states that he
had changed his mind about accents; he does not think radically about them
anymore. What matters for him now is communication. If you can communicate your

message, it doesn’t matter what accent you speak in English.

4.5 Summary of Ulas’s case

In terms of L2 investment, Ulas negotiates an English learner identity with socio-
cultural aspirations. For him, English is mainly a cultural and social capital. He
believes that his social as well as cultural status will be elevated through speaking
English because he will be able to read academic articles in the field of history,
psychology and sociology, which seem to be his favorite topics. Even in class, when

the topic comes up, he speaks up about issues related to history, cinema, literature
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and global and local social issues. However, he chose to engage with these in
Turskih interactions rather than English. In class, as the language of communication,
he chooses to speak English; however; as a ‘provider of knowledge’ he needs access
to resources, which usually are in English and therefore he identifies with an
imagined English community of practice that is situated majorly in written
resources.

Related to his past learning experience, Ulas negotiates a positive learner
identity with a negative formal past learning experience. It is a positive learner
identity because he had been exposed to English movies and English games in
childhood and his family was also involved in learning and speaking English. His
high awareness of language usage might probably come from his family since
bilingual practices like translanguaging were being used. The negative side of his L2-
mediated past self is related to his formal language learning experience because he
can been as a survivor of the ‘English deficit’ of the Turkish education system: no
English classes, English classes given by other teachers who are not English
teachers, grammar-based instruction by authoritative teachers, exam questions are
given beforehand and no opportunities for communities of practice are provided even
if he wanted to find them (e.g. MUN).

In terms of his present speaker/learner identity, Ulas negotiates a positive L2
speaker identity by retaining a regional self because of his strong connection to his
native regional accent and actual self. However, these identities seem to be
contradicting and clashing from time to time. In the beginning, he was adamant that a
native accent with accurate production of English was to be achieved. Later his
learner identity positioned as an non-fluent English speaker with a regional accent,

one that is aware that regional differences have a potential for cultural exchange.
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4.6 Segil’s case

4.6.1 Vignette

Secil is a 21 years old Interior Design student and was born and raised in a city in the
west/south of Turkey. Secil started the EPS one year before her classmates. This was
her third semester at the A beginner level. She had spent two semesters trying to pass
this level; however, because of her exam anxiety, she says, and her dyslexia, she was
unable to pass and move to the upper levels in her first year at the university. In her
second year, she was able to finish the EPS in three semesters (A, B1 and B2). She
also says she took private English lessons during her education at the preparatory
school. She is on a 50% scholarship.

Secil went to a state primary and secondary school. However, she studied
high school at a private school because her parents wanted her to get a better
education. Secil is happy to be studying interior design. She says as a child she used
to build models of buildings with her father for school projects and her teachers
would always exhibit her designs. She also says she would spend hours in furniture
shops looking at and examining different types of furniture. It was decided by her
family that interior design would be the best area for her to study. However, Secil’s
true passion was the theater. In primary school, she was a very shy and silent kid
sitting at the back of the class afraid of socializing. One day, her teacher decided to
stage a play and chose Secil to be one of the players. She says that this was a turning
point, and she shined on stage. After that play, her self-confidence got a boost and
she became more sociable. At the same time, her interest in acting and the theater
had peaked. She wanted to go to acting school, the conservatory, but her family was
against it saying that it would not be a good career choice. She says that she had

many fights with her parents over this issue during her high-school years. Only when
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her mother promised her to send her to a private acting school when she starts
university in Istanbul was she convinced and agreed to choose a career in interior
design. Once she finished preparatory school, she started acting school and was
about to stage a play when the Covid-19 pandemic started.

Secil’s mother is an associate professor and her father is an assistant

professor at a university.

4.6.2 Progress at English Preparatory School

For the duration of this study, Secil studied English at the EPS for three semesters
between Fall 2019 and Summer 2020. She started at the A Level Beginner group and
graduated from the EPS at the B2 Level Upper-Intermediate level. As can be seen in
Table 8, her scores throughout the semesters were fairly consistent with passing
grades higher than 50. She scored lower only in the quizzes at the A level and one

time in the midterm in the B1 level.

Table 8. Secil’s Progress at EPS

Secil Fall 2019 Spring 2020  Summer 2020
¢ A Level B1 Level B2 Level
Participation 8
(10%) 8 9
Quizzes (20%) 38 54 88
Midterm (%30) 67 39 93
Final (40%) 60 89 95
Total 60 68 92
Attendance 52/70 23/64 8/23
(350/85%) (320/93%) (115/93%)

Note. Participation out of 10. All exams and total out of 100
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Segil’s participation grades were also fairly high with 8 and higher out of 10
throughout the whole three semesters. She attended 85% of her classes in the A
Level, which was entirely face-to-face. In the B1 Level, which started face-to-face in
February 2019 but switched to online in mid-March 2020, and B2 level, which was

conducted entirely online, she attended 93% of her classes.

4.6.3 Segil’s investment in English

Secil’s investment in English is based on academic, social and cultural gains. She
believes that she will need English basically for her academic studies at the
department and when she goes on trips abroad. She says that she’ll need to broaden
her academic connections. Secil plans to study for two years and then go abroad to

continue her studies. She has clear goals on how she is going to use her English:

Extract 39

1 Secil:  Yurt disindaki okullara sansimin verilecegini diigtiniivorum acikcas: hani. Nasal
2 desem, 1ki wvil burada okuyup i¢ mimarligy, ondan sonra wvurt disindaki
3 tniversitelere bagvurmam i¢in akademik anlamda konugabilmem, buradaki
4 derslerde anladiklarim_ derste konusma pratik vapabilecegim_ yurt disinda da
5 daha sey, aliskin oldugum icin daha kolay adapte olabilinim.

6 Hakan: Yurt disina mu gitmek 1stivorsun, yurt disinda mi okumak istivorsun?

7 Seqil ok istivorum.

Secil:  Hownestly, I believe I will have the chance to go to schools abroad. How should 1
say, after studving for two vears at interior design here, I should be able to speak
academically, understand the courses here and be able to speak in classes. This
should help me to adapt better abroad because I would be used to it.

Hakan: Do vou want to go abroad, study abroad?

Segil:  I'want it very wuch

= A T L]

(Interview, 15/10/2019)

On several occasions in most of the interviews, Secil emphasized her desire to go
abroad. Here again in extract 39 line 6, she states that she wants it very much. She

also seems to be very confident that she will “be able to speak academically,
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understand the courses and be able to to speak in class¢ She seems to make a
distinction between ‘speaking academically’ and ‘speaking in classes’ which implies
that for her academic speaking is a one-directional action (e.g. a presentation) while

speaking in class involves interaction with others.

™ (‘Academic studies
- at school
Cultural ”| Going abroad to
T J \_ study
Secil's Investment Sl Boost Self-
in English confidence
Economic

Figure 11. Segil’s investment in English

Another reason why Secil believes in the importance of learning English is that she
says it will boost her self confidence. In general, Secil believes that speaking English
has an effect on a person’s confidence. She states that there will be a difference in
how she speaks to people, especially when speaking to foreigners in social settings

(Figure 11)

4.6.4 Past learning experience

“My mother had always warned me about the importance of learning
English...”
For Secil, English as a ‘course’ has always been a part of her life. She first formally

started learning it in 2nd grade at primary school when her mother decided to send
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her to a private course because there were no English classes before 4th grade at that
time. Even though she has been learning English since 2nd grade, Segil started at the
beginner level at the English Preparatory School. The reason for this she states as
“being forgetful”. She recounts her first learning years as very fruitful: “throughout
my primary school years, | took private lessons and with the private teacher |
progressed a lot, my vocabulary progressively developed and actually | received 90-
100 from my exams, it was really really good.” [“ben 2. siniftan, ilkokul boyunca bir
0zel ders hocasindan daha aldim ve 6zel hoca da gayet iyi ilerliyorum, kelime
haznem gittikge gelisiyor ve gercekten sinavlardan 90-100 aliyorum, ¢ok ¢ok iyi”’]
(Interview, 15/10/2019). However, when she started secondary school she states that
“something happened” which she cannot describe but guesses it to be connected to
the onset of puberty. She stopped studying and started to forget everything very
quickly. She says when she did not repeat it, she would forget it the other day.
Another reason she states is that her mind wanders: “It’s like my mind is not there.
Since primary school | have been absent-minded in class. That might be the reason”
[“Dalginlik yani. Ilkokuldan beri ¢ok daliyorum deste. Belki onun da kaynag:
olabilir”] (Interview, 15/10/2019). On the other hand, she says that learning English
was never a priority at school and she blames the Turkish education system for that.

She says:
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Extract 40

Segil:

Tek vaptigimiz her giin testleri cevaplayvarak dniversite sinavina hazirlanmalk.
Annem beni her zaman Ingilizce 6grenmenin énemi ve benim icin ciddi bir sorun
haline gelecefi konusunda uvarmisti ama ben hep bunu ¢ézmek i1cin zamanim
olacagim disiinmiistiim. Sonra, yeterlilik sinavinda dank ett1. Ingilizce benim icin
bir kabusa déniisti ve bunun istesinden gelmem iki vilum aldi. Ingilizce
konusmanin nemli ve gerekli oldugunu biliyorum; ancak egitim dilimiz Tirkee

o B S O o N B

olsaydi daha 1vi bir dgrenci olurdum.

Secil: Al we did was prepare for the university exam by answering tests every day. My
maother had alwavs warned me about the importance of learning English and
that it would become a serious problem for me, but I always thought that I
would have time te selve it. Then, at the proficiency exam it hit me. English had
bacome something like a nightmare and it took me two vears to overcome it. 1
know that speaking English is important and necessary; however, I would be a
hetrer student if our medium af instruction was Turkish.

1T fn P T b by

(Interview. 21/11/201%)

According to Secil, a foreign language is learnt best by using it in daily life. She says
that the most important part in learning a language is forming sentences; however,
she is not sure whether grammar knowledge is essential. She regrets that she did not
learn it when she was a child. At the same time, she believes that you can learn a
language through watching movies. When asked if she can use it in daily life she
says: “Unfortunately not. My parents do speak it. | try to speak it with my parents but
consequently we live in Turkey. There are not many people speaking English in
Turkey. If | go abroad, | could speak a little.” [Hayir maalesef. Annemler biliyor.
Annemlerle ¢at pat konusmaya ¢alistyorum ama hani sonugta Tiirkiye'de yasiyoruz,
Turkiye'de de ¢ok Ingilizce konusan insan yok. Yurt disina gidersem eger cat pat bir
seyler konusabilirim.] (Interview, 15/10/2019). Right from the beginning, it is clear
to Secil that she needs opportunities where she can use the language in daily life,
most probably for natural communicative needs since she does not associate the

classroom environment as a place where language communication takes place (see
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Table 9 for summary). Her actual self is in search of a community of practice where

she can utilize the language for real purposes.

Table 9. Secil’s Past L2 Learner Identity

Secil’s Past L2 Learner Positive Negative
Identity h
Actoal 1.2 Self Private lessons in ?nd grade Bad Education
Good grades until secondary school Being absent-minded
Parents speak English Phobia for English-subtitled
movies
English is a nightmare
No opportunity to use it in daily
life
Imagined 1.2 Self Would speak English abroad -

During our first interviews, Secil pointed out that she tries to overcome this
by watching a lot of movies. However, she said that she has always been afraid of
watching them in the original language and watched them dubbed in Turkish. She
actually used the phrase ‘phobia against subtitled movies’ to show her dislike of
reading Turkish subtitles in original movies. Obviously, she is now aware that this
will not help her to receive English input and decided to rewatch known movies with
English subtitles. However, throughout the term, whenever | asked her about
watching movies and series, she kept saying that she still watched them with Turkish
subtitles. Even though Secil perceived watching movies as an input for real daily
English use, she was not willing to challenge her comfort zone in trying to

understand spoken English in movies or series.

4.6.5 Imagined identity
“I speak with the people there in a very well way”
Secil likes to imagine herself speaking English. Her imagined identity at the

beginning of the preparatory school was mainly based on academic achievement. She
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envisions herself in the interior design department, making a presentation about her
project. Teachers ask her questions and she answers without hesitation. Here she
emphasizes the notion of ‘without hesitation’ in Turkish by using the phrase
“...onlara cat ¢at sdyliiyorum.”. This phrase is a common slang in Turkish to show
that you gave an answer to someone without hesitation and in a self-confident
manner. Here, we can see that Segil desires to speak English fluently and in a
confident manner. Segil said on many occasions that she does not feel comfortable
speaking in front of the class for fear of being made fun of. Therefore, the imagined
L2 identity that she constructed is the total opposite of the actual self, which has
problems in performing without thinking about what to say. Apart from speaking
fluently in her own presentation in school, she also sees herself abroad, listening to
the friends she has made there and speaking to them in an accurate way. She
expresses this by saying: “l speak with the people there very well [“...oradaki
insanlarla ¢ok giizel konusuyorum™] (Interview, 15/10/2019). Here, we can see again
that she emphasizes her speaking skills and how she speaks in a ‘very well’ way.
Later, during summer school, I ask her again whether she imagines herself speaking
in English. Once again, Secil says that she sees herself presenting something in
English in front of a jury at her department during her studies. | especially ask
whether she can see herself presenting at a workplace, and she says no, she is
speaking in front of her professors at her department. Again she says that in this
imagined situation, she is confident but might be hesitating from time to time. Even
in an imagined situation, Secil cannot completely see herself speaking English
fluently. This might be due to the fact that she is studying her third term (as a repeat
student) at the English preparatory school and still feels that she cannot speak

fluently. This might have affected her ability to imagine herself speaking without
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hesitation. After she finishes preparatory school, she adds that she also sees herself
speaking English in her “future job”. She sees herself making English project
presentations at meetings and also includes an academic aspect as well; she says she

most probably will speak more if she starts her master’s degree studies.

4.6.6 Present learning experience

“I’ll be embarrassed. It's been like this since my childhood. I'm afraid to
raise my hand in class.”
In class, as a language learning student, Segil takes a more passive role than a
participating and assertive student. She is aware of this and mentioned it occasionally
in the interviews. When asked about how much English she uses in the lessons, she
says that she does not speak a lot in terms of forming sentences but answers

questions when asked. The reason for this she states is that she is afraid of making

mistakes. She says,

Extract 41

1  Secil:  Utaminm. Kiiciklikten beri béyle benim. Sinifta el kaldirmaya cok korkarim.
2 Yanhs sévlerim, arkadaglanim dalga gecer, 6gretmenin géziinden diigerim

3 korkusu var kiigiiklikten beri.

4 Hakan: Bunu basarisizlikla mi1 eglestiriyorsun?

5 BSeql:  Evet bir nevi.

Secil:  I'd be embarrassed. It's been like thiz since my childhood. I'm qfraid to raise my
hand in class. Since I was a child I've been afraid that I would humiliate myself
in front of the teacher, that my friends would make fun of me, that I would give
the wrong answer.

Hakan: Do vou associate this with failure?

Secil- Yes, in some way I do.

OhoLh s e B e

(Interview, 15/10/2019)

Secil’s fear of saying something wrong in front of the class and the teacher and being
made fun of prevents her from being more active and assertive in the classroom.

What is important to note is that she lists a combination of all the concepts related to
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anxiety: being embarrassed, being afraid to raise hands, humiliating yourself in front
of the teacher, friends making fun, and giving the wrong answer. In one sentence,
Secil lists a long list of anxiety markers that make it difficult for her to even attempt

legitimate peripheral participation (Figure 12).

e

| Embarrassed to Classmates may
4 raise hand make fun
\\
Secil's Present L2 No Class
Learner Identity Participation
//
»i Affaid of teachers'| -y 5 400 traumas
reaction

.

Figure 12. Segil’s present L2 learner identity in relation to class participation

Even though her imagined identity shows full participation in a community of
practice, we can see that her actual L2 self is burdened by fears originating from her
childhood. When Secil does not understand something during class, she does not ask
the teachers because she is worried about how they would react. She thinks it is
going to be a stupid question and that she will humiliate herself in the eyes of the
teacher. She adds: “Because when | was a kid, | experienced things like these,
frankly, experiencing these again...you go back to your childhood” [“Ciinki
kiiciikliigiimde boyle seyler yasadim, acikgasi ayni seylerin tekrarlanmasindan...
Yine kiigiikliige iniyorsun..] (Interview, 15/10/2019). This shows that Secil’s learner
identity related to class participation and interaction with teachers was damaged
during her childhood most probably as a result of a traumatic negative comment
from a teacher or similar altercations. She is afraid that she will experience

something familiar and does not want to experience those moments again. Therefore,
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she is protecting herself by not participating unless the teacher asks her a direct

question.

4.6.7 Present speaker identity

“I try to form accurate sentences and spend a lot of time at that moment and
naturally people don’t wait”
In a later interview, when the topic of speaking English in the classroom comes up
again, Secil says that she does not speak enough in the classroom. She mentions
again that she panics to say something wrong because the class is crowded (there are
around 20 students in the classroom). Here, Secil adds that she would not panic at all
and would be very comfortable speaking to foreigners if they would ask her for
directions because a foreigner would understand the level of her English and she
would try to tell and help. However, she repeats that she does not feel the same about
speaking in the classroom. She says “I don’t why but in class it’s like they are going
to make fun” [“Ama nedense sinifta sey yapacaklar gibi, dalga gececekler gibi.]
(Interview, 21/11/2019). She states that when her classmates laugh in class after a
pronunciation mistake, it affects her motivation because it is an academic setting. In
addition, she adds “apart from that, | take more time thinking, I try to form accurate
sentences and spend a lot of time at that moment and naturally people get impatient”
[Bir de ben daha ¢ok uzun diisliniiyorum, climle kurarken dogru kullanmaya
calistyorum ve zaman ¢ok kaybediyorum o sirada ve insanlar da beklemiyor haliyle]
(Interview, 21/11/2019). Here we can see that Secil is worried about accuray when
speaking. She wants to form correct sentences and for this she needs time. However,
she also believes that she does not have the right to take the time of her classmates

when participating in class because people ‘naturally’ do not like to wait. This shows
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that her engagement is also dependent on the image of herself in the eyes of her

classmates. Table 10 summarizes Segil’s present L2-mediated speaker identity.

Table 10. Segil’s Present L.2-mediated Speaker Identity

Secil’s L2 ki .
Speaker Spfflre' g;:;th Speaking in Class User of English
Identity en
- Academic Environment -No (A, BI)
- Performance Anxiety - Maybe because
- Laoghing at pronunciation  she reads English
Actual Self mistakes books and
- Takes time to form correct  watches English
sentences movies. (B2)
Imagined Self | - More comfortable - Only if spoken
because foreigners are accurately and
more understanding fluently

For Segil, ‘knowing a language’ means speaking it. This was valid for most
of the participants. They would not accept themselves as a ‘user’ of the language
unless they can speak it. On the other hand, speaking a language for them means
speaking it fluently and accurately. Secil pointed this out on many occasions. She
perceived using a language as speaking it and was complaining that she could not
speak it at all in daily life. Here we can see that there is a ‘longing’ or ‘desire’ to
have the opportunity to speak the language in a daily life setting rather than speaking
in the classroom. We can say that Segil, just like the other participants, was asking
for the opportunity to take part in a Community of Practice (CoC). She emphasized

the fact that ‘one wants to speak’. She says:
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Extract 42

1 Secgil:  Yam illa bir konusma istivor insan. Arkadas cevresinde de olsun. Yurt digina
2 gittiginde tam kullanirsin.

3 Hakan: Peki, divelim ki yurt digina gittim ve hig konusmadin ama her sevi anladin.
4 Becil:  E: O da kend: ayibun.

3 Hakan: R: Belki &yle bir firsat olmadi konusacak.

6 Seqil:  E: Ama dinledim, o da dogru.

7 Hakan: R: Yani yine kullanmis olmuyor musun?

8 Seql:  E: Evet oluruz. Cok geligkili.

I Segil: Well, one really desires to speak. In your cirele of friends and when vou go
2 abroad, vou'd wart to be able to jfully speat.

3  Hakan: 8o, let's say vou went abroad and did not speak at all but understood

4 evervithing.

J  Segil: Well, that would be shamefid.

6 Hakan: Mavbe vou did not have the opportunity to speak?

7 Secil: But I listened. Well, that’s true, too.

& Hakan: So, wouldn't yvou have used it?

9 Secil: Yes, we would, This is confusing.

(Interview, 3/3/2020)

In extract 42 line 5, Segil states that it would be ‘shameful’ if she would not be able
to speak in English even though she would understand what was said. She does not
associate using a language with her ability to understand what is being said but
connects it directly with the ability to speak it. When she is reminded of the fact that
listening is also a part of ‘knowing a language’, she is confused and accepts that this
would also mean that you are actually ‘using’ a language. Here, we can see that
Secil’s L2 identity is dependent on an ‘English speaking’ self. She finds it difficult to
accept that this L2 identity could also exist if one would only understand a language.
However, as mentioned before, Secil does not see herself speaking English because
of her view that it should be spoken fluently and accurately. This view of using a
foreign language seems to prevent her from constructing an L2 identity. Later, near
the end of her second term at the EPS, she states that she considers herself to be a
user of English because she reads English books and watches English movies.
However, she is still hesitant and adds that “It’s a little early to say that because [
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still have the B2 level to start but yes, | guess, | speak English to myself, does that
count?” [Daha bunu sdylemek icin erken ciinkii 6nimde bir b2 kuru daha var ama

evet sanirim kendi kendime Ingilizce konusuyorum bu sayilir mi1?] (Learning Diary,

15/05/2020).

4.6.8 Accent matters

...it Seems to me it is pretentious to speak with an American accent.”
When it comes to the matter of English accents and their importance, Secil thinks
that speaking with a certain accent is important. However, understanding it is another
issue. She says that accents make the learning more difficult. She believes that, for
example, the British accent is too strong and more difficult to understand while the
Americans are speaking too fast.

She also read somewhere that the Turkish speak English in the most correct
way in terms of not having a specific recognizable accent. She also does not care if
she had a Turkish accent when speaking English. When asked again in summer
school (B2 level), she answers that she speaks English with a straight Turkish accent
and not as fast as an American and not as clear as the British, directly like Turkish
people speak English. She adds that it is not a problem for her to be speaking with a

Turkish accent and says:
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Extract 43

1  Seqil:  Acikgas: Tiirkge aksam ile konusmay: daha ¢ok 1stivorum. nebilevim, bana
2 Amerikan aksani ile konugmak biraz daha dzenti gibi geliyor bana Dizilerde

3 bizim hogumuza gidivor ama agikcas1 dyle konugmak istemem

1 Secil:  Frankly, I'd like to speak with a Twrkish accent, I don't know, it seems to me it
2 is pretentious to speak with an American accent. We like to hear it in Tv shows
3 but frankly I wouldn 't want to speak like that.

(Interview, 21/11/2019)

In extract 42, Secil clearly states that she does not want to speak in an
American accent because she thinks that it is ‘pretentious’. Here, Se¢il seems to have
built a speaker identity that is connected to a Turkish self. Even though we cannot
say that there is a certain ‘Turkish accent’, she acknowledges one and also takes it as
her speaker identity. It is possible that even though she speaks English with a
standard accent, she perceives it as flawed and accepts this ‘flaw’ as a certain way of
speaking that is part of her local identity. In extract 42 line 2-3, she adds that she
likes to hear this kind of accent (American or British) and uses the pronoun ‘we’,
which might mean that ‘people in general’ are fond of this kind of accent but she
seems to refuse these kinds of English accents. Figure 13 shows a representation of

her L2-mediated speaker identity in relation to using English accents.

British too strong
» English Accents American too fast
L Pretentious
~
Secil's L2 Speaker
Identity
Jf
. | Embraces Turkish Most correct
4 Accent accent

Figure 13. Secil’s L2 speaker identity in relation to English accents
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4.6.9 Vocabulary learning

“Does a person have the capacity to do that many things?”
At the beginning of the second semester (B1 level), Secil is startled by the number of
new words she has to learn. She is eager to invest time into learning them; however,
she is frustrated by the way the new words are introduced and by the high number of
words they are expected to learn in a short time. She expresses her frustration in a
very direct way in in interview at the beginning of the semester:

Extract 44

1 Segil Dank dive bavle hani kelimeler tak tak verdiler ki, ben onu sagma buluvorum.
2 Hami neredeyse cok fazla, 600 kelime, ondan bile fazla kelime ezberleyecegiz.
3 Bunlar bir anda ezberlememizi beklemelern ¢ok tuhafima gidivor. Hani nasil
4 ezberlevebilirim. Bir insanin kapasitesi o kadar sey vapabilir mi?

1 Segil They ve just bombarded us with words, just like that bang bang, I find that

2 ridiculous. It is almast too much, 600 words, we have to memorize even more
3 wards like that. How can I memorize them? Does a person have the capacity to
4 do that marny things?

(Interview, 13/02/2020)

For Segcil, having to memorize that many words does not make sense. She
thinks this requires a capacity that is above what a person can do. This seems to have
an effect on her investment in learning the language. One month later, | asked her
again about her challenges with learning new vocabulary and she does not seem to
have changed her mind. She says that she cannot deal with the difficulty of learning
new words. The memorization process is challenging her a lot and she writes
sentences using the words over and over again and then repeats them for 40- 50 times
but does not get what she wants. She does this two times every week. She feels that it
gets too frustrating and that is why she cannot work on them every day. Here she

compares learning new vocabulary by memorizing and watching English series:
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Extract 45

1  Segil:  Bir siire sonra bikkinlik gelivor, kelime stirekli ¢alig calis. Bazen de olmuyor

2 daha da sinir oluyorum. Ama bévle dizilerde falan daha aklimda kalivor. Mesela
3 gegende dizilerde kullanilan kelimelerde daha aklimda kalmaya basladi. Ama

4 seyvde mesela, derste caligirken va da derste 6grendigimde hemen ucup

5 gidiveriyor.

Secil:  After a while I feel fed up, studving and studving words all the time. Sometimes
it doesn’t work and I get angry. But in series and the likes, it seems to stick
mare. But for example, when studving in a lesson or what I have learned in a

NN PO S

lesson seems to flv away immediately.

(Interview, 03/03/2020)
Secil seems to be aware that learning words in class is different from learning
words from authentic input in the form of movies or Tv series. In class she is
probably instructed to use the words in sentences and write them down many times.
However, she seems to get angry at herself for not being successful in learning them.
She describes this as “they fly away immediately”, which shows that the instructions

in class do not contribute to her vocabulary acquisition.

4.6.10 B2 online education

“If I had been the first to go, | might have been more relaxed but when | saw
them speak so well, I got tense”
Just like the other participants, Secil had to start online education in mid March
2019. Since they already had face-to-face education before the pandemic, Secil knew
her classmates and they had established a class identity before online education
started. Therefore, Secil says that online education in the B1 term was fun for her and
that classes were busy and it was over very quickly. She had reported her effort scale
to be 7 out of 10 and as can be seen in Table 8, her participation score was 9 out of
10 and she only missed 23 hours of class. However, since online education continued

in Summer School at her B2 level, things changed. This time she reported a 4 out of
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10 in her effort scale. She was not very keen on attending the classes and had to drag

herself to attend the lessons. She stated the reason as:

Extract 46

1 Secil: (...) Modum eksi biraz. Yaz iste. Dhisanida olmak istivorsun, denize falan girmek
2 1stiyorsun. Ders bana bévle bir yviik gibi gelivor agikcasi. Gegen dénem ciinki

3 evdeydik, evde olunca da béyle hami zamam degerlendirmek istivordum,

4 derslenim 1cin béyle gercekten verim aldigim bir geyvdi ama su an hem sokaga

5 cikabilivorum, en azindan tedbirli bar selalde, cok sicak hava, zorluyor yani.

Secil: (..} My mood is a little negative. Well, it's Summer. You want to be outside, go
swimming and so on. Frankly, lessons seem like a burden to me. Because last

efficiently, mv lessons were really something efficient but now I can go out, at
least by observing the rules, it's really hot and this makes it difficult.
(Interview, 13/07/2020)

I
2
3 semester we were at home, and when I was at home I wanted to spend my time
4
h]

At the beginning of B2 summer school, she felt scared because at the
beginning of B1, she had taken the classes at school and she knew how the lessons
would progress and could make a plan about the forthcoming lessons and B1 in
general. However, now she is intimidated by the prospect of having to write essays
(they were expected to write only paragraphs in the B1 level) and also perform a 10
minutes presentation in front of the class on Zoom. She sounds like she is
overwhelmed by all of these and does not know how she is going to tackle all of
them. She compares online classroom procedures with her face-to-face experience to

show how easier it was back then. She says:
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Extract 47

Secil: () Hami en azindan vazdigimda WNermin hocava mesela gésterryordum, ham
vammda bana nasil vapilacagim gédsteriyordu. Burada 1ste biraz daha zorluyor,
komplike bir hal aldi. Mailden yollamam gerekivor falan. Biraz daha som
izaretleri var kafamda nasil olacagina dair. Ovle. Bir de sunum isi ¢ikt1 va; hani
sunum yapmarmiz gerekivor draft kagidi falan. O da bir_

Halan: D| sunum birazcik can sikavor galiba?

Secil E: Bir tik can .. Nasil vapacagim acaba! Ciinkid bir de uzun bir gekilde
konusmam istenivor, 10 dakika bovunca bavag kafamda soru igaretleri

=T o L L T R

Segil:  {...) For example, when I wrote something I would show it to Nermin teacher,
and she would show me how to do it. Now it's a little more difficult and
camplicated, I have to send it via mail and s50. I have question marks about how
this is going to be. That's that. And there is this presentation, we need to do a
presentation and there is the draft to it and so. And that is

Hakan: The presentation is bothering you I think?

Secil: A little bit. How will I do it? Because it is expected af me to speak for a long

=TS T LI A

time, for 10 minutes. There are a lot of question marks in my mind
(Interview, 13/07/2020)

Here we can see that Segil is both confused and intimidated by the way online
education makes it difficult to receive feedback about her writing performance. She
feels more comfortable when she can show her writing to the teacher and receive oral
feedback face-to face. During online education, she feels the lack of having direct
contact with the teacher. In extract 47 line 2-3, she states that she finds it more
difficult and complicated to get in touch via email to receive feedback about her
writing performance, especially in a new format, mainly writing essays because this
would be the first time they would learn how to write it. Another concern of hers is
doing a presentation where she has to speak for at least 10 minutes on Zoom. She
seems to be confused about how she is going to arrange to speak for 10 minutes. As
was mentioned before, Secil suffers both from exam anxiety and speaking in front of
others because of her fear of making mistakes and being made fun of or just the
feeling of failing. Therefore, this kind of task weighs heavily on her shoulders and

she seems to panic about it. When the day came to present, Secil felt extremely
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anxious because she was not the first one to present but had to wait for two other
classmates. This caused her anxiety to build up while waiting and listening to the
others’ presentations. She said “If | had been the first to go, | might have been more
relaxed but when | saw them speak so well, | got tense” [“Ilk basta belki olsaydim
daha rahat olabilirim ama hepsi boyle ¢ok giizel konusunca kasildim”] (Interview,
02/09/2020). After she started her presentation, at the beginning she was “horribly
nervous” [dehset derecede heyecanliydim] but after a while she said that she spoke
automatically and with the help of her notes, she started to feel more comfortable.
Her topic was the ‘Architectural Change of Hagia Sophia’, starting from the
Byzantion, through the Ottoman Empire and ending with the Turkish Republic. It
was a topic that she was interested in, especially because she was going to study
interior design. The teacher gave her a 95 out of 100. When | asked her about how
she felt receiving such a high score, she said “well, it’s not bad” [“yani fena degil”].
She added that it was the second best score in the class but the teacher had not given
her a 100 because she had too much writing on the slides, which Segcil believes was
not the case but she respected the teacher’s assessment. Even here we can see how
Secil struggles with a state of “not having achieved it”. Later she confesses that she
is happy with the score but her initial reaction is not that of a student who has
received the second highest score. Below is a summary of Segil’s present learner

identity in relation to online learning (Figure 14)
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Figure 14. Segil’s online learner identity in relation to online learning

During B2 Summer School, Secil took private speaking classes. She later said

that they were one of the major factors of overcoming her speaking anxiety and

becoming more automatic while forming sentences. She took lessons from an

English native speaker and the fact that she could not resort to speaking in Turkish

helped her a lot. She says:

Extract 48

1 Seqil: Yam bovle sev konuguyordum daha énceden, hepsi kansivordu. Present perfect
2 kansiyordu, future tense kansiyordu, hepsi birbirine girivordu. Ama bunda sey
3 oldu artik ham diigiinmeden dogru bir selkalde konusabilivorum artik. Cimley:
4 kafamin iginde kurmadan direkman otomatiklegmis bir sekilde konugmaya

5 basladim bence. hoca da dyle dedi. (Secil Int 2 September 7 2020, Pos. 28)

1 Segil: I wusedto talk like, [ would mix them all up. I would mix up Present Perfect, 1

2 would mix up Future Tense, all of thew would get mixed up. But now this

3 happened, like, I can speak correctly withourt thinking. In my apinion, I have

4 started speaking directly automatically without forming the sentence in my

h] head. The teacher confirmed this.

(Interview, 02/05/2020)

Extract 48 shows how Segil feels she moved from trying to form the

sentences in her head to speaking automatically. However, she credits her native

private speaker for her success because she had to speak English with her without
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resorting to Turkish. It was a learning setting where she had the opportunity to speak
in English just like she would have done if she had a community of practice.
Establishing a classroom identity was another issue that Secil felt she needed
to deal with. At the beginning of B2, since it all started online and it was not possible
to get to know her classmates. She says she felt a little weird at the beginning but
states that once the teacher started to use the breakout rooms to initiate group work,
she felt a little better because that was the time when she had the chance to speak to
her classmates and they were doing something collaboratively. Here she reported that
they “warmed up to the class a little” [“sinifta bir tik 1sinir gibi olduk™]. However,
even though she mentions collaborative work as a means to a warmer classroom
setting, she also adds that ‘knowing your classmates’ is not necessary because “the
teacher is our main concern, we gotta listen to the lesson” [“Ciinkii zaten hoca ile
isimiz, ders dinleyecegiz”] (Interview, 13/07/2020). Here, Secil seems to be trying to
find an internal justification for not having the need to socialize or interact with her
classmates since it is also not possible and this should not affect her studies nor her
success in class. She tries to explain that this should not prevent her from learning or

from being successful at this level.

4.7 Summary of Seg¢il’s case
In terms of L2 investment, Secil believes in the cultural and social gains of learning
English. She knows that it will help her in her academic studies and also boost her
self-confidence. However, she does not mention any economic gains of learning
English, which seems to be a common trait among the other participants.

In terms of her past experience, Secil seems to have constructed a past-

mediated negative identity that is connected to having received bad English
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education and not realizing the importance of learning it. English was not taught in a
communicative way, only as tests and this caused her to perceive it not as a
communicative tool but as an instrumental tool to pass tests. Furthermore, her deeply
rooted fear of making mistakes, her dyslexia, her phobia to watch English speaking
movies made her position English as a nightmare.

Her present learner identity is again complex and full of contradictions: her
imagined identity shows full participation in a community of practice during
academic events and social gatherings but her actual L2 self is burdened by fears
originating from her childhood. She lists a whole set of negative identity markers
related to anxiety: being embarrassed, being afraid to raise hands, humiliating
yourself in front of the teacher, friends making fun, and giving the wrong answer.

Her ideal self projects herself speaking to foreigners without problems
because “they would not judge her and understand her mistakes” but does not feel
comfortable at all speaking in class which shows that the engagement of her actual
self is dependent on the image in the eyes of her classmates. For her, knowing a
language means speaking it. She finds it difficult to accept that an L2 identity could

also exist if one would only understand a language.

4.8 Pelin’s case

4.8.1 Vignette

Pelin is 20 years old and was born and raised in a city in the most southern area of
Turkey at the Mediterranean coast. Both of her parents were also born in the same
city and have been living there for their whole lives. Pelin’s mother is a secondary
school graduate and used to work at a factory before she got married. Her father is a

high-school graduate and used to own a car repair shop but is now retired. Both her
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parents are of Arab descent and speak fluent Arabic; however, since they did not
speak Arabic at home, Pelin neither speaks nor understands Arabic. She stated in one
of her interviews that she does not regret not speaking Arabic and she does not wish
to learn it. Pelin has a working older sister and 2 younger sisters who go to secondary
school. Pelin is the first person in the family to have left her hometown. She says that
she likes being in a large family and when asked how many cousins she has she
responds “I really don’t know the number. I have cousins whose names I don’t know,
both from my mother and father’s side”. Pelin describes her family as “socially
conservative” but not radically religious. Her mother and her aunts do not wear
headscarves, which can be seen as a secular trait. When asked about her family’s
social situation, she states they are “socially conservative” where the father is the
major breadwinner and decision maker in the house, and the mother is the one who
takes care of the children and the household in general.

Pelin studies at the Nursing department with a full scholarship. Initially she
wanted to study physiotherapy and rehabilitation but her university exam score was
not high enough for the department. Since she did not want to lose another year (she
had started primary school a year late) she had to choose a department based on her
score and nursing was available. She also did not want to go to a big city like
Istanbul because she thought it was too crowded and complicated. She had rather
thought of studying in smaller cities like Canakkale (population of ~180.000) ,
Adana (population of ~1.700.000) or even Ankara (population of ~5.600.000) but
she says she had no other choice than the nursing department at the Istanbul Private
University.

Pelin has an agreement with the university in exchange for a full scholarship.

The agreement stipulates that she has to work as a nurse for four years at the
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university’s hospital. Pelin is an avid online gamer and likes to take walks in her free

time.

4.8.2 Progress at English Preparatory School

Pelin started the English Preparatory Program at the A level (beginner) in the Fall
2019 semester and studied for another two semesters (B1 and B2) and graduated
from the English preparatory program in the Summer 2020 summer school semester
to start at the nursing department in the Fall 2021 semester. Table 11 shows her

grades in all the terms she studied at the preparatory program.

Table 11. Pelin’ Progress at EPS

Pelin Fall 2019 Spring 2020 Summer 2020
A Level Bl Level B2 Level
Participation 8
(10%) 9 10
Quizzes (20%) 83 71 94
Midterm (%30) 91 73 67
Final (40%) 81 70 78
Total 85 74 78
Attendance 37/70 3/64 5/23
(350/90%) (320/99%) 115/96%)

Note. Participation out of 10. Exams and total out of 100.

As can be seen from the grades she received during the program (Table 11), she was
a successful student in all the semesters. The only difference is in the first semester
when her scores are above 80 and she seems to drop down to 70s in the following
semesters. From her attendance, we can see that she attended 90% of the classes in
the A level and nearly all of her classes in the B1 and B2 levels. Half of the classes in

the B1 level and all of the classes in the B2 level were conducted online.
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4.8.3 L2 investment

Pelin is not sure whether English will provide her with an economic capital in the
future because she is studying nursing and already has an agreement with the
university hospital in exchange for a scholarship (for a summary of her L2
investment see Figure 15). At the time of the first interview, she could not imagine
how, as a nurse, she would need to use English during her profession. When | told
her that Turkish hospitals attract a diverse range of patients, Russians, Syrians,
Arabs, she replied that her English will only be beneficial in situations where she has
to help them but nothing else. When | ask her how the thought of being an English-
speaking nurse sounds, she states that it would be nice. However, from a professional
point of view, Pelin does not seem to fully believe that it would help her. An
English-speaking identity in the nursing world does not seem to exist for Pelin
therefore she does not seem to see an L2 investment in that regard (Figure 15). In an
interview after she passed her preparatory school, | asked her again about her future
prospects with regards to speaking English and she was still not sure about it. She
especially focused on her studies at the department where most of the courses will be
in English. She said that she believes her level to be sufficient to understand the
lessons apart from her vocabulary knowledge, which she believed to be lacking in.
However, she also stated that practically most of the lessons are covered in Turkish,

which made her feel comfortable.
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Figure 15. Pelin’s investment in English

When Pelin started the English Preparatory School, she had a clear and direct
understanding of why English was important and why it needed to be learnt. She
stated in her first interview that she liked to speak English and that she had fun with
its pronunciation, she enjoyed it when she spoke English. She did not think that
English was difficult, especially compared to European languages like German. “At
least there are no articles you need to differentiate,” she said. About its importance,
Pelin thinks that English is now a world language and in Turkey it has become a
second language that everybody needs to know. When asked about why English is so

widespread, she gives examples from the school as well:
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Extract 49

LT v T L o O ¥ R I

e m) Dy b R B ke

]
=]

Pelin:

St:

Pelin:

Hakan:

Pelin:

Pelin:

St

Pelin:

Hakarn:

Pelin:

Bircok verde Ingilizce konusuluyor, bir cok sey Ingilizce. Mesela burada okulun
her veri Ingilizce mesela hani.

Bilmedigin bir vere gitsen illa Ingilizce bilen biri vardir ve iletisim kurabilirsin
yani.

Ama Tiirkge bilen voktu bir yere gittiginde. Tiirkive'den bahsetmivorum.
Bunun sebebi ne sizce?

Iste diinya dili, herkes bilivor artik. herkesin ikinci dili olmus Ingilizee. Mesela
Japonya'da, Cin'de, herkes yani, Japonca bilmese bile Ingilizce bilivor. Orada
Ingilizce bilen sayisi daha fazladir belki.

English is spoken in many places, a lot of things are in English. For example,
here at school, everything is in English.

Ifvou go ta a place vou down’t know, there will definitely be someone who spealks
English and you'll be able to cammunicate.

However, there won't be anvone who speaks Turkish if vou go aryvwhere. I'm not
talking about Turkey.

What do yvou think is the reason?

Well, it's a world language, everybody speals it, it's evervbody's second
language. For example in Japan, in China, well evervbody, even if they don't
speak Japanese they speak English. Maybe the number af English speakers is
mare there.

(Interview, 8/10/2019)

Pelin recognized in her immediate environment that English is used everywhere. In

the school, most of the signs are in English. She also is aware of the fact that English

is spoken everywhere in the world, that English is a lingua franca. In extract 49 line

5, she states that Turkish will not help her ‘anywhere’, while English is a ‘word

language’ which is spoken everywhere.

In terms of its place for job opportunities, she says: “For example, you're

going to start a job, you need to speak English, they ask you if you speak another

language besides English. English, is definitely a must” [“Ise baslayacaksin mesela,

Ingilizceyi bilmen gerekip {istiine artik dil biliyor musun diye soruyorlar.

Ingilizceyi... O kesin sart yani] (Interview, 8/10/2019). However, it is contradicting

that she does not associate this with her own future profession, nursing. This might

have an impact on her L2 learner identity since her value of English as a future
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economic capital does not match with her own projected future self. On the other
hand, according to her, speaking another language gives you another perspective to
life, you do not look at the world from one point of view. Pelin believes that she will
make it to B2 level in English and that the C level is only needed for professional
purposes. She believes that you need to love it and have interest in a language if you
want to learn it. You need to listen to music, read and write if you want to learn it
thoroughly. At the same time, you have to have self-confidence, she says, “Self-
confidence will change a person”. She is motivated by the vision of a fluently-
English speaking self. Even now, when she sees progress in herself, when she reads
without mistakes, she is impressed by herself and says she wants to learn more in
situations like these. In a focus interview, when asked about whether English might
change their status in general, Pelin answers with a confident “of course” and

mentions ‘self-confidence’ again; however, this time as an outcome of speaking

English.

Extract 50

1 Hakan: Ozgiven mi konu?

2 Pelin: Awynen dyle. En azindan kendime bir gey kattim, bakis acim gelisti, kendimi
3 gelistirdim ve istedifim zaman turistlere yvardimc: olabilecegim, bir rahatim,
4 istedifim zaman, yabanci iilkeye gittifimde zorluk da gelomeyecegim. Yabanci
5 insanlarla arkadas olabilecegim. Hep olmayi diginmisimdir, hayal etmisimdir.

Hakan: Is self-confidence the case?

Pelin: It definitely is. At least I have contributed to myself, my point of view has
broadened, I've improved myself, and I can help tourists whenever [ want, I'm
comfortable, I will not face difficulties whenever I want to go abroad. Iwill have

LA e e b e

Joreign friends. I always wanted, imagined having foreign friends.
(Interview, 8/10/2019)

In extract 50, we can see how Pelin creates the content for self-confidence as a result
of speaking English. She believes that it will add to her actual self, which will have

become larger and will have moved forward. All of these will lead her to have the
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ability to help tourists whenever she wishes to; she will be comfortable and also face
no ‘difficulties’ when traveling abroad. In addition, she can make foreign friends.
This is something related to her imagined identity. She envisions herself having

foerign friends, something that she always dreamt about.

4.8.4 Past learning experience

“For all these years, they could have taught us but they didn’t”
Just like the others, Pelin started her formal English learning journey when she was
in 4th grade. Before school, she remembers learning some basic words from playing
video games. At the same time, she says that her sister would try to speak English in
the house. Her playful interaction in English with her sister continued throughout
her whole learning life. She says: “We try to speak English with my sister from time
to time. Because she also likes to contribute. And she also expects me to contribute to

2

her.” [“Ablamla Ingilizce konusmaya calistyoruz ara ara. Ciinkii ablam da bir seyler
katmay1 seviyor. O da benden, benim ona katmamu istiyor.””] (Interview, 8/10/2019).
When she was a kid, Pelin says she took part in an English choir and the way
she expresses it makes it sound like it was not a big deal: “I took part in an English
choir. And that’s it!” [ Koroya falan katiliyordum, Ingilizce korolarina. O kadar”]
(Interview, 8/10/2021). Pelin also started her English preparatory education at the A2

beginner level. When asked about why she thinks this was the case even though they

had started learning English so early, she says:
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Extract 51

1 Pelinc  Egitim kalitesi ivi degildi bence Ogretilebilirdi o kadar sene icinde ama
2 dgretilmedivse de bu genel herkesin problemiyse kesinlikle bizde degil sikint
3 bence.

4 Sd: Bir de ben cidden hi¢ grenmek 1stemedim. Hep vapamavyacagim goziivle bakip
5 dinlemedim falan.

6 Pelin:  Ben istemigtim S8renmeyi va lisede falan.

7 Hakan: Yam sence, senin durumunda, seminle gok alakali degil diyorsun. Daha ¢ok
8 sartlarla alakali

9  Pelin:  Mesela bir 6@retmemimiz vardi, béyle "me to"va "me the" derd: falan, bende
10 biitiin orada filmler kopard:. Hepsi avm @retmivor.

1 Pelin:  [rthink, the quality af education was bad. For all these vears, thev could have

2 taught us but they didn’t, and if this is a general problem, it is definitely not our
3 fault,

4 Sn Also, in my case, I really didn't want to learn.] always theught I couldn't do it

5 arpway so I didn't pay attention in class.

6 Pelin: Iwanted to learn when Twas in high school

T Hakan: 8o, in your situation, in your opinion it was not up to vou? Was it more related
g to the conditions?

9 Pelin:  For example, we had a teacher who would say “me, taa” instead af “me, too”,
10 this would Kill all af my desire to learn in elass. Not all of them teach the same.

(Interview, 8/10/2019)
Just like the other participants who received English education starting at grade 4,
Pelin blames the education system. In extract 51 lines 1-3, she implies that not
learning proper English was not ‘their’ fault. She also states that she is not alone
saying that this is a “general problem”. She also notes that she believes that teachers
had the potential to teach (“they could have taught us”), but that they did not do this.
This sounds like, according to her, not providing them with a good education was
intentionally done. Pelin also emphasized that she actually was eager to learn but
blames the teachers for not providing quality education. In extract 51 line 9 she
mentions a teacher not being able to pronounce words correctly and how this had a
negative effect on her motivation to learn. Here we can observe a positively
motivated English learner identity with low expectations from the education system
(Figure 16).
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Figure 16. Pelin’s past L2 learner identity

4.8.5 Present learning experience

“We show some effort but it's not enough, I know that we can do more”
In her first semester at the A2 beginner level, Pelin was very eager to learn and
showed this by participating in the lessons. She mentions that she wants to
participate all the time and raises her hand constantly to answer lesson-related
questions. Normally, she says, she would be shy but she noticed that all of the
students are at the same level and make the same mistakes, therefore, she feels
comfortable and not anxious at all. Especially when | asked her if she would be
annoyed when someone made a comment about her mistakes, she said she would not
care at all: “they can say whatever they want” [*...istedigini desinler”]. Here, Pelin
exhibits a strong self-confident L2 self that does not shy from making mistakes in
front of the class. This can be exemplified with a instance in class where she
pronounced the word ‘building’ as /baildiy/. There was an explosion of laughter right
away from her classmates. Pelin chose to laugh with them and did not seem to be

affected by her classmates' fun-making. However, she continues to ask her questions
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in Turkish and says that she has not moved to the point of asking questions in
English, yet. About being shy in the classroom, she says that it is actually a problem
in learning a language: “In my opinion, one needs to be assertive...you would learn it
but if you cannot speak, there is a big problem, the whole deal is speaking”
[“Atilmak gerekiyor bence...Ogrenir ama konusamazsa zatin sikint1 biiyiik, olay
konusma zaten. (Interview, 8/10/2019). Pelin’s awareness about learning a language
Is that you have to speak it. This is another instance among the participants where
‘speaking’ a language is emphasized as the primary proficiency marker skill. Pelin,
just like the other participants, believes that you have to be able to ‘speak’ the
language to become a legitimate user of it. Another proficiency marker that is
mentioned is the capability to form full sentences. When asked about whether she

sees herself as a speaker of English, she emphasis the lack of forming full sentences:

Extract 52

1 Pelin:  Derdim anlatirim herhalde. Kendimi tamtma acisindan. Kendimi tanitabilirim.
2 O kadar

3 Hakan: Yeterli degil mi Ingilizce konusan birisi olarak?

4 Pelin.  Hayir

5 Hakan: Ne lazim peki, o tamma uymak 1gin ne gerekivor sizce?

6 Pelinn  Mesela ciimle kuramiyvoruz. Mesela divecegim bir sevin ciimlesini

7 kuramiyoruz.

8 Hakan: Az 6nce kurdun, ben sana bir seyler sordum Ingilizce, sen bayai konustun. [

Q can speak, I don't speak, she 1s going to speak dedin.

10 Pelin: -ing falan takmadan hami su sevlerde.

11 Hakan: Ingilizeeyvi kullanan birisi olarak da mi gérmiivorsunuz kendinizi?

12 Pelin:  Kullamivoruz camm, kullanmivor muyuz, ben kullanivorum. Mesela ne bileyim
13 va, kullanivorumdur herhalde?
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1 Pelin: [ guess, I can say what I want to say in the most basic way, in terms of

2 introducing myself, I can introduce myself. That’s all

3 Hakan: Don'tyou think this is sufficient for someone speaking English?

4 Pelin:  No

5  Hakan: So, what is missing? What do veu think is needed to fit this description?

6  Pelin:  For example, we can't form sentences. We can't form the sentences of whatever
7 we warnt te say.

8  Hakan: You did form a sentence just now, I asked vou some things in English, and vou
9 spake quite a lot, vou said [ can speak, I Dan’t speak, she is going ta speak’

10 Pelin:  Without adding the -ing in those things

11 Hakan: Don't vou even see vourself as a user of English?

12 Pelin: Well, we use it, don’t we use it? I use it. For example, I don’t kmow, well I think
13 I use it.

(Interview, 8/10/2019)

In extract 52, Pelin expresses her understanding of a speaker of English. She
emphasizes that a speaker has to form full grammatically correct sentences and just
being able to introduce yourself is not enough at all to be accepted as a speaker. She
even notices that some ‘-ing’ is missing in the sentences that she tried to form at the
beginning of the interview when we had a casual conversation in English (extract 51,
line 10). However, she seems to associate grammatical accuracy with passing her
courses. When asked about whether rules are important in a language, she says “in
my opinion, they are not, but they are important here. I can find my way abroad. It
doesn’t matter whether [ use ‘could’ or ‘used’ to. They will understand me (...) But
we need them to pass our exams.” [“Yani bence degil, burada 6nemli ama. Ben
disar1 ¢ikinca derdimi anlatirim yani. Ha could kullanmisim, ha used to kullanmigim.
Beni anlarlar. (...) Ama sinav gecmek icin iste”’] (Interview, 01/11/2019). This seems
to imply a distinction between ‘using English for communicative purposes’ and
‘using English for academic purposes’ where grammatical accuracy seems to matter.

In the lessons, Pelin takes notes in a notebook, especially when there are
“strange things that I don’t know, that I might forget later” [“tahtada bilmedigim

garip, benim unutabilecegim bir sey oldu mu hemen onu gec¢iyorum”] (Interview,
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8/10/2019). She checks the notes later, rewrites them and does her homework
regularly. When asked about these, she says that she does it all and adds: “we really
want to learn”. Here we can see that Pelin is actively engaged in the learning process
and has a positive attitude towards English. She is constructing an identity as an
enthusiastic and devoted English learner. When asked about how she would rate her
effort out of 10, she says she is between 7-8 and adds: “It’s like it’s not enough. It
feels like this effort is not enough. We show some effort but it's not enough, I know
that we can do more, that’s why I said 7-8, for example | could read a book in
English” [’Yetmiyormus gibi sanki. O ¢aba yeterli degilmis gibi geliyor.
Cabaliyoruz ama yeterli degil gibi, daha fazlasini yapabilecegimizi bildigimiz i¢in 7
veya 8 dedim ben...mesela kitap okuyabilirim Ingilizce] (Interview, 8/10/2019).
This shows that Pelin thinks that despite all of her efforts, she still can do more to
add to her English learning experience.

At the beginning of the second semester, after the break, Pelin says that she
did not study at all during the break. She engaged with English only by playing
online games. She changed the settings of the game that she is playing into English
and was matched with English speaking players around the world. The kind of online
game she is playing requires you to chat with the other players in the game. This chat
can be in a written or oral form. She said that she was interacting in English with
other players by saying “yes, ok” and that was all. When I asked why she did not
speak to them, she said “By the way, | forgot how to speak, | cannot even speak in
class” [Ben bu arada Ingilizce konusmay1 unuttum, derste de konusamiyorum zaten].
(Interview, 10/02/2020). Pelin seems to invest in learning English by playing games
but does not use it as an opportunity to engage in spoken communication because

even though she has been receiving English education for a semester (around 3
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months), she still does not see herself as a ‘speaker of English’ and even thinks that
she has forgotten how to speak even in class. In the evenings, Pelin watches English
series but continues to watch them with Turkish subtitles. At the same time,
academically she reviews the new words that were covered and tries to write her own
sentences with them. When asked about the effort scale, Pelin says at the beginning
of the second semester (B1) she feels she is giving it a 5.5 out of 10. She feels that
she will have problems with learning the new vocabulary. Just like the other
participants, she feels overwhelmed with the number of words they have to learn and

does not know how to deal with it and how to progress in that regard.

4.8.6 Speaking in class

“But if they 'd force us to speak in English I would.”
In terms of speaking English in class, in her second semesters, Pelin still asks her
questions in Turkish and converses with her friends in Turkish as well. She says that
their teachers do not speak English all the time and choose to instruct some parts in
Turkish. However, she expresses that she envies her friend whose teacher only
speaks in English in class and does not use Turkish at all. In terms of speaking
English in class, Pelin wants to be forced so that she can try. In a focus interview

together with another student, she says:
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iExtract 33

1  Pelin: Tirkge anlattiklan igin Tiirkce konusuyoruz. Ama bizi Ingilizce anlatmaya

2 zorlasalar Ingilizce konugurum.

3 5t Evet, mesela Alper Tiirkce konustugunda hoca divormus ki anlamivorum vami.
4  Pelin: Aynen. Bir anlatmists Alp, sirf hoeca Tiirkce konustuklanni duymasin diye gérevli
3 ile digsarida konusmus.

6 St Keske &vle olsa.

7 Pelin:  Hocalarimiz vi tabi ki de. hepsinden cok memnunuz ama Ingilizce konussalards
B daha 1y1ydi.

I Pelin: Because they instruct us in Turkish, we speak Turkish. But if they 'd force us to
2 speak in English I would,

3 Su Yes, for example when Alper speaks in English the teacher savs I don't

4 understand.

F  Pelin: Totally. Once Alp told me that the teacher spoke to a janitor outside the

] classroom just so that no one could hear her speak in Turkish.

7St I'wish that it was like that.

8 Pelin: Of course our teachers are good, we are all happy with them but if they 'd speak
g in English it would be berter.

(Interview, 10/02/2020)

In extract 53, we can see that Pelin and her friend do not want to be left on their own
in deciding when to speak in English. They seem to desire a setting where they are
forced to speak in English. For example, in line 3-4, the student gives an example
where the teacher pretends not to understand Turkish. This she thinks will leave them
in a position to speak in English if they want to communicate with the teacher. This
communication is not only limited to ‘class speech’ which consists of instructions
and all kinds of feedback but also real life communication between the teacher and
the students. Here again, students are expressing that they are in need of a
community of practice . We also have to note that the students do not feel that they
themselves can construct this community but need the help and authority of the
teacher to create one where they are forced to speak in English to establish

communication. Figure 17 shows a summary of Pelin’s L2 speaker identity
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Figure 17. Pelin’s L2 speaker identity

4.8.7 Imagined identity

Pelin hesitantly accepts that she might be a ‘user of English’, of which she still does
not seem to be convinced. This also shows when asked about whether she imagines
herself speaking in English. Pelin does say yes but cannot elaborate and where and
how. She only imagines herself speaking English in a foreign country but where and
under what circumstances she does not say. At the same time, she says that she
would feel nervous when a tourist in Turkey would ask her for directions. The main
reason for that is that it would be a ‘real situation’: “It’s like, it’s going to be
something in real life for the first time, I'm going to tell something to someone”
[“Gergek hayatinda ilk defa bir sey olacak ya bdyle, birine bir sey anlatacagim’]
(Interview, 8/10/2019). Here we can see that even imagining the prospect of
engaging in a real life English speaking situation seems to be causing a hint of
anxiety for Pelin even though she had said that she could imagine herself speaking
English in a foreign country. There seems to be a contradiction between the imagined

actual-self English speaking identity, which seems to be more immediate and
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realistic, and the imagined-self English speaking identity, which seems to be more
like a future projection of herself. In a later interview, Pelin tells that she actually had
an encounter with a Korean girl in Kadikoy. She says that she mostly understood
what she said but could not answer at all. Her main issue was worrying about
whether she would say something incorrectly. Even though Pelin thought that the
girl’s accent was bad, she stated that the girl’s English was better than hers. In an
interview conducted at the end of her second semester (B1), she says during school
time, she would consider herself a ‘user’ of English because she was using it in her
lessons and while listening to music. However, if she had an encounter with someone
speaking English she says: “if someone said something to me 1’d still speak
gibberish”, I won’t be able to speak but maybe understand.” [hala biri karsima gelse
hebele hiibele yaparim konusamam ama onu anlayabilirim belki] (Learning Diary,

May 2020).

4.9 Summary of Pelin’s case

Pelin seems to be invested in learning English for a number of reasons, all of which
are related to owning economic, social and cultural capitals. Even though she
believes that English brings an economical capital, she does not position herself in
that economic future because she cannot see how English would benefit her in the
nursing world. However, she sees the social and cultural benefits of it as a boost in
self-confidence and as an acquisition of a new perspective. All of these contribute to
her learner identities in positive and negative ways. For example, in a positive sense,
her past-mediated L2 learner identity was impacted by playing video games in
English and her interactions with her sister while her formal English learning

experience including having bad teachers contributed to a construction of a negative
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L2 learner identity. This might have led to a positively motivated English learner
identity with low expectations from the education system.

Her present learning identity exhibits positive traits of a strong self-confident
L2 self that is not afraid of making mistakes in front of the class. However, there was
still a lack of an actual speaking self because she chose to speak Turkish with her
classmates and teacher during communicative exchanges. However, in class Pelin
wants to be forced to speak English so she does not have another option. In terms of
her imagined identity, there seems to be a contradiction between her imagined actual-
self English-speaking identity, which seems to be more immediate and realistic, and
the imagined-self English-speaking identity, which seems to be more like a future

projection of herself.

4.10 Banu’s case

4.10.1 Vignette

Banu (f) is 20 years old and was born and raised in a neighborhood in Istanbul which
is known for its crowded narrow streets and socio-economically low profile. She
stayed there until the age of 7 when she moved to live with her grandmother who
lives in another neighborhood. This neighborhood is known to be one of the most
hip and modern places in Istanbul. This was a radical transition for her. During the
week, she went to school there and during the weekends and the summers she stayed
with her mother who lives in the Asian part of Istanbul. It seems that moving
distances had become part of Banu’s life when she was very young. During her
education at the English Preparatory School, she used to complain about the
commute, which took her around 2 hours every day. The reason why she had to

move to her grandmother was because of her mother and father’s divorce. Banu does
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not like to talk about her father much and she does not speak to him very often. She
lived at her grandmother’s for 2 years and then moved to the Asian side with her
mother. Her mother lives in one of the last districts to the east of Istanbul. Her
mother never remarried. She still works as an accountant. Banu went to two primary
schools, two secondary and three high-schools of which the last one was a private
school. She says she was an “angry girl who would get into arguments”. At the same
time she says the reason why she changed so many schools was the “bad”
neighborhoods they were located in.

Banu was not able to pass the English preparatory school (see Table 12);
therefore, she decided to change schools and start at another university where
English was not a medium of instruction. She also changed her department. At the
Istanbul Private University, where she started her language learning journey, her
department was Political Science. At the new university, she changed her major to
Aviation Management. In this new school, she was exempt from the English
Preparatory School because it accepted having received English education at the B2
level, which she had already started at her previous school but did not choose to
finish. She said she was happy that she changed schools because there she was able
to start as a freshman at the university without studying at a English Preparatory
program. Furthermore, the medium of education at her new school is Turkish, which
was another reason for her to switch. However, the new university is farther away
from her recent home than the previous school was. She had to commute to her
previous school for two hours.

Banu is an avid gamer. She likes to play online games, especially League of
Legends. She is also a tattoo enthusiast. At the same time, she likes to listen to

Turkish arabesque music, which is a very melancholic type of traditional Turkish

192



folk music with arabic influences. She also likes watching Turkish melancholic Tv

series.

4.10.2 Progress at the EPS

Banu started studying at the English Preparatory School in the Fall 2019 Semester in
the A level. She studied at the EPS for four semesters but did not pass B2, which
was a requirement for her to begin her studies in the Political Science department. In

Table 12, we can see all the grades she received during her stay at the EPS.

Table 12. Banu’s Scores at the EPS

Banu Fall 2019  Spring 2020 Summer 2020  Fall 2021

A Level B1 Level B2 Level B2 Level
Partlcu()f(t)lozr)\ 6 5 5 9
Quizzes (20%) 54 46 0 35
Midterm (%30) 65 47 90 39
Final (40%) 79 99* 0 0
Total 68 67 - -

68/70 64/64 74123 104/70
Attendance| (350/81%) (320/80%) (115/36%) (350/70%)

Note. Participation out of 10. Exam results and total out of 100
* make up exam

As can be seen in Table 12, Banu had attendance issues right from the beginning of
her studies at the EPS. In the first A level, she did not come to school for 68 hours,
which was close to the limit. Students at the EPS have to attend at least 80% of the
classes. In the second term (B1), she spent all of her absenteeism rights by not
attending 64 hours. Banu failed both the B2 Summer school and the B2 Fall 2021
semesters because of absenteeism. In terms of participation, she received a 6 in the

first semester and a 5 in the second one. This shows that Banu was not evaluated by
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her teachers as a student who fully participates in class. In the last two semesters, her
participation grades were very low because she did not attend classes after she failed.
In terms of her grades, Banu’s grades for her quizzes, midterm and final exam were
not bad. However, this seems to have changed in the second semester when all of her
grades dropped below 50. Still, she managed to receive a 99 in the Spring 2020
semester final exam, which was conducted online because of the pandemic. In the
last two semesters in the EPS, Banu did not enter the quizzes nor the final exams

even though she received a 90 in the midterm at the B2 Summer School.

4.10.3 Past learning experience

“...because I'm used to hearing English since my childhood, it comes as an
easier language to me”
Just like the other participants, Banu’s formal English education started in 4th grade.
According to Banu, English is an easy language. In school, she tried to learn German
but it was too difficult for her. At the same time, Banu has been familiar with English
since her childhood because she has relatives who had once lived in Australia and
now are back in Turkey. She mentioned them on many occasions in our interviews to
show that she has opportunities to speak with people who speak English at a higher
level. She said: “Well, because I'm used to hearing English since my childhood, |
find it easier”. [Yani Ingilizceye daha kiigiikliigiimden beri kulagim aliskin oldugum
icin daha kolay geliyor bana.] (Interview, 18/10/2019). This is the main reason she
believes that she will become a proficient speaker after she finishes preparatory
school. She is always together with her aunts and cousins and they care about

English education and speak to her in English all the time even though they know
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Turkish. Banu is aware of the importance of learning English mainly for its

economic gains. In fact, she states:

Extract 34

1 Banu:  Yam &nemli, ¢iinkd su anda neredeyse diinvada en cok konusulan dil Ingilizee,
2 kabul edilmis zaten. Onun icin bence Ggremlmesi gerekir.

3 Hakan: Yam &grenilmesi gerekivor! Ne icin 6grenilmesi gerekivor? [sin icin mi yoksa
4 kendin igin mi?

5 DBanu: t[g icin genelde. Is icin distniivorum ben. Bélimiim de belki yurt disinda bir
6 seyler vapmak istersem bana cok lazim olacak.

Banu:  Well, it's important because at the moment English is the most spoken language
in the world, this is already accepted. Therefore, it needs to be learned.

Hakan: So, it needs to be learned, for what does it need to be learned? For work or for
vourself?

Barmu:  Mainly for work. I want it for werk. Also for my department, maybe if [ want to

L W

do something abroad it will be very 1seful for me.
(Interview, 18/10/2019)

Here we can see that Banu mainly associates learning English with economic gains.
She repeats this in further interviews. She thinks that she needs English mainly for
work, for her department (which is in English) and ‘maybe’ if she plans on doing
something abroad but she seems to be a little vague about this and does not give
much detail.

Banu justifies her starting at the Al beginner level at the university by
explaining that a language is best learnt by practicing to speak it and that only
listening to it is not enough because after a while you start to forget how to speak.
She discusses this further when speaking about the merits of a good language learner.
According to Banu, the most important characteristic of a good language learner is
the desire to learn. She adds that motivation as well as perseverance is a factor. She

says,
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Extract

Banu  Motivasyon, vam dgrenmek 1stivorsa bunu bir vere kadar geldikten sonra
biralktmamasi lazim. Devam etmesi lazam. Ciinki bir vere gelip biraktilctan sonra
kesinlikle hig bir sey hatirlamiyoruz. Ciinkii ben lisede 1lk 1ka sene ¢ok 1v1
Ingilizce gardiim, simiftaki en iyi darenci bendim, hoca da bilivordu zaten. Ama
ben son iki sene finiversiteye hazirlanacagim icin Ingilizee gérmedim ve su an

[ T o

neredeyse hepsimi unuttum.

Banu:  Motivation, in other words, if vou want to learn, vou should not stop after yvou
reach a certain point. You should continue. Because when yvou stap after a
certain point, vou certainly do not remember anything. In the first two years af
high school, I received a very good English education, I was the best student,
the teacher kmew this as well. But I did not receive avyy English education in the
last two years because I needed to study for the university exam and at the

e I L W S R

maomert I don't remember anyvthing.

(Interview, 18/10/201%9)

Here Banu draws from her own past learning experience when expressing her views
on what a good language learner needs to do. She praises her own education in the
first two years in high school (extract 55, line 4) and also mentions that she was the
‘best’ student. She also feels the need to say that the teacher was aware of her
language learning quality. However, now she is at the beginner level of the
preparatory school and the reason for this is that she did not receive any English
education in the last two years and consequently she has forgotten ‘everything’. She
thinks that if she had received English education in the last two years, she would
have started at the B1 level and not at the A level. Banu does not think that she could
have passed the proficiency test as a higher-level English-speaking student; she still
sees herself as a preparatory school student, only to be starting one level higher than
her present level even though she would have received two years of English

education. Figure 18 summarizes her past-mediated L2 identity.
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Figure 18. Banu’s past L2 learner identity

4.10.4 Present learning experience

“I’'m not the person who opens a book or a notebook every day”
Banu’s participation in classroom activities and her general attention to classroom
coverage depends on her sleeping patterns. Banu needs to commute for two hours
every day to come to school. She wakes up at around 5.30 so that she can get on the
6.55 bus and arrive at school at around 8.30. She stated many times that her
participation in class depends on whether she is sleepy or not. In my observations in
class, | noticed that after a few weeks of active participation, she started to sleep in
the first hours of the morning sessions. At the beginning she said that she only slept
in the last hour or the one before the afternoon session; however, after a while this
started to happen in the morning classes as well and attracted the attention of the
teachers and her classmates. Her long commutes also affect how she does her
homework or her assignments. She sleeps at around 20.00 after she comes home
because she says she feels so tired every day. That's why she does most of her
homework and assignments on the bus to or from school.

Banu says that she takes notes in class and has a notebook. When I asked her

if she reviews her notes later, she said she does this only during her commute on the
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bus. She also uses her weekends to do some of the assignments and homework.
When asked about the effort scale in her first interview, Banu says that it is a 7 out of
10. The remaining three she deducted because she cannot repeat the topics covered
afterwards and she had already had 50 hours of absence. In Table 12, we can see that
in the first term Banu had 68 hours of absence from the 70 hours that are allowed
during the Fall semester. She attributes those absent hours to her hospital visits. Banu
has scoliosis and needs to go to the hospital for checks and treatment. However, she
had a similar number of absences in the second term and failed two times because of

absence in the following two semesters. Figure 19 presents a summary of her present
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Figure 19. Banu’s present L2 learner identity

At the beginning of the B1 level, Banu stated that she was comfortable with
what is covered in class and that she did not face many difficulties with the new
topics. They seemed like a continuation of the A level to her and after repeating them
a few times, she handled them. However, just like the others, Banu seems to struggle

with the large number of vocabulary that they are exposed to. She says:
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Extract 56

Banu:  Cok fazla kelime var. Iste hepsini not aliyorum. Hepsini tek tek gevirip
bakryorum. Onlar ile 1lgili ciimlelere bakiyvorum. Onlan hatirlamaya calisryorum
falan. Bazilan yerine oturuyor ama bazilar1 yvine bdvle, bu neydi vaa falan

F T

oluyorum.

Bfmuf There are too marny words. I'write all of them down. I translate all of them one
bv one and look them up. I look up sentences velated to them. I try to remember
them etc. Some of them will stick but others are like, I'm like, what the heck was
that?

o f B ke

(Interview, 21/02/2020)

Here we can see that Banu seems to be investing in learning vocabulary. She uses a
variety of general vocabulary learning strategies to do that. However, it seems that
these strategies do not work with all of them. When | ask her how she deals with all
this vocabulary load and whether she reviews them every day she says “No, because
1I’'m not the person who opens a book or a notebook every day” [*“Hayir. Clinkii ben
stirekli boyle kitap acan deftar acan bir insan degilim”] (Interview, 21/02/2020). Here
she exercises her agency in novel ways. She takes photographs of the words either
from the board or from the notebook and reviews them when she “gets bored” while
commuting from or to school. This way, she says, there is no need for extra study
because the words are always with her. About her homework, she says that she does
not do them all the time. Sometimes she is tired when she comes home and does not
want to do anything. At the beginning of the B1 semester, Banu reported an effort
scale of 7.5 out of 10. Apart from her studies at school, Banu says that she “visits her
cousin who gives private lessons to another relative”. She says that she is also
present while her cousin gives private lessons. She does not elaborate how this helps
her with her English but she says that this is how she tries to get out-of-class English
help. She describes this process as “there | get some practice, repeating previous

stuff. Things fall into place” [Orada yine bir pratik falan, eskileri boyle bir tekrar
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etme. Oturuyor yani yerine] (Interview, 04/03/2020). She does not elaborate how this

helps her with the studies at school or with her general English learning process.

4.10.5 L2 speaker identity

“Most of the time I speak in Turkish. But in class, the teachers warn me to

speak English, and then of course | ¢ry.”

At this time of the interview, Banu does not see herself as a speaker of English.

However, when asked whether she can imagine herself speaking in English, she says

that she ‘sometimes’ sees herself speaking in English, especially in a foreign country.

She says:

Extract 57
Banu:

Banu:

Banu:

Y I - B L O S

Bamu

Banu:

Barmu:

Barnu:

L= ML R T L

Barnu

Hakan:

Hakan:

Hakan:

Hakan:

Hakan:

Hakan:

Evet bazen edryvorum.

Nasil?

Cok havali. Yani gizel ama vani herhalde disiniivorum acaba bévle konusabilir
miyun falan diye.

Nerede haval ediyorsun kendimi konusurken?

Yurt disinda falan.

Yani ne bileyim 13 1le 1lgili bir sey haval ettigin oluvor mu veya okulda oluvor
mu?

Okulda degil, genelde yurt disinda ve 151mi1 vaparken diisiiniyorum.

Yas, sometimes I do.
How?
It's 50 cool. Well, it's nice but I wonder whether I can speak like this and so.
Where do you see yourself speaking?
Well, abroad I guess.
Do vou imagine vourself at a workplace or at a school?
Not at school, I imagine myself speaking it while doing my job...
(Interview, 18/10/2019)
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As can be seen, to see herself speaking in English is something that is ‘cool’ for
Banu. She likes the idea; however, she cannot fully envision herself and expresses a
little doubt and says that she wonders whether she can do this in the future (extract
57, line 3). Another important point here is to see that she can only think of herself
speaking at work and abroad. Even though her department is in English and there can
be numerous situations here in Turkey to speak in English, she can imagine herself
only at work. In later interviews, Banu repeats that the only reason why she learns
English is for her future job; however, she adds that she will also need it in her
department for her studies. When she is asked about being able to communicate in
English she says “that is very difficult to do in Turkey”. This might mean that Banu’s
imagined L2 identity (Figure 20) is based on a professional self that requires English

only for professional needs rather than communicative needs.
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Figure 20. Banu’s L2 speaker identity

Another point related to her not seeing English as a communicative device
could be the lack of English speaking opportunities during her classes. When asked
about the factors affecting her ability to speak English in class she says that there are
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no such factors. She adds: “I mostly speak in Turkish. But in class, the teachers warn
me to speak English, and then of course I try. Apart from that, | speak Turkish in
class with my friends.” [“Ben ¢ogu zaman yani Tiirk¢e konusuyorum. Ama derste,
hani uyarryor beni, Ingilizce sdyle, o zaman Ingilizce sdylemeye calistyorum tabi.
Onun disinda arkadaglarimla Tiirk¢e konusuyorum derste.”] (Interview, 18/10/2019).
It seems that Banu speaks English only when she is forced to do so by her teachers.
Her low engagement in English speaking activities in the class might be a factor
contributing to a negative construction of her L2 speaker identity. Banu has on many
occasions mentioned and shown in class that she is a fan of Turkish series and

traditional arabesk music.

4.10.6 Accent matters

Banu does not believe that speaking with an American or British accent is important.
However, she says that it is important to pronounce the words correctly. “Everybody
has a different accent, even in Turkish we have different accents, that is not
important at all” she said in her first interview. Later, she emphasized the importance
of pronouncing words correctly (in an intelligible way) and associated it with “being

made fun of when speaking incorrectly”. She says,
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Extract 58

Banu: ...bence Sneml, cilinkii bir vere gittifin zaman boyle hami yurt disina mesela
ciktigin zaman insanlar sana konusur, sen konusuvorsun bévle, zaten basgka bir
verden geldigin ¢ok belli oluvor. Ham seninle béyle bir giilse, dalga gegse
moralin bozuluyor.

Hakan:  Nive bavle bir gev vapsin?

Banu: Hayir olabilir, olabilecek bir sey. Yapan insan vardar, giiler. Bunu nasil telaffuz
falan filan diye.

o o R O T R I

Banu: . think, it is important, because when you go somewhere, for example
abroad and peaple talk to vou, and vou talk back, it’s already too obvious that
vou come from another place. So, if someone laughs or makes jun of you, that
would put vou dawn,

Hakan:  Why would semeane do this?

Banu: Well, it might happen, it's possible. There are people like that, they'll laugh,
thev'll be like what kind of pronunciation is that and stuff’.

(Interview, 19/11/2019)

L= AL R L L

For Banu, it seems that it is an issue to be perceived as a ‘foreigner’ because in
extract 58 line 3 she says that it is already obvious that you are a foreigner from your
non-native accent and on top of that, if you make a pronunciation mistake, they will
laugh and this will make you feel bad. Here, Banu shows that even as a foreign
speaker, one has to speak with correct pronunciation in a language in order to not
sound foreign. Banu seems to have constructed a native-like speaker imagined
identity where speakers of a foreign language have to speak the target language
fluently and accurately or otherwise they will be ridiculed by the native speakers of
that language.

In an interview in December 2019, she stated her wish to be able to speak like
an American or a British person because ‘it sounds more pleasant to the ear’. Later,
in the B2 Summer school, Banu seems to have changed her mind about speaking
with an accent. Now she supports that the most important aspect is to be able to
communicate your message properly. She says “When I'm abroad, the people there

will not say ‘hey you 're speaking English but your accent is very bad’. They will see
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whether | can talk or not in my opinion® [Yurt disina ¢iktigim zaman oradakiler bana
demeyecek ‘vay ingilizce konusuyorsun ama aksanin ¢ok kétii” demeyecek bana.
Konusabiliyor muyum konusabiliyor muyum ona bakacaklar bence] (Interview,

17/07/2020). Banu also seems to have constructed an L2 emergent speaker identity

(Figure 21).
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Figure 21. Banu’s L2 Speaker identity regarding emergent communication

Just like pronunciation, Banu believes that grammar is also important when
speaking English. She says that when you have your grammar incorrect there can be
misunderstandings. For this she gives an example from Turkish speakers coming

from the east. She says,

Extract 59
Banu: ...mesela Dogu'dan bir insan gelivor, elinde herhangi bir vivecek. Bévyle soruyor
"bu yemvor”. Sen onun soru sordugunn anlamivorsun, diyorsun ki yemivor yani.
Ama aslinda sana soru sormaya calisiyor. Bence onun igin gramer dnemli,
Ingilizcede de boyle yani.
Banu: .. jfor example, imagine a person who comes from the East and they have some

Jood in their hand, They will ask "this is for eating?". He asks “this to eat”. You
don’'t understand that this was a question and you say “veah, to eat”. But in _fact
this person asks a question. Therefore grammar is important, and this is the
case in English as well.
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Here, Banu wants to show how grammar mistakes might lead to misunderstandings
and gives an example from a typical usage of a statement that usually is turned into a
question using intonation. She is not aware of the fact that this is a common way to
express a question, but in Turkey this way of forming a question is associated with
an ‘eastern vernacular’. Therefore, Banu expects the speaker to say “is this to eat?”
instead of “this to eat”? Hence, she expects a misunderstanding to happen; however,
the way she supposedly replies is still an answer to the question. This does not
change the fact that Banu considers grammar to be important and that she expects

grammatical accuracy even in Turkish.

4.10.7 B2 summer school (online)

“There are things I need to do but I'm listening at the same time.”
In the middle of March 2020, online education started at the EPS due to the
COVID19 pandemic. Even though Banu’s most challenging obstacle studying
English at the EPS was commuting, Banu was not positively affected by the
advantage of joining classes in her own home. For her, online education was really
bad and she did not like it at all. At the beginning, she did not attend the classes
because there was no attendance requirement and she states that “she did not
understand what was said in class” [...¢iinkii ben derste konustugumuz zaman
anlamiyorum] (Interview, 17/07/2020). She took extra private lessons and that is how
she passed the B1 level. As in Table 12, her absence in the B1 level was 64 hours of
the 64 hours that they were allowed not to attend (320 total hours of instruction).
Another reason was that she preferred to sleep in the morning hours. She says “... no

one could have woken me up at that hour, so | did not attend” [...beni de kimse

kaldiramazdi, girmedim ben de.] (Interview, 17/07/2020]. Even when she attended
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classes, her participation was at the minimum. She did not turn on the camera and
just silently listened to the lessons. She spoke only when she was asked by the
teacher. She said that they were not asked much in the classes anyway, let alone in
English. Therefore, she did not speak, only when she had to answer and that did not
happen on many occasions. Banu did not believe that she benefited from online
education in terms of learning English. She only wanted to pass the EPS and that was
why she was taking classes online.

Banu experienced technical difficulties, too, which also contributed to her
frustration. Her internet connection was not stable and the live streaming software

Zoom threw her out of sessions. She describes this frustration in detail:

Extract 60

1 Banu:  Zaten bévle sevlere sinir oluvordum. Hani mesela dinlemeyve kalksam donuyor
2 birden. Birden ativor, geni giremivorum. Hatta ben final smnavindavken de atts
3 beni. 2 saat baglanmavya calistik. Yam sikintils oluyor. En son derslere girdim
4 sinirlerdim_ dedim bir daha girmivomum ders alirtm daha 1vi.

5 Hakan: Pelki, bu semn igin bir stres varatnug maydi final sinavinda?

6 Banu:  Evetcok stres oldum. Baglanamivorum, ger giremiyorum. Bir de biitiin sorularim
7 bitmis, son sorumda att1 beni.

Bamu:  Things like these made me mad. For example, I was just trving to listen to the
teacher but it (Zoom) would suddenly freeze. I would get discommected all of a
suddern. I even got disconnected during the final exam. I tried to reconnect for
twa howurs. So it was problematic. In the last classes, I gor angry and fed up so I
said to myself I'm not going back again, I'd rather take private lessons.

Hakarn: Did this cause any stress in vour final exam?

Bamu:  Yes, [was very stressed. I cannot connect, cannot get back in. And I had done

a8 =] Oy LA e L R e

all of the gquestions and it threw me out at the last guestion.

(Interview, 17/07/2020)

As can be seen from the extract above, Banu seems to be distracted a lot by technical
problems that make it difficult for her to attend the classes and listen to what is being
covered. However, she also does not mention if she has tried to solve these technical

problems because it is unlikely that these problems happened to her all the time she
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tried to connect to the lessons. Even if this was the case, she could have sought help
and most probably found a solution for the technical problems. On the other hand,
she was offered private classes from her relatives, who as mentioned before are
proficient speakers of English because they have lived in Australia for many years.
Banu repeated this on many occasions in our interviews. She always mentioned those
relatives and that they would be helping her in her English learning endeavors. At the
end of the B1 semester, she did not attend the final exam but received a 99 out of 100
in the remake exam which was also administered online.

Banu took the B2 level at the EPS in the summer of 2020 and once again it
was conducted online. Once again, she failed because she did not attend classes for
74 hours out of the 23 hours they were allowed to be absent. The summer school at
EPS is usually shorter than the normal semesters and classes are more intensive.
Before summer school, she had imagined it to be easier and manageable. She did
even receive a 90 out of 100 from her midterm exam but did not attend any of the
quizzes. She cites her health problems as a reason and said that she had received a
report from the hospital stating that she had to undergo some kind of treatment and
frequently visit the hospital (because of her scoliosis). However, the school did not
accept the report and she failed because of absenteeism. On the other hand, we need
to note that she had already failed before she was given the report. She states that she
was not motivated enough to attend the classes and cites some issues she had with
the teacher who would not allow her to keep her camera shut. In the online lessons in
the EPS, it was obligatory to turn the cameras on so that the teacher could see that
the students were actually attending the classes. This was a problem for Banu. She
attended the classes in the first few weeks but later, turning off the camera became an

issue. She told the teacher that she was listening and also answering questions when
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asked. However, she said that she was alone at home, and sometimes she had to go to
the bathroom and she had some chores to do and when she turned the camera off the
teacher told her that she could not do that. She says,

Extract 61

Bamu: .. kapattifim an bana sev vapmava bagladi bévle hani kapatamazsin, edemezsin,
1ste siyle bivle. Ben de birazeik sey oldum. Diistii bivle motivasyonum, bavagi
diistiim. Yine évyle birkag durum oldu, evde tek kaliyorum sonugta. Yapmam

gereken seyler var ama o arada dinlivorum. Bunu da séylivorum. Yok diyor

LA dm e B

olmaz.

Banu: . _once ] turned it off, she started to sav vou cannot turn it off, vou cannot do
that and this and that. And I became a little..., my motivation dropped, it
drapped a lot. And then later, the same happened, because I'm staving alone at
home. There are things I need te do but I'm listening at the same time. And [
told her that. No, she said, this is not acceprable.

LI R T

(Interview. 2/9/2020)
Banu shows that she was not willing to invest in the learning process by rejecting the
rules of the EPS. In addition, she admitted that turning on the camera was not the

only reason why she did not attend the classes. She says that her friends were also
encouraging her to skip classes to go out and even though she wanted to refuse them,
she did not because she still had the right to not attend classes. However, this ended
very quickly. One day, her cat had a health problem and she had to take her to the vet
during a lesson. She asked the teacher whether she could join the class during her

ride to the vet but the teacher refused stating that she had to turn on the camera. That
was the last time she attended her classes. She states that she got very angry when

she was refused to join the class on the road. She says,
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Extract 62

Banu:  Zaten hani normalde de biraz béyle ufak sevlere sinirlenen bir insamm, cok
sinirlendim_ Ciinki hani &zel bir durum_ hayvan orada Glsin mii? Rahatsizd:
gitmem gerekiyvordu. Dedim devamsizligim doldu, kameram kapatayim,
otobiiste olacagun hani, vok dedi. Biraz da hami cocuk azarlar gibi konugtugu

LA e e B

i¢in ben de dedim daha girmivorum.

Banu:  I'm a person who gets mad at little things, I was very angry. Because, well, it is
a special situation, should the animal die? It was sick and I had to go. I saidl
was at my absenteeism limit, let me turn off the camera, I will be on the bus, she
said no. She also spoke like she was scolding a little child and thevefore I said I
won 't attend agairn.

LTI N T T

(Interview, 21/09/2020)

Here, we can see that Banu shows her personal feelings about an incident in class.
She states that she has a temper (extract 62 line 1) and this was triggered with her cat
becoming sick and she not getting the permission from her teacher to go to the vet.
She had already spent her absenteeism rights and if she was written absent in this
hour, she would fail. However, she does give another reason for not attending the
classes. She accuses her teacher for “scolding her like a child”, which seemed to
have an effect on her will to attend classes again. Banu states in extract 62 that she is
hot-tempered and also gives an example of how she thought the teacher scolded her
for not turning on the camera or for asking her to excuse her to get her cat to the vet.
Even though Banu knows that the EPS requires students to turn on their cameras and
she also knows that she must attend all classes because if she does not, she will fail
of absenteeism, she encounters a problem that requires her to leave the home and she
does. In the same interview, she said “Because it was a special situation, should I let
the animal die?” [Ciinkii hani 6zel bir durum, hayvan orada 6lsiin mii?] (Interview,
21/09/2020). As a result, during the online instruction period, Banu seems to have

constructed a negative online learner identity (Figure 22) where her actual-self
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seemed to be not returning with investments that could have resulted in positive

commitment in the learning process.
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Figure 22. Banu’s online L2 learner identity

4.11 Summary of Banu’s case
In terms of L2 investment, Banu knows that English is valuable in terms of its
economic capital. Her learner identity related to her investment is mainly based on
how English is needed in job settings. Apart from that, she is also aware that English
is a global language. Her past-mediated identity was built on the fact that her family
members lived in an English-speaking country and were native-like speakers of
English. This made her believe that English would be easy for her to learn. She
started as a very successful learner but lost all of it in her last two years of high
school.

Her present-mediated learner identity is as contradicting and as flexible as the

other participants. However, her learner identity is overwhelmingly burdened by her
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commuter status that causes her to sleep in class because she has to wake up very
early in the morning. Furthermore, she uses her time in the bus to go over her
assignments and other notes she took in class (via taking pictures of the board). In
regard to this, her actual self and the way she invests in learning the language seem
to clash because she spends time outside of class with English-related content but
sleeps during formal morning classes.

In terms of imagined identity, she can see herself speaking in English which
she thinks is ‘cool’. However, she cannot fully envision herself using English in the
future. Banu’s L2 speaker identity is also conflicted in that the imagined side and the
actual self cannot be harmonized since she does not think speaking English in Turkey
is possible. Her low engagement in English speaking activities in the class might be a
factor contributing to a negative construction of her L2 speaker identity. Banu has
also constructed a negative online learner identity which consists of a multitude of
markers consisting of a continuous struggle between her investment, technical

difficulties and the realities of her actual self.
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CHAPTER 5

DISCUSSION

5.1 Introduction
In the following section, | interpret key themes that emerged from the findings in this
study with the related theoretical concepts as well as studies in the literature as laid
out in the previous section. All the following interpretations of the results are
informed by the poststructuralist conception of identity, that is identity is not
perceived as a “simple accumulation of experiences and knowledge” but is a
continuous pursuit for ontological security which “takes place at the crossroads of
the past, present and future, as in their day-to-day interactions with their
environments, individuals are constantly reconciling their current sense of self and
their accumulated past, with a view to dealing with what awaits them in the future.”
(Block, 2006, p. 35). Hence, identity is naturally constructed under conflicting and
contradicting circumstances yielding to identities that are layered, fluid, dynamic and
complex.
The main purpose of this multiple-case study was to investigate L2 learner identity
construction among beginner EFL learners at a private university in Istanbul, Turkey.
Three main research questions guided this research:

i.  How do beginner EFL learners construct their learner and speaker identities

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

construction of language learner identity?
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Key themes that have emerged in the qualitative data are the construction of L2
learner and speaker identity, the role of L2 investment in this construction, how
imagined identities and communities play a part in these constructions, and the
significance of community of practice in relation to the learners’ L2 learner identity

construction experience.

5.2 Construction of L2 learner identity

One major dimension of identity negotiation is about taking ‘“new subject positions at
the crossroads of the past, present and future” (Block, 2006, p. 39). As Block (2006)
further explains, we are shaped by our sociohistory. To analyze identity construction
through time and its relation to the individual, in her study, Erduyan (2015)
employed the notion of ‘timescales’ by Wortham (2004), who borrowed the term
from Lemke (2000). Wortham (2006) states that a variety of processes use resources
from different timescales when they contribute to the various situations of social
identity. Lemke (2000) explains that a person’s action is positioned within numerous
time intervals spanning milliseconds to years. It is in these timescales that learners
take part in ecosocial processes and assume their own roles. Wortham (2004) defines
timescales as “is the spatiotemporal envelope within which a process happens” (p.
166). Later, he operationalized this construct to be used in the classroom context with
regard to learners’ construction of identities during their learning experiences. He
identified fouir major timescales, of which the first two are relevant to this part of
the discussion: a) the sociohistorical timescale, which are categories that span over
years, decade or even centuries and have an effect on the learners identity, and b)
ontogenetic timescales, which are directly connected to the learners’ own experience

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

In the next sections, I discuss the main components that contributed to the L2
learner identity constructions during my participants’ language learning journey:

their construction of identities through sociohistorical and ontogenetic timescales.

5.2.1 The past experience: does the past stay in the past?
Based on the narratives of my participants, the past does not stay in the past. Major
language learning related factors contributed to the participants’ L2 learner identity
construction before they came to the EPS. The first factor is the impact and role
family members play in the construction of an L2 learner identity. These were
mainly positive experiences that made the participants develop favorable attitudes
towards the language and resulted in positive L2 investment. However, they might
also result in negative attitudes depending on the nature of the past experience.
Seren, Banu and Secil were all affected by their families’ attitudes about
English. Seren mentioned the effect of her sister on her language learner identity on
many occasions. Most of the time, when she narrated her attitudes towards English or
when she stated the importance of learning English she gave examples from her
sister’s accounts. It was her sister who told her about the importance of having a
native accent as well as English being a world language. Similarly, Secil was

affected by her mothers’ warnings about learning English. It was her mother that
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wanted her to start learning English at a very early age and she started getting
English language instruction when she was in second grade.

Furthermore, Seren’s sister always suggested that she watch and read
everything in English and get exposed to as much English content as possible.
However, at the same time, it was her sister’s aptitude towards English that made
Seren feel that she had always lagged behind in learning English because she
compared herself to her. Seren made a powerful statement about what kind of effect
this had on her: “ I grew up with English around me but I never owned it”. Seren
feels that her sister ‘owns’ the language with her aptitude and most probably higher
proficiency in it. Her sister’s owning the opportunity or incidence of having learnt
the language makes Seren feel inferior. She witnessed how her sister invited
international friends from exchange programs and how she interacted with them.
This observation might have helped her see English as a linguistic capital that will
result in a valuable return: socializing with people around the world. Here, we need
to notice that Seren, most probably unknowingly, touches a debated issue in
ESL/EFL teaching and learning by using the phrase “I never owned it”. ‘It’ here
refers to English. Seren complains that she did not have the chance to ‘own the
language’. The subject of the ownership of English has been debated by Widdowson
(1994) and Holliday (2009, 2015). Widdowson (1995) approaches the question of
ownership from a Standard English point of view and states that Standard English is
not a communicative device anymore but only a symbolic commodity of a special
community with the purpose of representing identity. Therefore, it serves a multitude
of communities for their own needs. Holliday (2009), on the other hand, approaches
ownership from a ‘native-speakerist’ view where ownership is claimed by the native

speakers of the language. Seren’s statement about ownership is related to both views.
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It is related to Widdowson (1995) in that Seren perceives English to be in the custody
of English native speakers and not as an international language with which she can
interact in her own way without the worries of having to reach grammatical
accuracy. She was not given the chance to identify with it as her own means of
communication. It is also related to Holliday (2009, 2015) in that Seren still believes
in the native-speakerist norm which had been imposed on her throughout her whole
English learning journey. She was never made aware that English in international
settings is used in a “untidy, imperfect” way with the only purpose of making
yourself understood. Holliday (2009) states that the messiness in these interactions
are not related to incompetence but are an indicator of the “user’s communicative
success, which is never going to be that high, even among so-called ‘native
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speakers’”(p. 151). Seren was not given the chance to communicate herself in
“untidy and imperfect” way without being compared to native-speaker norms and
therefore will state that she ‘never owned English’!

The same is valid for Banu whose relatives had returned from Australia and
were, according to her, ‘native speakers’ of English. Their existence was a ‘push’ for
Banu to engage in English. At the beginning of the program, she mentioned that her
relatives would help her in the learning process and that it would be relatively easy
for her to pass the course. At one point she mentions that she watched one of her
relatives give private tutoring to other students and the experience of ‘watching’
them helped her in improving her English.

My participants sociohistorically-based learner identities (Wortham, 2006)
were matched with the sociocultural value that families usually see in English

proficiency. A similar finding was reported by Ersin (2015) who conducted a

longitudinal study with an EFL language learner at an intensive English language
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program at a Turkish university. Her participant, Gamze, mentioned that she took her
sister as a role-model and constructed an imagined identity based on her. Gamze
repeats in her interviews how she worships her sister’s English fluency and her
accent. She also mentions how her sister was influential in managing to interact with
the locals in Italy in their search to find a hotel during a holiday, and this affected her
attitude toward speaking English.

In another study, Aslan (2020) investigated identity construction among three
intensive English program students. Her findings also revealed construction of
imagined identities based on relatives and family members’ views about English
being a linguistic capital. One of her participants, Melisa, reported that her brother
had told her “English won’t leave you unemployed”. Another participant, Ahmet,
stated that his cousin believed “you need to learn English for more job opportunities’
(p. 250). These views of their family members had an effect on how they view
English and its attached linguistic as well as economic capital.

Most of my participants expressed the value of English from an economic as
well as social point of view, which most probably was also their family members'
stance. The fact that English proficiency is still a sought-after value in the job market
as well as asserts a certain social status still holds true. Therefore, English is
perceived as an “instrumental tool” that will help their chances of getting better jobs
(Arik, 2020) and higher respect among members of the community. Hence, English
Is seen as an economic and symbolic capital and this might have contributed to
creating their imagined identities which motivated them to commit to the learning

process..
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5.2.2 Lack of quality education: The fate of generations

All of the participants were affected by the reality of having received bad quality
English education in their previous learning experience. They all started at around
4th grade (Apart from Secil who received private tutoring in second grade). Even
though they had received formal English instruction for about 8 years, they had to
start the English Preparatory school at the beginner A level (as a result of the scores
they received in the proficiency exam).

My findings revealed that their disadvantage in proficiency because of their
past education conditions had a negative effect on their L2 learner identity in that
they felt remorse against the education system and their past education during their
language learning experience at the EPS. Prior to the university, they did not have
the chance to construct a positive imagined identity of competent language learners.

Ulas, Seren and Pelin explicitly stated how they were affected by the low
level of English education they received during their secondary and high-school
years. When asked about their past formal learning experience, Ulas started his
sentences with “they made us hate English”. He explained how they were taught
other courses during their English classes. Not having English classes at all was a
common incidence among the participants. Seren also went through a similar
experience even though she had started very strong at a private school but when she
changed schools, they stopped giving English education. She explained that in the
last three years in her high school education she did not hear a single English word.

In terms of testing, Ulas stated that they were given a ‘document’ and told it
was the English exam, and instructed to “go and do it”. Furthermore, when they had
their English classes, they consisted of grammar-based content that was not

communicative at all. Ulas illustrated this saying “we covered the simples, the pasts,
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prepositions but no, it didn’t work™. This lack of education made Ulas feel that he
was already disadvantaged when he started at the EPS.

Pelin made a powerful statement when the subject of past formal English
education came up: “For all these years, they could have taught us but they didn’t”.
Pelin was aware of how the education system had neglected them in terms of
providing a higher quality English education and how they actually had the potential
to teach but chose not to do it. She also complained about the low quality of the
teachers and how their pronunciation affected them in a negative way.

When my participants started at the EPS, they already negotiated a negative
L2 learner identity in that they came from an education system that had not given
them the opportunity to be successful in their langiage education. To explain learners
in this situation, Lamb (2011) refers to the ‘Matthew Effect’ which originated in the
economics context but was adapted to an educational one. In this context, it basically
means that when learners have the chance to receive better education it has a
spiraling effect with positive outcomes whereas when the education is bad, this will
result in bad performances in the learners’ future learning trajectories.

This is more apparent in language learning than in other subject areas because
a) students’ perception of languages are affected by the perceptions of their parents.
If their parents appreciate foreign language learning, so will their children (Gardner,
1985, as cited in Lamb, 2011), b) language learners are more prone to negative
comments than other learners because the possibilities to make mistakes is much
higher and when they do not make mistakes, they are subject to sound pretentious
(Tsu, 1996, as cited in Lamb, 2011), and c) underachievement is hard to remedy
because language learning content accumulates through time and it is difficult to

return and change it (Jones & Jones, 2001, as cited in Lamb, 2011).
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In her study, Aslan’s (2020) participants started with a similar ‘incompetent’
language learner identity before coming to university. Aslan (2020) states that the
findings of her study “showed that the biographical factors based on the individuals’
personal histories and language learning experiences might act as a significant role in

constraining or enabling the range of their imagined identities” (pp. 242-243).

5.3 The present experience

5.3.1 Power relations and the fear to make mistakes

In her seminal study, Norton Peirce(1995) extensively examines the notion of ‘power
relation’ in the language learning process and learner identity construction. Based on
the work by Bourdieu (1977), she puts forward that communicative competence must
also entail an awareness of the right to speak, what Bourdieu states as the “power to
impose reception” (Norton Peirce, 1995, p. 18). Therefore, she assumes that power
relations are a significant component of social interactions between the speakers and
the learners of a language. However, the learners in her study were situated in an
immigrant setting and their social relations regarding power were based on their
interactions with the native speakers in their communities.

In our learning/teaching context, this is not the case. Nevertheless, we can
still speak of the existence of power relations and how these affect the learners
trajectories and learning experiences. In our case, a power relationship had existed
on different layers: a) between the learner and the other classmates, b) the learner and
the teacher c) the experienced power relation concept from the learner’s past L2
identity. The last one might determine what kind of identity the learner will construct

based on (a) and (b) during his/her learning experience.
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While Secil and Seren were affected by their past power experiences in their
learning trajectories, Pelin and Ulas seemed to have found ways to absorb these in
positive ways. Secil reported on many occasions that she did not want to ask or
answer the teachers' questions because she was afraid she would humiliate herself in
front of the class. Some words she used in relation to her participation in class were:
being embarrassed, being afraid to raise hands, humiliating yourself in front of the
teacher, friends making fun, and giving the wrong answer. These were not
constructed during her interaction with native speakers of English but most likely
because of her past trauma with teachers who miust have scolded her because she
gave a wrong answer or because of fun-making classmates. Furthermore, Secil
reported that she would not feel intimidated at all if she would speak to a native
person (outside the classroom context) because there the pressure to perform would
not exist and she would not be judged because of her mistakes. All of these affected
her participation in class and therefore her L2 learner identity. In the Turkish
education system, teachers are known to be authoritative and symbols of power
assertion. Even though this was not the case with the teachers that | observed in
Secil’s classes at the EPS, this did not change the fact that she continued to withhold
her potential to actively participate.

Seren also reported that she preferred to ask her questions privately to the
teacher instead of in front of everyone. Again her fear was related to “making
mistakes in front of the class”. Making mistakes seems to be an issue even though
the power relations that exist between immigrants and the native speakers or between
L2 learners and the presence of proficient speakers (Norton Peirce, 1995, Norton,
2000) did not exist in our context. Almost all learners came with a “should not make

mistake” L2 learner identity. This is not the same with other types of learner
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identities because here, there is an ‘exhibition’ of language use in front of others and
it includes a phonological component (pronunciation) which can be a matter of fun-
making and ridicule even though there are no proficient speakers among them and
the main medium of communication is not English.

In Pelin’s case, for example, Seren and Secil witnessed in class a burst of
laughter when Pelin mispronounced the word ‘building’ as ‘/baildiy/’. The same
happened to Ulas on numerous occasions. We do not know how Pelin and Ulag
managed to overcome their fears but the fear of making mistakes in the class is a
major negative L2 learner identity marker. There is an account of a student who
dropped her French course because the teacher in class made fun of her
pronunciation and actually continued to do this even though the student had tried to
improve herself (which was an anecdote by a teacher of mine whose advisee had
dropped a French course just because of this). Similarly, Sung (2017) reported her
participant Nora to have participation issues based on power relations caused by
exchange students whose aggressive mode of participation intimidated Nora and

eventually caused her to withdraw.

5.3.2 Online L2 learner identity during the pandemic: did it work?

The COVID19 pandemic had a profound effect on the education system as it did in
all other sectors. In mid-March 2020, all face-to-face education stopped and just like
in the rest of the world, the university and the EPS switched to online instruction. It
was a new experience both for the students and the teachers. My participants started
to receive online language instruction during their B1 semester (the B1 semester had
started in February 2020 before the pandemic) and throughout their B2 semester at

summer school.
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While Seren and Secil were similarly affected by online education in regard
to feedback procedures, Banu’s whole L2 learner identity clashed with online
instructional practices and caused a significant decrease in participation. For Seren,
online education affected her investment in terms of her participation in class. She
stated that she participated in class activities because she needed to have a high
participation score. However, the nature of online instruction prevented her from
learning about the score. In the classroom, she used to go to the teacher at the end of
the lesson and ask. Then the teacher would tell the score she had received for that
particular class and it would justify her participation and therefore increase her
investment in class activities. Her engagement was reinforced by the score she would
receive. However, in online instruction, this was not possible anymore. She did not
ask either.

Secil had a similar experience with regard to receiving feedback about her
writing assignments. In class she would directly ask the teacher about her writing and
the teacher would point them out. However, during online instruction, she could not
figure out how to arrange the feedback procedure and they were not told how to
approach their teachers. This caused some frustration and must have affected her
engagement in her writing practices.In addition, Seren compared herself with the
other classmates who would tell that their microphones were broken or would turn
their cameras off completely.

On the other hand, Banu’s engagement and participation was affected
negatively by online instruction and it was not a favorable experience for her. Banu
reported that she had major difficulties in participating and generally understanding
online lessons. Her engagement was very limited. In the first semester in March

2020, attendance was not required and she reported not attending and preferring to
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sleep instead. Even when she attended, her camera was off and she only answered
when she was asked.

In this semester, Banu exhibited only instrumental engagement which was
aimed at passing the course without much investment into the learning process. In
the B2 semester, Banu’s disengagement in class did not change. She preferred to
keep the camera off stating that she was listening to the lesson. However, the EPS
online lesson regulations required her to keep the camera on, which she refused and
this resulted in her failing the course because of absenteeism. She exhibited a
negative L2 learner identity with an unfavorable attitude to the mode of instruction.
Even during conventional in-class instruction, Banu seemed to be disengaged toward
the end of the semester. She usually slept in class citing her long commuting hours.
During online instruction, commuting was not a problem anymore, but this only
showed that she did not own an integrative learner identity that wanted to actively
participate in the learning process.

As aresult, the participants’ L2 learner identities were constructed and
negotiated based on sociohistorical and ontogenetic timescales (Wortham, 2004).
Their family members’ ideas and beliefs during their past learning trajectories carried
multiple dimensions of learner identities to their present learning experience at the
EPS. This resulted in them investing in classroom practices on a variety of levels
(Haneda, 2006; MacKay & Wong, 1996; Umrani, 2015). Furthermore, having
received a lower quality of education also contributed to adding another layer to their
L2 learner identity, which had an effect on their present engagement (and
disengagement) with the language and their commitment to participation in
classroom procedures. Their present learning experience illustrated that power

relations were also existent in the EFL classroom among classmates who affected
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some of my participants’ ‘right to speak’ (Norton Peirce, 1995, Norton 2000) by
laughing at their pronunciation mistakes. Finally, the execution of online instruction
during the pandemic caused my participants’ L2 learner identities to fluctuate due to

the muli-model instructional practices applied.

5.4 Construction of L2 speaker identity: | speak therefore | am!

The construction of an L2 speaker identity was a complex matter to observe among
my participants. In my interviews, | introduced the terms user vs speaker as a
dichotomy to see where and how they position themselves in the L2 speaker/user
identity scale and how they define both concepts. My main finding is that whether
they speak about ‘using’ the language or ‘speaking’ the language, the notion of
proficiency always comes up. They always mentioned a barrier of how well they can
grammatically, phonetically, or fluently use or speak the language. Each of them had
their own line about where this point of proficient speaker/user started.

For example, Segil believed that she could call herself a speaker of English
once she finished the B2 level. Seren agreed to this statement but added that this
would only be valid for social interactions and not on an academic level. Later, she
decided that she would not call herself an English speaker because in social
interactions she would lack the vocabulary needed to communicate.

One theme, however, was common to all of them. All of them expressed that
to take on a speaker identity, you need to speak the language fluently and accurately.
Performance, for them, is an indicator of a proficiency of language, not competence
because competence cannot be observed as tangible product. Hence, they might
perfectly understand interactions in English, for example when watching a movie;

but this alone would not indicate that they are proficient language users because they
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cannot speak it fluently or accurately. Seren unknowingly pointed out the dilemma
over the concepts of performance vs competence when she said “I do believe that
grammar is important but, for example, even if you know a thousand tenses, as long
as | cannot speak it, I feel like my English is bad”. Seren believes that it is possible to
be competent grammatically but if you cannot perform it, you are bad in English.

Ulas approached the user/speaker constructs a little differently from the
others. He did not identify himself as a speaker but as a user because while speaking
Turkish, he would use English words in times when he forgot a word. These were
obviously code-switching and translanguaging practices (see Canagarajah, 2011;
Baker, 2011; Garcia, 2011). Later he said that he could also identify as a speaker if
he took his inner voice into consideration. He had internal dialogues with himself,
cursed in English and imitated scenes from movies, even including their accents.
This shows that Ulas had constructed an imagined identity that he used to engage in
imagined dialogues with himself. He also used this identity to put himself in
characters from movies. We can say that he created an internal community of
practice whose community consisted of English-speaking characters from movies
and TV shows.

As a result, my findings showed that my participants were not ready to
assume an L2 speaker identity because of the productive elements they believed a
speaker identity possessed. There seemed to be a major difference between the
imagined identity of a speaker and their actual selves. This might be because of the
native-speaker perspective that exists among EFL learners and teachers in Turkey
(Karakas, 2017, as cited in Arik, 2020). This ‘native-speaker’ norm exists even
though they are aware that they are most probably going to interact with other non-

native speakers of English. “As in many EFL contexts although native norms play an
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important organizing role, sociocultural and interactional communicative orientation
is not necessarily towards interaction with the native speaker” (Dogancay Aktuna,
1998, p. 31). However, they cannot overcome the feeling of inferiority which seems
to stem from the lower quality of English education they received during their K12
education and their comparison with other EFL countries, especially north-european
ones. Another factor contributing to the existence of the participants’ reliance to
native-speaker norms is what Holliday (2005) calls the ideology of ‘native-
speakerism” that has been imposed to non-native speakers of English around the
world. My participants’ perception that they need to speak English accurately to be
accepted as ‘English speakers’ is explained by Kamal (2015) as being positioned as
non-native’ learners as a result of being exposed to these ideologies. Therefore, they
cannot have the chance to reach “ native speaker” status. The concept of ‘native-
speakerism’ is also directly related to the perception of native and non-native
accents, which are accepted to be indicators of identity, whether it be learner identity

or ethnical identity (Gatbonton et al., 2005; Levis, 2005).

5.4.1 Accent matters

The data from the narratives of my participants revealed that they also had
constructed imagined identities of speakers with certain views on what kind of accent
they should use when speaking English. Studies by Khatib and Rezaei (2012) and
Sa’d (2017) show that identities are also based on social notions such as ethnic
origins, geographical locations, religious affiliations, national customs and rituals
and values” (Sa’d, 2017, p. 13). The attitudes related to these notions can be
observed in their projections of the accents they believe should be used. For example,

Reza in Khatib and Rezaei (2012) was not happy about his accent because it gave
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away his Persian ethnicity, therefore, he preferred an American accent. My
participants had similar attitudes with some of them changing through their language
learning experience.

Seren, for example, believed that as a Turkish speaker one should have an
English native speaker accent so that your ‘Turkishness’ or ‘English learner’ identity
Is not revealed. She gave an example of two pilots talking and one of them revealing
that he was Turkish because he did not have an apparent native accent. Seren’s
imagined speaker identity is the one with a native speaker accent. In Reza’s case, this
was seen as a positive attribute because he “went through a reconstruction of identity
because he changed from being an individual possessing a mindset of a local Persian
to a more global individual.” (p. 10). However, in Seren’s context, this translates to a
mismatch between the actual self and the imagined one because she cannot perform
in the accent she wishes to speak. There are other studies that have revealed similar
results. McCrocklin and Link (2016) found that ESL learners perceived native
accents to be beneficial and were connected to positive emotions. Sung (2014; 2016)
found that his participants preferred a native accent because they wanted to show a
positive English speaker identity as a bilingual speaker of English. Studies by Kaur
and Raman (2014), and Scales et al (2006) revealed similar findings where L2
learners perceived native accents positively while showing unfavorable attitudes
towards non-native accents.

For Banu it was important to pronounce words correctly because she did not
want to “be made fun of when speaking incorrectly”. She did not want to be labeled
as a ‘foreigner’ because it is already clear from her non-native accent that she comes
from another country and above that making pronunciation mistakes might make her

feel bad and maybe people will laugh. She also said that a native accent ‘sounds
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more pleasant to the ear’. This is again in line with Holliday’s (2005) notion of
native-speakerism where nate-speakers norms are imposed on non-nateive speakers
because they were made to believe that only native speakers of a language can claim
the language as their own. The aspect of being made fun of was also investigated by
Baugh (2000, as cited in Sa’d, 2018), who found that non-native accents were
described as “funny” and non-native speakers were met with “mockery, racism,
ridicule, and discrimination”.

Another participant, Ulas, believed at the beginning of the study that having a
native accent (British and American) creates a barrier for communication because
they are difficult to understand. He even went so far as to call it “a kind of racism”
because they do not want to be understood by non-native speakers. His imagined
speaker identity was based on an accent that could be understood by everyone.
Ulas’s statement comparing the use of native accents to racism is very much in line
with Holliday’s (2015) take on ‘native-speakerist cultural disbelief’, which he calls
‘neo-racist’ because the notion of native-speakerism is an imagined term which has
no grounds in linguistics. Therefore, he believes that it is racism because it is hidden
in seemingly “neutral and innocent talk of cultural difference” (Holliday, 2015, p.
13).

Similarly, Secil was against using an American accent because she found it
“pretentious”. This could be because her imagined identity did not deviate from her
actual self, which is Turkish and speaking with an American accent did not come
natural to her and she could not assume this ‘fake identity’. This seems to be similar
to Sung’s (2014; 2016) findings where some of his participants expressed their
preference towards using local accents because of identity and pragmatic reasons.

They stated that they preferred to speak English with a local accent because they
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wanted to avoid being associated with Anglophone cultures. One of the participants
said “There is no good to pretend to be Americans” (Sung, 2016, p. 61) which
sounds very similar to what Segil tried to express.

Later, Ulas indicated that he changed his mind and believed that each variety
introduces an opportunity for “cultural exchange”. He gave an example from what
he called the Turkish variety of English speaking where students add the word
‘hocam’ [teacher] at the end of sentences in English sentences when they address
their teachers. Unlike Sa’d and Hatam (2017) where the participants were resisting
change because a foreing language identity would be an “imposition of Western
values" on their own values, Ulag was not against any Western values but also
indicated his desire to be speaking more comfortably (fluently) but was not able to
do that because he “did not grow up in the Buckingham Palace or take sips of
Samuel Adams in the streets of Manchester”!

5.5 Imagined identities and imagined communities: the future experience?

In the previous sections, I have discussed my participants' language learner identities
in relation to their past and present learning experiences, but what about their future
experiences? Can language learners’ future language participation take place as
imagined identities in English-speaking imagined communities? This was another
notion that Norton Peirce (1995) suggested. Taking the notion of imagined
communities from Anderson (1982), and the notion of community of practice,
Norton adapted these into the learning context in relation to learner identity to
explain how learners could invest in learning a language through imagining their
identities being a part of possible future communities of practice. According to Tsui

(2007), imagination helps us to relate ourselves to the community of practice that is
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not in our reach and where we can position ourselves in a wider context with wider
connections. Wenger (1998) states that with the power of imagination, we construct
images of ourselves and the world with no real interaction.

This was also the case with my participants. Similar to other EFL settings,
they are completely distant to real communities of practices where they can actively
and authentically participate in language interaction. Therefore, my participants also
expressed their desires and projections in communities that they had imagined.
Seg¢il’s major imagined community was an academic setting, at school, where she
would see herself presenting to professors and “speaking very well and fluently”. She
liked the prospect of imagining herself speaking in these academic meetings. Her
imagined community of practice was an academic one at the beginning but switched
later to a professional one where she would, again, make presentations in a meeting.
Secil’s imagined identity being limited to her school setting is similar to the findings
of Wu (2017), where Brie and Alicie constructed imagined identities of becoming
good language learners at school as well as studies by Kanno and Norton (2003), and
Norton and Toohey (2001), where participants’ imagine identities were constraint to
language learners only.

On the other hand, Pelin and Banu could only imagine themselves in job-
related communities where they spoke English. They both had a hard time giving
details about these communities. Since Pelin was a nursing department student and
did not see an English-speaking self in her future job environment, it is possible that
she could not really create an imagined identity because she could not have an
imagined community to place this identity in. Similarly, Banu described it as ‘cool’
to be speaking like that (in her imagined community) but could only imagine herself

abroad and in a job setting. Pelin also expressed her dream of going abroad and
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having foreign friends. She stated that she had always imagined having foreign
friends.

However, one aspect was common among them, their desire to study at their
department and pass their courses. This suggests that they assumed the imagined
identity of a test taker. This finding is in line with the findings of Wu (2017) and
Aslan (2020) whose participants also took on imagined identities of test takers and
‘good’ language learners which seems to be restricted and passive compared to more
powerful imagined identities that would help them make more effective
commitments to the learning process.

In contrast, as mentioned before, Ulas had created a distinctive type of
imagined identity by participating in a different mode of community of practice. He
stated that he would have monologues in English, cursing in English when he hit his
foot at the table, and in his mind, he would imitate scenes from movies or TV series,
sometimes getting into character and improvising lines in character, even imitating
their accents. Ulas, as a cinema student, had a powerful urge to be part of an English-
speaking community but was frustrated at not having been given this opportunity.
Therefore, he might have created an imagined identity who lived in movie scenes
and TV shows, which were his imagined community of practice. | could also observe
this in Ulas’s classes and in the interviews, when he would make reference in English
to scenes from popular movies and TV shows. This ties in with Norton’s (2001)
point that even though these imagined identities and communities are not concrete
constructs, that does not mean that they are less effective in investing in the learning
process. Ulas’s situation could also imply that he sees himself as an English-speaking

actor and aspires to be part of English movies. This is again similar to Wu’s (2017)
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finding where one of his participant’s aspired to become an English-speaking
professional who requires perfect command of English.

One other finding that needs to be discussed is the language practices that the
Imagined identities of my participants perform are usually one-directional and do not
seem to involve interactive two-way communications, like giving presentations in a
meeting, or in front of a jury. Similarly, Ulas’s imagined identity is engaged in
monologues. It is interesting to note that even in their imaginations, they do not
create identities that use English to ‘communicate’ with other individuals but are
engaged in either one-way language performances or academic endeavors. This
might be a resilt of coming from test-oriented and non-communicative language
learning contexts where authoritative teacher-based instruction was the norm.
Furthermore, as mentioned previously, even in their classes at the EPS, they did not
use English as a communicative device but only as a medium to answer coursebook
or material-related questions. It might be that their real life engagement with English
also restricted their creation of imagined identities in their respective imagined
communities. Teng (2019) also reported similar findings which he defined as
“mismatches between the practiced community and the imagined community” (p.
54). This, together with the participants’ cognitive awareness and ideology, their
perceptions of the needs in an English learning community, and their understanding
of agency were directly connected to the construction and negotiation of their learner

identities and relevant investments in learning the language.

5.6 L2 investment: English as a linguistic capital
One of the main pillars of Norton’s theorization of identity construction in language

learning is the notion of ‘investment’ (Norton Pierce, 1995; Norton, 2000). This
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sociological construct, inspired by Bourdieu (1977), points out the significance of the
social and historical connection between language learners and their conflicting want
to learn and practice the language. If the learners ‘invest’ in the language they want
to learn, they know that they will gain a greater variety of symbolic and material
resources, which will help them to contribute to their cultural capital (Norton & Gao,
2008). According to Norton and Gao (2008),

“Unlike notions of instrumental motivation, which conceive of the language
learner as having a unitary, fixed, and ahistorical “personality,” the notion of
investment conceives of the language learner as having a complex identity,
changing across time and space, and reproduced in social interaction” (p.
110).

Instead of asking about the motivation of the learners, Norton’s notion of investment
asks how the learner invests in the language practices in the classroom and
community. So, how did my participants invest in the language learning process?

My findings were consistent with the findings in the literature both in
immigrant and EFL contexts (Aslan, 2020; Ersin, 2015; Kinginger, 2004; Norton
Peirce, 1995; Norton, 2000; Norton, 2008; Skilton-Sylvester, 2002; Teng, 2019). All
of my participants were aware of how speaking English would increase their
economic, cultural and social capital. Their beliefs that English has become the norm
in job requirements, that English is a Lingua Franca that we need to communicate
with other people around the world , and that they would need it for their academic
studies at their respective departments.

However, the main question was whether the understanding of the value of
this capital transformed to investing in language practices in the classroom and the
community. My findings suggest that their awareness of these capitals did not result

in the construction of relevant imagined identities who have visions of becoming
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legitimate members of an English-speaking community. Therefore, their
participation and engagement in communicative experiences both in and outside of
class was limited. Instead of internalizing English as a tool for communication, they
perceived and treated it like a course they have to pass. Therefore, their L2
investment was mainly based on getting satisfying results in their exams. English
was mainly seen as a means and end to answering questions that were written in
textbooks. This is similar to the findings of Gomez Lobaton (2012) whose
participants positioned themselves as “answerers” and constructed identities of
“passive agents of knowledge” only.

Seren had explicitly stated that she did not want to engage in extracurricular
activities on her own because she would not know how this would have an effect on
her scores and in the exam. How would she know when and how the content of a
magazine would be part of her exam? These were her main concerts. She was also
adamant that watching English movies and TV series did not have an effect on her
English level. She saw them merely as a waste of time. Instead she chose to study
classroom-related material like weekend assignments and homework, vocabulary
lists and grammatical structures that were covered in class. Her main exertion of
agency was directed at passing the course and leaving the ‘English-preparatory-
school student’ identity that she had been taking since the beginning of the school.
She wanted to take the identity of the ‘department student’ that she had aimed at

before starting university. For this to happen, she needed to pass the course.

5.7 Community of Practice in an EFL context: How Is it possible?
My data from the narratives of my participants suggest that there is a natural search

and urge to participate in a community of practice where they can use the language in
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a natural and real way. The participants voiced a powerful message throughout their
stories “We want to speak English, please force us.”. Here, the main emphasis is on
the verb ‘force’. In the social theory of community of practice, Wenger (1998) states
that learning is a process that occurs during our participation in a community of
practice where the learners’ existence is meaningful. It was clear from the data from
my participants that they were searching for meaning during their instructional
process in and out of class. Wegner (1998) describes four components of the relation
of community of practice in the learning context: community, practice, meaning and
identity. The classroom together with the teacher and the students in an EFL context
could be perceived as a community of practice but based on Wegner (1998), the
‘meaning’ component seems to be missing in those classroom settings.

Pelin, Ulas and Segil stated on many occasions that they were seeking
opportunities to participate in a community of practice. Pelin voiced her frustration
about not being forced to speak English in class and besides, her teachers were not
speaking English all the time. She was even jealous of other friends whose teachers
in their classes refused to speak in Turkish and had a English-only policy. Previously
she had also stated her desire to meet international students at the campus so that she
could practice speaking English. Similarly, Secil mentioned many times that “one
needs to speak” when learning a language. Similar concepts were stated in Skilton-
Sylvester (2002) who found that during the construction of language learner
identities, they develop a desire for the ‘right to speak’ outside as well as inside the
classrooms. Their identities also claim a right to receive education in the classroom
that fits the world outside. They point out ESL learners’ long-term participation and

investment is rooted in seeing the classroom as a real place where learners’ multiple
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selves should be central in all learning and teaching engagements (Skilton-Sylvester,
2002, p. 22).

Another example from my data is Ulas who sought opportunities during high-
school to take part in a Model United Nations (MUN) activity. A MUN is an
international roleplay activity where high-school students from all over the world
play UN delegates and simulate a UN committee. During this role-play activity,
participants act like representatives of their countries and engage in discussions that
involve politics, international relations and diplomacy. These discussions are known
to improve the participants’ debating, public speaking and leadership skills. It is
likely that Ulas saw this as an opportunity to participate in a real language use setting
that might give him access to a real community of practice. Norton (2001) reports
from her data that the learners were aware of the “sharp distinctions between
language as a linguistic system and language as a social practice. (p. 168). This made
the learners question the use of English out of the classroom. Ulas was aware that he
needed more practice and that the classroom was not providing this. Therefore, he
sought ways to participate but was denied the opportunity because of financial
constraints.

To sum up, the participants in this study constructed and negotiated L2 learner
identities that were contradicting, historical, complex and multidimensional in
nature. Their past and present L2 learning trajectories as well as their future
projections shaped their imagined identities that would have an impact on how they
invested in the learning process. Concerning their past experiences, the ideas and
attitudes about English of their family members determined how they perceived the
importance of English and its relevance in owning a cultural or symbolic capital. In

addition, their limited L2 learning experience during their pre-tertiary years also
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defined their investment and imagined identities during their learning process at the
EPS. This included the fact that they were disadvantaged in their education and their
negative past power-related interactions had an effect on their participation. The
result of these power-relations was the fear of making mistakes during their
performances and this had a profound effect on their participation in language
practices in class. Another point was that they did not identify as English users or
speakers because their imagined identities were restricted to ‘test-taker’ and
‘language learner’ positionalities. They associated a native accent with an English
speaker identity and therefore had difficulties in constructing and negotiating an
English speaker identity. Furthemore, the learners are in constant search of a natural
community of practice apart from the L2 classroom so that they could position

themselves as legitimate L2 speakers in a real L2-mediated community.
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CHAPTER 6

CONCLUSION

6.1 Introduction

This study investigated learner identity construction and negotiation among EFL
beginner learners at a English preparatory program of a private university in Istanbul,
Turkey. This study is an instrumental case study that involved five participants
whose language learning experiences were collected as data. To have a detailed
account of the learners’s identity construction and negotiation engagements, the data
was collected using a number of qualitative methods including extensive semi-
structured interviews, classroom audio recordings and observations, and diary
entries.

The theoretical construct underlying this study regarding the construction and
negotiation of learner identities is informed by Norton Peirce’ (1995) view of
identity and its relation to language learning as well as poststructuralist views by
Norton (2000) and Block (2006). Using these theoretical constructs in the analysis of
my findings helped me to form a deeper understanding about the underlying
processes and experiences of my participants’ language learning journeys.

Here, | provide concluding remarks to my study about language learner
identity construction among EFL beginner learners in an EFL context. This section
will include implications for practice in the field of English language teaching and
learning, follow with the limitations observed in this study and finish with

recommendations for further research.

239



6.2 Implications for practice

This study offers pedagogical implications aimed at all stakeholders in the

teaching/learning process in EFL contexts like Turkey.

All stakeholders in the teaching/learning process should acknowledge the fact
that language learners own identities that are multiple, contradictory, and
historical. That means when learners start their language learning journey,
whether it be for the first time or later, they come with a set of identities that
are prone to change in positive and negative ways depending on multiple
factors in their learning contexts. Administrators and policy makers can make
more informed decisions about curriculums and learning environments.
Teachers should be able to select and adapt their material as well as their
teaching methods, strategies and techniques accordingly. Furthermore, when
teachers have an understanding of the varied identities of their students, they
will know why learners behave and assert themselves in a certain way,
understand classroom management issues more efficiently and create more
meaningful learning and teaching experiences in the classroom.

The data in this study has shown that learners (as well as teachers) perceive
language production from a native-speaker centered perspective and this
affects the learners’ imagined identities in a way that it clashes with their
actual self and with the achievability of this goal. EFL teachers should
acknowledge through their practices in the classrooms that their learners are
legitimate speakers of the language by introducing varieties of English
including local varieties as well as varieties from other EFL contexts instead
of exposing them only to British or American English standards. Norton

(1997) states that any language learners who sees themselves as legitimate
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speakers of English have the right to own it. Similarly, Holiday (2009) claims
that non-native speakers can also claim ownership to English. Students can
be informed about the ‘intelligibility’ concept which approaches
pronunciation from a non-native perspective (for more information, see
Bayyurt, 2018; Jenkins, 2000). They should be informed that native accents
as a goal are not realistic and one does not need a native accent to become a
good English speaker. Teachers should give examples from popular non-
native English speakers so that the learners can see that there are non-native
successful English speakers.

One of the main findings of his study is that learners did not position
themselves as speakers nor users of English due to their limited linguistic
competence in the language and the teachers’ acknowledgement of this
competence. Furthermore, the teachers’ definition of bilingualism is also
generally based on this traditional view of linguistic competence. Pavlenko
(2003) offers teachers to adopt a definition bilingualism that is based on
‘multicompetence’. According to Cook (1992), bilinguals are not the sum of
two monolinguals and therefore have a unique state of mind that is different
from those of monolinguals. Therefore, they should also be treated and be
accepted as legitimate L2 users. Teachers should look beyond the notion of
linguistic competence but see how these learners bring other resources to the
classrooms that are different from monolinguals. When teachers acknowledge
their learners as bilinguals disregarding their linguistic competence, this will
have a profound impact on the way their learners position themselves as
legitimate L2 speakers and users and lead to changes in the investestment

they make to the learning of the target language.
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Vi.

Teachers and curriculum designers could incorporate the Internet and social
media tools to expose the learners to L2-mediated online communities where
they have opportunities to participate in real-life interactions with English-
speaking individuals. Since my participants were between the ages of 19-21
at the time of the study, they are considered to be digital natives and are
already using a variety of multimodal online resources. However, they were
not using these to participate in interactions in English but mainly in Turkish.
This kind of systematic activities involving social media tools like Twitter
and Instagram could help them become a part of an English-speaking
international community and help them develop their L2 self-confidence.
Since the participants of this study were students at an English preparatory
school (EPS) of a Turkish private university, their learning took place in a
non-English dominant setting. In addition to the non-communicative
instructional choices that are common at these schools, this type of context
restricts their vision of the English-speaking community to a linguistics-only
community, which affects the way they negotiate their identities. My
participants voiced strong desires to have opportunities to use the language in
more realistic communities of practice and literally asked teachers to “force”
them to speak English. Schools and teachers should make it possible for the
learners to create spaces where the learners have a ground to construct
identities through the power of imagination.

To create spaces where learners have the opportunity to initiate imagined
ideas beyond ‘passing the test” and ‘becoming a good language learner’,
schools and teachers can offer ‘practice-providing L2 communities’. This

might be done by setting up spaces for the learners to come together with
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international students at the university and commit to international projects
and other out-of-class activities where the learners have the chance to
participate in real language practices out of the classroom and negotiate
identities that are based on a legitimate and competent English user.

vii.  Most of my participants developed a ‘test-taker’ and ‘language learner’
imagined identity whose main purpose was to pass the course. The main
reason for this is that the schools and teachers' practices and policies are
based on institutional requirements to pass the courses and move up to the
next level so that the students can start their studies at their respective
departments. This also results in the learners perceiving English as a school-
subject rather than a communication tool used to become a part of another
language community. Therefore, the learners’ imagined identities stay
passive and restricted to learning English to pass tests. They also fail to see
the cultural and symbolic capital that English could provide them. Teachers,
policy makers and program/curriculum designers should be aware of this and
apply relevant practices and policies that will lead to more satisfying L2
classroom practices where learners can construct imagined identities based on
more competent L2 users.

viii.  English preparatory school teachers should be aware of the ‘English deficit’
in the education system that their learners were subjected to prior to coming
to their classes. Learners starting at the preparatory programs are aware of
their limited L2 performance and also come with fears and anxieties attached
to their learner identities as a result of their previous learning experience and

other power relations between them and their classmates or their teachers.
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Teachers should adopt practices in the classroom that take these past-learning
trajectories into consideration.

One other theme that was prevalent among my participants was that all of
them were committed to watching a lot of Tv series in English and this raised
the question whether streaming sites such as Netflix and Youtube have
become a one-way community of practice that utilizes the exposure aspect of
‘practice’ in language learning. I noticed that my participants have an
extensive knowledge of Tv shows like Friends, How | met your mother, Teen
Wolf and similar vampire series, and animation series like Rick and Morty.
Streaming sites seem to have the power to simulate a one-directional
community of practice where the practice is listening and imagining being a
member of the fiction they are exposed to while watching the content. School
programs and teachers could use the power of these streaming sites and
incorporate content into their curriculum.

Pre-service English teacher education programs should incorporate training
based on identity studies so that they have a deeper understanding of their
own learning trajectories and how the concepts of imagined identities,
imagined communities and investment can inform their future language

teaching practices.

6.3 Limitations of the study and recommendations for further research

First of all, this study was conducted with only five participants at a private

university in Istanbul. The experiences and journeys of these learners were unique in

their relevant learning contexts and settings. More studies are needed to have a better
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and deeper understanding about learner identity construction and negotiation during

their learning journeys. Based on the limitations of this study, the following points

can be utilized in further research:

This study was conducted at a private university in Turkey. Even though the
participants had scholarships to a certain degree, the social outlook and
setting both in and out of their classes is different from that of the students in
public universities in Turkey. Therefore, similar longitudinal studies are
needed at public universities to see what similarities and differences occur.

In our study, the participants were beginner students from different
departments at an English preparatory school. Their projections about using
English in the future was still not set because they were not able to know to
what extent they would really need to use English.. However, there can be
further studies with students whose future English investment is already
established as English teachers and translators (see Aslan, 2020).

Another cohort to be investigated could be learners at different grades from
primary, secondary and high schools in Turkey including both the private and
state sector. Investigating how the ‘English deficit’ at these institutions affect
the construction of L2 identities could be valuable data for policies and
practices at the tertiary level.

In this study, | focused mainly on L2 learner identity. However, other
identity markers such as gender, ethnicity, age, sociocultural and
socioeconomic differences could also play roles in those interactions.

I did not have the opportunity to observe the students during their online

education experience. There could be further research about online L2 learner
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Vi.

identity and how this affected their imagined identities and investments in
learning the language.

This study followed the participants during their stay at the English
preparatory program and some until their first semester at their departments.
Since this is an EMI university, once they start at their departments, they
receive instruction in English to varying degrees. Their English courses are
also limited to 2 hours a week. However, further research lasting through
their whole stay at the university might be needed to see how their language
learner identity changes over time while studying in their respective

departments.
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APPENDIX A

INTERVIEW QUESTIONS

Semi-structured Interview Questions (students): These are guides for the researcher
(English version)

e Why is learning English important? How important is it? What are your
future projections?

e How do you feel about learning English? How are you progressing? What's
your level? How far do you think you will go?

e How do you think a language is learned?

e \What factors make you participate in class?

e What makes you speak/answer in English in class?

e Why do you think you can’t/won’t talk in English during class? How much
do you talk?

e Do you take notes? Why? Why not? How frequently? Which parts of class
you deem important to take notes about?

e When do you go back to those notes?

e Do you have a notebook? When do you revise your notes? Do you do that?

e Homework? Do you do them? What kind of homework do you get?

e Onascale out of 10, where do you see yourself in terms of committing to the
language learning process?

e How much do you commit or think you will commit to the learning process?

e Do you see yourself as a speaker of English?

e What do you do in class when you don’t understand something?
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Do you believe the teacher treats everyone the same in class in terms of
asking questions and answering them?
How much do you use your mobile phone and for what purposes?

Do you ever feel that the teacher is making fun of some students?

English learning experience (past):

How did you learn English? What age? What school?

Did you have any experience about English before school? At home?

What was your parents' perception about English? Did anyone at home speak
English?

As a child (before school, before learning English) did you watch any movies

in English? Read books, listened to music, played games?

English learning experience (now):

What do you find difficult about learning English at the moment?

Avre there any opportunities for you to speak English at the university right
now?

How do you think learning English will benefit you during your university

years?

Additional learning and exposure:

Are you taking private courses or attending a private English course?
If yes, how are they different from class lessons?
Do you ever speak English out of class? at school? in town?

What do you think is the best way to learn English?
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Additional Questions:

Did learning English have an effect on your personality? How? Why?
There is a saying in Turkish that knowing another language makes you
another person. Do you believe that knowing English made you a different
person? Will it make you one? How?

How do you see English as a language?

Has knowing English ever helped you in any situation? How? Why?

Do you think that your gender, your class, being from an important family,
ethnic background, being from a village/city, etc. affect learning English?
After finishing school, how do you think speaking English will affect your

position in life?
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APPENDIX B
LANGUAGE LEARNING DIARY

(Turkish version)
Merhaba,

Asagidaki noktalar1 goz oniinde bulundurarak Ingilizce 6grenme siirecin ile ilgili
deneyimlerini paylasabilir misin?

Genel olarak 6grenme siireci nasil ilerliyor, kendini nasil hissediyorsun?
Zorlantyor musun yoksa kolay mi1 geliyor?

Bu hafta neler 6grendin (gramer, kelime, konusma, vs)?

Yeni seyler 6grendigini nasil anliyorsun? Smifta Ingilizce olarak bir
etkilesim oluyor mu?

Ogrendiklerini bagka alanlarda, ders disinda kullanma firsatin oldu mu?
Film, oyun, mizik, vb. alanlarda anlama becerilerinde bir degisiklik
oluyor mu?

Bu siireg ile ilgili paylasmak istedigin her seyi yazabilirsin (kendine olan
giivenin artt1 mi, azaldi, vs,...)

Tarih:
isim:

Deneyimlerim:
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(English Version)
Hello,

Can you share your experiences regarding your English learning process, considering
the following points?

- How is the learning process in general, how do you feel?
- Do you find it difficult or does it come easy?
- What did you learn this week (grammar, vocabulary, conversation, etc.)?

- How do you know that you have learned new things? Is there any interaction in
English in the classroom?

- Did you have the opportunity to use what you learned in other areas, outside of the
classroom?

- Movies, games, music, etc. Is there a change in comprehension skills in areas?

- You can write everything you want to share about this process (did your self-
confidence increase, decrease, etc.)

Date:
Name:

My Experiences:

251



APPENDIX C
PARTICIPANT INFORMATION FORM (ENGLISH)

Participant Information Form (English)

Name:

Age:

Sex:

Where did you study:

Primary School, Secondary School ve High School:

Mother tongue:

How old were you when you first started learning English?

Do you speak any other languages?

Birthplace:

Where did you grow up?

Where do you live now?
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APPENDIX D

CONSENT FORMS

Goniilli Katihm Formu
Sevgili Ogrenciler,

Bu calisma, Prof. Dr. Yasemin Bayyurt (Bogazici Universisitesi)
danismanliginda Hakan Sentiirk tarafindan yiiriitiilen bir doktora tez ¢aligmasidir.
Aragtirmanin amact, Ingilizce Hazirlik Okulunda yeni Ingilizce grenmeye baslayan
Ogrencilerinin sinif-i¢i sozel etkilesimlerinde (68retmen ile, diger 6grenci arkadaslar
ile) kimlik olusumlarini incelemek. Baslangic seviyesi Ingilizce 6grenen
ogrencilerinin smif i¢inde kurduklari sozel iletisimleri (zerinde bir etnografik
arastirmanin bilimsel olarak Ingilizce Dil Egitimi arastirmalarina énemli bir katkida
bunulacag1 ongoriilmektedir.

Bu calisma igin Yeditepe Universitesi etik kurulundan izin almmustir.
Calismaya katilim tamimiyle goniilliiliikk temelinde olmalidir. Cevaplariniz tamamiyla
gizli tutulacak ve sadece arastirmaci tarafindan degerlendirilecektir. Elde edilecek
bilgiler bilimsel yayimlarda kullanilacaktir.

Calismanin verileri sinif icerisinde yapilan gézlem (haftada 2 saat), ses kaydi,
glnceler ve ogrencilerle belli araliklarla yapilan miilakatlar yoluyla toplanacaktir.
Caligmada toplanan biitiin veriler (ses kayitlari, gdzlem notlari, miilakat notlari, vs) ve
katilanlarin  kimlikleri tamamen gizli tutulacaktir. Ancak, arastirma sirasinda
sorulardan ya da herhangi baska bir nedenden &tiirii kendinizi rahatsiz hissederseniz
aragtirmay1 yarida birakmakta serbestsiniz. Boyle bir durumda ¢aligmay: yiiriiten
kisiye, aragtirmayr tamamlamak istemediginizi sOylemek yeterli olacaktir. Onay
vermeden 6nce sormak isteyeceginiz herhangi bir konu varsa sormaktan ¢ekinmeyiniz.
Bu calismaya katildiginiz i¢in simdiden tesekkiir ederiz.

Calisma hakkinda daha fazla bilgi almak icin Bogazici Universitesi Ingilizce
Ogretmenligi boliimii 6gretim {iyelerinden Prof. Dr. Yasemin Bayyurt (E-posta:

bayyurty@boun.edu.tr), Yeditepe Universitesi Ingilizce Hazirlik Okulu 6gretim

gorevlisi Hakan Sentiirk (E-posta: hsenturk@yeditepe.edu.tr), veya Yeditepe
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Universitesi Beseri Ve Sosyal Arastirmalar Etik Kurulu (Tel: 0216 578 00 00- 3873)

ile iletisim kurabilirsiniz.

Bu calismaya tamamen goniillii olarak katiliyorum ve istedigim zaman
kattlimdan vazgecebilecegimi biliyorum. Verdigim bilgilerin bilimsel amach
yayimlarda kullanilmasint kabul ediyorum. (Formu doldurup imzaladiktan sonra
uygulayiciya geri veriniz).

@ Tarih:

) Katilime1 Ad - Soyad:
Imza:
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Consent Form (English)

Volunteer Consent Form

Dear Students,

This study is a doctoral thesis study conducted by Hakan Sentiirk under the
supervision of Prof. Dr. Yasemin Bayyurt (Bogazici University). The aim of the
research is to examine the identity formations of the students who have just started
learning English at the English Preparatory School, in their verbal interactions (with
the teacher, with their fellow students). It is predicted that a study on the verbal
communication of beginner level English learners in the classroom will make an
important contribution to scientific English Language Education research.

For this study, permission was obtained from the ethics committee of Yeditepe
University. Participation in the study must be on a purely voluntary basis. Your
answers will be kept completely confidential and evaluated only by the researcher.
The information obtained will be used in scientific publications.

The data of the study will be collected through classroom observation (2 hours per
week), audio recordings, journals and interviews with students at regular intervals.
All data collected in the study (audio recordings, observation notes, interview notes,
etc.) and the identities of the participants will be kept completely confidential.
However, if you feel uncomfortable during the research due to questions or any
other reason, you are free to discontinue the research. In such a situation, it will be
sufficient to tell the person conducting the study that you do not want to complete
the research. If there is anything you would like to ask before giving your approval,
do not hesitate to ask. Thank you in advance for your participation in this study.
For more information about the study, Prof. Dr. Yasemin Bayyurt (E-mail:

bayyurty@boun.edu.tr) from Bogazi¢i University English Language Teaching
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Department and Hakan Sentiirk from Yeditepe University English Preparatory
School (E-mail: hsenturk@yeditepe.edu) .tr), or Yeditepe University Humanities

and Social Research Ethics Committee (Tel: 0216 578 00 00- 3873).

| participate in this study completely voluntarily and | know that | can withdraw
from participation at any time. | accept the use of the information I have provided in
scientific publications. (After completing and signing the form, return it to the
practitioner).

Date:

Participant Name — Surname: Signature:
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APPENDIX E

ETHICS COMMITTEE APPROVAL

C. YEDITEPE Uvamt.sn ES|
Sayr 1 21568116-302.14.01-E.347 30/07/2019
Konu : Hakan Sentiirk Etik Kurul Onay Hk.

ILGILI MAKAMA

Yeditepe Universitesi, Ingilizce Haziwhk Okulu Ogretim Gérevlilerinden Hakan
SENTURK 'tin "Ingilizceyi Yabanci Dil Olarak Ogrenenler Arasmda Kimlik Olugumu ve
Miizakeresi: Tiirkiye'de Bir Ozel Universitede Vaka Incelemesi® baghkl arastirmasinin Begeri
Bilimler etik standartlarina uygunluguna iliskin Yeditepe Universitesi Beseri ve Sosyal
Arastirmalar Etik Kurul Onayi ekte sunulmusgtur.

Bilgilerinize arz ve rica ederim,

lmza
Prof. Dr, Ahmet AYDIN
Rektdr V.

EKLER: Yeditepe Universitesi Etik Kurul Onay,tif

NOT  BELGENIN ASLI ELEKTRONIK IMZALIDI

Belge Dogruluma Adresi :
hiip:/belgedogrulama yeditepe edu by aspxlid=JAKAAADA-TASHAIAT9ICOEAAAIAADC 12

Yeditepe Oniversitesi 26 Austos Yerlegimi, Indni Mahallosi Kayigdni Caddesi 34755 Atagehic / Istanbul
T.A90 216 578 00 00 www.yeditepe cdutr F. 100 216 57802 99

Wilgi lgin:  Gieom ILTER
Felafon No
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YEDITEPE UNIVERSITESI BESERI VE SOSYAL BIiLIMLER ETIK
KURULU KOMIiSYONU

20.06.2019 TARIHLI
3/2019 No’lu TOPLANTI KARARLARI

1) Yeditepe Universitesi, Egitim Bilimleri Enstitiisii Ingiliz Dili Egitimi Yiiksek Lisans
Programi 6grencilerinden flknur Karadagl Dirik’in **Ingilizce Ogretmenlerinin Erken Yastaki
Ogrencilere Ingilizce Ogretimi Konusundaki Mesleki Bilgilerinin Degerlendirilmesi’’ isimli
tez-aragtirmasinin Beseri Bilimler etik standartlarina uygunlugu Yeditepe Universitesi Begeri
ve Sosyal Aragtirmalar Etik Kurulu tarafindan degerlendirilmis ve onaylanmistir,

2) Yeditepe Universitesi, Iktisadi ve Idari Bilimler Fakiiltesi Siyaset Bilimi ve
Uluslararas: {liskiler (Ing) Béliimil 6grencilerinden Didem Uyanik’in PSIR 480 kodlu dersi
kapsaminda hazirlamms oldugu **Siyasal Farkindalik ve Siyasal Katilim fligkisi’* adli anketinin
Beseri Bilimler etik standartlarma uygunlugu Yeditepe Universitesi Beseri ve Sosyal
Aragtirmalar Etik Kurulu tarafindan degerlendirilmis ve onaylanmigtir.

3) Yeditepe Universitesi, Sosyal Bilimler Enstitiisii Biligsel Bilimler Yiiksek Lisans
dpgrencilerinden Khaled Al-Kamha'min *’Grup Halinde Hareket Eden Objeleri Algilamada
Kullanilan Dikkat Mekanizmalari I¢in Hesaplamah Model Geligtirme’” bashikli aragtirmasinin
Beseri Bilimler etik standartlanina uygunlugu Yeditepe Universitesi Beseri ve Sosyal
Arastirmalar Etik Kurulu tarafindan degerlendirilmis ve onaylanmstir,

4) Yeditepe Universitesi, Ingilizee Hazirhk Olulu Ogretim Gorevlilerinden Hakan
Sentiirk’in *’Ingilizceyi Yabanci Dil Olarak Ogrenenler arasinda Kimlik Olusumu ve
Miizakeresi: Tiirkiye’de bir Ozel Universitede Vaka Incelemesi’” baghkh arastirmasinin Beseri
Bilimler etik standartlarina uygunlugu Yeditepe Universitesi Beseri ve Sosyal Arastirmalar Etik
Kurulu tarafindan degerlendirilmis ve onaylanmistir.
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