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Abstract

Advancing theBocial turnO in Second Language Acquisitésearchrequires further
researchexploring the relationship between identity ar@l acquisition in different
contexts and with different groups of L2 learners. ldentities consiaeost relevant
to L2 learningand communicatiorare identified A mixed methods approach

combining focus group interviews and setfimpleted diaries is endorsed as an

effective strategy for capturing and understandi@gelationships.

Data was colleted from burteen postgraduate Viethamese students in UK higher
education establishmemnser a period of twelve weeks. Participants were required to
keep daily structured diaries and attend monthly focus group interviews. This study
utilises NortonOs dgfition of social identity BarnaOs definition of communicative
competencand Giles and ByrneOs Intergroup Model to undershand @entityOis
implicated in shaping participantsO L2 interaction experiences and their L2
communicative competencg&he findngs confirm therelationship between OidentityO
and both the patterning of social interani@nd communicative competengach of

the three main theories engaged with affexplanatios for participantsO L2
experiencesHowever, few exceptional casesid theObetweesubjectO variation and

Owithin subjectO routinisatane not yefully explained by the key theories
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CHAPTER ONE

Chapter 1

Introduction

This chapter aims to set the context fas tetudy.The chapter is divided into five
parts It begins with telling the readers what inspired tmenitiate a study orthe

possible mfluences of the identities oWViethamesestudens on their communication
experiencesn English languagen the UK context It follows by presenting the
research aimghen thesignificance of the study. In the next pagsearch questions
that the study seeks to ansveee discussedrinally, it outlines the structure of the

thesis.

1.1 My inspiration to start this study

My interest in Second Language Acquisition (SLA) developed fmnown positive

and negative experiences as a language leawiben | studiedMA TESOL in
Vietnaml| was exposed to SLA #ory and was able to reflect on my own experiences
as a learnerHowever, | did not pay much attention to the tern@identityO,
Ointercultural communication® during the tibaer & a teacher of English in
Vietnam the majority of mypeers were also Vietimese and, of course, mjudents

were all young Metnamese nationals. However, several fellow teachers were from
other countries, including the UKAustraliaand America and were native English
speakers. | became close friends with them and watchedkwsatiempted to learn
Vietnamese in Vietnam, in mainly naturalistic settings. Some were more interested in
learning Vietnamese than others; some were bettepiagy o than others; some
immersed themselves in Vietnamese culture whilst others remainadtdistd largely
restricted their relationships and socialising to other westerners and native English
speakersMy westernfriends used to come to me for advice and possilpéarations

when they met anypuzzles regardingthe -cultural practices and norms of
communication. And each time | received any questions from my friends, Iyias tr

my best to help them tadjust and understand more about Vietnamese culture and the

language. On many occasions, | did not succkecktrospect] simply was not able
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CHAPTER ONE

to give my friends any sensible answers because | could not see their OproblemsO from
their own perspetives However, his was when | began teaguely understandhe
significance of culture and identity frocesses o$econd language acquisitiamd
comnunication | alreadysuspectedhen that thecontributionof identity and culture

to second language acquisition may be magnifiesfudy abroad contexts

Enrolling at the University of York was my first visit to an Englsgbeaking country

which was dong dream for me since | stad learning English dit2 years oldl was

quite confident about my English level, having passed IELTS with high scores, been
teaching English and been complemented by my students and colleagues, including
native speakerst was a shock whenyrown perceived strengthEnglish language
suddenly became a weakness in a native environment. | experienced, directly, the
status of OotheBlof being culturally dissonant.felt York was too Owhite© and |
found myself asmAsianwoman to stand out when | walked around in the city centre
for example. | remember during my first days, | used to check ammohéeelhappier

and more securerhen | saw another Asian persaiiithin a short period of time |
found myself in the situatiothat my western friends experienced in Vietham. Even
though my English proficiency was much better than their Viethamese, | still had
difficulties in communication. The issues of identity and cultural orientation once
again loomed large, and appeareddésbared among many international students that

| acquainted at the University of York.

My original idea (which was also related to my background as an IELTS teacher) was
to conduct an international investigation of Viethamese English language learnersO
attainment in the IELTS test, comparing the scores of those who had studied English
in a Vietnamese classroom with those who had studied abroad (in Australia; the
United States; Canada and the UK). However, within a year and a half of arriving in
the UK todo my PhD, | experienced problems accessing international IELTS data and

was forced to reconfigumay researo.

My own experience as an English language learner, teacher and now an international
student in the UK inspired me to draw more attention é&octhimmunication in TL
language in TL countryrorced to reconfigure my research proposal and drawing on

my interest in learning contexts | therefore turned to focus on the contribution of
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culture, identity and social roles to language learners’ communication experience in a
naturalistic and study abroad setting. I understand that I should not interpret accounts
of the participants through my personal experiences, which shall only function as a

source of motivation for me, and may help to inform the study.

1.2Theresearch ams

The overall purpose of this thesis is to explore the contribution of second language
(L2) learners’ identity in their experience of L2 communication: in particular, how
language learners’ identities and social roles impact their efforts to access
opportunities to improve their L2 in a native environment. Improvements in L2
speaking and listening skills are measured according to how successful participants
judge their communication in the English language to be - how competent participants
believe they are as communicators in an intercultural context. Therefore, investigating
the impact of identities on SLA proficiency also means investigating the impact of

identities on intercultural communicative competence.

The social turn in SLA theory is of growing importance (see below) and in addition to
the personal motivations/experiences described above this research can be understood
as a response to Block’s (2007) call for further research on the importance of identity
to the L2 acquisition process, in different contexts and with different groups of L2
learners (Vietnamese L2 learners are an under-researched group). Much of
contemporary SLA literature emphasises the importance of identity as an explanatory
tool — there has been a ‘social turn’ in SLA theorising. However, there is widespread
confusion in terms of defining what is meant by ‘identity’ and identifying those types
of identity that are most likely to impact on SLA. Overall, significantly more research
on identity is needed to establish its explanatory power, and to evaluate this Vis-"-vis
other (perhaps more traditional) factors assumed to affect the SLA process. This
research can therefore be positioned as part of a steadily growing body of literature
seeking to ‘nudge’ the social turn along and is focused on the SLA experiences of a
small cohort of postgraduate Vietnamese students in two cities in the North of

England, UK. It is hoped that findings from the research will benefit Vietnamese
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students in the UK ointernational stud#s in SA context to be better at their

communication experiensé the TL environment.

1.3 ResearchQuestionsand Research Strategies

My research questions flowed from my literature survey (Chapter 2) following which

| began to develop an informed pogition: that identity/culturesocial rolesand
context are concatenated and viiifluence the extent and types of target language
interactions that L2 learners will have and therefore their L2 communicative
competenceFor example, L2 learners who arerious to learn about UK culture
and/or able to exercise their curiosity by accessing intercultural opportunities will be
exposed to larger amounts of L2 learning opportunities compared to L2 learners who
are less curious and who resttiiceir L2 communicton to a bare necessity (such as
those required for successful completion of their course of study and the range of
simple transactions required in everyday living, such as shopgihg) contexts in
which L2 learners find themselv&sn which they seeko operationalise their identity

and culture- is also considered important. For examplkgtnamesel2 learners
undertakingemployment to fund their studies may umngthe target language more
than ttose who do not work. Similarly, if a Otight knitQtngimese community has
coalesced it may rastt its membergnterculturalinteractions resulting in less L2
encountersContext is therefore important and my research therefore seeks to capture
the Olived realitiesO of my participants in order to undétsamontexculture SLA
relationship. Oldentity®, Oculture® and Osocial rolesO are contested and overlapping
concepts and are discessin more detail in Chapter 2he overall research question

is therefore does identity influence th&2 acquisition pocess for postgraduate
students in a study abroad/naturalistic context? This question canpaeked to

produce threeesearchable questions:

1. Which types of identities are reported by Viethamese students inhigker
education establishmefts
2. How bif at all Dis identity implicated in Vietnamese studentsO interactions in the

English language?
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3. Does the possession/construction of identity affect an individualOs own sense

of intercultural communicative competence? If so, how?

In order toanswer the threeesearch questions, a mixed methatirategy was
employed which includes both seldmpleteddiaries and a series offocus group
interviews. Diaries were completedn a daily basis to answer question- which
types of identityare reportal by participants during the data collection pePiéar
questios 2, 3 triangulationand synthesi®f both diary and focus grougata was
attempted The triangulation procesgelped tovalidate the reliability of data collected
from the diariesand intervews alone Pilot focus groug wereconducted intwo
different locations in the UK between May and August 200& data collected from
the pilotfocus groups wassed to infornthe process of designing a sestructured
diary for participants to completach day for the duration of the studye diary
wasthen pilotedn early 2009 The findings fronthe pilot studies suggested that diary
and focus group interviews are effective tdolscollectingdatacapable oainsweing
the three research questiombe diary template and interview agemsdeere reviewed
and amendeth accordance with feedback received from the pilots in preparation for
the main study.The mainstudy (diary) lasted from February April 2009. Focus
groups wereheld regularlybetween Mirrchb May 2009.Participants were recruited
via approaches to the Vietnamese Societies of the Universities of Yorkeaiuld
FourteenMA students- 2 from York and 12 from Leeds agreed to participate in the

researclby maintaining alaily diary and aendng monthly focus group interviews.

1.4 The significance of the research

The context of the research is unique in that the participants were enrolled on a range
of MA courses rather than formally studying English in a OstbdyadO context.
They wee not in receipt of any formal instruction in the Esfgllanguage (but all
participants were desirous of improvements to their TBg context of the research
therefore falls ifbetween the two, arguably most common, targets of SLA research:
the naturast context and SLA studgbroad (SA). The research is an attempt to draw
attention to this relatively underexplored middle gro(aido see Chapter 2)irings

relating to a context pertaining to one particular L2 learner group can not be easily
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‘read-across’ to other L2 groups (see Appendix L for discussion of problems in
categorising SLA contexts). However, the desire for simple models in SLA research
has resulted in most research focusing on one particular context - either the
naturalistic context or second language context — and a failure to acknowledge the
diversity that really exists. This leaves a gap for research into those contexts which

fall in-between.

The research context does not fall into any particular SLA contexts which have been
categorised in the literature. It includes both the naturalistic context (Block, 2003) and
out-of-class interactions (Freed, 1995). As presented in Figure 1.1, the research
context also differs from SA (study abroad) context: there is no formal English
instruction. Learning opportunities are likely to come from natural situation, out-of-
class interaction and in-class activities (to learn other subjects). The interactions in
both out-of-class and naturalistic settings cover those between non-native speakers
(NNS) and native speakers (NS); among NNS of one particular language (in this case

English); and learners who speak the same mother tongue (Figure 1.1).

Language
Course

No formal
courses

Study Naturalistic
Abroad Natural Context
Context Other Courses language

rather than learning

Language

Interactions with
NS, NNS and
own-language

speakers

Figure 1.1: Context of the research
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There has been little research on thetual Engliskspeaking experiences of
Vietnamese students, and hardly any on Viethamese Masters students. This may
sound trivial, but the Otesting® of identity and social roles as determinants of SLA
demands that we operationalize the social turn to kidferent contexts and to
different groups of L2 learners so that knowledge may accrue. It is hoped that not only
will this contribute to a general understanding of the SLA process, but will also
provide insights into the problems that Viethamese studardsunter in their daily
experiences of speaking English. The research may therefore be of some use to
Vietnamese students who are studying or thinking about studying in an English

speaking university.

In terms of methodology, the majority of researchidantity is primarily qualitative.

Data is typically collected from participantsO OstoriesO (also see Chapter 3). This
research is of mixed methods design and uses both qualitative and quantitative
methods to explore thmontributionof identity to the L2acquisition processhis will
hopefully help future SLA researchers who are interested in using a mixed methods

approach.

1.5Synopsis of thehesis

The thesis comprises @fChapters.

Chapter 2 critically reviewshe SLAliterature to set out the cant for the research.
Then it discussesontemporaryesearch on identity tgeneratea working definition

of identitythat can be adopted the research. THatterpart of the chapter focuses on
three mairinfluential theories whictinform the OsocialitnGand implicate identity in

the SLA processsocial identity and investment (Norton, 2000) in the field of SLA;
six stumbling blocks in communication in the field of Intercultural Communication
(Barna, 1998); anthe Intergroup Model (Giles & Byrne, B2). These theories are
drawn on throughout the thedisboth to make sense of the data and in order to be
OtestedO by the data.
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Chapter 3 discussesethodologyandthe research desigithe chaptejustifies and
explains the use delfcompleteddiariesand focus group interviewat both thepilot

and main stug stagesThe chaptedescribes each of the matages of the research
providing details of thelata collectiorand analysis processeake design anthinking

that influenced the diary, the ratiale behind and conduct of the focus group
interviews and a description of the basic content analysis conducted on the qualitative
data.Some ethical matters regarding participagsvell as issues regardirgjiability

and validity of the data collectede also addressed

Chapter 4discusses therpcess of data analygmwesent findings of diary data with

reference to data of diary collected in pilot study.

Chapter Ss structuredsimilar tochapterd, butaddresses thecus grougin the main
study, with reference to data from the pilot studi.describes the process of data

collection from the focus groughen analges the date generatdéindings.

Chapter 6combineghe findings from Chapters 4 and The combination of findings
is part of theprocess of triangulating dataom focus groups and diary for the
purposes of validating arektablishinghe reliability ofthe data(as set out in Chapter
3 b Methodology. The findings are then evaluated with reference to tineen

theories Social Identity (Norton, 2000); Stumbling block in Intercultural
Communication (Barna, 1989) and Intergroup Model (Giles & Byrne, 198%3.

chapterseekgo answer the research question regarding the implication of idéatity

participantsO interactions in Espli

Chapter 7is the concluding chaptewhich summaises the key findings ofthe
research. The conclusions arecdissed with reference televant thenes. Thenthe
chapter considers the implications asdommendationfor Vietnamese students and
future SLA theorisingFinally, the chapter discusses some limitations of the research

and make several suggestions for future research.
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Chapter 2

Literature Review

In this chapter, | will present and discuss a$peof the theories of identity
underpinning this study. The chapter includes three sections. First, | will discuss the
theories of identityin second language acquisition (SL#levant to this research.
Second, | will briefly review the theories of identity in L2 communicatias part of

the SLA processthat have informed my studyhird, | will discuss the theoretical
framework of the study, which is based on thteeories: social identity and
investment (Mrton, 2000) six stumbling blocks (Barna, 1998); atitk Intergroup
Model (Giles & Byrne, 1982)Also in this chapter, | will presenthe cultural
valuegbackgroundsn Vietnam thatare considered timpact theidentity and L2

communication oVietnamese students.

2.1 Overview of identity

Omoniyi (2006) acknowledges that identity has now emerged as a key concept in
social and behavioural sciench the field of SLA identity hagecently come to the

fore (Bayley and Shecherter 2003; IsabelBarcia 206; Kanno 2003; Kinginger

2004; Maiworm et al. 1991, 1993; Miller 2003; Norton 2000; Pellegrino 2005; Siegal,
1995, Norton Pierce 1995; Toohey 2000he focus on identity igriven in part by

the failure of SLA theorie®©to develop a theory of social identity that adequately
integrates the language learner and the language learning contextO (Norton Pierce
1995:12).

In fact, the importance of context to language learninghad already been
acknowledgedmore than 30 yearagq in SchumannOs famous Acculturation Model
(1978) and in GardnerOs and LambertOs (1972) research investigingtive
motivation However, SLA researchers such dsorton (2000)are increasingly
privileging identity as a key conceptith which to umlerstandhe complexity of the

social contexwithin which L2 learning occurgNorton, ibid). | will start this section
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by describing how identity re-theorises the two key theories in SLA (Acculturation
Model and Integrative Motivation). I will then present the definition of identity
operationalised in this research. Next, I will provide an account of how identity is
used in SLA research; in particular, showing the relationship between identity and L2

interactions and communication.

2.2Some key SLAtheoriesutilising the conceptof identity

Acculturation (Schumann, 1978) is expressed in terms of the social and psychological
integration of the learner to the TL group. So we can think — and measure - social
integration in terms of the extent to which an individual interacts with TL speakers
and culture (including accessing English language media). Psychological integration
can be understood as the extent to which an individual is prepared and able to
experience, understand and even assimilate a target culture. Schumann’s research
proposes that learners can be positioned on a continuum of “social and psychological
distance and social and psychological proximity to speakers of the TL” and argues
that the “learner will acquire the second language only to the degree that he
acculturates” (1978: 29). Among Schumann’s six participants (two children, two
adolescents and two adults), Alberto, a 33 year-old Costa Rican immigrant to the
USA, developed only very limited English. Schumann attributes this failure to
Alberto’s unwillingness to acculturate to the Americans. He was considered to be
socially distant from the TL speakers, as he belonged - and appeared to prefer to
belong - to a working class Latin American community. This community was self-
contained and isolated from the host community, and Alberto socialised mainly with
other immigrants in his neighbourhood, where Spanish was widely spoken.
Schumann’s findings are controversial because Alberto was found to hold positive
motivation and attitudes towards English speakers (obtained and measured by a
questionnaire at the end of the study). Schumann explains this contradiction by casting
doubt over the honesty of Alberto’s answers to the questionnaire, suggesting that he
might have wanted to please the English-speaking researcher. There were certainly
contradictions between Alberto’s answers and his behaviours: he did not make efforts
to communicate with English speakers; he refused to own a TV (he claimed it was
impossible to understand) and instead listened to Spanish music; he chose to work at

nights (when contact with NS was limited) and did not attend the English classes that
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were available locally. An assessment of AlbertoOs lifestyle led Schumann to conclude
that Alberto lived in high anxiety and experiencaeghhlevels of protracted cultural

shock.

SchumannQesearch is significant in that it acknowledges social and psychological
factors as contributing to the process (and SeeQ) of SLA. Alberto is an example

of a learner who had no cognitive deficits biological difficulties capable of
hindering his learning process. AlbertoOs lack of acculturation to the target language is
the main cause of his pootta@inment in the L2. Schumann@sphasis is on
Oenvironmentd (as a causative factor) and the &xighich it exposes learners to
sufficient contacts with the TL culture to be of benefit, but also on the learnerOs own

psychological openness to take advantage of such contacts with TL speakers.

However, SchumannOs model was later relwtednumber ofesearcherdDeKeyser
(1991); Freed (1990); Higgs & Clifford (1982); Segalowitz & Freed (2004) and Spada
(1985, 1986) Among those who disagree with SchummanOs findBgsmidtOs
(1983) study of Wes, a Japanese photographer based in lawaithconsderingin

detail Like Alberto, WesOs English remained very limited. However, unlike Alberto,
Wes displayed high levels of social interactomith NS and very low levels of
anxiety. However,Wes displayed high levels of social interaction with &iffl very

low levels of anxiety, unlikeAlberto. More recently,Norton (2000:115) criticizes
Schumann (1976b) of Oonly hear(ing) what he (Schumann) wants to proveO. She
believes that Alberto did, indeed, tell the truth in his questionnaire (which showed that
he hada positive attitude towards Americans). Schumann simply dismisses it and
concludes that Alberto is unmotivated to acculturate and as a result his language
pidginizes (a concept developed by Schumann to indicate reduced and simplified
forms of English). Ndon argues that Alberto should have been understood as a
learner whahad been marginalised by the target community despite his efforts to seek
opportunities to speak the TL. Alberto is willing to interact with TL speakers and in
fact did seek opportunitseto do so. This ishownby his participation in the Xtonth

study and his practising of negative construction in Ehglish Schuman

Forty years agdGardner and Lambe(tl972:132) include social identification and

ethnolinguistic identityto arrive at their famous concept of integrative motivation
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(Ushioda, 2009). The key idea of the integrative motivation conceipatsan L2
learner Omust be willing to identify with a member of another ethnolinguistic groupO
(Gardner and Lambert, 1972:135h€T ink betweenintegrative motivation and L2
achievement in which motivation is seeas causabhas inspirec¢onsiderableebate

in SLA researchHowever, thesignificance ofintegrative motivatiorbfor English at

least- has beerhallengedyiven the glbal spread of thEnglish languageEnglish is

now an international languagéherefore it is impossible to identify any particular
target English community to Ointegrate®. Wihiodaand Dornyei (2009) sugges:
theorising motivation in SLA in the lighof identity, in whichan emphasishould be
placed onearners@ternalidentities- theirQinternational postureO (Yashima, 2002)
rather tharanintegrative concept which emphasi¢éslearnersO identification toward

an externaltarget communityAlthough a significant amount of SLA identibased
literature is focused on establishing the importance of integrative willingness and
cultural distance (between learners and the TL community) an alternative approach
focuses instead on the emergence of ab@gtommunity of English language usersO
(Ushioda and Dornyei, 2010: 3) which certain groups of English learners (professional
and semprofessional and the internationally mobile) may feel that they belong to.
Yashima (2002: 57) describes such learnerpassessing an Qinternational postureO.
Deciding whether or not a global English language community exists or is fictitious is
beyond the remit of this thesis. But the concept undoubtedly shifts the terms of the
debateDif identity is important, it is nbso much whether or not individual learnersO
concept of Oself® can be made to correspond with that of an external referefe group
the TL community- but the extent to which the L2 learner sdkntifies him or
herself as a member of a global Englishglaage communityHowever, it seems to

me that this can be possibly exaggerateaglish may be global but English learners
can only be in one place at a time and wherever they are they will encounter a TL

culture, because the concept of identity is iaficed by OplacE&dsosee 2.3.4).

Clearly, however, identity counts Block (2007) confirms that identity has now
established its own role in SLAo0 anissue here is whether international students in a
particularistic study abroad (SApntext experiencéeedom or agency, or whether
inter alia, the SA contextninimises individualisation and magnifies the deterministic

potential D and therefre significance- of identity e.g. by creating economic or
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linguistic powerlessness or spaces and opportunities in which students become the

target of unwanted stereotyping.

Indeed, it appears easier to identify identity-based obstacles (to L2 proficiency in SA
contexts) than benefits. There may be no such thing as a universal student experience,
but studying abroad generally presents international students with certain
psychological, social, economic and cultural challenges and opportunities which they
must encounter and navigate. When students with limited knowledge of English cross
borders thousands of miles away to stay and study in the UK, for example, their
identity seems ‘bound’ to the mother tongue language (Miller, 2003). An alien setting
poses significant challenges to international students. Lantolf (2000) and Trueba
(1989) emphasise the challenges associated with one’s sense of identity and
identification upon moving from one country and culture to another. Less able to
exercise autonomy the deterministic elements of social identity theory may, therefore,
remain apposite for international students in a SA context (see Appendix K for further

discussion of SLA contexts).

2.3 Definition of Identity in the Thesis

This section describes a conceptualisation of identity of L2 learners that is relevant to
the current study. It starts out with a review of the widespread confusion in definitions
of identity in the field of SLA. Then, it presents the definition which accords with the

context and research aims of this research.

2.3.1Definitions of identity in SLA research

Gass and Selinker (2001:5) define SLA as a generally agreed term to refer to
“the learning of a non-native language after the learning of native language”. The
term refers to both the acquisition of a second language in a classroom situation

and in more ‘natural’ exposure situations.

Recent literature has shown that identity is manifold, contextually realised and
constantly shifting (Hall 1996; McRobbie 1996; Omonyi 2006; Pavlenko &
Blackledge 2001). SLA researchers have constructed different theories of identities to

shed light on their contextual studies. However, different terms with or without clear
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definitions of the concept of identity can be observed in SLA research. This reflects in
itself the complexity and fluidity of the concept. The terminological confusion creates
a situation in which some researchers are clearly working on identity but do not
explicitly use the term. As Benwell and Stokoe (2006) note, there are numerous terms
in use: ‘identity’, ‘positioning’ (Davies & Harre, 1999) and ‘subject positions’ (Miller,
2006) are used almost interchangeably in the current literature. Hall (1995) uses
‘identification’ instead of ‘identity’ to capture the non-fixed state of the concept. He
argues that the term ‘identity’ gives an impression that it is immovable. Weedon
(1997) prefers the term ‘subjectivity’ which interestingly accords to the ‘social
identity’ concept developed nearly twenty years earlier by Tajfel in 1978 (McNamara,
1997). Table 2.1 below illustrates the terminological complexity.

Table 2.1: Terminological complexitybldentity

Terminology

Literature

Social Identity

Ethnic Identity

Cultural Identity
Linguistic/Ethnolinguistic Identity
Second Language Identities
Sociocultural Identity

Subjectivity

The Self

Voice

National Identity

Ethnorelativism

Identification

Relational Development Identity

Miller (2003); Norton (1993, 1995, 2000);
Morgan (1997); McNamara (1987);
Goldstein (1996);

Leung, Harris and Rampton (1997)
Bosher (1995); Scheter and Bayley (1997)
By most sociologists

Block (2007)

Duff and Uchida (1997)

Norton (1997)

Pellegrino (2005)

Thesen (1997)

Kinginger (2004)

Isabelli-Garcla (2006)

Hall (1995)

Boxer (2002)

This is not an exhaustive list of the research or terms used to explore the link between
identity and SLA. However, it offers a brief picture of a wide range of identity
‘classifications’ and terminology which have been constructed and utilised in SLA
research over the past fifteen years. Block (2007) maintains that most researchers
working with identity do not develop a clear definition of the term. Block (2007)
equates social identity with migrant identity. According to Block, all NNS living
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abraadbeither in employment or educati@evidence amigrant identity(Block uses
the term Osecond language identityQ) delineatedadsy, ethicity, nationality,

migration, gender, social class and language.

The thesis maintains that the identities of L2 learners in SA contexts influence the
types of L2 interactions that they have. L2 learners bring with them certain identities,
but new one® wanted and unwanted, adopted and ascribetay also be formed
during the SA experience. These identities shape both the quantity and quality of
learnersO L2 experiences. This, in turn, may influence L2 learnersO behaviours; how
they make sense of and @tlato L2 encounters and, ultimately, their L2
communicative competence. This is a thsege model of SLA, crudely comprising
inputs (identities), L2 encounters (quality and quantity) and outcomes (L2
communicative competence). However, the relationshigsveen the stages are
iterative. ldentities may influence encounters, but certain encounters may also
contribute to a reshaping of identity. Similarly, certain aspects of L2 interaction may
be associated with positive or negative communicative competencemnes; but the
precise outcome is likely to be influenced by individual factors including those linked

to motivation, expectations and personality.

2.3.2NortonOs definition of social identity

As such,| find NortonOs (2000:19) definition of sociaémtity as Othe relationship
between the individual and larger social world as mediated through institutions such
as families, schools, workplaces, social services and law ccetsfdl. | am also
persuaded by NortonOs insistence that idemtist be cosidered a dynamic concept

one thatcan change over time anchich varies from one social context to another
andbr when subjected tshifts in personal dispositioMy interpretation of identity is

that it is the way a person views themselves, and wisickacially and culturally
constructed, vulnerable to change over time, and shaped by particularities of

community and experience.

2.3.3Criticism of NortonOs definition of identity and my response

NortonOs definition of social identityas been criticisk First, Norton does not
distinguishclearly social identity from culturaldentity. Norton (2000admitsthat she

separated the two concepts at the beginning of her studgvbotually decided that
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cultural identity and social identity have more similas than differences. Second,
McNamara (1997) claims that the concept of social identity used by Norton Pierce
(1997) is merely a repackaging dhe conceptas developedin earlier research
(including that of Tajfe[1979) and also accords witthe conept of OsubjectivityO
developed by Weedon (1997) in that both share three characteristics: fluidity,

vulnerability to change and sensitivity to context.

Those criticisms can be overcome by a deeper understanding of the relationship
between the type of @htities and the social contexh fact, such criticism only
further emphasises the conteensitivity of the identity concept. Identity can be
constructed through individual interaction with otheas,imposition or an elective,
wanted or unwantedcachsocial context is unique which generates unique data and
types of identity. As Block (2007:202) states:

My main aim has been to show how second language identity work varies
considerably across these contexts. First, it varies as regard the extent to
which it actually takes place... Second, when second language identity
work does take place, there is a good deal of variability as regards the
aspects of identity that emerge as salient. Thus, in some situations, gender
emerges as the single most significaspect of ideity, while in other

situationsit is race or social class that is most significant.

Therefore, NortonOs (2000) definition of Osocial identityO may differ from other
researchers, buhay still be anDactual® social identity thahuinelyemerged from

her research context. Alssuchoverlapping between cultural and social identities is
an illustration of the view that LRarnerspossess multiple identities. Norteeeks
flexibility by not attempting to draw a cleant distinction betweenthe two and
acknowledges tha person can have multiple identities which are constantly shifting
across contexts and time. Therefore identity should be seen as gsythuslogical,
social and historicaDvariablesO. The expeace of L2 learners is umie, changing
over time, even in the same context. F&hVNagner (2007) considehis view of
multiple identities a a leap forward fromearlier beliefsthat learners have only one
identity. The variety of terms and identitypesand criticisms of Nortods (2000)

social identity can be interpreted as a struggle in which SLA researchers are
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attempting to construct a framework which helps explain and explore the experience
of L2 learners in the real world. On the other hand, they can also be viewed as

reflecting a flexible approach in order to capture a slippery concept.

In short, NortonOs definition of social identity serves as guidance forsegrchbut
also emphasiseshe need to be flexiblevhen identifying and evaluatingspecific
identities (such agender, race and ethnicitghd social roles (such as international
student and boyfriend/girlfrien@merging from theesearchin the following section,
I will clarify some of thelinked conceptdhat fall underthe general term identity or

social ideity.

2.3.4Social dentity, Social rolesand Cultural identity

In her definition of social identitysee 2.3.2 NortonO$2000) understanding of the

way that the OsocialO influences identity seems to focus on how it constrains the roles
people can plain society. For example, she explicitly discussew the deteriorating
sociceconanic status of imngrants affects their identitiddhow they see themselves

and how others see them.

Wetherell (1998 however, viewsocial identityas one of four main erspectives of
understanding personal identity: it accountssiotial influences on persal identity.

The other three includehé phenomenological perspective, the psychoanalytic
perspectiveand the biological perspectivélowever, he biological perspéwe can

also be combined with a social perspective. LewisO (1998) suggests that our identity is
formed based on the sense of who we are, which is first felt by our bépelyshape
andthe colour of our skin and hair, etc. We develop a sense of OseliGwanwe

might be related to (and distandedm) those who we assume are (physically) similar

(or dissimilar). This sense of OselfO is not purely biological because it is felt in relation
to other people, and is therefore socially sensitive. But as a cmrszrLewigibid)

argues that race and ethnicity be classified as social rather than just biological. Lewis
also addresses tHmk between Orace® and Oplab®d can help understand the
experiences of Viethamese (Asians) in the UK (Europe), and poutitghat our
bodies also provide others with visual clues with which to categorise us. LewisOs
argument can be extended to assert that gender also be considered sosiallgtedn

rather than biologicalGiven the nature of this research the belief idantity is
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socially constructed is considered to be an appropriate lens through which to
understand behaviours. Other perspectivesbiological, psychoanalytic and
phenomenologicaloffer less utility in the context of this research, but the biological

ard phenomenological have not been entirely neglected.

Wetherell (19985) defines cultures as the Ocustoms, conventions, signs and symbols
of a society which are passed on from individual to individual through learningO.
Culture is therefore also socialtprstructed. That view slightly resembles NortonOs
(2000) in that cultural and social identity amsvo overlapping concepts albeit

evidencing more similarities than differences.

2.3.5Personal characteristics

Dewaele and Furnham (1999) consider peabtyn traits as relatively stable
dispositions and indicatoi personal needs. Eysenck 749 cited in Dewaele and
Furnham (1999)sees extraversion/introversion as a key dimension of personality
Whether or not individuals are socially or biologically pwgmed to
extraversion/introversion is beyond the remit of this thesis, but certainly
extraversion/introversion has implications for the behaviours and experiences of
international students whilst studying abroad because it may shape the extent and
naure of their L2 interactions.Research byDewaele and Furnham (1999:537)
concludedhat extraversiatmtroversionprimarily affects speech production in the L2

(and argues thahotivationis the main personality variable affecti®&fA). However,
LasenFreeman(2001) argues that L2 learning depends on Oopennesxpeiencé

and therefore considers learnersO social networking abilities as promoting L2 progress.
Learners who want to interact and who are good at it will experience greater social
contacts (and impve their L2) more than those who are less inclined to seek out and
manage such contacts (WeRdlmore, 1991). Evaluating L2 learnersO ability to

create and manage L2 interaction opportunities may therefore be important.

2.4 Communicative competence

Macintyre & Charos (1996) believe that the primary goal for L2 learners is
communication, which is manifested in L2 communication frequency. Macintyre &

Charos (1996:19) conclude that Ocommunicating in a second language appears to be
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related to E most imposnt, the perception of competenceO. In this section, | will
discuss in detail the concepts of communicat@on intercultural communication

before offering a definition of Ocommunicative competence in the context of SLA.

Communication islefined agthe management of messagasorder tocreatemeaning
(Griffin, 2005). In other words, communication is considered to achieve a certain
purposethroughinteracting with othersEvery interactionoccurswithin a physical

and contextual environment. Tfamerrefers tothelocation §eminay bus stop, etc.)
where the communicatiadiakes placeThe contextual, or social environment refers to
the context that frames the interaction and influeroeth the substance atite style

of communication employedvicDaniel Samovar, et.aR012)Pif askedOhow are
you today?Cby a relative stranger on the street ome€monse wilbe differentto that
provided to a doctor at a medical appointmanto a group of close friends during a

social evenbr to that given on Fabook.

Research on identity in communication mainly focuses on the intercultural
communication comixt (Chen, 2010 Intercultural communicatiomefers to how

people from different cultures interact fatweface

Intercultural communicative competence defined by Spitzberg (2000:375) as
Oappropriate and effective behaviour in a given contextO. SpitzbergOs definition
however,is found unhelpful because the perpetrators of appropriate or inappropriate
behaviour are not necessarily in a position to know their behaviour has impacted

on interlocutord whether it is appropriate or inappropriate and therefore whether or
not they are practising effective intercultural communicat®arna (1998) defines
intercultural communicative competence as the inregpacity to overcome the
stumblng blocks in communicatioffsee 2.7.8 BarnaOs definition appears more
practical and specific. competence is measured by the extent to which one has
overcome six stumbling blocks in intercultural communicatidowe\er, thelist is

almost certainly not exhaustive. For example, Kim (1991) too identifies a range of
Ostumbling blocksO some of which are not addressed in BarnaOs framework. According
to Kim (1991:259), interculturatommunicatre competence refers to Othe overall
internal capability of an individual to manage key challenging features of intercultural

communication: namely cultural differences, and unfamiliarity, igteup posture,
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and the accompanying experience of stressO. Stumbling blocks clearly exist,ebut ther
is disagreement regarding how many there are and most of them are themselves
comgex and contested concepts theguire unpacking. Further, BarnaOs and KimOs

definitions of intercultural communicative competence are presented as suggestions of
how to inprove oneOs intercultural communicative competence, rather than measures

of how well one has achieved specific L2 objectives.

Maclintyre and Chas (1996) advocate lzasic measur®simply that of how able do
learners themselves feel when communicatinghen L2? Although communicative
competence can be formally assessed, according to Macintyr€rards (1996),
ClZmentand Bakeret al (2003 and Brantmeier (2009)2 learners@ssessments of

their own communicative competencare generally accurate, witlpositive
assessments generally associated with enjoyment (of an experience) and the absence

of anxiety; and it is this measure of competence that is used in the thesis.

NortonOs concept of investme(see 2.7.1.9 has viewed language learners as
investors who make efforts in their learning and expect outcomes from their
investment. She argues that the learnerOs world is a site of struggle in which learners
have to negotiate opportunities to practice the TL. The process of learning a language
is not merelyone of learning the words, grammar and pronunciation, but also involves
the construction of OselfO. LearnersO L2 communicative compktendeherefore

be seen as a process of identification in an alien context. In the process of identity
construction,the primary mode of selepresentation speaking- must undergo a
transformation. For minority students (eg. Vietnamese) who enter a dominant culture
(eg, English culture) proficiency in the dominant language is essential, as it is the
primary meansof making sensebeing seen and being hea(drueba 1989).
Interaction with target speakers occurs in specific social contexts or sites which may
facilitate or constrain studentsO abilities to make sense of themselves and others.
Guiora et al (1972:112) suggas that of all language skills, speaking is
psychologically the most demanding, necessitating fundamental changes to  Othe
basic modes of identification by the self aother©.An investment in language

learning, therefore, is also an investment inideatities of L2 learners.
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This section has definegeveral key concepts: communication, communicative
interaction, intercultural communication and communicative competence (in the
context of an intercultural communication context). It has alestablisked that
communicative competencan be assesség L2 interlocutordhemselvesThe issue

of how communicative competence can be measured has been discussed through the
stumbling blocks (Barna, 1998); through the frequency of interactions (Maclntyre and
Charos, 1996); througthe absence of anxiety and presence of enjoymezin@it

and Baketet al, 2003 and Brantmeie2005); through the ability to Oimpose the right
to be heardi® communicatior(Norton, 2000) Which will be discussed later t7.1).

| havealsoargued that NortonOs concept of investment heligsurglerstand how L2
communicators make sense their L2 experiences and theicommunicative

competence.

2.5ldentity and L2 communicative competence

Researchers have attempted to charttypes of identities that emerge over a period

of time and their impact on L2 communicative compete¢gkinson (2002) looks at

how identity is manifest in teachstudent relations. His research describes how
participants feel when they are seen as karifor rather inexpert speakers of the
target language) not only in the classroom but also with host families and strangers in
public areas. Being corrected by interlocatono matter how respectfullystill
resulted inparticipants losing faith and swdzpuently performing to a lower standard.
Indeed Wilkinson (2002) concludes that identifyindentity-based obstacleso L2
proficieng/ in SA contexts seems to be eashan identifying thebenefits Lantolf
(2000) and Trueba (198%)so emptasisechallerges associated with oneOs sense of
identity and identification upon moving from one country and culture to another.
Studying abroad generally presents international students with certain psychological,
social, economic and cultural challenges and oppdi@snivhich they must encounter

and navigate

Roberts and Simonot (1987:138) describe a context in which Oadult workers have to
learn to communicate by communicating in order to learnO. It is worth noting that the
process even happens in indifferent ortit®environments, and even when the L2

learner has a strong desire to learn. The researchers conclude that:
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They (L2 learners) are, from the outset, disenfranchised by their lack of the
language which in turn leads to a loss of rights at work and im fireiate
lives. We see here language performing the function of perpetuating the

power structure and in turn being a product of these structures.

Acton and Walker de Felix (1986); Laubscher (1994); Bacon (1995), Wilkinson
(1998b) and IsabelGarcia (208) have examined possible OstagesO that SA
participants go through. In her study, Isab@lircia (2006) was interested in whether

or not four Americans on an SA programme in Argentina were able to join the
established speech communities and build up koetavorks (Milroy, 1987) in their

host environment. In general, her participants continued to project a superior
American national identity (towards the TL speakers). Cotntaitively, the SA
experience enhanced affiliation to an inherited nationaltitye as opposed to the

development of greater intercultural sensitivity.

Much discussed in SLA resea is the sexual harassmentf@iale students and how
such harassment affects opportunities to develop their target languages. Polanyi
(1995); Twombly (1995); and Talburt and Stewart (1999) discuss this in depth.
Female students in their studies report how they were frustrated at not being able to
talk with men in the host countries (Russia, Costa Rica and Spain) because of the
menOs sexual advancese Twomen finally chose to avoid going out and therefore
experienced limited opportunities to practise speaking the TL. Clearly the imposed
identity of femalesexuality by the TL culture (men in host countries) has shaped the

type and frequency of interaatidhat L2 learners have in the TL country.

Mismatches in expectation and perception between TL speakers and L2 |lesypers
also influence the quality and quantity of L2 interactions in SA contddser
(2002:179) studied crossultural gatekeeping enounters in an American university
context. She based her study on the theorieSeheinschafimembership of a
society through birth) an@Gesellschafi{instrumental relationshipsot merely based
on common history or background) developed by ScollonSoalon (1995). The
research focusedn the facdo-face communication between international students

and two staff members who wad in the International Program Office in the
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university. Boxer (2002:204) concludes that the work of staff members in the
university is not enough to lead to Orelational talk and gate openingOQ. The data
collected confirmsthat students failed to recogeisand take advantage of the
opportunities even when the staff attempted small talk or used terms of endearment,
which she tems as ORelationdDevelopment ldentityO. There was lack of
knowledge on the part of students regarding how to engage correctly with their
interlocutors. The staffon the other hand, were considered to judge students too
harshly. International studentsaving passed TOELFTest of English as a Foreign
Language)tests to enter an American university, were expected to understand the
norms and rules of interactions in America. If they failed to do so, it was considered
the studentSown fault because, as @staff member commented, Othey are not mixed
enough with AmericansO. Boxer stathat ESL teachers agrat passing TOEFL

tess at 550 or 600 (out of 750) does not mean a student can understand bureaucratic
workings and immigration laws. She also gates that while there should be a 1wo

way understanding, international students are left with the burden to wrestle with Othe
rules of the gameO. In short, there was a mismatch between the staffOs
intentions/perceptions and studentsO perceptions/reatxer used a metaphor: the

staff put the key to the door for the students but did not dpér them - they
expected the student to know and open it by themselves. Unsurprisingly, it remained

closed.

The experiences of thaternational students ind&erOs search are evidence of how
studentshave to Ostruggle@en in auniversity setting where there are deemed to be
favourable conditions facilitating effective communication with TL spesaKstaff
members). Thdata (ibid: 204) suggests:

Lack ofshared contextualization cues can cause missed opportunities
for Relational Identity Development. Stereotypes are likely to be

reinforced in such instances. Gates close that might otherwise be opened.

In addition to studentsO extlassroom experiencethe university- as a physical and
bureaucratic entityp also emerged as problemati€he unique experience of L2
learners in a naturalistic contendquiresSLA researchers taddresghe relationship

betveen learners and the Oreal worldO that theyyoddtgadbrush assumptions
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regarding the ease of accessing L2 interaction opportunities in naturalistic settings are
easily problematised, so too the entire SLA process. There is no such things as a
universal international student experience and the relaanf this chapter draws on

the Osocial turnO in SLA research to understand how identity might be responsible for
shaping international studentsO L2 interactions and their L2 communicative

competence.

Ricento (2005:899%riticises SLA research for notaking into account the Osocial
aspect of language learning and useO. Using the concept of identity to investigate the
experience of L2 learners, Ricento concludes that learners pay a price of losing their
identity or accepting dual identities in exchange being accepted into the TL

culture:

.. an individual’s identity in L2 contexts is mediated by the reactions of
others to that individual’s social and cultural position, which in turn, can
influence that individual’s motivation to learn in ways that are not

predictable using standard psychological or sociological categories

Sociobiological factors and cultural stereotyping can have a powerful effect on
learnersO L2 experiences. When Mishela, a female Blaidan student in Spain
(Talburt and Stewd 1999)walkedon the streetshe often receivesexual comments

from local Spanish men wreawblack African womenas sexually symbolicThe link
between tk discrimination experienced kvlishela outside the classroom and her
limited linguistic developrant is not established, but the study raises important issues
and connections between culture, race, identity and language learning. According to
Mishela, her difficulties were not Osomething cultural but an ignorant mindO (Block,
2003:168169). Her idenyitand experiences as a black féenstudent can therefole
understood through the lens of a cultural stereotype (the black woman as a symbol of

exotic and aggressivaexuality).

In summary, the above discussions suggest thantity appears to shape2lL
interactions because the SA context is a challenging learning envirgnameht

because the process of accessing the TL community is a social endBavaia
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process of negotiation and a site of struggle shaped by the distribution and exercise of

powe which is inextricably linked to the identities and social roles of its main actors.

2.6 Vietnamese Social and Cultural Backgrounds

Cultural understanding and constructs are therefore implicated in the communication
experiences of international studenfn understanding of Vietnamese culture and
society is therefore considered importartie acient Vietnamese culture was formed
around the Red River (Song Hong), and featured typicahSeast Asia culture (Huu
Ngoc, 199%. CurrentViethamese culturesia result of threenajor developmenis
Chineserule (179 BC b 1858), Frenchcolonialism (1858 B 1945) and socialis
ideology (since 1945). Aaresult ofcontactwith other cultures, Viethamese culture is
a combination of Buddhism, Confaacism Taoism, ad Socialism. Much of the
contact with new cultures and ideologys marked by conflict butthe core
characteristics of Vietnamese cult®d&®an sac van da - were often maintainedand
directed towards protecting and promoting nationalist sentiment. Assaqaoence,

patriotism remains very powerful in Vietnam.

2.6.1Strong sense of community

ViethamOs largely agrarian economy was labour intemsidaice production in
particular required significant levels of-operation anctoordination among people
in the community. Therefore, Viethamese peadeeloped aulture of bonding to
each other, to support each othe@rowing and harvesting activitie®han Ngoc
(1998:89)describes this as @village culture®&dn hoa lang xp Villagers support
each othemot only in farming but also isocial life andLy and Howard (2005:4)
observe &@strong human relationship@ aesre characteristic in Vietnamese culture.
Individual villagers have clear understandings of whitrey belong and of their
responsibilities.In return, the village protects theirrights, offeringthem a base, a
communiy where heshe belongs and lives: the sayidth&ingOs rules arsurpassed
by village rules® phep vua thua le lang emphasises the importance ©@fhe local®

and GommunityOovercentralised sites of power and evka king.

Phan Ngoc (1998:444) suggests that a traditional Vietnamese person defimes his

idertity in relation to the surrounding people itis/herlocal community.This is
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illustrated by looking athe form ofaddressusedin the Vietnamese language. The
forms change constantly with the same person. Veheéretnameséalks to his father,
he calls his fatherc@e0 and refers to himsal @onOBut when he talks to a brother
he would refer to himself &@&nhOand to his younger brotheas@nD. When he talks
to an older sistelne becomeg2nD andefers to her a@hiO Vietnamesénterlocutors
needto be aware of age, gender, social statusdeting social exchangesThere is
therefore an element of fluidiip identity that changes from interactiga-interaction
and aspects of r@Os personal identitwe shaped byindividualsOrelations with

surrounding people.

Vietnameseforms of address are alsevidence of themportanceof community in
Vietnamese cultw. Ly and Howard (2005) indicate that Viethamese peapderess
people inthe communityatlarge P including strangers using the sameform of
addressas they use with their family membeFor examplean oldermale personis
referred to agnh(as is abrother); an older female person is referred toragas is a
sister). This rule applies to many other addredsagelderly womangrandmother,)
ong (elderly mangrandfather) chu (middleaged manincle) co (middle-aged
womanAaunt) etc. This possiblyriginated from a popular legend that the very first
100 Vietnamese people were baonthe same mother (Au Co) and fatliieac Long
Quan) thatall Vietnamese people today arembers of onbig family and have a

duty to render assistance to one another

2.6.2Respect and responsibility

Vietnamese people are expected to show respect to odgaslless otheir social
status, age or gend&han Ngoc (1998) consideridan examplef howban sac van
hoa were maintained despitthe influence of Confucia hierarchiesemphasising
masculine and authoritp poor and low social status individuals can gjdin respect
as long asthey fulfil their responsibilitiesto their family, village andcountry.
Individuals are expected to careore about other peopéad to subordinate personal
desires Thisphilosophy is clearly influenced BBuddhism but Phan Ngoc (1998) also
suggestghe relationship works in reversBuddhismaccordswith ban sac van ta
and was purposely adopted because of 8ush a philosophyantrasts with Western

culture which generallgncourage individualism (Phan Ngodid).
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2.6.3Gender in ViethameseCulture

According to Leand Horwardet al (2005),prior to Confucianism women/femininity
were worshipped in Vietham and men and women roaghly equal social status.
Infact the influence of Confucianism in Vietnam was relatively limited (compared to
certain other South East Asian countries) and the Confutéaim Omen and women
should be physically distant@am nu thu thu bat th&h was largely ignored
According to Phan Ngoc (1998: 83%jiethamesesocial gatheringsl€¢ hoi) were
opportunities for men and women to socialise toget@ser time, howevermen
began todominate the political and social wordsthd womenQOs authority was largely
restricted to the domestic sphere (although highly valuedycationb the keyto
social statusb was only accessed by merdepriving women of opportunitiezo
improve their social status and consolidating their domestis (dlguyen Phuong
An, 2004:167)

This situation was increasingly challengearidg the Frenctcolonial years(1858
1945), when feminism, individual freedomsand free maiage were introducednd
hitherto restrictive dress codes were abandoned Gtbedal) a tightfitting dress
influencel by western fashion, was introducedjowever, as Nguyen Phuong An
(2007) argues this new openneswas onlyavailableto middle classvomen- the
majority of Viethamesavomenwere peasantand theyremained under Confucian

influences.

Gender inequay remains a problem in Vietham characterised by double standards
vis-~ -vis acceptable behavior and sexual conduct. Asian women are expected to dress
modestly, expound conservative values and lead morally respectable lifestyles. Men,
on the other handfea subject to fewer sexual and cultural mores. Sex before marriage
continues to be frowned upon in Vietnam, but when it happens almost all the
opprobrium is reserved for the woman (Nguyen Phuong An, )208@wever,
increasing numbers of Viethamese womes @rallenging these traditional gendered
roles and accessing education in order to pursue successful careers, either in addition
to or in place of any domestic/familial expectatiogsyen though Asian men are
subject to far fewer restrictions in terms beir social conduct, middle class Asian

men are under pressure to provide for their families and the concept of the strong,
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responsible and Osocially adeptO AsianBralemmanding respeetremains powerful
(Davis and Proctor, 1989). As already notednarous researchers investing SLA in

SA contexts have identified gender as an important variAklan womenlike black
women, have not escaped sexcalural stereotyping. Like black women, the West
has constructed Asian women as OexoticO. Howeventriast to the masculinisation

of black women, Asian women are constructed as hyperfeminieailable,
submissive and dutiful, subordinating their own sexual needs to those of (white) men
(Pyke and Johnson, 2003: 36).

2.6.4VietnameseO Attitudes towardthe West

The Frenchntroduced notins of democracy, individualism apersonal freedono

Vietnam (Jamieson, 1993; Smith, 1968), although these applied most twbtre

middle class (Nguyen Phuong An, 2007:295). Individualisegan to replace
collectivism and is associated with VietnamOs economic reforms in the 1980s which,
according toThomas & Drummond, (2003:2nd Marr (2003) increased VietnamOs
porosity towesterngoods ancculture. Gillespie (2005:62argues that this has been
accompanied by a shiftway from traditional Viethamese culturedcsociety based

on Ondividualism and consumerismO where westeatues and lifestyles are
valorised and constructed as OcoolO: a process particularly pronounced amongst
ViethamOs young peophguyen Phuong Ar2004:175).

Patriotism and communitarianism remain influential in Vietham, bwgxisting and
competing with the individualisation processes associated with westernisation.
Crudely, the latter helps to explain why so many young Vietnameseepaind(est
education (see 2.6,5whilst the latter may help to explain certain behaviours of
Vietnamese students during their sojoudparticularly the widespread formation and

pastoral role of Viethamese Societies.

2.6.5Education asmotivation

Thus far, itwould not be too erroneous to describe SLA in SA context as a learning
process in potentially rewarding but nevertheless tricky circumstances. It is
appropriate, therefore, to also understand learnersO motivations, which may have

implications for their altity to learn from and overcome setbacks. Parenthetically, an
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investigation of individual learning styles would provide an even greater level of

resolution, but is considered beyond the remit of this thesis.

The majority of participants are middle classducated professionals/semi
professional. According to Trinh Duy Luan (1993) and Bresnan (1997:77), VietnamOs
urban middle class comprise three overlapping advantaged groups: (1) employees in
administrative roles; (2) those who have economic capital; apdhfse who are
educated and possess employable skills. The participants of this research belong to
the third group. All participants were born during the 1980s when the American War
had ended and the country was opening the door to the outside woadeiges of
economic reforms known agddmoiO. However, the market economy also brought
about higher unemployment and a widening gap between VietnamOs rich and poor and
it was at this time that the middle class emerged as a powerful strata. All of the
participants are young and come from the two largest cities in Vietrtdamoi and

Ho Chi Minh City B where they were employed in relatively wpdid semi
professional and professional jobs. King, Phuong An Nguyen and Nguyen Huu Minh
(2008:804806) describ young professionals in Vietnam as consumerist, committed

to their personal career development (via acquiring new knowledge and skills), and to
accessing news and information. They have aspirations to improve and maintain their

social status.

Credentiakm is important in Vietham and education has long been considered the
best way of securing personal (career) success. It can be traced back to feudal times
when education was one way of climbing the class ladder (Nguyen Khac Vien,
1974:26). The tradition antinued during French colonial times (18881954).
Education was not only a route to success and social status, but also a means of
achieving public respectability (Tran Trong Kim, 1929 cited in Jamieson, 1993:95).
After the French left and when Vietnamoved towards communism, between 1954

and 1986 young people who performed particularly well in their university entrance
exams were sent to other communist bloc countries to receive a better education and
upon their return to Vietnam were offered key poss working for the government.
Therefore, in Vietnam there is a widespread belief that educational qualifications,
especially those gained from outside Vietnam, are a passport to success; but the high

tuition fees and living costs associated with inteomal study render this option
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available only to a minority (King, Phuong An Nguyen and Nguyen Huu Minh,
2008:800). The middle class therefore view international study as a financial

investment to improve their career prospects and consolidate their social status.

2.7Key Theories used in the research

This section is focused on developing a deeper understanding of how identity impacts
the L2 communication with reference to three theories: Norton’s (2000) power
relations, Barna’s (1989) ‘stumbling blocks’ and Giles’ (1982) intergroup model. The
thesis as a whole engages extensively with these. I will explain the major approaches;

how they are used in this research and position each theory in the literature.

Research on identity in communication mainly focuses on how identity is shaped by
considerations of power and how it influences interactions (Chen, 2010). The
discipline of studying identity construction and its influence on interactions is based
on four approaches: intergroup approach, cultural approach, critical cultural approach
and post-colonial approach (Shin & Jackson, 2003). Intergroup approach adopts the
theory of social identity to shed light on the inter-ethic communication from the
perspective of uncertainty reduction and ethnolinguistics and is reflected the work of
Giles and Byrne (1982). The cultural approach views communicative competence as
culturally and ethnically specific variable and can be discerned in the work of Barna,
(1998). The critical cultural approach and post-colonial approach share a similar
assumption that identity is re-constructed constantly under the unequal distribution of

power in the society and is reflected in the work of Norton (2000).

2.7.1Social identity and investment

In this section, the concept of social identity is explored in depth. This also helps
define the term social interaction, which will be used widely throughout the thesis. In
the second and third parts of this section, the Norton’s (2000) understanding of
investment is also presented, in light of motivation theories. Finally, the forth part will

discuss another layer of power relations, between NS and NNS.
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2.7.1.1 Social identity and social interactions

NortonO$2000:19)definition of social identityis focused on understanding tensions
between peple at the micro level of daily interactions which are characterised by
asymmetries of powencludingunequal access to symbolic and material resources.
Social interactions can be understood in light of NortonOs (2000) definition of social
identity (abo see 2.3.2). A social interaction is a negotiation between a person who
performs in a context to present his/her identity. Social interactionsdheie€lude a
context where one interlocutamteracts with another and what is going on between
the twocommunicators. Social interaction therefore exatdaily micro levds such

as a simple transaction in a shop or a small talk with a stranger at a bus stop, etc.
Social interactions also exist in a macro level which is manifested through the unequal

distribution of power relations, which will be discussed below.

In her longitudinal study of fie immigrant women in Canada, Norton (20@@jues

that language learners have complex social identities, which can be understood in
relation to the power relatigrthat structures social order. Drawing on the concept of
subjectivity by Weedon (1997) Norton Pierce describes a learnerOs social identity as
Omultiple and contradictoryO. The success or failure of the learning process depends on
how the learner navigatéss or her way to construct an identity that enables them to
impose their rightd be heard and the terna$ the discourseUnderstanding the
concept of identitythereforerequires an understanding of the concept of power
relations and how they operatearsocial setting. As identity is shaped through social
interactions, it is also shaped by a social order that reflects relations of power.

NortonOs (2000:7) defines power as:

Esocially constructed relations among individuals, institutions and
communitieghrough which symbolic and material resources in a society

are produced, distributed and validated.

NortonOs definition stresses how symbolic and material resources are produced,
distributed and validated in a social structure. These symbolic resotgcé&mguage,

education and friendship; and material resources (capital goods, real estate and
money). Norton agrees with Foucault (1980) that power relations reflect themselves

both at macro (institutions, government) and micro level (daily social exetarand
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that power is unequally distributed in a society. Power is not manifested in physical
possessions, but in social exchange. NortonOs definition of power accords with
WeberQOs (cited in Coates, 1995:41) Opower is the probability that an actariah a so
relationship will be in a position to carry out his own wliispite resistanceia view

fully compatible with the process of L2 learning in SA contexts.

The centrality of power relations lies in the unequal distributiomotii symbolic and

materal resourcs. Drawing on BourdieuOs (1977) work, Norton (2008g8ees that

there had been an assumption among SLA researchers that those who speak regard
those who listen as Oworthy to listenO, and those who listen regard those who speak as
Owrthy to spakO. Nortonik{d) therefore suggests that an expanded definition of
communicative competence should include the Oright to speechO or Othe power to
impose reception@his requires a sort of Oinvestmelmy@earners in order to learn a

second language. €l do so to negotiate access to symbolic and material resources.

Norton emphasises on both material and symbolic resources as the keys in
understanding the unequal power relations. In the context of the research, participants
are Vietnamese students,ghian be applied with a focus on the symbolic resources
(English language). If we consider only econdfmancial resources as the key, for
example (the one who pays to learn will experience fewer difficulties than the one
who gets paid to learn), we aat understandnany international studen® sub
optimal experience. Students in WelshOs (2001) research demonstrate very little
difference in the scale and types of difficulties affecting both groups. Students are
assumed to have more positive experiemtéeir interactions with TL speakers than
immigrants, precisely because students pay to be accommodated and pay to learn.
However, in terms of symbolic resourcdge.g. English languagskills) they, like
immigrants,are still Odepend&O on TL people: ¢y have to negotiate and struggle
(Schuman, 19785o0ldstein, 1996; Norton, 200@/elsh, 2001; Boxer 2004).

2.7.1.2 Investment

Norton (2000) developed the concept of OinvestmentO to describe learnersO desire to
learn a target language. Learners have réaiceexpectation and hope to receive a

good return from their Oinvestment®, one which will achieve access to symbolic
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(education, healthcare, etc.) and material (finanquedyverfesources in the TL
community. This, in turn, will increase their Ocultwapital® a concept developed
by Bordieu and Passeron (1977) to refer to the knowledge and modes of thoughts
which bebng to classes and groups inparticular social context. Ellis (1997:42)

supportghis view of L2 acquisition as a site of OstruggleamnvestmentO.

Successful learners are those who reflect critically on how they engage
with native speakers and who are prepared to challenge the accepted
social order by constructing and asserting social identities of their own

choice.

The investmenthat a learner makes in a target language therefore can be understood
as an investment in their social identity. They expect a wider range of identities in the
target communitylnvegment and identity are conceptich accompany each other,

or as Nortondescribes it: Oinvestment is best understood in the context of-a post
structural notion of identity® (Churchill, 2002:4). Thisrspectivecan help us
understand the role of power relations in the interactions between learners and TL

speakers.

2.7.1.3Differentiating between investment and motivation

The concept of investment helps explore deeper the interrelationship between learners
and the social world. Itontrasts withthe instrumental motivatio of Gardner and
Lambert (1972hich views the desiref learners as fixed and unitaihe following
examines the concept of motivation in more detail and compares and contrasts this

with the concept of investment

Motivation

Several different typesf motivation orientations that haugeen usedvithin SLA
research, includingresultative (Hermann, 1980; Savignon, 1972; Strong, 1984);
intrinsic and extrinsic (D...rnyei, 2001); travel, friendship, prestige and knowledge
(Kruidenier and Clement, 1986); seihderstanding and instrumental (Belmechri and
Hummel, 1998) and integrative assimilation (Graham, 1984 cited in Ricento 2005).

The most influential work on motivation erguablythat by Gardner (1985). He is
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interested in establishing the relationship between motivation and achievement in
SLA. According to @Grdner (1985:50), motivation incorporates four distinct aspects:
Oa goal, effortful behaviour, a desire to attain the goal and favourable attitudes
towards the activity in questionO. The goal is the reason why an individual wants to
learn a second languggeffortful behaviour is the activities that the person employs

to learn the language; the desire reflects how much she/he wants to achieve the goal;
and finally attitude refers to how she/he feels about the learning process. Gardner
emphasises that all o aspects are involved but that they are notdimiensional.

For example, the goal acts as a stimulus for motivation but is itself not a measurable
component. Motivation itself varies because the last three categories (efforts, desire
and attitude towardhe activity) are variable. This distinction has brought about the
two notions of OorientationO (leramge goals) and OmotivationsO (efforts learners are
ready to make). The former involves types of motivations and the latter refers to their
OintensityQn collaboration with Lambert, Gardner identifies two types of mdtvat
orientations: instrumentéGardner and Lambert, 1959; Gardner and Maclintyre, 1991)

- which refers to functional reasons such as securing jobs and educational
opportunities- and irtegrative- which reflects an interest in the target culture and
people (Gardner, 1985; Gardner and Lambert, 1959). These ignite debates regarding
which motivation is capable of generating most achievement in SLA. GardnerOs and
LambertOs Canadian reseasclggests the integrative type is most significant, but
later acknowledge the importance of instrumentalism based on evidence from the
Philippines and India (Ellis, 2004). Gardner and Lambert eventually agree that both

types of motivations are equally impant and ceexist in a single learner group.

After a review of 27 studies in motivation using integraiMastrumental constructs,

Au (cited in Ricento, 2005:897), casts doubt over the measurement of motivation and
the theory behind the measurement.cdxding to Au, the reliability of the
measurementools is questionable. One cat easily be defined as having just or
mainly integrative or just or mainly instrumental motivation. Graham (Ricento,
2005:8897) also problematises the concept of integratimetivation and introduces

his own concept: integrative assimilation. Here, assimilative motiva&ters to a
desire to becomamember of the TL community not just to learn the TL (as opposed
to the case of inggative motivation)the former requiresanstant contaawith the TL

communitywhereas it is not a prerequisite for the latter.
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Gardner and LambertOs view of the link between motivation and L2 achievément
which motivation is seen as causals also challenged. Research in resultative
motivation actually indicates the reversé is the success or fare in L2 that affects
learnesO motivationral at a quite sophisticated level: in a French study, success in
the target language was found to enhance positive feelings towards local pebple a
culture, not merely greater progress in the TL. At the same time, a Californian study
of Mexican English learnedemonstrated that success in English heightened female
learners@xposure to discrimination, eventually undermining their respecaridr
interest inAmerican culture (Ellis, 199775) - lessintegratively oriented Mexican
women in California were more successful in learning English than those who were

moreintegratively oriented.

In addition, Gardner and LambertOs concept of motivationeidy-deterministic in

that the types of motivations they describe are presented as a menu for learners to
choose to apply to their tasks, eventually resulting in success or failure. Crookes and
Schmidt (1994) point out that some research suggests samergdo not necessarily
subscribe to any particular motivation. This very nearly accords with whatelNagl

(2000) term as amotivatiorthe absence of a motivation to learn. This is controversial

as it runs counter to the Olsonian belief that nolabmiys anything unless they want to

or are coerced. Individuals are also found to have changed their motivation types
throughout a course of study. Gardner and LambertOs research has encouraged closer
scrutiny of the types of motivations in practice and tad further studies into
which motivation type contributes most to SLA achievement. Overall, however, the
degree of effort that learners are prepared to commit to their learning experience (and

why they chose to do so) remains untkgearched (Ellis, 2@0.

In response to these criticisms, D...rnyei (2001) developed a process model of learning
and motivation which aims to chart how motivation changes over time. He divides the
process model into three stages: a Opreactional stageO which resembles the idea o
orientation (Ochoice motivationO); an Oactional stageO dealing with efforts that learners
are ready to make, reflecting the quality of the learning experience; and a
Opostactional stageO involving the attributions outside the learning experience which

decides learnerOs willingness to continue. While D...rnyeiOs model can be considered
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superior to the more static concept described earlier (Ellis, 2004), it still struggles to
capture the complex, dynamic and multidimensional elements of motivation. D...rnyei
himself (2001:9) considers his ten Ocontemporary motivation theoriesO as Ofar from
completeO and calls for Oan eclectic construct to represent multiple perspectivesO
(ibid:13). Later, whilst discussing individual differences including the concept of
motivation (and Oselotivation), D...rnyei (2005:219) still admitted to Oirritation in
understanding individual difference variables toward SLAO. He believes that Oall the
variables described in this book are either in the process of, or in desperate need of
theoretical restructuringO (ibid: 218). To avoid the Oirritationd, D...rnyei advances
Ointriguing parallelsO which suggest SLA researchers take into account the context
where the learning task and learners are situated; adopt more complex theoretical

paradigmsand attempt to integrate linguistic and psychological approaches.

Much of the above evidencdke difficulties experienced bySLA researchers to
constructan agreed measuremeunit motivationin SLA and an account of how it
works. Motivation research carat worst, be considered confusing aadtradictory

and, at best, unfinished

Why investment?

Learners in Norton PierceOs vidave instead, multiple desires and constantly
reconstruct their sense of who they are and how they belong to the satiaimiven
they speakit is in this sense¢hatinvestment in the language also means investment in

oneOs identity.

Learners, according to Schumann (1978), Welsh (2001), (E885) Krashen (1981)

and Stern (19834o not live in an ideal world where oppunities are available and
conditions to interact with TL speakers are readily at hand. Gardner and Macintyre
(1992:213), however, comment on the OvoluntaryQ characteristic of the informal
context where the Oindividual can either participate or not owniial acquisition
contextsO. Such a view does not take into account the inequitable relations between
social strata. It results in crude classifications of some learners as motivated and
others unmotivated. With regard to international students, theynaskdck, in a
strange place, speaking a language they have not yet mastered. They can be missing

friends and home. This is not the sort of environment where everyone can flourish,
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and it is certainly not an environment where people can choose to do whatve
want. People might want to be motivated, but be prevented dang so. Gardner
and Maclintyre (1992) write abothe voluntary factoP but it appearghat for many
international students it is the involuntary factors that are mketylio shapeheir
experiences (McKay and Wong, 1996; Ag€larter, 1997)Therefore, theoncept of
motivation alone camot explain enough about the L2 learning experience. It requires

a combination of the conceptstodthidentity and power relations.

Norton (2000:10) also recognises shortcomings in the literature on motivation and
SLA, arguing thatOdebates do not capture the relationship between pideetity
and language learning®orton (2000:4) examines the Ostruggle® confronting SLA

researchers:

SLA theoists have struggled to conceptualize the relationship between the
language learner and the social world because they have not developed a
comprehensive theory of identity that integrates the language learners and
the language learning context. Further motteey have not questioned how
relations of power in the social world impact on social interaction between

second language learners and target language speakers.

Norton Pierce (1995herefore privilegeshe role of social identity in the L2 learning
process, promotingthe concept of OinvestmentO as an alternative way of
understanding L2 learnersO motivation. Learners are not like computers, limited to
processing inputs, but are investors who have expectations and who may dare to
impose their right to bedard (Ellis, 1997)According to Norton, motivation must be
viewed as a flexible concept, which is subjected to individuals and their experience;

which is again reflected by their temporal social context.

2.7.1.4Native and nortnative speakers(another layer of power relationg

Much L2 learning occurs at the native speakernative speaker nexus. Evemet
terms native speaker (NS) and nmative speaker (NNS) are found Ooffensive and
hierarchical as they take the native as the norm, and define thenetaively in

relation to this normO (Phillipson in Ricento 2005:903). The immigrant women in
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Norton (2000) are not considered Oworthy to listenO by TL speakers, which Norton
attributes to the fact that they are seeking material resources (financapluoolisy
resources (English language) from TL speakers. The hierarchical relations between
NNS and NS originate from sources associated with language OownershipO. Wilkinson
(2002) maintains that if an L2 learnerOs proficiency is poor, she takes the role of
student not only in the classroom but also at home (with host families) and in daily
interactions (with TL speakers). Such learners are juddpashly or constructively,

it doesnOt necessarily mattevhich makes them feel inferior when speaking English

in front of English speakerdf they are confident enough, and have not been
dissuaded by negative attitudes, they may eventually acquire a good command of the
TL. But, sometimes, such OachievementsO are considered as Olinguistic theftO (Davies,
2003). Tke native speakers somehow consider their mother tongue as exclusively
theirs. It is a world that L2 learners can never fully enter without intentional or

unintentional obstacles from the TL speakers.

Lave & Wenger (1991) developed a theory of legitinpgapheral participation as an
analytical way of examining the learning process. In their view, learning should be
seen as participation in a community of practice, in which learners are considered as
newcomers who seek full participation in a newialocontext for knowledgelLave

and Wenger (1991:85) insist that Othe important point concerning learning is one of
access to practice as a resource for learning, rather than to instruction®. Thus, it is
essential for learners to be able to access activitidsodrer community members,

and to be able to access information, resources and favourable conditions to become
full members of the community. This is in fact problematic and returns us, full circle,

to power relations. Again, where there is Ostrugglef®, dne issues of OinvestmentO
and OidentityO. Lave and Wenger (ibid:53) stress that Oidentity, knowing and social

membership entail one anotherO.

2.7.2Intergroup Model

The NSNNS nexus B and its implications for intercultural communicative
competencé is also implicated in the SLA process and GilesO and ByrnesO (1982)
Intergroup theory is considered particularly relevailes & Byrne (1982) investigate

the relationship between a learnersO language group and the PL Igtergroup
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Theory sees the taraction between groups of learners and those of the TL as
dynamic. This dynamism is strongest between groups possessing different
ethnolinguistic identities. Giles and Byrne see ethnolinguistic convergence

progressively related to social integration &2doroficiency.

As previously noted, international students experience a sense of dislocation during
their sojourn and may or may not seek OrefugeO in the company of those with whom
they share certain key soedolturatlinguistic commonalities The boudaries
between L2 and L1 communities are dynamic arenas and Giles and Byrne investigate
how and why certain individuals are able to move more or less freely in and out of one
linguistic Ocamp® to another, affecting intercultural communicative competence.
Intergroup thegr necessitates an appreciatminthe organisation angastoral role of
own-language/owsctulture practices andinstitutions in SA contextsand their
relationship vis -vis the TL language communi&§ how they might facilitate, shape

or constain L2 interactions.

In SchumannOs research, Alberto spent considerable periods of time mixing with
people of his own culture. The Opull® of staying within groups of oneOs own culture
appears strong. AlbertoOs desire to participate in a Latin Amermamiand such
groupavailability - appears to have been at the expense of AlbertoOs interactions
with TL speakers. Where oweulture groups do not exist, extensive and protracted
interaction with TL speakers is less avoidable (though not inevitalliie)piiesence of

such groups may therefore form a key determinant of the extent of learnerOs
interactions with TL speakers, and ultimately their progress in the TL. It also places
considerable emphasis on ethnicity as the basis for dgovomtion and group
allegiance. However, Giles and Johnson (1981) argue that although groups do form
around race and ethnicity, what individual members may actually be seeking is the
company and familiarity of people who share identical or similar values: these may
just happa to be those with the same ethnicity. Groups therefore donOt simply have
the power to determine the extent of social interaction with TL speakers, but are also
heterogenous and capable of coalescing around a range of ethnic, social, political and
ecanomic categories and concernBiterestingly however, there is also evidence
which suggests that group formation and cohesion is strongest when the group forms

around and seeks to represent exclusive, rather than inclusive, interests (Van Gyes, de
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Witte et al D01). So people who find themselves isolated and/or OdifferentO might
have an increased propensity to join and form groups together. The OpullO of the Latin
American group in AlbertoOs case, however, was not explored in any depth.
Schumann notes the existe of a (Latin American) #group and an (host
community) owgroup, but views the relationship between them as static, with a fixed
border (Barkhuizen, 2004T.he intergroup model, examined latedevelops a more
socially sensitive look at the channeal§ opportunities and influences that shape
individual learning experiences, over which individuals may or may not exercise

precise control.

2.7.3Stumbling blocks in communication

Barna (1998) identified sigracticalstumbling blocks in interculturalocnmunication
which help to explain the OstruggleO that someone from a different culture may
encounterand reinforces the view that the SLA process (in SA contexts) has a social

dimension and is about more than vocabulary, grammar and pronunciation

The frst is an Oassumption of similaritiesO. Barna argues that we easily fall into
making assumptions that others are the same as us, that we have scidhr
psychological andiological conditions and needs and that we see and understand
epiphenomena ithe same way. In fact, we are heavily conditioned by the culture we
have been braght up in. Unless it is recogmid that people are different,

communication with people from different cultures is problematic.

The second and third stumbling blocks aregliistic ones, or in BarnaOs terms:
language differences and nonverbal misinterpretations. Miscommunication
attributable to differences between the L1 and L2 is, of course, unsurprising, and
proficiency in and knowledge of thingua franca is important inmany cultural
encounters. However, Barna does not privilege either of these. This implies that he
does not believe learning the TL or understanding nonverbal cues is determinant of

the success of intercultural communication.

The fourth stumbling block caernsthe preconceptions and stereotypes that we

might hold. In the context of this research, stereotyping refers to the beliefs that
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people from different cultures have of one another. They may be very wide of the
mark. Stereotypes are considered a sturghliblock for communicators because they

interfere with objective thinking. Stereotypes exist because we all possess and
construct shorthand preconceptions of people from different cultures and evaluate

their behaviour accordingly.

The fifth stumbling bbck is the Otendency to evaluateO. People tend to agree or
disagree with other peoplesO statenemmisactions rather tharying to comprehend

and Omake senseO of what they do from the actorsO own perspectives. This tendency to
judge acts as a barrier,gwenting an open mind towards othersO behaviours and

attitudes.

The last obstacle is termed high anxiety (tension or stress). This is a common feeling
when people from different cultures attempt to communicate. It is common and should

be kept under cordt, so not to Oget in the wayO of communication
2.8Conclusion

This chapterhas attempted to illustrate ho®@identity® arttie Osocial® has been
incorporated intotheories and models in SLA research to provide a better
understandig of the L2 learning xperience and key theories and assumptions about

SLA in SA contexts relevant to my research have been identified.

An overarching assumption regarding SLA in SA contexts is that social identity
counts and has implications for the quality and quantity ofini@ractions. But
identity is a contested and complex concept, which varies from pergmrson and
different identities and aspects of identity may have different implications for L2
interaction. There is therefore a need to capture the types oftieeritiely to be

found amongst international students, whilst remaining aware of the fact that there is
probably no such thing as a universal international student experience. The difficulties
associated with capturing identities are complicated by tttetiat identities may be
electives or ascribed, wanted or unwanted, with different ones being foregrounded
under different conditions.The cultural, socidiological and psychological

dimensions of identity must also be accounted for.
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The chapter has imstigated the relationship between identity and Si&k
underlying assumption is that SLA in SA contexts feature manifold L2 interaction
opportunities. However, much research suggests that this is exagdzoated least,

not inevitable- and that it issocial and identibased phenomena which can explain
the variation. The complex, lived realities of students in SA contBxtbeir
motivation for studying abroad; porosity to western culture; finandialimstances
social networking skills; owsanguaye group affiliation; gendered experiences etc.

is therefore vital to understanding how identity functions asehanism shaping L2

interactions, both in terms dieir quantity and quality.

As mentioned earlier, identity appears to shape L2 interexbecause the SA context

is a challenging learning environment and because the process of accessing the TL
community is a social endeavabit is simultaneously a process of negotiation and a
site of struggle influenced by thpatterningand exercise ofpower which is
inextricably linked to the identities and social roles of ptincipal actors. The
research draws heavily on three main theorfeswer relations(Norton, 2000)
emerged from the SLA field and emphasises the role and impact of identit on L
learners and itsapacity to help them navigaa®d negotiate learning opportunities in

the TL community.Stumbling Blocks(Barna, 1989) flows from an intercultural
communication perspective, and constructs the successful learner as one who has
developed communicative competence by overcoming six key communication
obstaclesextant in the TL community and culture. The Intergroup Model (Giles &
Byrne, 1982)investigatesthe interactions betweedearner® own (L1) and the TL
communities (as well as with oth&nglish NNS)with particular emphasis on the

functioning ofsocic-cultural and linguistic group affiliations.

A second underlying assumption is that L2 interactions in SA contexts are beneficial
to the SLA proces® that L2 interactions in naturalisticontexts canmpact L2
communicative competence. It is argued that identity works here not simply because it
may have functioned to open up (or close down) L2 interaction opportunities, but
because it may also have opened up (or closed down) specificdfypggraction
opportunitiesbthose most (or least) beneficial to SBPrand because the identities of

interlocutors are likely to shape the content and conduct of L2 encounters.

6C



CHAPTER TWO

This thesis therefore seeks to identify the OtypesO of social idesyiitiesd amongst
Vietnamese students in SA contexts and assess their role in accessing L2 interaction
opportunities; the content and conduct of those interactions; and the relationships
betweenL?2 interactions and communicative competeBogrudely, which dentities
facilitate the most optimal L2 interaction experienge"-vis L2 communicative

competence.
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Chapter 3

Methodology

This chapter presents the research strategy and methods of collecting data for the
target group. It comprises of three part@t®ne describes the reseaaims,research
designand methods. Part two looks into the ethical carsitions and criteria to
ensure trustworthiness Part thréiscusses theesearch procedures: pilot and main

studies.

3.1Research aims

The concerns andiaily experience of Viethamese students in the UK in #redeavor

to improvetheir communicativeompetenceare of primary importance. A qualitative
strategy will help focus on the participantsO own views of identity and intercultural
competence. | would like to develop a relationship with my participants to Ogenuinely
understand the world througheih eyesO and in order to obtain Orich, deep data®
(Bryman, 2008:394).

According to the literature (@pter 2), a qualitative approach provides OroomO for
exploration and theory to emerge from data. In contrast, quantitative research often
starts off wih hypotheses or clear theories which are then subjected to Otrial by
numbersO. This does not mean that qualitative research is not as effective at testing
theories as quantitative research. In fact, more qualitative researchers are interested in
this. Theefore, the research questions in qualitative research may sometimes be more
general than those in quantitative, affording researchers the right to come back to
address and refine them in light of emerging data or as a result of experience from the
field (Bryman, 2008:370). This flexibility is particularly useful where the research
concepts (identity and intercultural communication competence) are fluid and

contested.
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Qualitative research also involves developing a OfeelO for natural settings, for the Orea
world®. 1t links the actions of participants with their social settings in order to
understand deeper the often hidden meanings bddghdviour The context of the
research Vietnamese students in the Uks unique; generalisation of findings (of the

sort quantitative researchers might practice) is therefore not an explicit aim. Rather,
the research seeks an understanding of particular pheaomihin a particular
context | am interested in capturing a particular reality more so than the big scale
social settings- specifically how Viethamese students in the UK interact using the

English language.

3.2 Research questions

The main focus of the research is on the relationship between the learnerOs identity in

their daily interaction and communication English. Such a relationship can be

divided into three areas of interests: identity and interactions, identity and intercultural

communication, and the type of identitiefave worked out three research questions

as follows

1. Which type of identies are reported by Vietnamese students in UK higher
education establishments?

2.  Howbif at all - is identity implicated in Vietnamese studentsO interactions in the
English language?

3. Does the possession/construction of identity affect an indiviuaivn sense of

intercultural communicative competence? If so, how?

3.3 Research design

3.3.1Choosing appropriate research strategy

Social research is often categorized into two types: Descriptive research and analytical
(explanatory) research (Buckjham and Saunders, 2007). Descriptive research, as the
name implies, describes a phenomenon, whereas analytical (explanatory) research
seeks to explain how a phenomenon happens. However, Buckingham and Saunders
(2007) refer to a third type: exploratory easch. Exploratory research is particularly

appropriate where our ontological and/or epistemological understanding of the
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phenomenon is so vague that we do not quite know what it is like or how we can

measure it. In such a case, Buckingham and Saunders (2007:44) advise:

The purpose of the research is therefore to gather as much relevant
information as possible so that we can begin to identify and specify what it is

we are studying. Only then can we design studies to measure or analyse it

As presented in Chapter 2, the phenomenon of research remains controversial. First,
there is no agreement on contested theories regarding identities and intercultural
communicative competence. Secondly, student experiences of studying abroad are
unique (Freed, 1995), so that any research on this is dealing with fairly unique sets of
circumstances (different people, with different L2 skills; in different settings etc.).
Thirdly, the research is the accumulation of knowledge, step-by-step, adding — albeit
incrementally — to existing knowledge in this area by applying theories and
frameworks to another unique set of circumstances. Therefore, the exploratory

research design of Buckingham and Saunders (2007) is selected.

3.3.2Stages of the research

Stage 1: Pilot focus groups - May 2008 to August 2008

Focus group 1: May 2008 (in Leeds)
Focus group 2: August 2008 (in York)

Stage 2: September 2008 to December 2008
Analysing data from focus groups
Reporting on focus groups

Contacting and recruiting participants for the main study

Stage 3: January 2009
Diary design and piloting

Stage 4: February 2009 to April 2009
Main study: 12 students in Leeds and 2 in York.
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- Dalily diary keeping in three months (February, March and April)

- Focus groups (each groupinet 5 times in thremonths,5 times x 3 = 15 focus

groups)

Stage 5: May 2009 tdlay 2010

Data analysis

Stage 6:June2010to May 2011
Writing up

3.4 Research method

The main study comprises studying 12 participants in Leeds and 2 participants in
York over a pend of hree monthsstared from beginning February to the end of
April 2009). Submethods include focus group intervieand seHcompleted daily

diaries.

Table 3.1 Main study plan (Adapted from Menard, 2008:5)

1% month 2"month 3%month
) ) Focus
Group A Focus group/diary  Focus group/diary ) Group A
o ) ) group/diary o
(participants 16  collection and collection and ) (participants 1
) ) ) collection and
in Leeds) review review ) 6)
review
) ) Focus
Group B Focus group/diary  Focus groufdiary ) Group B
o ) ) group/diary o
(participants 7 collection and collection and ) (participants 7
) ) ) collection and
12 in Leeds) review review ) 12)
review
) ) Focus
Group C Focus group/diary  Focus group/diary ) GroupC
o ) ) ) group/diary o )
(2 participants in collection and collection and ) (2 participants in
) ) collection and
York) review review ) York)
review

The above design means the same set of cases are investigated each month (each
period). Participants are divided into three groups, using stratified random sampling,
with gender identified in previous related research asgaificant variable (Norton,

2000) - selected as the key criteria. Two groups of 6 and one group of 2 therefore
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comprise the same proportion of males to females as the overall sample. Other factors
were candidates for stratification but were ruled oue ag@s not a factor, and
OfriendshipsBwishing to construct groups that did or did not put friends togdher

was complicated because friendships themselves are dynamic and change and expand
and contract over time. There is no OmainOperisugroup. Al groups arereated

equdly and their participantggo through the same data collection process and

experience identical interventions.

All the field work is carried out by myself. | mthe participants 5 times in total. At
the first meeting the partipants arebriefed about the purpose of the research and
what they are expected to do during the three month peniathiig on diary keeping

is given, with detailed examples. Questions from participants are welcomed and
answered. At each of the secotidrd and fourth meetings, | @hthe participants in a
focus group format to discussch participantOs diariegperiences and attitudetc.

(the diarieshave been collected shortly in advance of the meeting to facilitate
moderator input and activity drare obviously kept by me for further, later analysis).
The fifth, final, meeting isorganized for any followup activities and is also an
opportunity to thank the participantsdabrief them again on what woutéppen with

the data they have provided.

Points of interventions

As presented in tab®1 above, Otreatment©@daducted at the end of the first, second
and third month: a focus group of information raised in the diary within the month
(which is collected in advance). The idea of more Odifaxeatment, i.e. every term

or two months was rejected after careful consideration. First of all, the attrition rate
can be controlled better when participants are supposed to fill in a diary on a daily
basis for three months, not 6 months or even largecondly, in a discussion with a
researcher friend, who did a similar longitudinal study, | was advised against it. In that
research, participants met every term during one academic year (10 months) = 3 times
altogether. Because of the lengtiver 10 mathg participantscould noffill in a diary

on a daily basis. They were advised to complete it on a weekly basis and only when
they felt something important or relevant to the research had happened. In fact, only

50% (3 participants) adhered to the pl&omeemailed or phoned the researcher at
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times in between their 3 interviews, kbt majoritywere difficult to contact. In my
opinion, this is not an effective way of collecting data related to the concept of identity
and intercultural communication arwhich OemergesO from everyday living. | am
interested in daily routines and interactions of participants to tease out relevant
information. The chances of missing information, as a result of the participantsO bias
of what is and is not important and relat#o the research topic, is therefoeeluced

with my approachFor these reasons, treatment will be introduced monthly during the

three months of the main study.

The research combines two OswihodsO of diary keeping and focus group
interviews. Justitation for the triangulation of the two sources of data and how it is

going to be carried out are presented in the next section.

3.5Data analysis

3.5.1Triangulation of focus group and diary

Triangulationas an approach bases itself on Odifferenhadetogical standpointsO
(Gillham, 2000:13). Data yielded by a method can be viewed as a puzzle. Puzzles,
collected together, help build up the general scenario of the research interest. Patton
(2002:555) argues the Ologic of triangulation is based oprémeise that no single
method ever adequately solves the problem of rival explanationsO. As different data
requires different methods to collect and each method has it own advantages and
disadvantages, there is a need to triangulate data. However, undiegstthe term
triangulation in this meaning remains limited. The traditiditarature review is a
typical example of another type of triangulation in which reviewers use different
theories and evidence to shed light on the topic of research (Goradd, 2b@pter 2

b literature reviewP can be considered to have adopted Otheory/perspective
triangulationO to us@attonOs term (2002:556). It discusses studies and theories
relevant to the concept of identity and intercultural communication. In the fidtgdWwor
adopt another type Otriangulation of sourcesO as mentioned in type 2 in PattonOs
(2002:556) list:

1. Methods triangulation: Checking out the consistency of findings generated by

different data collection methods
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2. Triangulation of sources: Checking otie consistency of different data
sources within the same method

3. Analyst triangulation: Using multiple analysts to review findings

4. Theory/perspective triangulation: Using multiple perspectives or theories to

interpret the data

PattonOs list is more compensive in that it covers both GillhamOs (2000) and
GorardOs (2004) definitions and bring forward two more types: analyst triangulation
and triangulation of sources which is chosen as a means to verify and validate

qualitative research (Patton, 2002).

It is important to note here that though different in terms and types of triangulation,
the literature unanimously warns against the misconception that the triangulation of
different data yields the same results. According to Gillham (2000), not every puzzle
fits into a picture as expected. When this happens, it does not mean a particular
method is wrong but it can be maintained that the understanding and the facts do not
match. The expected joints of the pictures are not what is imagined. This is where the
theory needs further updating. Any particular data which is not explained by the
theory means the theory is being challenged. Patton (2002) emphasizes that
triangulation does not just help look at a phenomenon in different ways but also
contributes to OdibilityO by strengthening confidence in any conclusions drawn. It
checks the consistency of credsta. Areas where there is convergerst®uld
generate greatectonfidence inthe findings. On the other handlissonant dataif

found, can also illuminate groblem and generate lzetter understamag of the

complexity of the phenomenon being reseadch

Gillham (2000) also admits that the process of fitting puzzles together is not smooth.
It is messy or even contradictory. By adopting triangulation, | dsetrate an
awareness of the OmessO and thdimear characteristics of much research that | will
have to confront. The benefit of triangulating data, as discussed above, easily
outweighs the troubles and amount of workload it can cause, but needs careful

planning.
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As mentioned above, triangulation of sources (Patton, 2002) is chosen. This approach
involves comparing and creskecking the consistency of information gathered at
various times and by different qualitative methods. The research relies on two
channels of collecting data: focus group interviews and diary reviewing, which belong
to OqualitativeO metho@dthough diary data has been quantifie@milar approach

is termed Odiaiipterview® as per ElliotOs (1997) health research. Sheridan (1993,
cited in Elliot, 1997) notes that different people have different views on keeping
diaries. Some really enjoy the task, but others find it mundane. Diaries may record
simple or complex attitudes and feelings or just be a record of events. The use of focus
groups and diaries istendedto provide some triangulationresearch based only on

the diaries or only on the focus groups may miss important data. Therefore,
triangulation is being used to ensure that issues are explored and put Qunder pressureO
from more than one direction, especially in terms of their universaliyo the
personal testimoniestc. of individual participants resonate with those of othersO and
can they withstand any scruting.g. that associated with group interactn

Specifically:

- Checking for consistency of how the same event is recordediaimes and
expressed in focus group interviews

- Comparing what people say about the same thing over time (at the time of
completing thediary and later in focus group# the first second andhird
months)

3.5.2Descriptive and inferential statistics of diary and focus group data

As part of my triangulation strategy and in order to establish relationships between
key variables | was interested in generating statistical data. Diary datatkaiteell
to both descriptive and inferential statistics. Here | was particularly interested in

establishing relationships between social roles and the extent of interactions:
¥ Estimated hours of speaking English

¥ Who participants spoke English with

¥ The rature of the conversations
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In addition, | was interested in the relationship betwten above variables with
participantsO rating dfieir communicative experiencepon receiving diaries from

participants, | coded data and then entered them into SRS&<.

Descriptive statistics: | have used descriptive statistics to present key variables such as
those referred to above. The descriptive statistics were presented in tables, figures and

chars where necessary (see Chapjer 4

Inferential statistis: According to Bryman (2004) there are two types of inferential
statistics: descriptive and causal. The descriptive inferences mainly refer to
generalisability while causal inferences refers to the relationship between variables.
The descriptive statist is less relevant in this research because of the small sample
which makes generalisability impossible. On the other hand, the inferential statistics
are used to attempt to explafee relatonship between three key sets of variables:
social rolessocid interactionsand selrated communicative competence. Therefore
inferential statistics in this research should be understood as causal inferences
(Bryman, 2004). &sts of correlatiofPearson(3 were employedo identify relations
between those variadd which of those variables contribute most to communicative

competenceDetails of those tests of correlations are presentégpendix 1.

Further contribution to triangulation and also an alternative approach to understanding
the relationship betweesocial roles and communicative competence was offered by
content analysis (Bryman, 2004) of focus group data. The literature survey (Chapter 2)
and focus group analysis (Chapter 7) seem to suggest that variables such as passivity,
extroversion/introversioand willingness to sample OforeignO culture could be factors
influencing the patterning of individualsO communicative experience and linguistic
outcomes. Qualitative analysis of focus graipawas used to categorise participants

as opportunity makerskars (OM/OT), value matcher/takers (VM/VT). Participants
were allocated into categories and then statistical tests were performed. Further details
of the tests performed are providedAppendix J The aim of the statistical tests of
correlations is to copare and contrast the experiences of different participants

according to their membership of the above categories.
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The process ofategorigng participants inteeither VM or VT, and either © or OM

was relatively straigiforward. Transcripts of focus grps were analysed and certain
behaviours and expression associated with the -afiergioned categoriesvere
recordednext to each participants® namdsllowed GeorgerOs (2009) approach to
basic content analysis. All focus group interviews (approxima@f0 words) were
analysed. Participants were categorised as VM or VT on the basis of the ideas and
stories they recounted. This was clearly a subjective process. In order to limit
subjectivity, a fellow Viethamese research student was employed to perfaottye

the same procedure using the sameagreed VM/VT definitions. Any disagreement
regarding categorisation would be subject to negotiation; but we both reached
identical conclusions (I chose a Viethamese research student because all focus group
trangriptions were in the original Vietnamese language). A tally was kept of VM and
VT evidence and an overajudgement was made regardinghich category
participants were allocated. Selected xamples of the operationalisimg Valuesand

Opportunity are pvided below.

Value Matchers
¥ Tu and Bac withdrew from interactions, especially when native speakers were
involved. They did so to OrescueO their OmalenessO.
¥ Many female participants attended drinking events once and then decided they
would never come aga They did not like the atmosphere: noisy music, loud
people, etc. They believe socialising should not be controlled by alcohol. A
more preferred way of socialising can be eating out or cooking at home.
Value Takers
¥ Sang attended evening events organisgdChristian Union even though
he was not interested in God. Sang is an atheist. He simply considered such
events as opportunities to practice English.
¥ Hoa and An hardly went out drinking in Vietham where it is not common
for girls to be seen drinking ipublic places. However, they did not mind
going out to pubs with their friends in the UK.
Opportunity Makers
¥ Tu created opportunity by speaking in English with his Viethamese girlfriend
¥ Mi prefers American accent and she was dating an American man shé¢hat

had lots of opportunities to speak English.
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Opportunity Takers
¥ Several participants attended social events organised by their university
¥ Some participants believed the universities should be responsible for providing
more opportunity for them to sotige. They complained about the lack of

such a support from the universities.

The process was relatively straightforward, however, several problems were
encountered. First, several participants did not express views or provide accounts of
their behaviourwhich could be readily categorised. Secondly, two participants
expressed views that were easily categorised but did not express many of them.
Therefore, the categorisation process might be based upon minimal evidence. With
these caveats in mind, | was alile categorise all participants into categories.
Statistical tests of correlations examining the relationships between membership of the
OM/OT and VM/VT categories and the variables captured by the diary data were then
possible. CohenOs conventions (199&) used throughout to describe effect sizes.
Descriptive statistics and information regarding the distribution ofabbkes are

provided inAppendix J

Statistical analysis of the relationship between membership of a particular category
and participantséxperiences of interactions and linguistic outcomes generated a range
of interesting findings. For exnple, being a value taker associates positively with
communicative experienc@.his supports Giles and ByrneOs (1982) argument that
individuals who are mepared to suspend their personal and gimaged cultural
affiliations are more likely to move in and out of any linguistic camps (thereby
maximizing their L2 experiencesBut some findingschallenged key theories-or
example, findings in the statistid@st suggests thaertainindividual characteristics

are far more deterministic in patterning individualsO interaction experitacebe

social roles privileged by Norton (200®imilarly, there is room in Barna@k098)
framework for individuals tgoerceive each block differently ansbme blocksare
overcome more easily by some language learners than others. Individual
characteristic® more so than social rolesnay therefore be importai patterning
individualsO interaction experiences and tmy understand linguistic obstacles and
learn from them Additionally, because othe small sample size, no claim of

generalisability can be made. Overall, this aspect of my research is therefore highly
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problematical. The phenomena that it tried to capfrsuch as the relationship
between extroversion/introversion, interaction experiences and communicative
competenc® arestill presentedhot least because, as discussed eathey, emerged
during the focus groups. However, the statistical analigsimstead offered as a

OflaweaxperimentO and presentedppendiced and J

3.6 Considerations to ensure trustworthiness

Mason (1996); LeCompete and Goetz (1982); Kirk and Miller (198&intain that
the concepts afeliability and validitywidely usedin quantitative research also appl
to qualitative research. However, | agree with Guba and LincolnOs (1994) suggestion
that qualitative research should begad on different criteriawhich fall under the

heading otrustworthinessnd this isaddressetielow.

Central to GubaOs and LincolnOs (1994) advocacy for alternative criteria to evaluate
qualitative research is their rejection of an oveldgerministic view of social reality.

In fact, they argue, there is moproblematical objective reality andere might be, at

the same time, several explanations of particular social phrearaimwill adopt this

point of view approach towards the topictbé researchTrustworthiness consists of

four criteria: credibility, transferability, dependability and fiomability. | will

discuss howeach criteria is applied in this reseammhd also discuss the issue of

generalisability

3.6.1 Credibility

Credibility concernswhether or notresearch results and interpretations adequately
reflect how the participantsctually responded to the research questions (Lincoln &
Guba, 1985). To achieve credibilitBryman (2008:37) suggests that any findings
arrived at need to be fed back to the participants for Orespondeitivalil In the
research the following will be carried out to ensure a good match between my

presentation and participantOs experisce points of view:

- Give participants the transcrgatf their interview texts
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- Ask for feedback from participants and see if they are happy with how they have
been goted in the report.

My experience with the pilot studies showed that the relatiormtipeernparticipants

and myself(as a researchewere close, so thesnay have been reluctant poovide

critical feedbackIn addition, being criticalis not especialljcommonin Vietnamese

culture. Vietnamesestudentstend to respect researchers as wwdlicated and

knowledgeable figures. The focus group in Fern (2001) is an example, in which

participants turned to the researcher for advice rather than giving theioraini

Therefore, it is essential for participants to understand #fatheir ideas are

welcomed- see alsection3.7 (ethical considerations)

Hobbs (1993) and Skeggs (19%¥0 suggesthat participantsnay not be able to
provide critical feedbackdzausehey may not understand social science terms and
terminology. Given that none of the participants are language oatsuiustudents, it

might not be possible for them to make sense of analyses related to theories in SLA
and intercultural communican and this might therefore cause frustration and
confusion when they are requested to give comments. For this reason, | decided to
seek feedback on mgnalysisfrom fellow researchers and academiagly accounts

of largely factualinformation providedy the participantswere fed back to them for

comment

3.6.2 Transferability

Transferability is concerned with whether the findings of a study can be transferred to
another study. Lincoln and Guba (1985) argue that transferability can be achieved
when te context of the original study is found to be similar to that of a proposed
study. Thislinks to generalisability or external validit{Bryman, 2008). kdings

from one context can be beneficial to other contexts or in similar or identical contexts
but & different times. Therefore, the transferability of qualitative research is possible.
However, in order fortransferability to work, Orich descriptionO is needed (Gomm,
2000) so thatnformed judgments on the possibility and degree of transferability to
other contexts can be made. this study,in orderto achieve transferability thave
provided a detailed description thfe participantshow theywere recruited, andf the

researchmethods and instrumentatiqeee 3.4 The participants in this study are
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social science and business majorthimithe UK university context antdis possible
that the findings might be applicable to other Vietnamese studésgwheran the
UK with similar majors. The findings might alée applicable to other Asian student

(with similar major$ who share similar social and cultubaglckgrounds

Nevertheless, saFreed (1995) acknowledges, itd#ficult to replicate studies in a

broad contex(see Chapter 2) because we raanOpauseO whole social settings; and
even withthe same set of participants in the same context, research conducted at a
different time will not be the Osamids clearly has implications fagreneralisability.

The research is vulnerable here because the focus groups are based on only 14
participantsin total; and because ngmobability snowball sampling was used, which

is not representative of the population.

However, Gomnet al (2000) consider this criticism problemati@eneralisationin
qualitative research, does not mean the sasen quantative researc® most
obviously itdoes not depend ararefully selected participants generating quantifiable
and normally distributed data capable of representing a populktifect, small scale
research has what Stake (2000) calls OnaturalisticatieaigonO. He argues that the
idea of developing a OlawO of generalization is misleading because if it is false, it
causes misunderstanding but if it is true it contributes to a too simplistic
understanding of the social world. Achieving generalisalslityuld not be considered

as the target of the research. Rather, | adopted a-soaddl study in order to capture

the unique characteristics of a particular context. It is atepth investigation into a
particular ethnic group that does not aspire tmegalisability, but which may
nonetheless produce findings capable of being transferred to other similar contexts
(Lincoln and Guba, 2000).

Donmoyer (2000) even suggests that findings from sstalle andsuis general
research can even OjumpO contertsjding important insights into completely
different situationsCertain findings suggest that the secigdtural backgrounds of the
participants may have impacted on their L2 experiences, as discussed in Chapter 2;
suggesting that the overall researchdings might Otranscendd the particularistic
context of the research and apply to young professionalfsefgassional

Vietnamese/Asian students learning in the UK generally. My research design was not
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set up to specifically test the importance of (VieteageiAsian) sociaultural
background to L2 communicative competence in a UK environm&mhultiple case
study approach comprising at least one-N@tnamese comparator group selected on

a Omost similar® basis (other than ®odioral background) wouldhave achieved

this. Given this, the ability to generalize with confidence largely depends on the extent
to which such sockaultural influences (on L2 experiences) can be isolated from other
social and even psychological variables and their precise moc#ueneasured. To
illustrate, a female participant reporting very few social activities with the TL

community may be doing so becauster alia:

She is shy

She is not invited (e.g. because she is unpopular or not considered
interesting)

She is embarrasséy her L2 competence

There are limited social activities

There are limited social activities involving speakers of the TL

K K K K

Social activities with speakers of the TL comprise unappealing and
culturally unfamiliar elements (e.g. alcobu®#ntred; inappropriatvenues)
She is too busy (e.g. studying or working)

Own-language social activities are more accessible/frequent/fun

In reality, the precise patterning of participantsO L2 experiences and contact with the
TL culture and native speakers is likely to béduahced by several of the above at the
same time and may vary from perdorperson. Where the data indicates that socio
cultural factors are indeed influencing participantsO L2 experiences, and can be
distinguished from the array of influences linked lte precise social contexts that
participants occupy, this is clearly indicated. However, such analyses are suggestive
and must be interpreted within the overall set of caveats associated with highly

contextspecific and case study research as outlinedeabov

3.6.3Dependability

In order to ensure the dependabilityepta clear record of all interview audio files (as

recorded by a digital recorder), transcsifitoth in Vietnamese and English), written
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documents (dia@sand field notes). The transctipns and translation (as described in

detail later) were proofread by native Viethamese and Englesikeps.

3.6.4 Confirmability

Confirmability is concerned with whether the findings and interpretations of findings
are a true reonstruction of the articipants@esponses (Lincoln & Guba, 1985). This
can be achieved by careful examination of the data, fisdamglinterpretationsin

this research, acied as objectively as possible, especially during data transcription,
translation and analysis. Argonclusions fronthe datawasdrawn as objectively as
possibleand | tried to present ideas frorthe participants infairly and accurately
(Bryman, 2008:379)

3.7 Ethical considerations

All participants were recruited on a volunteer basis. AccordirgetVaus (2002) no

one should be put under pressure or coerced to participate in research. Also,
Buckingham (2007) argues that it is unethical to ask participants to take part in
research which has no academic or social utility (see Chamémntfoductian for the
rationale of the research). | also ensured that participants were fully briefed with
regards to the goal of the research and their roles in the project prior to their
agreement to participate (Bryman, 2004; Harrison, 2001; Buckingham, 2007;
Harrison, 2001; DeVaus, 2002). Participants were notified of their entitlement to
withdraw at any time (see Appendix Eonsent form). With regard to the invasion of
privacy, this research does make enquiries into individualOs privat® tighs down

to pesonal daily routines. But Bryman (2004) argues that individuals who volunteer
to take part are also, to an extent, OsurrenderingO their right to privacy and expressing a
willingness to expose certain attitudes and behaviours to recording and analysis etc.

Therefore, | believe that the research does not invade participantsO privacy.

| have considered the existence of any potential harm to participants. | expected the
main potential harm to be limited to individuals raising certain information in the
focus goups and receiving unfair or harsh criticism etc. which they may find
uncomfortable and upsetting. In order to prevent it, | made it quite clear at the

beginning of each session that the value of the research depended on all participants
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feeling that theycan be open without fearing undue criticism; and that their
participation in the research was interpreted as their agreement to this (see 3.5 for
description of administration procedures). My own evaluation of the two focus groups

showed that no participawas harmed in this way.

However, it was also possible that participants could be subjected to ridicule and
criticism outsidethe focus group as a result of what they said during it. Clearly 1 do

not have any control over this.

3.8Focus Group

3.8.1Researchaims

Focus groups are employed as a tool to explore a research topic before any further
decision regarding research design is made, i.e.. measuring or analysing the
phenomenon in question (Buckingham and Saunders, 2@0&xploratory research,

focus group interviews appear the better choice than the survey questionnaire. This is
because the focus group allows emerging themes and/or concerns to be explored,
obviating the need to commence with a structured set of questions which might reflect

andbe influenced by the researcherOs bias or limited understanding.

3.8.2 Research method

Mannheim and Rich (1995) describe the focus group method asdaptim discussion
on topic(s) among a small group of people who are carefully selected in order to

establishtheir opinion on a given topic.

Much research on the concept of identity has used focus group interviews to capture
the range of identities constructed (Norton, 2000 among others). Focus groups or
Oqualitative interviewsO (Fern, 2001:154) amgl@yed to Ogenerate hypotheses which
can be used to develop theoretical explanations for phenomena of interestO. Harrison
(2001), however, sees focus groups having several uses: from formulating research
questions to outlining important indicators for alatollection, and to actually

collecting data to answer research questions themselves. Kitzinger (2005:57)
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considers focus group as Oideal for exploring peopleOs talk, experiences, opinions,

beliefs, wishes and concernsO.

Focus groups, therefore, are mfeseveral methods available which can be chosen in
the initial stage(s) of the research to explore the daily experience(s) of Vietnamese
students in the UK; in which the significance of the concepts of identity, power
relations, crossultural communicatin and OintagroupO relations on intercultural
communicative competence can be rendered testable. In comparison with surveys,

Harrison (2001:76) argues that focus groups have several advantages:

1 they ensure that the research question is covered; cie overcome
the problem of wording that may be encountered with surveys and
the possibility of interviewer effects;

2 an explanation of answers can be requested;

3 it is possible to recognize how opinions are given in relation to the

answers andeactions of others.

In fact, none of the first three advantages are amongst the reasons why | chose to use
focus groups. Firstly, if a focus group is poorly run (see later), it may not fully address
the research question. Secondly, questions still neebet carefully put to the
participants of focus groups, and the attitude and behaviour of the moderator can
affect the results as much as the attitude and behaviour of an interviewer. Thirdly, it is
quite possible to conduct surveys administered by traitedviewers who are able to

guide, prompt and probe respondents. It is HarrisonOs fourth point which comes

closest to explaining the decision to eschew surveys.

Delli, Carpini & Williams (1994) also support focus groupsO superiority over (closed
queston) surveys, arguing that respondents can generate unanticipated and open
ended responses, which can limit or compensate any bias or shortsightedness on the
part of the interviewer. The large volume of data generated in focus gfonfpesn

highly detailedP therefore creates fewer OspacesO for interviewers to be tempted to
fill-in with his or her own interpretations. Of course, the (in)famous Odouble

hermeneuticO cannot be eliminated completely: the participants in this research are
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interpreting their OwdiO, so as the researcher | am myself interpreting othersO
interpretationgMarsh 2002).

Fern (2001:142) provides quantitative evidence showing that focus groups generate
similar findings to surveys but provide far more information. This benefit aisfo

groups fits in well with the requirement for this research to generate substantial and
substantive information. Therefore it does not make sense in the context of this

research design to replace focus groups with a survey.

All the above benefits inotus groups can also be found in -@a®ne interviews.
However, the focus group remains a better choice for several reasons. Harrison (2001)
focuses on the ability of focus groups to expose interactions, which may consequently
reveal or hint at how strohga person holds an opinion and is prepared to defend it
under public pressure. As the concepts of identity and communicative competence are
closely connected with social interactions, their exploration within a dynamic
environment may be advantageousnt also interested in how the main concepts
used in the research are shaped arghaped in discussions. Also, it is the interaction
that takes place that is largely responsible for generating the larger volumes of
(qualitatively different) data. Bryman2Q04:358) also argues that the interaction
associated with focus groups makes them Oless artificial than many other methodsO

because interaction is a Onormal part of social lifeO.

The focus group was not selected for being economical in the sense ghaanits
multiple interviews in Oorshot@vhich Bryman calls a group interview (2004). Even
though the focus group will help save time and money it is its effectiveness as a
research tool in the research context that persuaded me to adopt it. Additiocally,
groups tend to explore particular topics in depth, whereas group interviews tend to be

expansive (Bryman, 2004)

However, | also acknowledge a problem regarding the raising of sensitive issues in a
focus group setting. In focus groupsspecially m mixed sex groupssensitive issues

may not be easily raised. Therefore, provision for individuals to raise
sensitive/personal issues and confidentiality must be-ipuilthis will be done in two

distinct ways:
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1. diary entries that participants do noant aired at the focus group will be held
back if requested to do so by the diary owner
2. in these circumstances there should be provision for the participants and myself to

discuss the matters privately, if the participant is content to do so.

These OpratolsO will be builin to the research, and participants clearly notified of

them.

All focus group interviews (both pilots and the main study) are audio recorded. |
decided not to use video recording even though it has some acknowledged benefits
(e.g. it can capture, in precise detail, the body language and interactions of
participants). Krueger (1998:83) gives the following reasons for not using video

recording:

Video recording is obtrusive and usually not worth the effort. We have
found that the videoarmera may change the environment and affect

participant spontaneity. Videotaping usually requires several cameras
plus camera operators who attempt to swing camera quickly to follow
the following conservation. The fuss and fury of videotaping makes the

focus group appear more like a circus than a discussion.

| chose not to use video recording because of its possible effects on the participants.
Interactions and body language can still be noted during the discussion, and assessed
for significance during théranscription process. The idea of combining observation
with interviews (Darlington and Scott, 2002) was also regecsdter careful
considerationThis combination is mainly advised for when verbal contacts are limited
(eg in research involving childreor some disabled people). | chose to OobserveO the
body language and other cues instead and take notes during the discussion. Video
recording the interactions of participants and interlocutors (Boxer, 2005) or audio
recording are possible options. Howevafter considering the issues involved in such
methods, they were rejected: the benefits do not offset the trouble and potential trouble
they can cause. They involve major ethical issues and commitment from participants.

Given the number of participanits the main study is4, audio and video recordings
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would generate significant amounts of data above-and-beyond that likely to be
collected by the daily diaries and focus interviews. As I am interested in how the
participants understand and describe their interactions ‘in their own terms’, the
interaction through the eyes of participants are of primary concern. Therefore, I

decided to run focus groups, audio recorded with the permission from participants.

3.8.3 Pilot Focus Group 1

3.8.3.1 Research aims

The literature emphasises the importance of piloting and pre-piloting (Gillham, 2000).
As a research tool in the main study, the focus group interview needs piloting to see if
it is a suitable vehicle with which to collect data (potentially) capable of answering the
research questions. It is also “practice’: ensuring that I am comfortable in running the
focus groups in the main study. In short, piloting makes an important contribution to

the working out of reliable research tools.

3.8.3.2 Size of the focus group

The ideal size for focus groups is contested. Fern (2001:161) recommends between 2 -
8 for “exploring tasks”. Bryman (2004) recommends 6 - 8 participants and Harrison
(2002) suggests 8 to 10 interviewees. The ‘ideal’ group size appears, more often than
not, to be the average number of participants that other, similar research involving
focus groups have used. However, I find Morgan’s (1998:72) guidance on the
calculation of the number of participants convincing, because of its ‘scientificness’.
First, I worked out how many questions I would like to ask (see Appendix B —
interview schedule). Then I considered the sensitivity of the topic for the participants
(I concluded the sensitivity of the research to be quite low which Vietnamese students
would not find too difficult talking about). Finally, I estimated how much time each
participant would have for each question. It would be ideal if all participants each had
time to elaborate on all points of view, but overlong interviews are exhausting for all
concerned (Gillham, 2000) — this risks deterioration in the quality of the discussion.

After careful consideration, and following Morgan’s guidance, I decided to target 6 - 8
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participants. Morgan (1998) considers groups comprising 6 or less as smatipsad t

of between 6 and 10 as big.

3.8.3.3. Recruitment

In 2007, 1 had an unsuccessful experience of recruiting Viethamese participants for
another project. With the support of the International Office in the University of York,
| sent a OcoldO letter gotential Vietnamese participants enrolled at the university,
requesting volunteers for my research. My response rate was zero. From later
discussions with eventual volunteers it was confirmed to me that the Viethamese |
approached were not comfortabletihwa formal request for their assistance from a
total stranger; and that they were reluctant to ask for clarification: they simply ignored

the letter.

| therefore adopted a different approach for my current research: snowball sampling
via an existing Vignamese institution. | contacted the President of the Vietnamese
Society in Leds- Vietsoc- briefed her of the aims of the research and asked for Viet
socOs cooperation. She showed great interest in the research by joining the focus group
and passed a pg of my recruitment letter (Appendix A) to seven other society
members in the 20062008 academic year on my behalf. This approach proved
successful and | received a 100% response rate, equating to eight Viethamese

students.

To minimise OneshowsO a rénder was sent one day before the event. This was
considered preferable to owegcruiting, which is rarely recommended (Morgan
1998). Therefore, | decided to stop approaching additional potential participants once
eight agreed and confirmed their partatipn. A high neshow rate can be a serious
problem. To guard against it, the actual method of recruiting participants was taken
seriously. Incentives for participating in the research are modest (due to a limited
financial budget), so it was essential nake a good Oimpression® on potential
participants through the recruitment letter. It was polite, not overly formal and
friendly, emphasisinghe importance of their participation. The responses of potential
participants were carefully acknowledged, andtigrde was expressed. Reminders

were sent in advance of the meeting. Any questions from the participants regarding
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their participation in the focus group were addressed promptly. I also made it as easy
as possible for participants to attend by seeking their approval regarding the date, time
and venue of the meetings (see the logistics section, later). These steps were aimed at
putting participants at ease — they are much more likely to feel comfortable (and turn
up!) if they are familiar with a location and have a rough idea of what a focus group
does. They know that it will be an informal, relaxed ‘talk’, unthreatening and
relatively unconstrained. Significantly, all the participants were acquainted with one
another (Fern, 2001): they had a general idea of who else would be participating in the

discussion. As a result, the response rate was 100%.

3.8.3.4 Participants

As it is a pilot study, I was trying to elicit as many ideas from participants as possible,
and so therefore welcomed participants of various ages, studying different degrees,
and different durations of study in the UK. There was an equal mixture of males and
females (4 each). Participants were recruited from a ‘natural group’ (defined by
Bryman [1998] as an established group); in this case from the community of
Vietnamese students enrolled in educational establishments in Leeds and members of
Vietsoc (Vietnamese Society). The participants knew each other quite well, and
displayed discernable levels of familiarity and cohesion. The advantages and
disadvantages of focus groups comprising of participants who know each other are
identified in more detail below. However, it is worth adding at this point that the
centrality of ‘the group’ and group dynamics as, inter alia, a retreat or a repository of

shared identities and understandings is a key focus of the research.

In the research project, I refer to the participants using pseudonyms. This reflects
concerns about invasions of privacy linked to concerns regarding: what happens with
the information that is obtained; who has access to it; and can it be traced back to the
individual (which overlaps with concerns regarding confidentiality and anonymity and

the need to avoid harming participants).
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CHAPTER THREE

Interviewee P \% LA S HI HY MA HA
Gender M M F M F F F M
Age 30 24 36 22 25 25 30 31
Fourd-
Degree PhD MA PhD _ MA MA MA PhD
ation
_ Social
Social
Major Science Business - Science Business Business Scien
Science
ce
Currently
sharing
with
_ No Yes No No No No No No
English
speaking
housemates
Parttime
] No Yes Yes No No No Yes Yes
job (s)
Member of
other
society No Yes Yes No No No No No
rather than
Vietsoc
Length of 4 years 3
stayinthe 4years 3years (MAin 3years 1lyear 1year 1 year
ears
UK 2002) Y

Time, place and administration/procedure
Time: 31 May 2008, from 3.10 pm
Duration: The focus group lasted 1.20 hours

Venue: In the ViesocOs PresidentOs acoodation

Nine chairs and one small table were arranged in a circle; | was sitting atrthe sa

table as the participants. The room was unimposing and of medium size, comfortably

accommodating all participants and myself, thereby avoiding any environmental

effects on the participants (Krueger, 1998). A digital voice recorder was placed in a

centrad position. The accommodation itself was chosen by the participants as a place
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where they had socialised before. Refreshments were available throughout the focus

group.

At the beginning, | thanked participants for attending the session and stressed the
importance of their participation. | also briefed them again regarding the purpose of
the discussion and made it clear that all ideas were welcome and that Owe meet as
equalsO. | adhered to the ethical considerations recmadby Bryman (2000) (see

3.7)to ensure no harm to the participants (e.g. bullying, ostraasa)g

At the conclusion, | repeated my thanks to the participants for their assistance. |
briefly explained what would then happevith the data they suppliedf any

participants were intested in reading the transcription | promised to send them a

copy.

Participants were also informed that a short questionnaire requesting personal socio
demographic information would be sent to them after the session. This was done
afterwards and not indgance in order to help participants feel more comfortable
about attending the focus group. It was not asked for on the day of the discussion
because of time constraints and its potential for disruptlomever, after conducting

the first pilot focus grop, | found it more helpful to leparticipants introduce
themselves athe beginning of the discussion (skessons from focus group B
3.83.6)

For the nterview scheduteAs the purpose of the first pilot group was exploratory, the
questions were lesstructured (Morgan, 1998:45). | attempted to strike a balance
between the topics that | believe are relevant to my research questions, and the need to
create opportunities for participants to express their own concerns and interests.

Therefore, I includeth the protocol opeended questions (see Appendix B).

Regarding thedvel of moderator/facilitator involvementacted as the moderator of

the focus group, assisted by a friend who helped with refreshmenthighchinding

(two participants were maetd and brought their child). As explained in section 2, the
overall approach was to avoid being too intrusive or insistent on too much OstructureO.

The set of questions developed were intended to function as general guidance only:
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steering the discussion Ut not straightjacketing it. This had the advantage of
affording participants the freedom to talk about issues that were important or
interesting to them in terms of their efforts to improve their English. However, too
much freedom and a fully undirectegppsoach might allow too much irrelevant
information to surface. It was my responsibility to decide the extent to which
participants could stray OadipicO and continue along lines odtobvious direct
relevanceo the research. | was aware of the serigés involved when steering them
ObackO into more relevant territory. | was also aware that some contributions, which on
the surface might be viewed as tangential, may at a different level of analysis contain
useful informationetc. worth investigation.Further comments about tlteegree of

intervention by thenoderator is presented later.

3.8.3.5The interaction among participants

One of the differences between focus groups and individual interviews is that the
former permits significant interaction keten the participants (Bryman, 2004). Focus
groups were chosen partly because | was interested in the way participants construct
and present their views durid@and as a consequence-ahteraction with others as
Omembers of a groupO (Bryman, 2004: @) ever, in reviewing over 200 research
projects over a 50 year period, Wilkinson (1998:112) concludes that in most research
employing focus groups the interactions are Orarely reported, let alone analysedO. It is
a pity to run a focus group and only patyention to what is said and ignore how it is

said; the context as well as the prompts. Therefore, the report focuses on the
interactions among the participants. In general, the participants were relaxed and
interested in the discussion. There was litttead to do to maintain the liveliness of

the discussion and the participants were enthusiastic right from the start. Towards the
end, they lingered to chat, even after | announced that the session had ended and they
were welcome to leave. Morgan (1998psulers this as evidence that the participants
found the event and the topics interesting and enjoyable. In contrast there is FernOs
(2001) focus group comprising of Vietnamese womenOs understanding of and feelings
about sudden infant death syndrome (SI0F€Yn argues that Viethamese women are
reluctant to communicate openly with strangers, and so the participants Fern selected

were all friends. However, their level of participation was not adequate (2001: 158):
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They tend to agree more with the moderator and express personal
belief, values and practices... In fact, two thirds of the content of the
Asian transcripts was devoted to giving information and answering
questions. It is reported that Southeast Asians reflected courtesy bias
and were less likely to express their views that they thought were not

acceptable to others in the group.

Fern’s focus group, as it was reported, turned out to be unsuccessful. According to the
author, the participation was adversely affected by a lack of confidence in speaking in
English and by a “horizontal collectivist culture”. The problem identified by Fern
(2001) appears daunting because it invokes limitations pivoting around innate and/or
deeply held cultural mores. However, another factor might be at work, and it might
not be the language that mitigated against success. As the author notes, the focus
group was a disappointment despite the women being confident in communicating in
English in the one-to-one pre-sessions with the recruiter. The problem that Fern and
the research team had can be avoided in advance. I can use the following to illustrate

the point that culture might not have played the only part in the failure.

In order to develop a “feel” for a “proper focus group”, I volunteered to be a
participant in one conducted in the University of York. I would call it a group
interview rather than a focus group because the discussion was one-way, between the
moderator and one participant at a time. There was limited interactions or even eye
contact between participants. In my opinion, this was not due to a “horizontal
collectivist” culture as the participants were from different cultures. The problem was
that I was only one of four participants who agreed to meet, of which only two
(myself included) turned up (50%). The number of moderators/administrators present
(3) outnumbered the participants. In fact the presence of the manager — no doubt keen
to listen to ideas from respondents first-hand - spoiled the atmosphere. None of the
participants — myself included — felt comfortable providing opinions, and were keen
for the event to end. Accordingly, I would argue that the most rewarding incentive for
participants (excluding pecuniary rewards!) is to receive an opportunity to express
ideas which they think are important. In order to be able to say what they really think,
participants must feel able to trust all the people in the group, including the moderator.

Once they feel comfortable, they will be more committed to the discussion.
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| therefore took cautious steps to avoid &t this possible problem. First, in terms

of recruitment, all participants have socialized with each other before. Secondly, |
made sure the participants felt comfortable with the accommodation. Third, the focus
group was presented as/contained a $isitig element, with refreshments and snacks
available. The Vietnamese participants were therefore quite relaxed and interested in
the discussion and keen to contribute ideas and opinions. In particular, they were not

afraid to acknowledge their sudptimum English proficiency.

| also ensured that the participants understood the purpose of the focus group. |
confirmed my commitment to adhere to principles of confidentiality and anonymity
regarding the information recorded and topics discussed. In additiowas
emphasized that all ideas were welcome; thgudgmentswould be made, and that

we meet Oas equalsO. The Vietnamese participants felt sufficiently comfortable to
challenge and disagree with each other. This gave me a chance to see how participan
justify their opinions and form ideas based on what others in the group say and how
they react to particular statements etc. In some cases, individual participants had to
explain why he or she maintained certain positions. As one of the interests of the
research is to see how ideas and concepts are formed under the influence of
interactions among members in an established group, it was useful to see this dynamic
in action. Fern(8001)study suggests that conducting a focus group in L2 adversely
affects levels of participation of Vietnamese. This problem was eradicated by

conducting the focus group in Vietnamese (my own L1).

The second problem is the difficulty in analysing data. This is due not only to the huge
amount of data generated but also the mewity associated with many people
involved in a discussion (overlapping conversations; (in)audibility; interruptions;
abrupt changes of topietc). Recording therefore sometimes does not capture
everything (sometimes this is due to poor recording ecgrpror poor positioning of

the equipment or background noise and poor acoustifsljowed advice given by
Gillham (2000). | commenced transcribing straight away, when my memory was still
fresh about the interview day. Notes about body language anddawgtd sarcasm

etc. were also noted during the discussion. Careful attention was paid to the position

of the microphone so as to record all participantsO contributions clearly. If in doubt, |
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was prepared to contact participants to check if what | heasdwhat they said (but

in fact | did not have to do so).

The next problem involves the amount of effort and time spent on transcribing. Blooer
et al (2001) points out that transcribing a focus group takes more time than
transcribing an interview of the re& length. The interviews were transcribed in
Vietnamese, using Microsoft Word. It may take up to six hours to transcribe-a one
hour interview(Gillham, 2000) but for a onéour focus group it took an extra two

hours.

Group effects can seriously affectsdiissions and therefore their validity. This
problem was observed in KruegerOs(1998) and MorganOs (1998) focus groups. That
there will be dynamics in a group event is inevitable. There are always dominant
participants and OshyO ones. In my experience gffacts did occur in both of my

pilot groups. | have followed KruegerOs (1998) guidance on how to Oturn the spotlight®
off the dominant one(s). | was careful to not upset him/her (Morgan, 1998). | tried to
keep a balance between encouraging rapport @agtvparticipants and myself) and
limiting the overdominant participants. | also paid attention to those participants who
appeared to be holding back, perhaps feeling intimidated, and encouraged them to
speak by asking them questions directly, referringthiem by their names, and

maintaining frequent eye contact with them. It did work.

Groupthink is where an idea assumes dominance and valid alternative @iews
usually held by a minority remain unarticulated (in some cases the unarticulated
view may beheld by a majority, but individuals may feel that publicly they must
express certain othed e.g. more socially acceptableopinions). In some focus
groups, a group view may take hold, which participants become too attached to and
uncritical of. There a, obviously, certain difficulties associated with identifying
when grougthink is occurringb how to distinguish it from legitimately held views

which are the product of robust personal evaluations of competing views.

The last problem is associated wgbnsitive issues surfacing in focus group. The
problem may take three main forms. First, participants may withhold

sensitive/personal information, thereby limiting the usefulness of the focus group
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(which would of course remain hidden from me). Secondly, if someone does raise
sensitive information and viewpoints it may make other participants feel uneasy and
embarrassed, suppressing their willingness to participate in that and future sessions,
and/or conditioning their reactions. Finally, some sensitive issues may also be
controversial ones, capable of generating heated debate and disagreement, which may
be an unpleasant experience and, once more, may deter people from participating.
Some of the negatives associated with the last two issues can be mitigated by a skilled
moderator (eg. moving the subject on if he/she detects discomfort). However, 1 felt
that the subject of the research was unlikely to generate such strong emotions. |
anticipated the first problem being most likely: that participants will simply keep quiet
about issues they feel embarrassed about or consider too personal. Fern’s research
(2001) describes a group of Vietnamese women’s unwillingness to be really open with
anyone who isn’t family or a very close friend. Although sensitivities associated with
SLA research are likely to be relatively rare — and certainly not as profound as those
related to SIDS - previous research suggests that some sensitive issues are important
here. Freed (1995), for example, showed how the opportunities to speak English for
Russian women in America were shaped by American men’s construction of Eastern
European women’s sexuality. Consequently, provision has been made encouraging all
participants to be able to talk to myself on a one-to-one basis to discuss those issues
he/she does not want to raise ‘publicly’, with appropriate guarantees regarding

confidentiality.

The interviews will be transcribed soon after the interview day, whilst the memory
remains fresh, as suggested in Gillham (2000). I found this way very helpful as it has

helped me understand the significance of transcription better.

For example, in Pilot Focus Group 1, in Leeds, a male PhD student commented on his
limited access to the English language caused by not owning a TV or radio at home.
He used the word “we” to refer to many cases of Vietnamese students, not just
himself. As soon as he finished the comment, he looked around at other participants to
seek support. Once his idea was confirmed by the others in the discussion he felt more
confident and elaborated further. Such ‘observation’ may indicate that this viewpoint
was not strongly held by the student (although there are several alternative

explanations). Observing body language, although open to misinterpretation, is clearly
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capable of comptaenting spoken words and revealing meaning. GillhamOs (2000)

recommendation of immediate transcription proves helpful.

3.8.3.6 Lessons from the focus group 1

This section reviews points for consideration and improvement from the first focus
group. It isbased on my observations, and with reference to appropriate literature on
methodology.In general, there was a need famsiderations ofh more structured
focus group.The first pilot group was an exploratory discussiand the questions
were lessstrudured. It had the advantage of providing participants with space to raise
interests and concerns about their experiences of speaking English in the UK.
However, the experience of running the first pilot group showed me that | needed a
more structured appach in the second focus groorgan (1998:46) describes the

advantages and disadvantages of a structured approach as follows:

The obvious strength of the more structured approach is its ability to deliver
a maximum amount of walrgeted information. fie downside, however, is
an inability to learn about issues that are not included within the narrowly

focused set of predetermined issues.

According to this, | run the risk of missing important informatibtawever, the
decision to conduct a more strugd focus group was made after careful
considerationFirst, because the concepts of identity, power relatiors jrgergroup

and interculturatommunication are sensitive, complex and subtle. In order to collect
more data about them, the questions mastbre focusedd more focusedpproach

will help nail down answers to the research questi®esond, a generating large
numbersof additional topics of aacern was not a primary goedlfelt confident in
risking limiting information in exchange for Oaaximum amount of wellargeted
informationO (Morgan, 1998:46). It must be noted that focus group 2 was still far from
highly structured merelymore structured compared to the first piloA more
structured focus group mean reflects in $iee of the groupthe interview schedule

andthe level of moderation, which will be discussed below in detail.

Size of the focus group
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The size proved suitable with the sestriuctured interview schedule. However, the
concept of identity requires a more structured inésvvwhich will help tease out
information. A smaller size, for example 6, would possibly be more suitable for a
more structured level of moderatiofhis was taken into account in the pilot focus
group 2 (see 3.6.4.2).

Interview schedule

The schedule fothe pilot focus group 2 should be more structured and contain fewer
questions. This was taken into account in the second pilot focus group (see 3.6.4.5).
realized that | actually had only limited control over the interview schedule. Firstly,
this was de to my relative inexperience as a moderator and of finding the right
balance between getting the answers to the questions | want to ask, and receiving
unanticipated information. | was not particularly adept at this in the first focus group
(this issue igiscussed later, in more ditaSecondly, | did, in fact,aDandon® my
schedule at times in order to generate more ideas and to follow the thoughts and
stories of participants. In the schedule, questions are designed based on literature
reviews and assyptions. As soon as | started talking to the participants, | realized
that |1 had to listen to them more, rather than interrupting them and mechanically

moving on to the next question to OcompleteO the interview schedule.

On the bright side, Bryman, (2000¥fers to these as both problems and as
opportunities. A degree of freestyle moderation allows the researcher to generate more
ideas and views from the participants. Darlington and Scott (2002) also reports a case
when a researcher called Angelina stadatiwith a very detailed question guideline

for her focus groups. However, at the first focus group she managed to ask only a few
of them and in the final meetings the situation had deteriorated so much that she asked
none from the schedule at all. Shedsahe did not want to ruin the relationship
between her and the interviewees by imposing her agenda and disturbing the
conversation flow. | felt the same in the first focus groupPAst 1 was exploratory,

the schedule was less structured and modenatedlexible and experimental manner.

Details about the level of moderatimaddresseth the following section.
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Level of moderation

In Vietnamese culture, it is considered rude to interrupt speakers. Therefore, I found it
difficult to interrupt participants even when straying off topic. This was fairly
common. For example, when asked to rate their speaking performance now compared
to when they first arrived in the UK, one participant started to talk about her writing
skills instead. Almost immediately others joined her and expressed multiple views
about writing skills. This is quite common in focus groups as Krueger (1998)

acknowledges.

At first, I tried to be patient, as I did not want to upset the participants as this might
adversely affect the quality of the focus group. Later, I realized that if I simply waited
for them to finish their point I would never be able to complete my agenda. So I did
interrupt, but not when the participants were in the middle of telling a story or were
particularly animated (Krueger, 1998:59). In fact, I became more confident in
handling this when I saw the participants themselves interrupt each other without

incurring annoyance.

More detachment from the focus group: When I was transcribing, I realized that I
could have been less judgmental. At times, I did contribute some comments (almost
by accident or habit) such as “really?” which might have a certain effects on the
participant (in this case, suggesting disbelief). I was even telling my own story at one
point. I should have spent that time listening to the participant’s stories. At times I
became too involved, possibly because as a fellow international student I felt I had
similar experiences to my participants. This also happened when the participants
themselves sought agreement and ideas from me. In this case, I should have

anticipated the situation and treated it as a topic for group discussion.

Another issue is the researcher/participant relationship. I met the participants in Leeds
for the first time at the focus group (except S, who I had several contacts with before).
Also, the age difference between myself and the participants should be taken into
account. Vietnamese people address each other according to gender and age
differences. This means that from the moment we greet each other, we need to know
who is the oldest (and who the youngest) in order to produce an appropriate address. It

is possible that these ‘rules’ had an effect on the participants (also see Chapter 2). S, in
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Leeds, for example was muchigjer in the discussion than he usually is outside. One
possible explanation is that as the youngest (see TaBJe he might have felt
intimidated in expressing ideas in front of his eldehose who (in Viethamese
culture) are supposed to have morpegience to share. Another possible explanation

is that S was sitting next to me. | was therefore not able to give him as much eye
contact as the other participants. This might have discouraged him from getting more
involved in the discussion. | raised sieeconcerns with S, privately and informally,
afterwards. He maintained that he felt relaxed and did not feel any extra pressure as a
result of being the youngest, and disagreed with my belief that he was more quiet than
usual.However, this issue was suggjed to be paid attention ito the second pilot

focus group (see 3.6.4.6).

Overall, | should have paid more attention to the Obalance® between the level of
structured questions and the degree of moderator involvement. The questions are less
structured, so the level of moderator involvement is minimal as well. When
participants went off topic, | should have brought them back more effectively. When
discussing topics absolutely relevant to the research, | should have afforded them

more freedom, and interved less.

Instead of sending out questionnaires about bio data afterwards, it would be helpful to
ask participants to introduce themselves briefly at the very beginning, instead of a
small questionnaire being distributed afterwards. This was betauseted to help
participants to feel at easght at the start of the focus group.the first focus group,

| assumed the participants had known each other well sd hali use such an

introduction. This was taken into account in the second pilot focus (sea[8.6.4.2).

3.83.7Summary

This section has described the first pilot focus group, which was conducted in Leeds

in May 2008. It debriefs the preparations, information of participants and recruitment
method. Literature supporting my reasons for sitilj focus groups is also discussed.

Pilot study 1 generated some interesting data, which will be presented in Chapter 4.
The lesson from focus group 1 suggested that there remained Oareas for improvementO

in my utilisation of the focus group tool. Congidigons and suggestions on how to
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improve the research tool have alredmdenput forward. Several conclusiongere
executed irthe second pilot focus group. Recruitment, appropriate accommodation in
Pilot Focus Groud all proved effective. They are théree repeated in the second
pilot focus group. One of the most important lessons learned concerned the level of
structure of the questionand the level of moderatiowhich clearly influenced the

extent and nature of my interventions.

3.8.4. Pilot focus group 2

3.8.4.1 Research aims

Gorard (2001) emphasises the importance of piloting apdatng until the research
instrument becomes sufficiently effective to enstire reliability of the research
Discussion in the previous section shows that tivere a need to conduct the second
pilot focus group with special attentigraid to working towards anore structured
approach tdhe interview schedule and lewal moderationFor pilot focus group ,2
decided to replicate the recruitment method, setimg) facilitiesetc, as they had all

proved effective in pilot focus group 1.

3.8.4.2 Recruitment

The recruitment method for the first pilot focus group proved effective so | replicated
it in the second pilot: snowball sampling via an existing Vietese institution. |

again contacted the President of the Vietnamese Spdetythis time inYork
(OViesocQ) and asked for their cooperation. This time, | was supported by the
President (again), who passed my recruitment letter to five students; ahdrsek

also participated in the interview. | chose to target six students instead of eight as a
result of lessons learned during fiivst pilot in Leeds (see 3.8.6). The focus group

size was smaller because | planned to operationalise a Omoreesttiéaaus group.

Although the timing was not ideal (the focus group was planned for August in the
summer holiday when most students would be exploring the UK or even visiting
home) | was happy with the 6 volunteers and it met the minimum target number

suggested by Bryman (1998). Given the second focus group was intended to be more
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structured, a smaller number of participants would provide each with more time to
answer my questions, thus eliciting-depth views. | used the same letter of
recruitment fromthe first pilot study, as it too had proved effective. Similarly,
reminders were mailed out to minimise @howsO. | was keen for all 6 participants
to come to the focus group as | did not want to end up with -®tiinal number of
attendees and wantéal avoid the type oflebaclethat | had participated in previously
(see 3.8.5.

This recruitment method once again proved effective as | received 100% response rate
for the second time. This suggests that | can keep the same recruitment strategy for th
main study. All participants were, of course, recruited on a volunteer basis.
Time, place and administration procedures

Time: 16 August 2008, from 7pf8.35 pm

Duration: The focus group lasted 1.35 hours
The focus group was conducted in domestmanmodation, with seven chairs around
a modessized table. | was sitting at the same table with the participants. It was in the
evening, the lighting was good enough but not too bright. Davies (1994:61) points out

potential detrimental effects causedibgppropriate venues:

The ambience of the room may influence group members and their productivity.
Conditions such as too much noise and heat and too many visual effects may
create stress that in turn makes demands on the attention and inforimation
procestng capacities of group members. The increase stress can result in
distorted perceptions of smaller interpersonal space. As heat and noise level
increase, some individuals may feel more physically constrained and that their
privacy is threatened. These d¢ats are stressful conditions, group
participations begin thinking about ways to compensate for their perceived lack
of personal space. Thus, they become less sensitive to social cues, less
motivated to be helpful, unable to recall facts and issues thet been raised,

and may become more aggressive and less tolerant of others; views.

With this in mind, precautions were taken to limit any environmental effects on

participants. With the consent of the participants, a digital voice recorder was placed
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in a central position on the table. Refreshments were provided throughout the focus

group.

| followed the same procedures in the first focus group and adspteldr ethical
considerations (see 3.7As suggested in the lessons learnt from focus group 1 (see
3.8.3.6), | asked participants to introduce themselves briefly at the very beginning,
instead of a small questionnaire being distributed afterwards. This was because |
wanted a OdeviceO that could act as dréaker, and sufficiently composed to

answerquestions and contribute.

3.84.3Participants

Six undergraduate students (two females, four males) participated in pilot focus group
2. Similar to those in Leeds, the York participants knew each other quite well (some
had even have known each other more than 2 or 3 years). However, they were
younger; all pursuing undergraduate degrees and majoring in Business (it was known
to me beforehand that all Viethamese students in York in the academic year 2007
2008 were undergraduates and pursuing Busstes#es). As mentioned earlier, | was
interested in carrying out a more structured focus group, i.e. j@sbasven more
interested in testing the tool rather than the findings. Therefore | was relaxed with the
relative homogeneity of participantd did not have any preference with regards to
their ages or subjects of studyevertheless, | was happy that the York group was
different from the Leeds group. | was interested to see if this would generate different
data and give me a chance to comparé eontrast the groupsee Chapter 4 for

Analysis and Findings)
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Table 3.3: Pilot focus group 2 Participant Profile

Interviewee HN TH HNG M T HG
Gender F M F M M M
Age 22 20 20 20 23 21

Under Under Under Under Under Under
Degree

graduate graduate graduate graduate graduate graduate
Major Business Business Business Business Business Business

Currently sharing with

English-speaking no no no yes No no
housemates
Currently working part
] yes yes no yes No no
time
Member(s) of societies
yes yes no yes No yes

ratherthan Vietsoc

Length of stay in the UK 5 years 3 years 4 years 3 years 3 years 3 years

3.84.4Interview schedule

As suggested in lessons from focus group 1 (3.6.3.6) the set of questions of the second
focus group weramore structued (see Appendix D | desigred a different set of
questions for the second pilot focus groupicked up the most important issues from
the first group and used them as a template for the second group. More structured
questions were designed on thisibds be used in pilot focus group 2 (see Appendix
D). The exploratory task in focus group 1 generédeadlinedncerns for a group of
Viethamese students in Leeds. As mentioned in the recruitment section, | was also
interested in investigating how rgbnt those concerns were for participants in York.
The set of questions for the second focus group therefore were based on the themes
thatemerged from the first focus group, rather than either a brand new list of topics or
the list that | had started owith in Leeds (for schedule focus group dee Appendix
B):

- ParticipantsO evaluation of their current speaking skill

- Participant€identity

- Opportunities of practicing the target language in the UK

- Participant€views of ideal ways to improve speakinglisk
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The interview schedule allowed me to compare the answers of the two groups. This is
part of the task of comparison that | want to engage with in the main study (Menard,
2002). In additionas suggested in the lessons from pilot focus groupelschdule

also reduced the number of questions from 8 to 5, wigskeeach participant more

time to answe(see 3.6.3.6).

3.84.5Level of moderator/facilitator involvement

The level of moderation is largely influenced by the structure of the focus group. In

the context of a highly structured focus group Morgan (1998:46) emphasizes:

A highly structured set of questions would limit your ability to uncover
this missing information. And even if the group might try to raise it, a
more structured moderating styeould redirect the discussion back to

the preset topics.

| acted as the sole moderator of the focus group, again without the support of anyone
else. | adopted a more structured moderating style which steered participants back to
the interview topics wheaver they strayed. However, there were moments when | let
participants feel free to carry on to finish a point they were trying to make, even
though | did not think they were fully answering my questions. | did not adhere
slavishly to my question schedws originally intended. Partly because | did not want

a highly-structured focus group, but partly because | inevitably found some points that
participants raised to be novel and very interesting. Whenever this occurred | allowed
them to continue without farruption. | was also, of course, trying to get a balance

between developing a rapport and getting what | wanted.

With my experience from the first focus group, during the second | was more attuned
to the responses from participants. For example, inligaission | noticed that while
most participants valued contacts with native speakers of Efggishing it as a good

way for them to improve their own L2 skilanost were living with other nenative
speakers, typically fellow Vietnamese. | encouratiiedparticipants to expand on this
fact and received interesting comments directly related to the concept of identity and

intercultural communication (see Chapter 4).

10C



CHAPTER THREE

With regards tohe researcher/participant relationshég suggested iresson from

focus group 1 (3.8.6), | also paid attention to the fact if the age difference was at
work. | am the oldst Viethamese student in York, therefore, the age difference
between myself my participants ¥ork was bigger than thahe Leeds participants.
Howeve, during the focus group | did not notice gogssibleproblemsthat might

have caused by the hierarchy caused by age diffeseas described in section.3.8.

One possible explanation was thatét and knew the participants in York prior to the
focus group. We had attended a number of social events together, and had known

some of them for three years at the time of the pilot study.

3.8.4.6 Summary

In general, pilot focus group 2 was better run, being based on lessons from the first
focus group. Amore structured interview schedule and moderation approach seemed
to work well when combined with the small group size of six participants. | was
confident after focus group 2 that | had become a much better moderator. | also learnt
how to achieve a balaacbetween detachment and involvement, where necessary.
Both focus groups 1 and 2 showed that the focus group interview is a suitable research
instrument for generating and comparing Vietnamese studentsO feelings about their
learning experiences in the UK.is therefore recommended to be utilised in the main

study.

3.8.5 Some final points for both pilot focus groups

3.8.5.1 The use of Vietnamese language

The two pilot focus group interviews yielded approximately 175 minutes of audio
material. With the articipantsO consent, the interviews were digitally recorded. | also
had a baclup recorder for each interviewbut | was lucky and did not experience any

technical problems.

Consideration was given whether to use English or Viethamese language thubugh

the interviews and in correspondence with participants. The use of English language
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can have several advantages. In particular, it can eliminate time spent on translation
and therefore also problems associated with loss of accuracy. As it happens,
Vietnameselanguagewas used throughout all the interviews for the following
reasons. First, it was the participantsO choice to speak in their L1. In my first letter to
potential participants in my first focus group, | left the choice of Vietnamese or
Englishup to them. | did not think it would be an issue in their willingness to join the
discussion, but to my surprise, most participants seemed anxious about having to use
English in the interviews, and expressed OreliefO when | emphasised that Vietnamese
could be used if it made them feel more comfortable. Some participants even
mentioned that they would only turn up if Viethamese wnatused. Apparently, the

idea of using the English language had the potential to OscareO participants off.

The difference inlanguages between participants and the moderator can possibly
result indissatisfaction(Fern, 2001) A similar problem was reported by Goldstein
(1996) when the author interviewed Polish women working in Canada. She
acknowledges her inability to understiatme language of the informants as one of the

weaknesses of her research.

As the topics of discussion focus on Vietnamese studentsO daily experience of
communication in Englishand the complex muHlayered concept of identity, which
can be difficultto conceptualise and articulate even in the mother tongue
considered it desirable to use my participants (and my) first language, so that we could

all express our ideas accurately.

3.85.2 Translation

Temple and Young (2004) criticise several reslegrojects for failing to identify
problems surrounding issues related to translation: with the whole process of
translating and interpreting information provided by participants remaining largely
hidden. This can have the undesirable effect of makimgréader question the
methodological validity of the research. In the context of this research, | share
Vietnamese as the L1 with the participants. This permits me to also function as a
translator. Temple and Young (2004:168) argue that there are adwantsgpeiated

with situations where the research can be conducted in the participantsO L1:
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The situation where the researcher is fluent in the language of communities
she is working with is rare. It offers opportunities in terms of research
methods that @& not open to other researchers in cross language research.

| can use the experience of translating to discuss points in the

text where she has had to stop and think about meaning.

| am a proficient and experienced translator of Vietnarigggish and Enigsh-
Vietnamese, having worked as a translator in both Vietham and the UK. In addition to
understanding the syntax, vocabulary and meanings of Viethamese words, | am a
Vietnamese national and have spent 30 years living in Hanoi, VietnamOs capital city.
This therefore affords the further advantage of the research being undertaken by
someone with firshand experience and understanding of certain cultural concepts

raised by participants.

One example of a serious consequence associated with a lack of shweal
knowledge is described by Eisenbruch (1994:179). The case involves a female
Vietnamese patient of a UK General Practitioner. The patient and the GP were Oat
oddsO in agreeing on a course of treatment for the fat@mdition. Neither the
patieritOs nofluency in English nor the doctorOs inability to speak Vietnamese were
the main source of confusion and disagreement. Rather, it was the GPOs failure to
understand the culturalrigins that lay behind his/her patientOs understanding of her
condition that therefore influenced what treatments she trusted therefore was or

was not prepared to accept.

| consider myself as an Oobjective instrument of researchO (Temple and Young,
2004:169) in which all information is merely transmitted through soekeeping the
originatorOs message as unchanged as possible. To achieve this | was aware of the
likelihood of encountering Vieamese phrasesvhich might not have exact
equivalents in English. Whilst maintaining the anonymity of my participants, |
therefae sought occasional assistance from other bilingual Viethamese and English
speakers to proofread my translation (all of whom were external to the research itself).
This was to eliminate any ObiasO, one of the primary concerns of all research that

involvestranslation processes. The bias does not solely rest in the translatorOs ability
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to translate accurately, but is also potentially reflected in my Oswaltival
positioning® (Temple and Young, 2004:169) and in the use of Olanguage to construct
self and therO (Alcoff, 1991; Back and Solomos, 1993; Wilkinson and Kitzinger,
1996, cited in Temple and Young 2004:167). Additionally, when translating, | tried to
ensure that | had understood not just the etymological meaning of the words
themselves but also thmeanings and emphases intended by the interlocutor (the
speakerOs timbre and/or facial expressions and/or the context within which something

is said may provide additional clues to meaning).

Further details regarding the procedures used to interprétaarstribe the interviews
is provided in Chapter ® Data analysis and findings. All interviews and completed

diaries are translated into English.

3.85.3Conclusion

Focus groups werehosen to be a key research instrument in the research project. It
wastested twice, the first in May 2008 in Leeds, the second in August 2008 in York.
The first focus group was more exploratory, adopting a -sémctured interview
schedule. However, in order to collect relevant data in a more efficient way, | decided
to aply a more structured interview schedule and moderation level at the second
pilot. Therefore, it is suggested that in the main study the focus group method be
conducted in the same manner as the second pilot sthdyfollowing section will

discuss anotheesearch tool: the setbmpleted diary.

3.9 Diary

3.9.1 Research aims

According to Bolgewrr a/ (2003:579) diaries are useful in generating frequent reports
on individualsO daily lives and allow us to Ostudy change processes during major
events andransitionsO. As described in Chapteinfernational students experience

and attempt to cope with significant levels of change when they travel to study away
from homeand, additionally, there is a distinct temporal element featured in my
research Daily diaries completed contemporaneously also minimize the extent to

which participants must recall informatiomiaries are particularly gootthereforeat
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capturing: person level information; withRperson changes over time; and the possible
causes of with-person changes (Bolget al, 2003, Pomerantat al, 2004, Sharkyet
al., 2005)

Barbour (2009:294) definesdiary as a record of activities and experiences kept by
respondents for research purposes. The template of such a record can be Ostructured or
unstructured, as the researcher wishesO (Barbour, 2009:19). Therefore, diaries can be
constructed requiring participants to record information at regular intervals or,
alternatively, in response to specific events and signals. For the purposes of this
resarch, a highly structured diary format will be use® in effect, a daily
questionnaire and participants are required to record and comment on those events
and experiences they have experienced on a particular(glmstionnaires are
typically associatedwith crosssectional research and capture a OsnapshotO of
phenomena at a particular point in time. It is the temporal element associated with my
research which confirms my use of this particular instrumentation as a form of diary).
The use of a structurediary can help address the limitations of diary studies

disaussed in the following section

3.9.2 Limitations of diaries

Bailey (1991)observeghat most published diary studies are completed by teachers or
linguists, notactual learners.Unstructured, fe@estyle® diarizing may also generate
highly subjective data which varies in quality and quantity and cannot easily be
quantified and/or systematically compared and contra@Bedey, 1991, Bolgeet al,

2003, Pomerantzt al 2004, Sharkyet al, 2005. Participants inmy research are

novice diaristdbut Oreal learnersO. Therefore, to ensure the OqualityO of diary entries, a
structured diary(in the form of a daily questionnaire$ usedto provide moe

guidance and OfocusO fordiaestsand to faditate analysis

Apart from addressing quality issuethe structured diargpproachcan also address
the problem of commitment. Both Bailey (1991) and Bolgtral (2003) identify
commitment(to maintaining a daily diaryas one of the majorisks to secessful

diary studiesA structured template is therefansed so that the process of recording
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data is less timeonsuming, thereby minimizinghe OdreputO ratélhis appeared to

work and all my participants maintained their diary for the full threaths

Although the diary takes the form of a questionnaire and is highly structured it was
also designedb capture significant amounts of relevant data. The degree of structure
of the diarywas therefore calibrated to save my participantsQ winite at the same

time generatingufficient amounts of relevant data capable of meeting the research

aims.

Finally, Bolger et al (2003:592) refers to the risk of OreactanceO and habituation.
Reactance occurs when individuals completing the diary allow itffextatheir
behaviours. | have addressed this point elsewhere (referring to a housemateOs
participation in a national radio listening survey). Habituation occurs when the diarist
believes that he or she has Olearned® what is being asked of him/her letesdtwp

diary unthinkingly: this is also addressed previously in this Chapter in further detail.
Bolgeret al., (2003) argues that further studies looking at the effect of reactance and

habituation on the validity of diaflpased research is urgently nedd

With regards to the way the diary is administered, completed and returned (this can be
done electronically, by -mail, or by post) | have left this decision up to the
participants. | offer both reaeyinted diaries for peandpaper completion (sdat
participants can put it on notice boardr other convenient locationer eversions

sent as an email attachment.

3.9.3 Recruitment

The diary pilot was during week 1 of term 2, in January 2009. | contacted five
Vietnamese students in the UniversifyYork who had never participated in any parts

of the research project before and asked for their cooperation. All five students agreed
to participate in the diary pilot study. | chose wholly new participants for the diary
pilot in order to receive newieaws from Viethamese students hitherto unaware of the
main concerns of my research. The main study was targeted at between 14 and 16
participants, and therefore five participants was considered to be a reasonable number

for piloting.
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3.9.4 Participants

The purpose of the diary pilot was to test the research tool (the diary): therefore

students were recruited regardless of their education background, major, gender or
age. Those selected comprised a mixture of genders, but were of similar ages and
studying similar degrees. They are refed to by their initials whictagain, are not

necessarily their actual initials.

Table 3.4: Participant profile Bdiary pilot study

THNH CH LPH LTR DA
Age 20 20 22 22 23
Gender Male Female Female Male Male
_ _ _ . . Economics
Major Econanics Economics  Business Business N
and Politics
Degree Undergraduate  Undergraduate Undergraduate Undergraduate Undergraduate

3.9.5 Diary design

As discussed in sectiadh9.2, a structured diary format is chosen for the purpose of
this researchThis section will explain the steps and thoughts involving in the process
of constructing a structured template for participants to keep on a daily basis.
Buckingham and Saunders (2008tommendreaking down research questions into
hypotheses, and idgfying the key concepts associated witiem thatshould then be
turned into Bstable®. A diary is then constructed which allows relationships between

thetestablgo be identified and analysed.

Hypothesisldentity and second language acquisitioniaterconnected
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Table 3.5: Hypothesis, concepts and testables

Hypotheses Concepts Testables
Identity is constructed

and re-constructed —
Presence of social roles and changes to them in time
not fixed
Identity and space
Identity influences
Self-perceptions regarding identity
interaction (inputs and

outputs)

Opportunities to
Qualitative and quantitative nature of interactions
interact with L2 Interactions
) Self-assessments of linguistic competence
speakers are contingent

Group facilitating interaction and acculturation,
Inter-Group minimising shock (support mechanism) or limiting
interaction?

Power (power over
Evidenced In Key relationships (eg
and power to) —
employer/employee; student/supervisor;
worthy to speak and
tenant/landlord etc.) and by individual positions and
worthy to listen
‘group’. Success or failure in specific interactions

Motivation
Greater interaction
Success or failure in specific interactions
with target language
Nature of interactions: is quality more important than
speakers leads to L2 Proficiency

) ) quantity of interaction?
greater proficiency in

Self-assessment of progress in the L2
the L2

A structured diary template was constructed based on Table 3.5. It comprises of 4
closed questions and one open-ended question for each day. The set of questions is
repeated throughout the week. There is an additional question regarding the ranking of
social roles for every week, and a space for participants to provide extra information.
It is also necessary to note that the diary is not used as a ‘stand-alone’ method in this
research. The diary is used in combination with focus group interviews, as a diary-
interview method (Elliott, 1997). Barbour (2009:18) also suggests that the use of a
diary can stimulate discussion at subsequent interviews when used within the context
of a longitudinal study. This is based on Elliott’s (1997) observation that the use of
diaries can provide useful insights regarding what is going on in respondents’ lives in-

between interviews.
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3.9.6 Diary completion training

It was essential that participants understood the questions in the diary and knew how
to answer them properly: some training in using the diary was therefore provided. The
pilot study was carried out for a period of one week for each participaanirary

2009. | met two participants (THNH and CH) personally and showed them how to
keep the diary. The session took place in an informal setting and refreshments were
provided. Both hard and soft copies were provided to participants. | explained briefly
the research and guided them through each questithre diary templat¢Appendix

G). The daryOs guidance notes (Appendpw@re also explained in detail. Feedback
from both participants on the diaryOs format and guidance notes were positive. They
had nodifficulty understanding the questiorSimilar conversations with the other
three participants (LPH, LTR and DA) took place online or over the telepBaotie.
methods of approaching my participants (ft@éace and online/telephone) generated
similar caversations. Lessons learned during the-tadace encounters were used to

inform my online and telephone OconversationsO.

3.9.7 Feedback from participants

This section will describe changes in the format based on feedback and suggestions
from particpants in pilot diary study. The pilot diary template is provided in
Appendix G. The revised diary templdte main study is provided in Appendix H.
Guidance on how to complete the diary temp(&te both pilot and main studie®y

provided in Appendix C.

3.9.7.1 Language and Format

| offered participants both Viethamese and English versions of the diary and guidance.
Four participants preferred English versions, and DA did not indicate any preference.
This was surprising as | had expected participamtprefer Viethamese versions.
When asked, participants explained that they were very confident in their English,
having resided in the UK and studied in English for several years. The English version
did not pose any difficulties. DA and THNH described #nglish language used in

the diary as Oplain EnglishO, considering it simple and easy to understand. The
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participants suggested the diary itself should be in English whereas the guidance
should be made available in either Vietnamese or English. | @sedrthe issue of
which language to be used in filling out the last colurotes® where participants
are asked to record feelings and observations about their daily experiences. DA and
LPH stated that they were comfortable completing this in eilmguage. THNH, CH

and LTR suggested that they would prefer completing this section in Viethamese.

In general, participants preferred the diary to be in English, but expressed no language
preference for the guidance. For the main study | therefore demdeaduce the

diary in English and to produce the guidance in English to ensure that participants
understood it clearly. | let the participants choose which language (English or
Vietnamese) to use when completing the open question in the last cofusmort,
participants describethe language and format usedbioth the diary and guidance as

simple to follow and easy to use.

3.9.7.2 Modification of diary template

Column 1: OHow long would you say you have spoken English for today, in total?0

LPH andCH suggested that the scale of Omore than 7 hoursO was too large. They did
not believe any participants would ever speak English more than 7 hours a day.
However, | suggested that there might be cases where participants hé¢ich@gobs

which requiredots of speaking (customer service roles, for example). LPH and CH
agreed that this was possible. However, CH and THNH suggested there should be one
box for Onot at all® as O1 hour or lessO does not accurately capture cases where nc
English is spoken at lalThese suggestions were accepted and the template was

adjusted accordingly.

Column 2: OWhich of the followingest describes who you spoke English with
today?Odfrcle as many that applies: N for Native and NN for Mative speakejs

It was suggestethat | should add DN (DonOt Know) for cases where participants are
unsure of their interlocutorOs limgfic status. This was also accepted and adjustment

was made. The list of OtypesO of interlocutors provided was considered
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comprehensive. THNH did notlfow the instructions of circling N for native or NN

for nonnatives. Later discussion with THNH revealed that he was not sure what N or
NN meant. Even thoughhis was explained in the fade-face diary training.
Therefore, further emphasis on the isslueing trainingwas recommended for the

main study.

Column 3: OWhen speaking English, which OtypesO of interactions have you

experienced today? (tick as many as apply)

Participants seemed to need further clarification of what constitbteand
distinguisies - Osmall talk® from OsocializingO; and how Osimple transactions and
negotiationsO differs from Ocomplex transactions and negotiationsO. | therefore
reinforced the guidance to make sure the definitions were adequate. | then decided to
keep the definitins unchanged but would make sure participants understand the

differences and similarities of the categories.

Column 4: How do you rate your experience of speaking Engldsy in general?

CH suggested that | should include one more box for Oneithéiveega positiveO.

In CHOs opinion, there were occasions when she spoke English but had no particular
feelings about the interaction. The box Omixture of positive and negativeO failed to
capture her particular experience. | had assumed that participaays assessed and

were able to reach definite conclusions about their interactions. Therefore, | amended

the diary by adding Oneither negative noitipe® box.

Column 5: Notes

Most participants did not enter anything in this column. Some particigaidsthey

forgot to complete this, whilst others (THNH and DA) told me that they did not know
what | meant by OnotesO. Training on completing this column will receive greater
emphasis in the main study. In addition, the title of the column has been clianged
OPlease describe here, briefly, the reason why you have chosen the rating scales in the

column on the leftO. Finally, | enlarged the column to draw more attention to it.
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Final box Which of the following Social Roles do you think you have adopted or
have been given to you this week? Please rank them, putting 010 alongside the role that
most applies, 020 alongside the next and so on. Fill as many boxes as you think

appropriate.

The options seemed to have covered all the Social Roles that studemtenexge
However, DA suggested adding another social deendCs it was how some of

his interlocutors viewed him.have added one more box OFriendO in the template for
man study. The addition was under careful consideratiairelady considered ¢h

fine line between OfriendO and OstudentO: one can have student friends but not all
friends are necessarily studenttsalso paid attention to this issue during the diary
training session to make sure participants understand the overlap between OferiendO a
OStudentO.

There was another issue flagged upTNH who was confused regarding wanted

and unwanted Social Roles that others impose on him, and roles that he believes
himself to OoccupyO, and roles that others believe he occupies. THNH suggested
splitting the box into two one for roles that participants felt they occupied and the
other for roles that their interlocutors believed the participants occupiesiwas a

very interesting comment from THNH but after careful consideratioftimately

decided to keep the box unchangdthe reason fonot splitting the box into wanted

and unwanted roleis thatit will cause more difficulties for participants to complete
these boxes. It is nogalistic to askparticipantdo guess what ial rolesthey beleve

other peoplethink they are occupyingln addition, his might cause problem for

credibility when data is collected based on guesses and assumptions.

Participants in the pilot also suggested | should include a new box: OIf there is
anything you thinkmportant this week that | should know, please make a note of it
here and | will discuss it with you in detail when we meetO. This gave participants a
chance to record OfreestyleO opinions and/or observatinsecommendation was

accepted and | havederted the box as such.
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3.10 Main study

The section will present the plan to carry out the main study whictedtaom
February to April 2009 See Stages of the Resear@l3.2) | followed the same
recruitment method as in the two pilot focus grod@sMA students of academic year
20082009agreed to take part in the researst discussed on the research design, the
main study involves daily diary completion in three monthgpcus group. The
section moves on to discuss the limitations of the rekedesign and ends with

possible consideratiaim overcome the limitations.

3.10.1 Recruitment

Chapter 4b Data analysis and findingssuggest that participants, in their first or
second year of residing in the UK, seem to experience more problerdgfandties.

Also, the older they are when they first arrive in the UK, the more challenging it is for
them to adapt to the target culture and take advantage of opportunipesctce
speaking English. Findings from the two pilot studies do not iteliaay differences
associated with studefshoices of subjects studied, or the level (undergraduate or
postgraduate) of course pursued. Therefore, in the main study, | focus on MA students
enrolled in the 2002009 academic year, regardless of their msajdhis group
satisfies the criteria: they are normally older than the undergraduate and have shorter
stays in the UK (typically just one year). As the recruitment method in the pilot
studies proved effective, | decided to replicate it for the main sAtdyre beginning

of academic year 20683009 (October 2008), | cortdized the VicePresident of
Vietsoc. | explained the goal of my research and asked for her cooperation. As the
numbers and contact details of MA students were not accessibl¢hensiartof the
academic year, | could not contact them earlier than that. Thepvésedent agreed to
participate in the research and passed my recruitment letter (Appendix E) to all new
MA students (for academic year 202809). Twelve students (inding the \Mce-

President of Viedoc volunteered to participate in the main study.

VietsocYork was established in 20@809. | nominated myself as Vidaesident

and was elected. This was in an effort to get involved and get access to potential
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participants. However, only two Vietnamese MA students enrolled for the academic
year. I met them in person separately to explain my research and asked for their
participation. They both agreed, which means I received 100% response for the third
time. In total, 12 MA students in Leeds and 2 MA students in York will participate in

the main study.

3.10.2 Problems/limitations

The design is not without flaws. However, the purpose of the research is to observe
temporal changes thus it is necessary to adopt the design. Missing data occurs in any
research design but might be more common due to the difficulty of securing the
commitment of participants. There are many reasons for this problem (Menard,
2002:31): some participants withdraw from the research or sample attrition (Bryman,
2004 and Menard, 1991); others move elsewhere and cannot be located. Even if all
participants remain active in the panel, there is still the risk of missing data -
participants may forget past events, or refuse or hold back their co-operation by
providing information selectively. It is not easy to contemplate the ability or inability

to ‘tease out’ information from respondents.

It is difficult to fully control for sample attrition (Menard, 2002). There are 14
participants in my main study. The numbers of cases in such research are often
deliberately small in order to remain manageable: examples include Norton’s study of
5 women (2000) and Schuman’s study of 4 adults and two children (1978). Some
researchers have focused on a single case (Kinginger, 2004). I decided to work with
14 participants for the very first reason that 14 volunteered to participate in my
research. In addition, I do not consider 14 to be unmanageable; and also because it is
sufficiently high to act as a ‘buffer’ in case of drop-out. In a worst-case scenario
involving, say, 50% drop-out that would still leave more participants than in a number
of comparable studies (above). In addition, the period of time is kept to three months
during which the participants will meet just 5 times. Again, this is not considered too
demanding. With regards to the diaries, I have made sure the diary template is simple
to use (tick-box format, available as an e-diary or as a pen-and-paper version) and

does not take more than 3 minutes to complete (also see 3.9.2 and 3.9.5). Further,
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incentives (small gifts) are being provided to thank participants for their cooperation,

and refreshments will be provided at all meetings to incentivise continued attendance.

Another problem is referred as Opanel effectsO (De 2@0R). This is when
participants behave differently under the influence of the research schedule. | myself
personally observed this effect on a housemate participating in a longitudinal study
looking at peopleOs radio choices and listening habits. Hasked to keep a daily
diary for a week about what channels he listened to, where, and for how long. |
noticed that he appeared to be listening more. | had an informal conversation with him
about his experience afterwards. He admitted that the idea séarcber viewing his

diary made him more eager to listen so that he had OmoreO to put into the diary. He
knew that no one would be able to identify him but nonetheless his listening habits
changed. Oddly, if he had simply wanted to OimpressO the resedtichbis
extensive radidistening all he had to do was lie on the form. Instead, he actually
changed his behaviour. | then realized the panel effect was extremely powerful and if
any participants in my research did the same the OfindingsO worlidbeeskewed. |
therefore encourage participants to behave normally during the research period, but
of course this does risk drawing attention to the possibility of panel effects and
possibly even increasing its likelihoodThe panel effect cannot be complgt
eliminated and cannot even be easily identified. But it may be partly avoidable by
being careful in terms of not explicitly advising participants on what they should and
should not do to maximise the benefits of any social interactions. The pantlieffec
not unique in longitudinal study, and remains a problem in any research where the

participants know that they are being observed.
3.11 Conclusion

The chapter has provided a theoretical framework for the choice of research strategy
and design. It juffies the research procedures and explains in detail the steps
involved in each stage of the resealiltls then followed by reports orilpt groups 1

and 2 The first pilot group was conducted with 8 participants in Leeds (May 2008).
The pilot study wadased on a serstructured interview schedule (Appendix B).
review ofthe study suggestdtiata more structured level in the interview schedule

and moderationwas neededn order to collect relevant datmost effectively.
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Therefore, the second piladdus group wasedhd with 6 participants in YorkAugust
2008. The interview schedule was mateucturedwith fewer questiondased on the
main themes generated from the first fogmeup (Appendix . Results from the
second pilot study showed that tfiecus groups in the main studshould be
conductedusingthe same procedures and structufle chaptemovedon to discuss
briefly the rationale and limitations dhe diary pilot which is carried out from
January 2009After that, dscussion for the remrch design of the main study was

provided in detail. Findings and ansily are presented in Chapter 4.
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Chapter 4

Diary Analysis and Findings

This chaptepresentsiata collectedrom the diary duringthe 12week main study
from 2 February to 26 April 2009with references to data from pilot studys
discussed in Chapter 8B Methodoloy - the diary was &pt ona daily basis The
structured template diary is provided in Appendix H; guidamegle availablen
how to complete the diary is presented in AppendiX @& chapter consists of six
main parts: (1) brief presentation of the administration of datkeoton and
analysis; (2) the quantity of L2 interactions) (Bpesof L2 interlocutors; (4) types
of L2 interactions; (b how paricipants felt/jidged their L2 experience and) tbe

social roles/identity participanteleved they have occupied.

4.1 Data collection and analysis process

This sectionwill briefly discuss the process of data collection and analysis in the
main diary study, which are divided into three parts: recruitroémtarticipants
administration and dealing with missing data. Theppse of this section is to
provide some background information to aid the understandinipeofindings

which follow.

4.1.1Participants and recruitment method

The same method of recruitment was used to that of the Pilot study (see CHapter 3
Methodobgy) where it had proved effective. Participants were recruited on a
voluntary basis through the Vietnamese Society (VietSoc) in York and Leeds.
Fourteen MA students enrolled in the 2a8389 academic year agreed to keep a
daily dairy over 12 weeks, comn@ng on 2 February 2009. Participants are
referred to usinggseudonymsLy and Haare in York, and the rest live and study in

Leeds. Tabld.1 below presents the participantOs profiles.
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Table 4.1 Main study participant profile

Age Gender Major Parttime job
Ly 25 F Social Science N
Ha 24 F Business and Finance Y
Sang 29 M Natural Sciences N
Luyen 25 F Business Y
Quynh 23 F Business Y
Tu 27 M Business N
Nga 24 F Business N
Hoa 24 F Business Y
An 26 F Science N
Mi 24 F Social Science Y
Bac 27 M Business N
Thao 25 F Business N
Chau 25 F Business Y
Mai 27 F Business Y

Participants were aged between 24 and 29, with a mean age of 24.14. The majority
(10/14) were studying for an MA in the field of Busineskthe remainingfour, 2

were majomg in Science and 2 were majoring in Socalence Eight students
(57.1%) at the time data collection had a {iane job. Almost 80% (11/14) of the

sample were female.

4.1.2 Administration

The administration of the main study was more complicatenl i@ of the pilot

due to the longer time over which participants were asked to keep the diary. But
logistical problems arose also due to the fact that the majority of participants lived
in Leeds, a large city some 20 miles avitlym the researcherOs bassignificant
amount of communication with these participants was via email and telephone. |
held the first meeting with participants in Leeds on 31 January 2009 and in York on
1 February 2009. Participants were briefed on the research and what they were
expected to do during the twelve weeks. They had been assured that they could
withdraw from theresearchat any time. These early meetings were largely focused
on training participants how to use the diary and providing them with clarification.

It was ageed that participants would maintain the diary every day, in electronic (Oe

11¢



CHAPTER FOUR

diariesO) or paper format. Most of the participants chose pageMai, Sangand

Thao however,preferred ediaries). | suggested -GiariesO be returned weekly for
better data ptection. The diary booklet, however, was to be posted to my address
in York every four weeks by registered mail. All the postage costs were covered by
myself. For the two participants in York, | personally collected the diary every four

weeks.

4.1.3 Dealing with missing data

During the twelve weeksf the main studymissing data problem occurred, which
are divided intahreeOtypesfor treatment. IrDtypeéne- Thao and Tu the data
was not collectea@t all Thao® computetOcrashedfbortly after sk had completed
the first two weekOs diary which she had not yet managed to return hyeswerail
though | had suggesteddaries should beetuned on weekly basi$ was not
notified of the problenuntil the middle of week 2 when | sent her a reminder fo
the week ondliary. By the time haowas ready to keep a papmopy diary it was
the middle of week 3. faoagreed to carry on keeping a diary from weeks 3 to 12.
As Thaowas not confident imecalling her experiences the first three weeks we
agreeda treat it as a complete missing data set. SimilahegTTu was not able to
keep his diarjor two weeks between 15 March 1oApril 2009. Heclaimed hewas
too busy to do saCompleting the diary retrospectivelypm memory wasrejected

for the sameeasoras that given fofhaa

In the seconddtype®f missing data, the information given by participawiss
partially missing and then OrecoveredO after folpowtiscussionsThis data is
thereforetreated with caution (see the analysis lat€uynh did not provide
information about her interlocutorOs categories (Native,-ndtme or DonOt
Know). Again, the problem was naisedwith me until the end of week 4 after the
paperdiary was returned by post. | arranged a second meetingQuighhto give

her additional training in diary completion and to help her retrieve the missing data.
However, unless indicated, this data is generally excluded from my analysis
because it is dependent @uyntOs memory and therefore might contain errars. T
Ha and Quynh also failed torank the social roles as requestat simply ticked
which ones they felt they had occupiddreturnedthe diaries to the two Leeds

participant§Quynhand Tu) and they amended their responses,raetiHain York
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and helped her to compéehers Because identifying participantsO social roles was
an important focus of the researcbould not afford treating them as missing data
but, once more, certain daghould be treated with caution.

The final Otype®f missing data was wit€hauwho only handed in the first four
weeks ofthediary on time. Although | had chased her up by emailing and phoning
her from time to time, | did not receive thhemaining8 weeks of hediariesuntil
mid-June 2009. Her information remained legitimate as sh&éatdthe diary ora
daily basiswas simplytoo busy to post thenThis caused some problemat the
diary analysisstage becausk had to add her information angwrite my data

analysis.

4.2 Quantity of L2 interactions

4.2.1 Total hours spent on speaking English

Question 1: How long would you say you have spoken English for today, in total?
Participants were asked to estimate the number of hours they epamntiay
speaking EnglishOnot at afh O1 hour or 1e€s03 hours or 1e§05 hours or le€s
O7 hours or lessO and Omore than 7 hoursO (see Apferiebx presentation
the 84-days main to 3 months.

purposes study was equated
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Figure 4.1 Total number of hours per month spent on speaking English
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The Figure summarises the maximum number of hours Vietnamese participants
spent each month speaking English during the main study. Data was missing with
Tu in week 1 of the second month; and Thao in three weeks of the first month. On
the whole, most participants spent fewer than 100 hours per month speaking
English (or below 3.3 hours/day), except Chau and Mi who spent on average 171
and 110 hours/month respectively. Nine participants (65%) spent no more than 50
hours/month (or below 1.68 hours/day). The number of hours speaking English was
on a downward trend, though varied from one individual to another, so that in the
last month most participants spent between a maximum of 60 hours/month and a
minimum of 0. There was only one outlier, Mi who started out below the 100 level

as others but achieved around 200 hours/month towards the end of the period.

The Pilot study generated similar results. The total number of hours that participants

spent speaking English is summarised in Table 4.2 below.

Table 4.2 Pilot diary study- total hours of speaking Englsh in a week

Participants Mon Tue Wed Thu  Fri Sat Sun Total

13 11 11 11 111
LPH ! 3hrs ! 1 hrs I 1 hrs

hrs hrs hrs hrs hrs

11 13 13 11 111
CH ! Thrs ! 1 hrs I 1 hrs

hrs hrs hrs hrs hrs

13 13 11 11 I 21
DA ! 3hrs ! 5hrs I 5 hrs

hrs hrs hrs hrs hrs

11 13 'l 'l I 10
THNH ! Thrs ! 1hrs I 1hrs

hrs hrs hrs hrs hrs

13 13 'l 'l 11
LTR ! Thrs ! 1 hrs I 1 hrs

hrs hrs hrs hrs hrs

On average, participants spent between 10 to 11 hours speaking English in a week,
which roughly corresponds with the main study results. As in the main study there
was an exceptional case: DA reported 21 hours in total, which is double that of
others. On the contrary, CH though claimed an average of 11 hours in total, actually
spent fewer hours than that. This is because CH chose ‘1 hour or less’ for the days

when she did not speak English at all. This was due to the fact that the box “not at
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allO was not included at the pilot stagee Hiarytemplatefor the main studywas
amended upon CH@sommendatiofsee3.9.7.9.

4.2.2 Individual variation

Data presented in 4.2rhight give the impression that there was no fluctuation in
the number of hours spent speaking English, nor significant differences among
participants. However, the fluctuations and differencas be best revealed when

the data is viewed Oclose upO on a daily and/or weekly basis. | have chosen a
random week to present; day 22 to 28 (out of 84 days in total). The reason why |
have chosen such a week is because there was no missing data duweekihend

it is half way through the main study. The original line chart which included all
participants is impossible to understand so | decided to select cases reflecting the
sample range (including the case ciis® the sample mearffours participats

were chosen, Nga and Tu (for the lowest), Luyen (closest to the mean) and Chau
(the highest).Table 4.3 below illustrated the hours participants spent speaking
English in the week between day 22nd to da{) @8data collection period.

Table 4.3Maximum hours spent speaking English by participants in a week

Day 22 23 24 25 26 27 28 Mean
Sang 1 1 3 1 0 1 3 1.43
Nga 1 1 1 0 1 0 0 0.57
Mai 1 1 3 3 1 1 0 1.43
Luyen 5 1 3 1 3 3 0 2.29
Chau 7 7 7 7 9 9 9 7.86
Ha 1 1 1 3 1 0 0 1.00
Ly 1 3 1 1 3 1 1 1.57
Tu 0 0 1 1 1 1 0 0.57
Quynh 3 1 1 1 1 0 0 1.00
Hoa 3 7 5 7 7 7 3 5.57
An 3 3 3 5 5 1 1 3.00
Mi 1 5 3 3 3 3 1 2.71
Bac 1 1 0 1 1 0 1 0.71
Thao 1 0 3 1 1 1 1 1.14
Mean 2.20
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From Table 4.3 above, four participants are chosen: Nga, Tu, Luyen and Chau. Nga
and Tu reported the lowest number of hour, only 0.57 on average. This means that
Nga and Tu spent less than one hour per day on speaking English on a typical week.
Chau is chosen because she achieved 7.86 hours per day speaking English. Luyen,
as a middle range reprentative obtained 2.29 hours per day. The variation between
the four participants shall now put in the Firgure below to illustrate the vairiance

among participants on a week.

10
9
8
74—
6 cmm==Nga
5 ° @mm==Luyen
4 \ Chau
3 —Tu
2
1
0 T T T T T T T 1
22 23 24 25 26 27 28 Mean

Figure 4.2Hours spent speaking Englishin one weekbselected participants

As the figure above shows, the differences among the highest mean and the lowest
is nearly 7 hours. The fluctuation can be seen in all participants except Tu who
stayed at a stable level of 1 hour per day until the last day of the week. The upward
and downward trends varied each day. Luyen, for example, moved from 5 hours to
1 hour and up to 3 hours. Nga fluctuated between 0 to 1 hour in the week. Apart
from Chau, the hours spent speaking English decreased at the weekend (days 27 and
28).

4.2.3 Individual routinisation

Interestingly, although there was variation between participants, and variation on a
day-to-day basis, if the amount of time spent speaking English per week is the
datum then each participant spent roughly the same amount of time speaking
English each week. This suggests that individuals might construct and/or find

themselves in daily routines and in ‘boxes’ which constrain them and prevent them
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from speaking more (or less) English. Such ‘routinisation’ in L2 interaction is
explored in the focus groups and is discussed in more detail later.

In short, there are two major trends in the total hours spent speaking English. First,
participants spent only a limited amount of time speaking the L2 - around 11 hours
per week - and even this was decreasing (4.2.1). Second, variation between
participants is large (4.2.2), and individual participant seems to establish a routine

which, over time, displays relatively little fluctuation (4.2.3).

4.3 Types of interlocutors

Question 2: Which of the following best describes who you spoke English with
today?

Government/authority

Healthcare staff

Work collegue

Stranger 68

H Month 1
Shop/bank/business 69 B Month 2
Month 3
Uni/academic staff 1
Student 88
Friend 228

{ |

T T T

0 100 200 300 400 500 600 700 800 900

Figure 4.3 Total number of interactions with all interlocutors

Figure 4.3 presents the number of L2 interactions participants recorded. There are 8
categories of interlocutors over the three-month study. A ninth category - “other” -
was also available for participants. For this category, Chau indicated ‘“bus/coach
driver” which was then classified in the same category with “shop/bank/business”.
Mi, Tu and Chau indicated “partner, boy friend and girl friend”, which is considered
to belong to the “other” category. The total number of interactions with all
interlocutor in Figure 4.3 above will be broken down per each individual in the

Table 4.4 below.
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The table lists participants’ interactions with each category of interlocutor. An had
the highest number of interactions (282) and Bac had the lowest (69). Individual
variation was also significant. An’s interactions ranged from 1 (work colleague) to
116 (friend); Mi (0 and 78); Nga and Sang (0 and 45); Ha and Ly (0 and 56); Mai (0
and 80); Luyen (0 and 63); Quynh (0 and 28) and Bac (0 and 28). Table 4.4 also
shows the number of interactions with each category as a percentage of participants’
total interactions. As discussed earlier, for most participants 50% or more of their
interactions were with friends and students. Only around 10% or less of their
interactions were with university and academic staff - surprisingly modest given all

participants were students at the time of the main study.

4.3.1 Interactions with Friends
In general, the number of interactions declines slightly over the three-month period.
This accords with question 1’s suggestion of a decreased number of hours spent

speaking English (see 4.2.1). Participants had most interactions with friends.

] |
Quynh hﬂ-—lﬂ-?
Bac —1‘—*1
Sang —B—J-l 11
Ha i 23 I 19 l 14 & month1
=
Luyen | 2 I .20 ‘ 18 l % month2
ly |- ! - ! 28| month3
Mi 26 I '“1 l28
Hoa 31 I l 27 l 21
Mai 25 26
I —— —
An q. ! 39 ! | 41 !
0 20 40 60 80 100 120 140

Figure 4.4 Number of interactions with “friends” in three months
Figure 4.4 shows each participant’s number of interactions with ‘Friends’. There

was a large gap between the highest (An, 116) and the lowest (Quynh, 22), but

several participants’ reported fairly similar numbers of L2 interactions with friends.
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The second most frequent interlocutors were students with a riotaber of

interactionsof 328, almoshalf that of friends (666).

4.3.2 Interactions with Students

Luyen , 12 8 5 “ Month1

19 9 0
Quynh ( { “ Month 2
An 8 13 8
[ [ Month 3
Ly 20 1.2
N 7 Jﬂ I 1I 7
ga
S | « ] -‘ 1]7 ? 16 l
ang
ISR ||
M — ! ! ! i |
0 10 20 30 40 50 60 70 80

Figure 4.5 Number ofinteractions with students in three months

This category had the biggest gap amdmg8 categoriesvith the highest M)
reporting74 interactionscompared taViai who reporteconly 1 encounterLessons

from the pilot study hadghown that there was some possible overlapping of data
relating to OfriendsO and OstudefaisO see lesson fromlgi study in 3.9.7.2
Therefore, during the training sessions for the main participants | defined the two
categories. Nevertheless, it isopably sensible to still approach this data with
caution. Mi differentiated between Ofrien®d and OstudentOHer number of
interactionswith students was the lowest (only 1), however, she had the second
highest number in friends (86teraction}. She eplained in the focus groups that

her interlocutors were both students and friends but she considered them more

friends than students.
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4.3.3 Interactions with university/academicstaff

Sang 3.0
Quynh (1.1 2
Bac SS—
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Nga 3

Hoa g 7

An : 10 9
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Figure 4.6 Number of interactions with university/academic staff in three

months

Interactions with “university and academic staff” were quite high but steadily
decreased with around 100 interactions in the first month to just below 70 in month
2 and 25 in month 3. This is in line with findings that participants experienced a
decreased hours of interactions in English (see 4.2.1). Also the decline in the
number of interactions happened during exam period in April 2009 (month 3) -
participants spent more time revising for exams instead of going to lectures or
seminars. Therefore the decline in the interactions with academic staff seemed to

support the general trend as discussed in 4.2.1.
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4.3.4 Interactions with shop/bank/business
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Figure 4.7 Number of interactions with shop/bank/business in three months

Interactbns with Oshops/bank/businesseste themiddle rankof all interlocutorsO
categoris (earlie). Interactionswith shop/bank/businessere the only orethat
stayed quite stable throughout the whole period at approximatétyed@ctiongper
month.Figure 4.7 shows the stability at an individual levelr&cipants in general
had a roughly similanumber ofinteractionswith shops/banks and businesses,
exceptAn who recorded84 interactions- almost four times higher thathe next
highest,Nga with 23. Ths might be the fact that participartiad settled into a
relatively stable daily routine of contact with shops, banks and busineBsiss.

supports thgeneral trend ahdividual routinisgtion in their interactions (4.2).



CHAPTER FOUR

4.35 Interactions with Strangers
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Figure 4.8 Number ofinteractions with strangers in three months

In contrast to the general declireported for other categories of interlocuidise

number of strangers that participants spoke English to remained quite stable at 37 in
the irst month, 31 in the second month and 36 in the last month. The gap between
the top An, 22) and the bottom_f/, 1) was largeThe big gap between individuals
suggests that interactions with strangers depended on the personal circumstances of
particular m@rticipant. Unlike other types of interlocutors such as students or
academic staff who were mo@providedO with university life, strangers were purely
those who one had interactions for the first tinh@eractions with strangers
therefore can be viewed an example of how successful one can open his/her

interactionsThere was obviousiter and intraronthby-month variation.
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4.3.6 Interactions with Work Colleague
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Figure 4.9 Number of interactions with work colleague in three months

The totd numberof interactionswith work colleagus wasamong the lowest three
rankings However,the total count ointeractionsover three months was &ents
(earlier) which is less than half ofthe total interactions with strangers
(approximatelyl70). This finding is interesting in thainly 5 participants (Sang,
Bac, Quynh, Mi and Ha) reportadteractions in English at wor&ven though7
participantsactually reported being employatithe beginning of the data collection
process Table 4.1DParticipansO profile The two participants that did not mention
any L2 interactions at work were Chau and Hdéoa did not mention any
interactionswith work colleagus at all throughout the periodh later contacts, Hoa
and Bac noted that they had quit their jahge to pressuref thar exams. That
explained why Bac reported very limited interactions while Hoa did not mention
any in her diary at all(Figure 4.9) ChauOs experiences at work explored in
section5.2.2.4 (Chapter 5)For the remainderof the workng participants, their
interactions with cavorkerswaslimited. It started out a4 similar levelto that of
OstrangersO at Bfieractionsbut dropped by half to 12 by the end of the main
study. Having a job did not increase the amount of time pantitspgaoent speaking
English. Such figures might possibly show the OnatureO of participantsO relationships

with their colleagues they might have been slightly ignored, or they might have
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spent timeon their own or they mighhave usal other languages (rath than

English) at work.

4.3.7 Interactions with government/authority and healthcare staff

Similar to data of interactions with work colleagues, interactions with
government/authority, healthcare stdffil into the lowest groupsParticipants
showed aminimum amount ofnteractionswith these two categorieIhere were
only 9 interactions altogetherfor government/authoritythroughout the whole
period Interactiors with gatekeepergtermedby Boxer, 2002) were minimall his

is similar to the pilot stug (Table 45 later) Ngaspent one week off sick but during
the week she did not mention meeting healthcgtedf, which indicated that
meeting with health workers were only needed for a real health iShere were

only 4interactionswith healthcare sfff overthe three months.

4.3.8 Interactions with Native and Non-native speakers
The table abovehows the number of native (N) and nmative (NN) interlocutors

in each category over the three month.

Table 4.5 Number of Native and Norrnative interlocutors in each category

Month 1 Month 2 Month 3

N NN N NN N Total
Friend 54 235 71 192 60 168 780
Student 42 168 43 119 32 56 460
Uni/academic staff 72 28 62 16 23 8 209
Shop/bank/business 50 16 41 30 44 25 206
Stranger 22 17 32 13 38 30 152
Work colleague 24 12 24 8 12 0 80
Healthcare staff 1 3 1 0 1 3 9
Government/authority 1 0 4 0 3 1 9
Total 266 479 278 378 213 291 1905

Similar to findings in the pilot studgTable 46 later), participantsspokeEnglish
with far more nornative speaker (1,48 interactiony than natives (757

interaction$. This gap is most clearly observed in OfriendO with 238dxiNbared

132



CHAPTER FOUR

to 54 N in the first month, 192 NN and 71 N in teecondmnonth,and168 NN and

60 N in thethird month. Howeverpverallthe gap wasarrowedwith every passing
monthwith the number of nomative speakers at 448teractions(Month 1), 378
(Month 2) and 291(Month 3: at the end of the study peridde number of non
native interlocutoiinteractionshad dropped by almo&0% No such geepdecline

was observedor NS interlocutors (266, 278 and 213)his trendaccordswith the
decline in the number of houspent speaking Engligsee4.2.]) andthat reported
vis-a-vis interlocutor categories The nonnative number decreased due to the
shrinking number of nonative friendsand students (see 4.2.2in contrast, more
strangers (most othem are natiewere reportedas speaking English with the
participants. The majority of shop/bank/busin@ssrlocutors wer@ativesand only
slightly decreasd over time

The tablebelow presents the OtypesO of interlocutors participants met during the
pilot week. It shows the frequency and whether the interlocutors were native (N) or
nonnative (NN) speakers of Englisi@ne participant, THNH,failed o denote

whether interlocutors were N or NN

4.39 Data from Pilot Study

Table 4.6: Pilot diary study- types of interactions in a week

LPH CH DA THNH LTR  Total
2N 6N15
Students - ANN 4NG6NN 5
5NN NN
University 2N
_ - 2N 3 2N 6N
staff/academic
. 2N
Shopgbanks/businesse 4N 2NN - ININN 4 NN 7N 5NN
Government/authority - - - - - -
Healthcare staff 3N - - - - 3N
Friends 7N6NN 5NN  2N4NN 7 7NN 9N11NN
Strangers - - - - - -

Work colleagues - - - - - -
Others - - - - - -
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Participantsn the pilot rgportedmore interactions with friends (9N and 11NN) and
other students (6N and 15 NN). In general, Vietnamese students had contact with
more nornative speakers of English. Interactiom$h native gatekeepers (termed

by Boxer, 2002) wereninimal: universty staff/academic (6N), healthcare (3N) and
government/authority (none). Interactions with shops/banks/businesse also
limited: 7 N and 5 NN. In general, data from pilot study supports findings from
main study. Interactions were limited, of which shanteractions were with nen
native speakers of English. The two méstquent typesnterlocutas were friends,

andstudents.

4.3.10Summary

Section4.3 has described thiypes of interlocutorseported by participants the
main study. Thewo mostfrequent types of interlocute wereFriend and Student
The totalnumberof interactionswere on a decling trend, similar tahe decline in
thetotal hours of interactions (41. However, the shrking number ofnteraction
events was not similar acress all interlocutors types. The decline wamre
pronounced vis-a-vis students (4.3.2), university/academic staff4(3.3), and
especially with work colleagse(4.3.6). Interaction eventswith friends (4.3.1),
sho/banks/businesss(4.3.4) and with strangs (4.3.5) remained relatively stahle
This suggests that particips seemed to depend on university for their interactions.
When the university closed down, interactions withvarsity-related interlocutors
(such as academic stafind students) wee adwersdy affected. However,
interactions outside campus such as with shop/bank/business or with friends were
less affected. Data fromte pilot study(4.3.9) also supportshe findings from the

main study
4.4 Types of interactions

Question 3: When spealg English, which OtypesO of interactions have you

experienced today?

134



CHAPTER FOUR

Table 4.7 Types of interactions in three months

Month 1 Month 2 Month 3 Total
Socialising 197 165 178 540
Simple
) 124 86 99 309
transactions
Small talk 112 111 79 302
Academc
) _ 89 68 35 192
discussion
Complex
) 55 58 73 186
transactions
Learning English 6 3 1 10
Others None

Table4.7 shows the total number ofteractionsfor all participants in each month.
The types of interactions were categorised intacabegoriesvhich were ranked in

the order of the highest to lowest numbeindéractions socialising (540), simple
transactions (309), small talk (302), academic discussions (192), complex
transactios (186) and learning English (10An additional catgory - OothesOD

was providedor participants to include their own type of interactions which were
not covered in the list. However, onlyuyen used this, reportingOdaily
conversationsOn two occasionsin the followup focus interview after the first
four weeks, luyenrealised that he@laily conversatior@(with friend9 should be
classified as socialising.uyensubsequentlyecordedhesetypes of interactiors as

OsocialisingO aher previous entries were-categorised as socialising.

In general, the major pes of interactions weresocialising (40.09%), simple
transactions (22.94%) and small talk (22.42%he results show that most
interactions were quite simpénd relatively undemanding and only approximately
20% of interactions werecomplex transactiongnd academic discussionghe

formal learningof English was miniral, less thanl%. Detailed discussion of each

type of interactions will be presented in the following sectioBsven all
participants were students in UK universitigsmay or may not beurprising to
discover thataicademic discussion constituted approximately only 10% of the total
interactions. In addition, academic interactions experienced a steady drop over the

three months, from 88oursto 68 and finally to only 35. This was the shesp
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decrease of all types of interactions (apart from learning English — Table 4.7). This,
however, was in line with the decreasing trend in the number of hours spent
speaking the L2 (4.2.1) and in decreasing interactions with academic/university

staff (4.3.3).

4.4.1 Socialising
Socialising was the most popular type of interaction among participants with 540
interactions (1.5 times higher than the next highest category). It was defined as

forming and maintaining friendships and acquaintances (see the Guidance).
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Figure 4.10 Socialising in three months

There was a rather big gap in the number of socialising interactions between the
highest and the lowest participants. Chau, as the highest ranking, obtained 84
interactions, while the lowest one, Quynh, achieved only 4. This is in line with

findings that participants varied largely in the total hours of interactions (4.2.1).

Individual routinisation in socialising interactions was also observed. Most
participants reported a relatively stable number of socialising interactions over the
three months. This is also in line with the finding in section 4.2.3 that participants
routinised in their total hours of interactions. Only two exceptions were Nga and

Luyen. Nga dropped from 14 in the first month to 8 and 7 in the second and third
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monthsrespectively Luyen on the other handalmost doubledher interactions

from 16 and 11 to 27 in months 1, 2 and 3 respectively.

4.4.2Simple transactions

Simple tansactions and negotiations weltee second mostommon typeof
interactionrecorded by participants. Simple transactions and negotiatichgle
interactions such as shopping or ordering food in a cafZ and when a relatively
straightforward Oobjective® or desired outcome is sought (see Guidance on how to

completethe diary).
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Figure 4.11 Simple transactions in three months

Similar to findings from socialising interactionbgteare two general obsernans

from simple transaction#ndividual variationand individual routinisationThe gap
between the tgp(An with 57 interactions) and the lowest, Ha (only 10) was
reasonably big, though this gap was smaller than that in socialising interactions. The
second observation: individual routinisatiaras also observed. However, simple

transactions were aageneraddeaeasng trendfor the whole period.



CHAPTER FOUR

4.4.3Small talk
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Figure 4.12 Small talk in three months

Apart fromHoa (as an outliermost participants reportedlatively fewSmall Talk
interactions Betweemsubject variation was still present, however most
paticipant®D small talk interactiongradualy declinel over the three months.
OSmall talksO went down sharper in the last month (from 112 to 111 and 79).

Small talkillustratesan example othe complexrelationship between the types of
interactions andtypes of interlocutors. Small talk is defined as random
conversations mainly with strangesiad they decreased gradually over the study
period But interactions with strangenemained relativelystable over the three
months (4.3). This OmismatchO suggethat interactions with strangers were not
necessarily ofsmall talk nature In other words, the nature @iny interactions

camot necessarilpe predictedy the types of interlocutors.

4.4.4Academic discussions

Academic discussions involved any cersation for academic purposes such as
debates, group works, etc. As discussed earlier at the general description of types
of interactions of section 4.&academic discussiorexperiencedne of the most

dramatic decreaseacross all types of interactiofadso see table 4.6).
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Figure 4.13Academic discussion in three months

The universityOs closure in the last month (April) of the data collection period was
one of the reasons for the decreasethia number ofacademic discussien
However, it should & noted that academic discussion only ranked fourth out of the
six reported interaction types (see Table @ @he beginning of section 4.3This
ranking is considered modest given all participants were full time studé&nts.
further observationregarding academic discussion is that tlhariation among
participants was smaller compared to other types of interadiaisas socialising
(4.4.1). This suggests substantial amount dddependenceO on the universityZor
interactions. In addition, most paipants also experiencedraductionin these
types of interactions over three months, which is in line withotrexall trend of
interactions.Sang was the only exceptidhe doubled his number of Academic

Discussioninteractiondrom 5 in Month 1 to 13n Month 3.
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4.4.5Complex transactions

Figure 4.14 Complex transactions in three months
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Complex transactions and negotiations were one oflghst reportedypes of
interactions. Nine out af4 participantseporteda total of less thafO interactions

over the three monthk particular,Sang and Mai reporteshgaging imo complex
transactions and negotiations at all. Mi is clearly an outlfecordng 54
interactions whereas the next highest, An, recordedy 34. This shows a big
variation among participants in the total number of complex transactions. Similar to
findings so far on other interactions, complex transactions also saw a decline trend

over the threemonth period.

4.4.6Learning English
Learning English was lined to 10interactionsthroughout the three montlisee
table 4.6) Only Ly occasionally attended ESL classes for international students.

The rest of the group did not report any learning English opportunity.
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4.4.7 Data from Pilot study

Table 4.8 shows the frequency of types of interactions that participants had during
the pilot week. The most common category was small talk with 34 interactions,
followed by socialising (17) and simple transactions (14). This is similar to the
findings from the main study in that most interactions were of simple nature: such

as socialising, simple transactions.

Table 4.8: Pilot diary study- types of interactions in a week

LPH CH DA THNH LTR Total

Small talk 7 6 7 7 7 34
Simple

. 4 2 2 3 3 14
transactions
Complex

. 2 - - 1 2 5
transactions
Academic
. . 2 - 2 1 - 5
discussions
Socialising 5 - 4 4 4 17
Learning E. - - - - - -
Others - - - - - -

Complex transactions and academic discussions were reported the same number of
times (5). This also confirms findings from the main study that academic and
complex discussions were modest, given participants were full time students. None
of the participants had any ‘learning English’ opportunities in a formal English

class. In summary, data from pilot study resembles data from the main study.

4.5 Participants’ judgement of their L2 experiences

Question 4: How do you rate your experience of speaking English today in general?

Participants were asked to rate their experience of speaking English each day, with
responses based on a six-point Likert scale: very positive, positive, mixture of
positive, neither negative nor positive, negative and very negative. There was also

an option of recording “no comments”. The reason to include ‘neither negative nor
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positiveO in the main study diary template wW&sussed in section 3.9.7R2
Chapter 3The rating of experiends a Orecord® or impression of how participants
felt about their performances during L2 interactions rather than an objective

measure ofheir L2 proficiency.

Table 4.9 Rating experiencein three months

Mixture
. Neither(-) ) No
Very (+) Positive of (+) nor (+) Negative Very (-) comment

Participants and €)
Sang 0 29 27 18 1 3
Nga 41 11 1 0 0 31
Mai 0 26 19 18 13 0 8
Ly 0 1 0 58 12 0 13
Chau 0 16 44 24 0 0 0
Ha 2 24 7 29 1 0 21
Ly 0 19 1 60 2 0 2
Tu 1 39 14 0 1 0 29
Quynh 0 17 46 0 3 0 18
Hoa 35 38 3 6 1 0 1
An 22 53 2 1 0 0 6
Mi 39 35 9 0 0 0 1
Bac 1 15 19 0 0 0 49
Thao 14 18 13 3 0 0 15
Total 155 341 205 217 38 1 197

The general rating has mo@ositivedD and OveppsitiveO than Onegativeér the

three months. Most ratings fell between the range of Overy positiveO to Omixture of
positive and negativeO, in which the highest number was observed in OpositiveO
with 341 ratings. It was followed by Oneither negative pusitiveO (217) and
Omixture ohegativeand positiveO (205)Negative)(38) and Overyegative(1)

ratings werereportedcomparatively rarelyHowever, the Ono commentO column
was rather high (197), which wengainly contributed by Bac, Nga, Tu and Quhy

Those participants belonged to the lower scale oftake hours of interactions
(4.21). Diary template that have completed by those participants show that they

often marked Ono commentsO on days when they had limited interactions or did not

142



CHAPTER FOUR

have anyinteractions at allHowever, if we look at the rating per each individual,

the rating is noas high as it looks in Table 4.9
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Figure 4.15 Rating scores ofeach participant

Figure 4.15shows the rating scores of each participant. | gave 2afat the two

top and bottom ratings (very positive/very negatrespectively), 1 andl for
positive and negative in the order mentioned, the middle rating (nartdemixture

of negative and positive feelings) received 0 scéiigure 4.15shows a big
variance in the rating of L2 experience among participants. Luyen had the most
negative experience rating2Q). On the contrary, Mi and Hoa enjoyed the highest
rating of the whole group, followed by An and Nga. Thao stayed at the middle

ranking, while the resif the group (8 participants) rated experiences quite low.

Unlike with results of the main studgnost participantsn the pilot studyseemed to
be happywith ther L2 experience: 5 Overy positiveO, 25 Opositive® and 5 Omixture
of positive and negative@®lo Onegative® or Overy negaintefactionswere

reported.

Table 4.10 Pilot diary study: rating experience in a week

LPH CH DA THNH LTR Total
Very positive 2 - 1 1 1 5
Positive 5 5 5 5 5 25
Mixture of positive - 2 1 1 1 5

and negative
Negative - - - - - -

Very negative - - - - - -
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In summary, datdrom both main and pilot studies suggastimilar finding that
Vietnamese patrticipants fgbositive towards their L2 interactions in the UK. This

is to note, however, that their positive ratingfsthe experience did not mean
satisfaction with progress in L2 speaking skilhe expectation and assumption of
progress in the English speaking skill were explored through focus groups and

presented in ChapterBsection 5.5.1.

4.6 Social roles occuped by participants

Question 5: Which of the following Social Reléo you think you have adopted or

have beemgiven to you this weekPlease rank them in order from 1 to 11.

The 11 sociatolesarelisted in Table4.11 below. Most participanteeportedranked
three social roleper week (An and Hoa occasionallyranked afourth and fifth
social role) During the diary training participants asked how they caaldclude
which social rol€s) they felt they had occupied each week. Hoa and An, for
example mentioned thaby the end of the weakey might have forgotten how they
felt at the start of the weekdnesuggestiorwhich emerged fronthesediscussions
was torecordthe social role daily, and add them aighe end of the weeik order
to rank themHowever, | emphasised that this OsolutionO was optibes¢ was no
rule of thumb as such. Participants were also encouraged tangdsbcial roles
which were not covered by the ligoaindicated Otouristénd Mi, Chauand Tu
indicatedOlover, boyfriendirlfriendOon several occasiofsNevertheless, 0, Ha
andQuynhdid not rank the social rolés the wayl expected Theyindicated which
roles they had occupied, but did not rank théndid not want to treat thisas
Omissing dataO because they playingrortant part in the whole data set.
contacted Tu, Ha and Quymimdretrievedthe missing the datéalthough their data
is excluded from the tableelow).
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Table 4.11 Social rolesranked first in twelve weeks

Week 1 2 3 4 5 6 7 8 9 10 11 12 Total
Female 2 4 1 1 1 1 1 2 2 2 2 2 21
Male 0O 0o 0 0 0 0 0O 0O 0 0 O 0
Sexual 0O 0o 0 0 0 0 0O 0O 0 0 O 0
Parent 0O 0o 0 0 0 0 0O 0O 0 0 O 0
Friend 5 4 6 5 4 5 6 3 2 5 4 2 51
Employee 0O 0o 0 0 0 0 0O 0O 0 0 O 0 O
Viethamese o 0o o o 1 O O 2 1 1 1 1
Matureperson 0 0 O 1 O O O 2 2 1 2 0O 8
Student 3 2 3 3 5 5 4 1 2 1 2 5 36
Asian 0O o 0o 1. o 0 0O 0O O 0 O 0o 1
Youngperson 0 0 O O O O O 1 1 o0 O 0o 2

Table 4.11lists only thetop ranking rols over twelve weeks of data collectidine

social rolesremained faily stable over time. Thhighest rankedole wasOFriendO

(51), of the participants chose it as the primary r@i8tudentasranked first only

36 times,lower compared to the top social rqleriend). OFemaleO was the third
ranking (21) while none repied the social role of OMal@bly three participants

were male (section 4.1), therefore it might explain the absence of ranking OMaleO in
diary data.OVietnamese® and OMature personO were rankediritis8 times
respectively.

| listed 11 social roles the Diary and requested participants to rdréat in order

of importanceThe 11 social roles seemed to adequately embrace the participantsO

experiences during the main study.
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Figure 4.16 Overall ranking of participan tsO social roles in three months
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Vietnamese participants were asked to rank from 1 to 11 the social roles they felt
they had occupied each week. Each ranking was then given a mark, which was then
added up to produce the above Figure. Two social roles, Friend and Student, were
ranked the highest. The role of ‘Friend’ is not necessarily bound to campus or
university life whereas being a ‘Student’ is more likely to be experienced within the
context of university and campus life. ‘Friend’ is a much broader concept than
‘Student’ and embraces a much wider range of activities (some of which may
overlap with being a ‘Student’ — helping a classmate plan his or her essay for

example).

The lowest ranking roles were ‘Sexual’ (20) and ‘Parent’ (0). ‘Parent’ was not
ranked because none of the students had children. ‘Sexual’ was referred to twice by
Tu. Tu explained that he chose ‘Sexual’ because of his role as a boyfriend. No
Vietnamese females reported any sexual harassment. Polanyi (1995) described the
harassment of American female learners in Russia and how this impacted
negatively on their SLA. In week 10 Hoa noted in her diary that she was offered a
job and a house if she moved to London with an Arabian man that she had met. Hoa
did not describe the situation as harassment but she was clearly disturbed by his

pestering, which eventually stopped. She described in her diary (original emoticon):

| am very annoyed with the guy who phoned me up again today. He
said when | finish my degree, just move to London, he will find me a
job and an accommodatio | said to him that stop daydreaming, he

canOt use money to buy me. | shut him up on the phone. Pdor guy

When [ asked her if she would like to tell me more she said it was “over” and she
did not have anything else to say about it. Hoa never ranked ‘Sexual’ in her identity
list even during the period when the incident took place.

The second-highest ranking group includes social roles of Female, Vietnamese,
Mature Person and Asian. However, the ranking was less than half compared to the
ranking for Student and Friend. This suggests Vietnamese participants mainly
adopted two social roles, Student and Friend, which was a shift from the roles that

they used to adopt before they arrived in the UK. As discussed in section 2 of this
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Chapter, participants wepgofessionals with middle class backgrounds in Vietham.
Norton (2000) argues that the decline in social and economic status of the
immigrants in her research had influenced their identities adversely. | would not
argue that Viethamese participants hademgdne a similar decline in social status;
however, it is safe to say that their social roles had changed dramatically. They had
limited roles (mainly Friend and Student) which were bound to university life. In
terms of fully participating in UK social B, Viethamese students had not yet
achieved full membership. Their daily routine was defined by university schedules.
Financially they had left behind whitmllar jobs and privileged middle class life
styles, entered a new social setting and were maalignt on personal savings in
one of the worldOs most expensive countries.

Similar ranking of social roles was found ihe pilot study (Table 4.12. The
highest rankingvas OmdentO 4 OFriendO was only inserted afeiewing the

pilot (see Modification of diary template8.9.7.2 B Final boX so there was no
comparable data with regards to this social.r@Gemaléwas ranked first by one
participant. The second ranking includ@sianO )(2nd Man (1).0VietnameseO

was ranked fourth only once.

Table 4.12 Pilot diary studyDRanking of Social role in a week

LPH CH DA THNH LTR
Male - - 2 - 2

Female 1 - - -
Student -

N B
w
w

Asian -

1
2
Mature - 3

person

I

Vietnamese

Parent - - - - -

Employee
Sexual - - - - -
Young - - - - -
person

Others - - - - -
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Due to time constraints, the pilot diary study was carried out within one week. For

that reason, it was not possible to observe temporal changes.

4.7 Conclusion

Chapter 4 has provided a detailed description of data collected from the main diary
study, with some reference to data from the pilot study. There are six important
findings which have emerged from the data. (1) The amount of time spent speaking
English, was on a downward trend and was limited, with participants typically
speaking the L2 for just 11 hours per week (see 4.2.1). Here, there was a large
between-subject variation (see 4.2.2), and less within-subject variation over time,
suggesting routinisation (see 4.2.3). (2) In terms of whom participants spoke
English with (or Interlocutor ‘Types’), the number of L2 interactions with specific
interlocutor types also declined over time. ‘Friends’ are the most common L2
interlocutors by a large margin; followed by ‘Student’ and ‘University/Academic
Staff’. Interactions with other ‘types’ of interlocutors were all very rare. Within-
subjects variation is limited for ‘Friends’, but more pronounced for ‘Students’ and
‘University/Academic Staff” (see 4.3). (3) With regards to whether participants
spoke English with NS or NNS, the majority of L2 interactions were with the latter.
The gap between NS and NNS interactions narrowed by the end of Month 3
however, but this was due to a reduction in interactions with NNS rather than an
increase in interactions with NS (see 4.3.8). (4) In terms of Interaction types,
‘Socialising’, ‘Simple Transactions’ and ‘Small Talk’ are the most common types
of L2 interaction. The amount of ‘Socialising’ increased over time. There is
between-subject variation but also evidence of less within-subject variation (see
4.4). (5) With regards to participants’ own perceptions of their L2 communication
experiences a majority of participants reported being different in their L2 speaking
experiences (see 4.5). Most participants (8) ranked their experienced relatively low.
(6) Finally, in terms of Social Roles, ‘Friend’, ‘Student’ and ‘Female’ are the most
common social roles reported by a wide margin. Other social roles are
acknowledged, but only rarely. (see 4.6). The following chapter explores
participants’ L2 experiences using data acquired from the focus groups before a
substantive discussion of the findings (and triangulation) to be presented in Chapter

6.
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Chapter 5

Focus GroupsAnalysis and Findings

This chapter presents the findings from the focus groups in the Main study. The
chapter commences with a brief discussion of the process of recruitment and
administration. The actual data analysis is divided into two sections: with the first
addresses issues concerning the quantity and quality of participants’ L2 interactions of
the second part examines individual variations in L2 interactions. Throughout the

chapter, there are also references to the findings from the pilot focus groups.
5.1Recruitment, administration and data analysis

5.1.1Recruitment of participants

The method of recruitment was discussed in the Pilot study (see Chapter 3 —
Methodology) and Diary analysis (Chapter 4). To aid the following discussion, some
of the main characteristics of the recruitment method used and participant’s profiles
are presented again here. Participants were recruited on a voluntary basis via the

Vietnamese Societies in Leeds and York.

Fourteen MA students enrolled in the 2008-2009 academic year agreed to participate
in the research — to maintain a daily diary over 12 weeks and attend regular focus
groups in February 2009. Participants are referred to using pseudonyms. Ly and Ha
were based in York, and the remainder lived and studied in Leeds. Table 5.1 above

presents the participants’ profiles.
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Table 5.1 Main studyDparticipantsOprofiles

Participants Age Gender Major Parttime job
Ly 25 F Social Science N
Ha 24 F Business and Finance Y
Sang 29 M Natural Scienes N
Luyen 25 F Business Y
Quynh 23 F Business Y
Tu 27 M Business N
Nga 24 F Business N
Hoa 24 F Business Y
An 26 F Science N
Mi 24 F Social Science Y
Bac 27 M Business N
Thao 25 F Business N
Chau 25 F Business Y
Mai 27 F Business Y

Participants were aged between 24 and 29, with a mean age of 24.14. The majority
(10/14) were studying for an MA in Business. Of the rest, 2 were majoring in the
physical sciences and 2 were majoring in social science. When data collection began
eight students (51%) had a pattime job. Almost 80% (11/14) of the sample were

female.

5.1.2 Focus group schedule and administratio

Ten focus groups were conducted between 10 March 2009 and 21 June 2009. For
practical purposes, and to facilitate data collection, theatdcpants (12 in Leeds and
2 in York) were divided into three focus groups. Each group was interviewed once
every four weeks (see ChapterEBMethodology for the main study focus group
schedule). The first three focus groups were held inivtadch 2009 by which point
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participants had kept a diary for 5 weeks (dieegping commenced on 02 February
2009). As discussed previously (Chapteb Blethodology), the focus groups were
retrospective and mainly discussed issues raised in participantOs diarigbeover

previows four weeks. Figure 5ielow illustrates the focus group and diary schedule.

Feb.09 Mar.09 Apr.09 May.09 Jun.09

Diary

Focus groups

Figure 5.1 Main study fieldwork schedule

The total number of focus groups remained the sameaglplannedbut the interview
schedule was extended by three weeks into late June 09 (see research design in
Chapter 3 for original scheduling). The extension wasessarypecause padipants
sometimes could not agree on appropriate dates and times for the focus group.
Originally, | expected and attempted to ensure thapaaticipants within each group
attended all their focus groups. However, after the first three focus groupbsédea

that this was unrealistic because if | kept on waiting for a convenient time and date to
be agreed by all the members of a group the research progress would be considerably
slowed. Therefore, | decided to be more flexible in order to maintain psogfdake

main studyand because¢he timing of the focus groups was crucial in terms of
facilitating identifying temporal shifts in attitudead behaviours etc (see Chapger
Methodology). | thereforadopteda Omix and matchO apprdaetitempting to age

dates with each group but prepared tdilinvith members of other groups according

to availability. This strategy made it easier in terms of administration and created
opportunities for participants to interact with different members. It should dedad

that the approach did not result in individual members interacting with strangiérs
participants had been socialising with each other for at least 6 months. This issue

naturally did not emerge in the cressctional pilot focus groups.

5.1.3 Dealing with missing data

All focus groups were digitally recorded, uploaded to my computer éoage, and
backedup. The data wsa not accessed by any other parties. In addition to the

difficulties associated with identifying dates and times for particuksr afestudents |
I'#"
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had to addess missing data caused by-SmmwsOThe two participants in York did

notmiss any focus groups. Table Si2mmarises the focus groups in Leeds.

Table 5.2 Focus groups in Leeds

Set 1 Set 2 Set 3 Number of focus
groups missed

10 [15 [23 |3 [18 [20 |21
Mar | Mar | Mar | Apr [Apr |Jun [Jun

Hoa ! ! ] 5

An ! ! ] 5

Tu ! i ” 1

Mai ! I i 5

Nga ! X ] I

Sang |! ! ! 5

Thao I i ! 5

Quynh ! ! " T

Luyen I I i 5

Bac ! X ! 1

Mi ! ” ! T

Chau ! i ! 5

Total |6 3 3 6 3 5 5 S

Each participant waaskedto attend three focus groups during the main study period,
which amounted to an expectedaloof 42 attendances. Table25shows that 5
participants each failed to attend one group (or 11.9 %). These parscgtemed no

particular characteristics. The main reasons cited for not attending wstenchy

152



! CHAPTER FIVE

commitments social events and travelling. To recover missing data, as recommended
by Kruger (1998), | contacted absentees and conducted telephone and/or e
conversitions. Most participants (Tu, Quynh, Bac and Mi) chose to hold telephone
conversations with me. Nga, however, opted to usei and instant messaging. |
made copies of the diaries completed by Tu, Bac and Quynh which | posted to them, in
advance of thesubsequent conversation, so that they could be used as a memory aid
(Nga and Mi had retained electronic copies of their diaries so they could refer to
these). | explained that even though they had missed a focus group, their future
attendance was importanAll conversations and correspondence were recorded as
normal as it is recommended by Krueger (1998:75) that no information is disregarded.
| was aware of the fact that any comments or opinions given in such circumstances

should be noted as having oc&diin a ongo-one context when being analysed.

5.1.4 Transcribing, coding and translating

As discussed in the Methodology chapter, focus groups were conducted in Vietnamese.
The interviews were also transcribed and coded in Vietnamese for analysis.
Additionally, | recruited &ViethameseMA TESOL graduaté otherwise unconnected

to my research- to act asan independent transcribeand translator of my
transcriptions. This was to minimise any mistakes that | might have made during the
transcription and traslation process. The MA TESOL is experienced in transcribing
and translating Vietnamese/English and currently teaches English in Vietnam. The

total number of hours of the focus group intews are summarised in tabl& below:
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Table 53 Summary d main study focus groups

Month Date Location Length Number of participants
10 March 09 Leeds 1h35 minutes 6
15 March 09 Leeds 1h14minutes 3
1 20 March 09  York 48 minutes 2
23 March 09 Leeds 1h09 minutes 3
3 April 09 Leeds 1h1l1lminutes 6
26 April 09 York 35 minutes 2
? 16 May 09 Leeds 52 minutes 3
9 June 09 York 35 minutes 2
2 20 June 09 Leeds 36 minutes 5
5

21 June 09 Leeds 50 minutes
Total 10h 25 minutes

5.2 Quantity of L2 interactions

According to the focus groups,ast opportuities that participants had to speak
English originated from two main sourcesuniversityrelated interactionsand off
campussocial interactions Amongst the two main sources, university played a more
important role in that it genated the majority of gpartunities to speak English fone
majority (10/14) of participantsOnly four stucents (An, Hoa, Miand Chaymanaged

to obtain social interactions which took placeutside campus. Thénteractions
accounted formost variationin the frequency of intactions betweenindividual
students. The following sections will deal with the quantity of interacttonsampus

before describinghe quantity ofnteractionsoff-campus.

5.21 Interactions on campus

At the point of déa collection, participants hdzken in the UK for at least six months.
Opportunities to speak English on campus were considered as the primary source of
interactions for most participant&ven so participants considered suojpportunities

to beQurprisingly limited”, as Nga put it.
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Many participants (Chau, Nga and AmelievedQhere is not enough opportunityQ for
them to take advantage.dlowever, others (Sang, Luyen and Bhe}ieved this was
because theWid not tap fully the opportunityQ. Theyfelt there were opportunities
availabe whichthey hadnot fully taken advantagef. None of the participantswere
satisfied withthe quantity ofinteractions generated on camptke following section
discussesn detail the two main reasons foisuchlimited interactions on campuss
mentiored by participants not enough opportunitieper se, and difficulties in

accessingthe limited)opportunitieghat did exist

5.2.1.1 Not enough opportunity to speak English on campus

Evidence for this comes from batime main and pilofocus groupsFindings from the
main study will be discussed firs€thaubelieveduniversitiesdid not generate many

opportunities to speak Engjh:

It is terribly wrong when many (Vietnamesepeople believe that they
can improve their English by going to the university everyday. I find

more opportunity to practice English when I go out.

Chau emphasised that most of her contacts and interactions occurred outside her studies
and offcampus She explained thamost studentsspeak relatively rarely during
seminarsin seminas, no matter how enthusiastic they were, they conlg speak for 5

or 10 minutes at most because they had roughly one hour to share among thEggoup.
agreedwith Chauclaiming that here were no discussions in leesiand thatspeaking

opportunitiesat seminars wereninimal:

1 just sit and listen in lectures. There is no discussion with teachers. |

mainly talk with classmates but only few minutes and then I go home.

For An, talking with her eitors wasthe only chance to speak English on camiputs

theseopportunites wererare

[ think I don’t speak much English when I’'m at the university. The only
time I can think of speaking English is with my supervisor but such a

meeting is not often.
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An’s report of infrequent meetings with her supervisor was supported by other

participants during the focus groups.

Pilot study data

Participants in the pilot study believed that research students had fewer opportunities
to speak English compared to undergraduate students. P considered the chances to

practice English had declined since he became a PhD student:

When | was doing MA | had lectures from 9 to 5 with lots of speaking so my
skill developed dramatically then. Because everyday | was having lots of
speaking opportunities, both from academic debates to satiedl during
break time. Once | start the PhD | just go to the office, saying hi, and
without much debates or discussion because other PhD students are
working so | feel like IOm taking up their time, really, if | talk to them, and

the number of studentsat | meet is also smaller soE

As P pointed out the limited opportunity to speak English was resulted from the
time participants had to spend on independent research/study, and therefore fewer
interactions in classrooms, etc. However, HA, another PhD student (Table 3.2-

Chapter 3) described equally limited interactions in classroom settings:

In general, there is limited interaction in the classroom. There are several
questions and answers during seminars. | came to classroom 5 minutes
earlier and hanged aund 10 maximum after that, so speaking with
classmates is not a lot, and we hardly use technical terms which are used

by the lecturers. So it does not really help me with the technical terms.

HA believed the limited opportunities in the classroom was also the reason for his
limited English academic vocabulary. Undergraduate participants were thought to
enjoy the most favourable conditions: they had more interactions with NS in and
outside the classroom. They were also younger and more outgoing, arguably finding it
easier to learn new things and more willing to get involved in the full range of
University social activities, many of which deliberately or accidentally attract a

younger audience.
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In sum, accounts from participants in pilot group confirm sofriteeomain findings in

the main study. First, most participants weatssatisfied with the quantity of
interactions. Second, the interactions on campus were limited, therefore if one wants to
open interactions he/she will have igentify off-campus oppounities Research
students (MA and PhDjeportedfewer interactions in English because they had to
spend more time independent study, and consequently had less time for interactions,
especially those outside campus. In addition, findings trapilot focus groups also
suggest that younger graduates had more interacbenause they had a more active

social lifeand a lighter academic workload

5.2.1.2 Difficulties in taking advantage of opportunity to speak English

University both facilitates and ewstrainsopportunitiesto speak EnglishOne reason
for not being able taQap opportunities fullpis the universityacademiaegime itself
Being a studen interfered with opportunitiesbecause of academic workloads,
pedagogic specificities and the reguent to prioritise academic needs. Quynh cited

the curriculum and academic pressure as an explanation for her limited interactions:

My MA course requires a lot of salfudy at home or in the library. |

donOt have time to go out and talk to people

Nga described her typical day &just university and then work at home. There is no

more opportunityto speak Englisi€)

Luyen offered anexplanation for the impact of university life on participantsO
interactions. According to Luyen, it took the Vietnamagpeto two months to get to
know their classmates artd reach a level of familiarityvhich permitted regular
socialising. But just as they reached this stage, more and more of their time was being
filled by the academic demands of their courddss was spportedby Thao who

described how she had to study even duhiolidays:

My hours of speaking English will decrease because all of my classmates
will go home on holiday. | will be busy writing so | have no chance to go

out

Academic pressure also shagdthoOs daily routine
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After lectures | have to sit in the library for the rest of the day, come
home late, cook something to eat and then next day the same routine

starts. | donOt have time to go out and practice my speaking.

Some participants clearly decided to put their academic needs first, before the need to
practice speaking English. Thao and Sang admitted that opportunities to speak English
must be balanced against the pressure of academic deadlines and assignments. Thao

said:

There are quite a fewpportunities here to practice speaking English

but I have not made full use of them. | have other commitments.
Sang also had to balance his SLA progress and his academic progress:

My speaking is not improved much as | expected but | guess | have to
balane between my academic study and my English level, so | donOt feel
too bad.

Bac and Tu also mentioned this ‘sacrifice’ couched in terms of the hours they spent

studying in the library which left them with little time for anything else:

The priority is give to other things rather than just improving English, like 1
might decide to spend 3 hours a day in the library to read all the bookseon

suggested reading list that was given by the teacher

The second difficulty involves the costs of socialising. Tu found it hard to socialise
because it costs money: O might not be able to socialise as much because | want to

save a bit of moné&y

Tu was not the only Vietnamese student who had to sacrifice opportunities to practice
English in order to save money. Bac had moved to cheaper accommodation, which
reduced his chances to speak English. His new housemates were all Vietnamese
whereas he used to share with several (non-Vietnamese) international students. Bac
never regretted moving because it enabled him to save some money and the new house

was closer to the university. Mai, though keen to improve her speaking skill, could
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only afford to attend one social event at the university due to the cost. Both Hoa an An
could only attend free social events organised at university. Quynh mentioned that the
university charged a large fee for an activity she was interested in (visiting English
families to understand more about the target culture) which she was consequently

unable to attend.

The third reason for limited interactions on campus was that of * letting opportunities
slip away’ as Ly put it. According to participants this was due to the ‘transient’ nature

of university. Ly comments:

Sometimes | meet new people who seem quite interesting but then we did

not have a chate to meet again.

University life comprises a multiplicity of short-lived encounters, which according to

Ly are difficult to sustain. Ly blamed herself:

Our contacts are limited becausee donOt try to open them by going
out. | guess it is my weak poiometimes | have some friends to talk

to but just limited to small talks. ...

Similarly, Ha acknowledges that she failed to maintain regular contact with

the people she befriended:

| think my weakness is | donOt open my contacts. | have very limited

interactions

Both Ha and Ly described feeling “trapped in a boX which constrained their
interactions. Ly agreed with Ha that she did not experience any significant interactions
with the students on her course. Ly described how her fellow students were allocated
to study groups randomly at the beginning of the year and the majority of interactions
occurred only with members of her group. Ly and Ha both felt it difficult to establish
new contacts in order to develop new opportunities to speak English. They described a

situation of being “trapped”:

The opportunity was set up randomly at the beginning of the academic

year. | was placed in a study group by chance. Activities among groups
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were almost nothing... If one does not take the initiatives to go outghe/sh
will be confined in one group. Originally it was for the study purpose, then

it trapped you there.

Ha and Ly described themselves as passive. They did not do anything to improve the
situation even when they recognised the “trap” forming around them. Crucially, both
wanted to “get out” and to make more contacts, but never did. When asked why, Ha
and Ly both said that it may have reflected their individual personalities. However,
interestingly, in another conversation Ha revealed that she had lots of friends in
Vietnam and spent considerable time on Facebook keeping in touch with them. Ha was
thus able to socialise successfully with Vietnamese friends in a virtual community but
could only maintain a sub-optimal level of socialising in the UK. Therefore, Ha and Ly
may not have been as passive as they described themselves. In another account they
described organising a BBQ to deliberately attract British students so that they would
enjoy more opportunities to socialise with the “local peopl&. They also criticised their
university for not supporting international students e.g. by organising social activities

after classes.

Pilot study data:

Findings from pilot study also confirm the limited opportunity to speak English on
campus. Most participants reported only limited opportunities to speak English. In

addition, language was also reported as a problem in interactions in the classroom:

| have to admit that when | first arrived, | got tongue tied, really, it was the
truth. It was really difficult to listen to IéarersEat least for the first 1 or 2
months | did not understand a single word.

(HA-Male, second year PhD in social science)
Yes, | remember in the past, when the teacher was lecturing. | was sitting
with my mouth wide openE he (the teacher) clearly ustigrd what he

was saying but | had no clue.
(S-Male, last year Foundation course)

I remember sitting silent from the beging to the end of lectures and

seminars during the first couple of weeks. | did not understand what people
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were saying. So | was sitg in silence.

(P-Male, last year PhD in science)

In short, interaction opportunities associated with university life were considered
limited. Opportunities to speak English were eroded by academic demands even during
holidays. Participants felt that theiniversityOs needed to do more to encourage extra
curricula intercultural events, and for these to be financially accessible. At the same
time, there is evidence that some participants needed to work harder to access the

limited opportunities that wer@vailable.

5.2.2 Interactions outside campus

As mentioned earlieten participant®main source of interactionsas basedaround
their university regimes, whilstndy four participants (Chau, Mi, Hoa and An)
managed regular interactiomsf-campus. Thissection will discuss theuantity of

interactions outside campuacluding socialisingandin employment

5.22.1Dependency on university for interactions

For most participants (10/14nhteractionson campusaccounted for the majoritpf
total interactios that theyexperiencedThis means thatniversity served as the main
source of interactions, which alsoplies thatinteractions outside campascounted
for a modest proportionData from the focus groups showd$ow participants
considered the univetgDs closur® havea negative effect on the quantitytbeir L2

interactions Ngaremarks:

My interactions will definitely go down because the university is going to

close for holidays.

Nga did not report othdr2 speakingopportunities outside campss for her theend
of term affected negatively her hours of interactions in EngliSimilarly, Luyen

chose to stay at home duritige holiday:

I think from next weekApril 2009), my speaking hours will decrease because
the university is going to closAnd you know, it means | will literally stay in all
the time, even not walk out of my door. | will not go anywhere at all, so | wonOt

have a chance to talk to anyone either.
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Ha considered university as the primary source of her L2 interactions:

If we don’t have to go to the university, we will just stay at home. The
university does not organize activities to involve people gatherings when

we don’t have to go to lectures or seminars.

Ha just stayed at home and was critical of the university for failing to offer

international students extra-curriculum L2 interaction opportunities. Ly agreed:

The university is where I come along for study purposes only. There are no

other social activities for us to meet after class.

In sum, data suggests that most participants experienced the end of term as a major

reduction in their L2 interactions.

5.22.2 Scial events

Ha and Ly both made regular efforts to befriend English students but did not have any
English friends at the time of data collection. As Ly described, she joined international
social events in York to socialise. However, she did not see British students there, and
the events were mainly attended by international students. The English students were
largely uninterested, even in events such as barbecues, which were considered to be
popular amongst the English. Ha and Ly complained about the lack of social activities
on campus in York. Their criticism can be understood as the need for more social
activities. Meanwhile, Leeds participants refused to take part in the activities organised
by their university. The main criticisms were: the activities were not interesting enough
(Chau, Bac); they were unaffordable/costly (Hoa, Mai, Tu) and/or they were held at
unsuitable times and/or on unsuitable days (Sang). Mai, on the other hand, said that she
felt uncomfortable socialising in large groups and with strangers. For Thao the topic or
themes of many of the events were unappealing. Luyen chose not to take part because

they tended to be “full of non-native speakers ”.

Whether or not social events were available, participants experienced a lack of
opportunities to speak English outside campus. The end result was that Vietnamese
students in both York and Leeds rarely participated in social activities, which
presumably took place during term time only. At the end of the main study only Sang

was ‘socialising’ regularly (at bible classes organised by the Christian Union in Leeds).
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Ha and Ly did want to meet more people but could not due to the lack of social
activities at theimuniversityin York. Most participants in Leeds did not attend social
activities for various reasons. Hoa and An did not participate in some events because
of the cost, but when the Ghaawasociety organized a free festival they attended and
did meet newpeople. Hoa and An did nogfer to adeclinein their interactionsduring

the focus groups:nlike the rest of the groupeydid not believe the university closure
would cause much of a problem because they were very proactive and tfsthyo

positived.

Participants reported feeling Oput offO by the nature of social events organised by
British students. Many of thelubs and societies run and organisedhyish students
revolved around pubs and alcolasidbr featuredparty themes and certaistyles of

music either unpopularin Vietnam or incompatible with Viethamese sexual and

cultural valuesAccording to Mi:

They(westernerspare keen on drinking which | am scared of. | came only
once and then | never joined any such event again as it takes nnal seve

days to recover from such a drinking event. | did not find it fun at all.

5.22.30pportunity to speak English at home

Five Vietnamese studen{€hau, Mai, Quynh, Hoa and Amharedaccommodaon

with British or nonVietnameseinternational studentsThe restsharedwith fellow-
Vietnamesgso Viethnamese was spoken at home (except for Mi andNenyertheless,

neither Chau nor Mai experienced regular or sustained interactions with their NS
housemates.Chau described how her Britishhousemate madeno effort to
accommodate ChauQOs L2 shortcomings and never expressed any interest in her cultural

backgrounddespite studying a Masters Degree in Asian Studies.

He (the English housematspmetimes sees me in the kitchen. | thought it
would be OK for us to sthachatting a bit but he does not pay any attention.
He came in just to check his cooking potatoes for example, disappeared in
his room, came out again and then disappeared again without saying
anything to me... We wanted to cook some Viethnamese mesaitéohim

but he was never available for that... towards the end we just ignored each

other.
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Chau said that at home she only managed to speak English with two European
international students. Similar to Chawlai also shared ahouse with twoBritish
studens but they never became friends. Mai met them sometimes in the kitchen and
their conversation were minimal But Mai did becane friends with twoother Asian
housemateswho became her main source of L2 interactibinerefore either Chau

nor Mai experiened regular or sustained interactions with their NS housemates.

An and Hodived in the same house which they shared with a British student and both
report slightly more success engaging him in conversatiorHowever, Hoa
emphasisedhat her interactionsvith him were still minimal {they never became
friends for example Both Hoa and Anattempted to befriend hinby doing his

washing up in the kitchen amden offeredo cook for him(he declined, politely):

| tell him that he looks quite skinny recentfyhe is too busyo cook
for himself | can help. However, he just said thanks and that he can

look after himself(Hoa)

Even bwards the end of the data collection period, Hoa and Anfaded to improve
their relationship with the housemate increasghe amount of time engaging with
him: (He still remained very qui€(An said) In fact, none of the participants shared a
house with UK students with whom they became friehds they did makériends-

and spealenglish- with non-Vietnamesenternatonal housemates.

Thao shared a house with other Viethamese students, which also meant she spoke
Viethamese when she was hariide OpullO of the Vietnamese OcommunityO seemed

strong, as Quynh admitted:

Vietnamese people always tend to stick to each othet.when we are
together we just speak Vietnamese, of course. It is easy to understand why

because we speak the same language and share many things in common.

Quynhshareda house with an English chahd some Viethamese students. She said
that interactionswith the British housematavere limited. Quynh mainlyused
Viethamese with her Vietmaese housematesiowever, Tu and Mi toola different
view. Tu spoke English withhis Viethamesegirlfriend at home while Mi and a

Vietnamese housemate (not a participarthis research) agreed communicatevith
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each other in English &bme:Tu and Miwere prompted to do this after realisimgw

limited the actual opportunities to speak English w€aynh, Ha and Ly did not
believe that the time they spent speakingtamese was at the expen$éime spent
speaking English, so they preferred speaking Vietnamese with other Vietnamese

students.

In general, rost participantshad limited domesticopportunities to speak English,
especially with British housemates. If Emsl was used ahome it was with

international studentéeven when NS housemates were availabte)n the cases of
Chau; Hoa; Quynh; Mai and Awpry, in the cases of Mi and Tu, witlther Viethnamese

housemates.

Datafrom thepilot studyalsosuggests limed interactions at home among participants
whose housemateareEnglish speakerslH (in York) moved out to live with fellow

Vietnamese after an unsuccessful experiavite British housemates

They housematgswere working people so we did not shammmon
topics. In London, | was sharing a double room with a friend. Landlord
was living in the same house but in fact we hardly ever talked. They were

actually isolated with us.

TH consideredhimself @ifferentOfrom his housemates. Feelings@ated bythe
landlordd TH laterdecided to move out and live with Vietnameseusemates
Similay, HA moved out of the house which he used to share with English people. He
was sharing a house with three other Vietnamese females at the time of data collection.

HA remarks:

| used to share a house with English speakers too. | thought it would
create more interactions but in fact we did not have timeE only 10

minutes everydayE just basic social exchanges.

Most participants emphasised the need to be able to Ogetelt® with

housemate over the opporiiyrto speak English.
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5.22.40pportunity to speak English at work

Seven patrticipants reported working pamie at the beginning of data collection
process (Table 5.1 in section 5.1.Participantsdid not considerL2 interactions at
work as areasonabl@pportunity to practice Englislirirst of all, participantsdid not
work many hoursAll participantsworked less than 12 week. Luyen worked as a tutor
only one hour per weelhe second reason for limita® speaking opportunitiesat
work was that most of the tintee jobs themselves ditbt involving speaking. Ha, for
example, was aleaner and a lone worker atitere wadimited interactionwith other
people at work. Sang, Mai and Challiworked in cateringandalso did not have to
speak very muchSang and Mai also added that the pressure at preslentedthem
from chattingwith work colleaguesMai recalled a occasion, when she was trying to
talk to one of thechefsin the kitchen. He told her to stop talkirapd let him

concentrate on his work:

Mai, I know you are a friendly girl but I need to concentrate on my work so

can you please not trying to talk to me.

Though cheDs request was polite and reasondalereports feelingembarrassed and
concluded thatwork is not an ideal environment to practice speaking sskhe
admitted that since that exepreicne Mai never dared to initiate a conversation with that

chef even in a more relaxed atmosphere such as when they were on a break.

ChauOsexperiencessupportthose of MaiOs.As a waitressChau spent most time
bringing food from the kitchen to tablessnd communicating with customers was
mainly the responsibility ofront of house staffChau remembered servirigod to

some customensho made&un of her accent/praunciation:

They repeated what I said in a stretchy voice. I knew I was not saying the

word right but they made me so embarrassed.

Chau thereforealso did not find workto be a goodenvironment within whicho
practice her speaking skilhs a waitress, BauOs job offeresbme opportunitieso

speak Englishbut she found & limited andde-motivatingenvironment.
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Participants in theilot studyalso reported L2 communication difficulties at watl,
a femalefinal year PhD studentemembers one exchgm with a customer in the cafZ

where she worked

The first time when | was at work, they asked me to give them a OcupO, just
a simple word, a OcupO to drink tea from, but | did not figure out what they
wanted.

LA reported feeling extremelmbarrassed vem, in a public setting, she@asnot able

to understand a simple wordusy workplaces are not ideal environments for

participants to improve their2 communication skills

5.3 Quality of L2 interactions

The quality of interactions ifEnglish is influencd by two factors: languagé@s a
barrier) and culture The influence of thesefactorsare discerniblen both acadent

and noracademicontexts.

5.3.1 Language barrier

The language barrier was described as the biggest problem for participants in academic
discussions. Academic discussions reportadiolved study groups, presentations,
seminars, etc. when participants had chance to speak Englistin&iiticlassmateand
supervisorsHowever,Viethamese participants did not consider themsetgpecially
active in suchdiscwssionsand attributed this to their L2 proficienchn particular
inadequate levebf vocabularyand (perceived lack offluency in speaking skill

listening comprehensicendpronunciation.
In termsof vocabulary, especialiyn acadenic contexts_uyencomments

Sometimes during the middle of a discussion, | have to pause for not being
able to recall a technidaerm. And you know, when this happéhave to

tell othersto waittill next time aftet look it up again.

Luyen believedhat in situatiors like this she ®ad already lost in the deba® even
though she believed she had strong argumeBtEng agreed, saying that in most
debates those with more fluent Englispeakingskills tendedto dominate the

discussions, leaving the leisent with minimal opportunitiezo express their ideas,
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even thoughhe formerdid not necessarily possess testarguments. Sang suggested
thathe sometimes felhe hadthe better ideadut thathis English speaking skdllwere
holding him back. Luya and Sang found such situatioagtremelyfrustrating and

intimidating.

Nga and Tu described their language problem slightlewdiffty: theyfoundit hard to
express their ideasoncisely Both felt that Vietnamesgeopletend to presenand
developideasin a less direct manner compared to Western pe@ihee seminars
were relatively shorNga and Tufelt under pressure to make themselves understood
more quickly According to Tu, his Iengthy presentation styfemeanthe losthis
audienceOs interestd patience. Tdid try to amend his speaking style and miadae
concise contributionsbut it did not come natural to him and, again, he felt under
pressureNgaalsoadmittedthatthe @ressure to present wéllin academic discussion
made her nervou3.owards the end dhe researchiga even reported that the situation

Os getting wors® and she realised that her problem was not purely language related:

| find myself mumbling in front of people, | donOt understand why. It is
getting worse... | only havdat problem in English not in Vietnamese... |

think it is due to psychological problem...

Nga admittedo a fear otbeing judgedvhen speaking English to native speakers even
though sheneveractuallyexperienced any negative comments or attguoen them
Inadequate vocabulary and fluency in speaking pkitedLuyen, &ang, Nga and Tu

at a disadvantagebecause they believed they could haaeticipatedin academic
discussions more successfuliynly their L2 was better Ha also feared being judged
and reported remainingjlent most of thdime in seminarsHa also thoughthat her
natural soft voice made it hard for people to hear and understand heandshe

chose to be silent to berCthe safe sid®. Even though

Bac also considered himselfrequently Qost in debataO due to his listening

comprehensian

Their (his classmatedEnglish is better than me so in academic debates |

often lose because | can not understand them
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Bac describedbllowing othersO argumentith difficulty andthis presented him from
participating effectively Bac believed theravas a significant®nismatci® between
English language education in Vietnam and -fiéal (spoken) EnglishThe English
accent that Babecamdamiliar with in Vietham wasglifferentto the realife accents)
he often encountered at universiBeveral otheparticipantdHoa, Nga, Chau, Tu and
Mi) alsoadmitted problms with their listening skillswith someblamingit on their
unfamiliarity with the British (Yorkshire) accents). Mi, Chau and Ha learned

American Englistandseemed to have tmeost problemsAccording toMi:

...to be honest IOm kind of OallergicO to Briiscent. | canOt understand
till now. | just canOt understand what they say... | have been trained in
American English sincewas much younger... and people here they speak

Yorkshire accent...oh nod, | canOt make any sense.

Mi describes feelingrustratedat sometimesot being able to understand what was
happeaing in the classroonMi considered this very embarrassing bessashe passed

the TOEFL testin orderto studyin the UK. However, she said TOER& a test of
American English which shenderstandbetter Mi was shocked when she arrived in
Yorkshire andcould noteasily understanthe local peopleGaccent. Shejuestoned

her L2 skills and felt humiliatedMi says she3hut the dodd,refusing to makeny

effort to understand English amdoidng spending much time with her new English
acquaintances. In fact, she considered the English accent spoken by English people
uncomfortable to listen toS, a participant inthe pilot study, reported similar

difficulties, even in everyday situatians

The first time when | got on a huke driverasked me something
but | couldnOt catch it. | just repeated the word Opardon?aetithie.

Apart from listening skillViethamese participants also reported prolsievith their
pronunciationBac saidthat ezen in a more relaxed environmestjch as @neto-one
discussion with his supervisdacOgronunciation caused difficultigsr the teacher.

Typically, after several attempts re-pronouncinghe same wor@®) Bac gave up:
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When | talk to my teacher the other day, | was trying to say things but he

could not understand me. After repeating several times, | gave up.

Luyen reported problems in pronouncing technical words. Luyen explained that
sometimes she knew exactly how to spell a term but could not pronounce it

correctly, which made her speaking less fluent and, she believes, less interesting.

The language barrier was also a problem in non-academic discussions. Non-academic
discussions involve any conversations/interactions outside campus or not for academic
purposes and include socialising and communicating at work. Lack of vocabulary
remained a problem for Thao outside the classroom. She was keen to tell her friends
about Vietnamese cuisine (which she was very proud of) but she did not have enough

vocabulary to describe it:

Sometimes | feel so angry that | canOt get my message across. When | was
trying to tell a friend how tast®Pho(Vietnamese noodle) is | used only
words like delicious or very nice, etc. but in fact OPhoO deserves far more

beautiful adjectives than them. It was so frustratingE

Mi also reported problems when she went shopping, but would sometimes ask her

friends to accompany her and help her communicate with shop keepers.

Data from pilot study

Also similar to data from main study as discussed above, participants in the pilot study
believed they were disadvantaged by the ‘mismatch’ between how English is taught
and experienced in Vietnam and actual spoken English in the UK. The first ‘mismatch’
was the unfamiliar accent of local English people. Vietnamese students have generally
only encountered standard British English or American English throughout their
education in Vietnam. They were not aware of variations in accent, style and

vocabulary as used in Leeds and the North of England in general.

Actually, the spoken English in this region sounds different with what we
havebeen taught at home. So it is realgnéusing.

(LA, last year PhD in social science)
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The speed at which native speakerOs spoke was also a problem: participants considered

it too fast, and they haubt experienced this in Vietham.

A second Omismatcbéhcernsghe grammaoriented teaching dEnglish in Vietnam.

In the pilot,P, a male PhD student, indicated that English teaching in Vietnam focused
too much on grammar. However, his experience in the UK suggested that a more
simple grammatical structure was common and more emphasgistnamshould have

been placed on acquiridggtening and speaking skills. Accordingly, he believed that
Viethamese students had been GoahedO and were-piiepared for the language

challenge in the UK.

In addition, two other femalparticipants(HI and HY) aad one malgoarticipant(V)

described themselves as Odefective productsO of VietnamOs English education. They
blamed their errors in pronunciation on their Viethamese teachers: they were taught
incorrect pronunciation. This had resulted in difficultiesumderstanding NS. At the

time of the focus group they were consciously trying to correct these mistakes, which
they had practised for so long that they often lapsed into them unconscibosly.
Oshock@ccompanied with frustration, became greater as réised, through their
encounters in the UK, that they needed to make multiple amendments to their speaking

in order to be coherent.

5.3.2 Cultural problem in interactions

The cultural problem in interactions are best revealed througteractions with
British people, and interactions with int@tional students. Cultural differences were
considered as a hindrance in interactions with British people while cultural similarity
was reported as a OpropellerQ in interactions with other international §tuderys
Asian). The discussion below will start with the cultural issue in interactions with the

British people, then it will

5.3.2.1 With British people

Cultural differencesvere believedo be the mainobstaclein interactions between
Vietnamese partipantsandtheir NS interlocutors This wastrue in both inside and
outside classroom context®Vithin the classroom setting, Hoa noticedphysical

OdivideO betweereimational and OhomeO students in the classrooms:
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British and other western studentgenf sit in a group, often at the back of
the classAsian students often sit together in the front, mainly so that we can

listen to the teacher better.

The abovemay be attributable to different learning/linguistic needsut such an
arrangementlso funcioned tolimit the interactions between international students
and British studentsTherewere insufficientopportunitieso mix with British students

in a classroom context, let alone outside classrobioa.tells an interesting story:

E he( a Britishclassmatelat next to me just because | said OhiO to him
first when he walked in. However, we never really talked to each other. The
following classes, as soon as a German student joined ugBritesh)
started talking to hinfGerman)straight away. Siing at the same desk with

us were three more Indians who speak perfect English but he just not talked
to them either ..l think it is not due to my English which might be not
good enough, theyBritish people)simply prefer people from Europe
(Emphasisadded)

Hoa here suggests that British students may purposely chawsé&ling speakingo
Asian studentsEven though Hoa was not sittirg the front (with the majority of
Asian studenfs and did initiate a conversation with the Britisstudentshe was
ultimately ursuccessfulSuch attitudes ahe TL speakemay be attributable to racms
or cultural distanceSo the limited interactions between Vietnamese and British

students may sometimes be attributablartanwillingness on the part tie latter

Luyen had the mostegative experience with Tépeakers. She was the only one who
described British studentsO behaviour towards international students as

OdiscriminatoryO:

| think there is adiscrimination among the British students towards
international stulents. | can tell you evidence. They never jgnonany

social event or activities in the class. | can understand why. They donOt feel
like the atmosphere, the culture, food, etc. ... They will have to spend time

and efforts explaining a lot to us. Theye not interested in other
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communities, cultures, etc. | can understand all of those but it even makes

the gap between us bigger.

Similar to Hoa, Luyen believed thgapO between British and Vietnamese students
was mainly due to theuf@intereste® attitde from the Britistpeople Luyen explained
that such an attitude made her f@ahdequat® or andisanc® in riteractions with
English people, especially wheseeking clarification. Luyen said that she had
generally stopped asking British peopjaestions, because she could see ity

were not happy answering her.

Towards the end of the data collection process, Luyen became more critical of British
people and her interactions with thebhuyen withdrew from interacting with one
British friend becausehe found him very Ounhelpful®. During conversations, Luyen
was asking for repetition and clarificatioh some OslangO words but the British friend
just told her to Oleave itO. Consequently, Luyen lost confidenteeame unwilling

to talk to him becaus she was afraid that she could not understand him or make
herself understood his withdrawalrepresentea volte facein LuyenOs attitudet the
beginning of the data collection process, Luyweferred iteractions with native
speakers when she mentned her reason for nattendingsocial eventshe said it

was because they wer@ill of international students@hereasLuyen preferred

interactingwith TL speakers.

Ly and her classmates (all international students) organised a barbecue. They assumed
that barbecues are very OBrifisendlyO and would attract native speakers. To their

disappointment, the British students did not attend:

We have organised barbecues sometimes and invited the British classmates

but they never turned up. Only internatibstudents did.

This was similar to LuyenOs observation that British students rarely attend international

studentsO events.
Similarly, Mai felt as if she was an imposition durimgeractions with British people:

| feel like IOm wasting théBritish peopeOs)ime when | talk slowly or ask

themfor repetition or clarification.
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The perception of being a nuisardiscouragedvai from getting access to interaction
opportunitieswith TL speakersMai mentioned that shenly dared to access such
opportunitiesvhen she feltgafed in doing so. She recalled talking with a passenger on

a coach for two hours. She said she started talking to him because he was middle aged:

E if he was the same age with me, | would not have done. The yoBritisn

are not patienas the tders.

Mai believed that younger British people were maed@anO and|6ss interested in
other cultures than older British peofléShedescribed older British people dedr@er

and more patief® in their conversations. Younger people didlistgn carefully or
repeat words or explain things properly to Viethamese interlocutors. During the focus
groups,Mi and Luyen also agreed with Mai, describisguations in which older
British people would be very helpful whilst the younger ones (ofterséime age as

the Vietnamese) would ignore them.

Mai considered thaboveencounteon a coacla success and described it as two hours
of practsing English whilst travelling. She told a similar story involving her
housematesMost of the interactions téaplace in the kitchen anderevery brief.She

felt as if she was imposing on the British housemaitsd convinced herself that they

did not wish to talk to herso shedeliberately kept contact to a minimum

Quynh described how she exercised care wherconversation with her chef
housemate. Their conversation focused on Viethamese cuisine because the chef was
interested in Asian cooking. Quynh refrained from talking about other topics because
she could see that the housemate was not interested. dlagonship therefore could

not develop any closer. Quynh was OluckierO with another friend who is African
British, and always showed OsympathyO for the difficulty that L2 learners have when
talking to NS. Quynh felt touched when her African British fridistened to her
carefully and politely corrected her mistakes. Quynh clearly wanted to be treated
similarly by native speakers but she reported this only happened to her once. Quynh
believed that the African origin of her friend helped her develop irsigho the
difficulties of a L2 learner like Quynh, so she was willing to help. Quynh and her
British African friend therefore challenge some SLA resedsde Chapter 2py

suggesting that interactions with native speakers are more beneficial than ithose w
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nonnative speakers. Quynh was clearly supported to improve her English by her

African friend, whilst left feeling inadequate and irritated by conversations with NSs.

Part of thereason why Vietnamese students found British pe@pimtereste@can be
discerned from participants@counts inthe pilot study. Throughout the discussion,
participants in both York and Leeds revealed a belief that most English people knew
little about Vietnam. The participants told stories of how English people still d@isked
Vietnam was still at war or still divided into a North and a South (the country was
unified in 1975). P mentioned that some NS he met were even not sure which continent
Vietham belongede(g, Asia or Africa). BritainOs colonial history has extended all
over the globe, but Vietham was never part of this. And, of course, Vietham was the

country that fought a legendary (televised) war against the Americans.

As well asproblems caused hihe @nfriendlyor uninterestedattituded fromBritish
people(as peceved by Viethamese participahidata also suggestsoblems rooted in
participantsO owviiethamese centric perspectiBuring the first focus groups, Thao

considered culturalitferences as the major problem:

Cultural differences are the main reasonreally put me off. Sometimes
after 5 minutes of discussion | just want to leave. The cultural clashes just

make it so hard to see an agreement...

Thao believed that a lot afisagreements igroup workresulted fromher judgements
based on Vietnameseultural practice Thao described a situation when she
volunteered to be coordinator of a group discussion, just tohindlassmatesvere
Qvery rud®. Theyturned up, discussed and then left straight afterward, not even
expressing thanks @howing apprectson of her efforts Thao was very disappointed
because suchehaviour wasinacceptablen Viethamese cultureOutside classroom
contexs, Thao also faced problems in understanding cultural references such as jokes.
She foundOtheir (British) jokes nonsers everyone else was laughiwhile | felt it

was not funnyOrhao mentioned thaucha situationmade heuncomfortablebecause

she had to eithe@orce a smil® orOjust sit like an idiot@hao confirmed thaher
discomfortwas not due to the Englisariguageshe understood the joke perfectlyut

rathercould not relate to it culturallyjHowever,towards the end of the data collection,
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Thao understood thatultural differencescould be interpreted and approached as

learning opportunities, not jusbmmunicationobstacles

| just realise now that not everything differenbrfr your culture is sub
standard.The way people act differently from you does not mean they are

wrong or weird. | didnOt think like that when | was back in Vietnam.

This shift in TraoOs beliefs was not limitedher understanding afocial contacts, it

also influenced the way she thought academically:

In Vietnam, we have been trained that there are things which are always
wrong and certain things which are always right. Since | chere | have
found out that there are no such things. It all depends on how good your

arguments sound. If you fail to defend your idea, you are simply wrong.

ThaoOs account suggests that thetudal clashe®were mainly due to her original

Vietnamesecertric judgments about things.

Changingattitudes towards British culture weralso expressetdly Sang. miring the

first interviews,Sang considered British people and society arrogant and hierarchical.
However, towards the end of the data collection peSiadgenjoyed spending leisure
time withhis NS peers. At the time of the study Sang even considered staying on in the

UK for several yearsSang said:

| used to not really enjoy the talks when we had a drink with friends here
(UK), it is not the same in ®inam. In Vietnam, when | went out for a drink, it
felt different. | used to find it boring here. However, recently | have started to
find out the experience he(e&JK) is quite interesting actually, it has its own

right.

SangOsnitial discomfort with somlising in the UK stemmed from unfaumble
comparisons with socializg in Viethamb he typically evidenced extreme criticism.
However, towards the end of the matudy, Sang stopped comparing things with

Vietnamese practice:

You know, last time | tolgou that | would not consider living in this

country after I finish the MA course but now I think I will want to do so.
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There seems to be a link between the way Sang adapted to cultural differeiig and
communication as Sang socialisedmore with his frends (both natives and non

natives) he started to enjoy the conversations with them.

Conversely, many clubs and societies run and organised by UK students revolved

around pubs and alcohol, and as Mi put it:

They(westernersare keen on drinking which | astared of. | came only
once and then | never joined any such event again as it takes me several

days to recover from such a drinking event. | did not find it fun at all.
However, Chau had afférent view on the British people:

They (British) are just merved. It does not mean they are not friendly.
They need to spend time with and get to know each other. Then they can be

very helpful.

But Chau also suggests tha{sian people are in the last priorilyfor the natives to

make friends with, becaus@glens are not funny or crazy enoughO.

Similar to findings fromthe main study, participants ithe pilot study also reported
limited interactions with British peopléost participants agreed that the drifnce
between the two culturesas a barrier to commication!Topics related to lifestyle,
entertainment, andelebrities etc. werespecially difficult to cope with, requiring
degree of cultural understandinghe participants experienced problems in Ocatching
up® with and relating to their interlocstdviore participants in Leeds were studying
postgraduate degrees than in Y¢ske pilot participant profile Table 3=Zhapter 3.
Anecdoal evidencesuggested there was a relative lack of social opportunities for
slightly older postgraduate studemisn for undergraduates. Undergraduai@sy ork

therefore had morexperience of small talk with NS.

5.3.2.2With international students

In contrast with the often difficuliand limited interactions with British people
participants reported closer/deepemtieinships with nomative speakers of English.
Participants reported greater cultural and experiential commonalitiesnternational

students, especially with students from Asia who shasaahilar cultural background.
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Chau, though claimintp haveanextensive network dBritish and norBritish friends
found it Onore difficul® to communicate with British peome Westerners (a term
used loosely to describe all nésians)than with other Asian studentshave to admit

that it is somehow easier tmd topics to talk with Asians.Similarly, Bac claimed he
was comfortable engaging with international students while feeling anxious in

interactions with British people:

If I meet up with Indonesian or Malaysian, we can always find things to
talk about,but with the English | havto stay quiet for a while. Last time |

met anEnglish classmate in our department party, | did not know what to
say to him. He did not start the conversation with me or neither did I.

Eventually we just proposed a toast andty.

Mai was also sharing house with twdBritish and two Asian studentslowever,Mai
only developeda relationship with théwo Asian housematesnd had very limited

interactions with th@ritish:

I get on well with my two Asian housemates. Thoughawve just met since
| came here but we become as close as my best friends back home. We are

planning to go to the university and make a video about us for memory.

Mai comparedavourably herelationship with heAsian rousemate$o that with her
Gest fiends back hon@. Such a level of attachmevrds not reported by anyther
participantsvis-a-vis British friends. Relationships with British people were either

deeper as boyfriend (as in the case of Chaapy@ociafriends (Hoa and An).

In general, pdicipantsdid not believe interactions with nerative speakers could

contiibute to their speaking skills. Ly said:

Talking with them(nontnative speaka) is fun but their English is just like
ours, more or less, they canOt correct us if we make midtaket really

think we can learn much from them.

Similarly, An did not consider speaking English with internatiG@tadentsto benefit

her speaking skill because her mistakesenot corrected:
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I think they (international studentsyre no better than us in terms of

English so we don’t know if it is us or them make a mistake.

Hoa, however, considered speaking English with international stuttetispart of

making friends she did not consider this an opportunity to practice English:

I never consider talking in English with other international students as a
way to improve English. I just need friends around as I used to in

Vietnam.

In short, nteractions with nomative speakers were clearly not viewedpagential

learning experiences among Vietnamparticipants

However, data from pilot study suggests an opposite point of view from that of the
main study above. Here wereno preferences in interactions with NNS or NS among
the pilot study participants. They did see the NS as model speakers, éytatho
valued practising English with other international studeltsst participantsan the

pilot studyagreed that they found it easier to listen and talk to international students.
Their accent, though imperfect, was not an obstacle because theydspokmibly
slower. However, Viethamese studerdempared their English speaking skills to be

better, in general, than thatsdveral other national groups.

5.4Individ ual variation in L2 interactions

So far the quality and quantity of L2 interactionsydndeen described. In general,
participants weralissatisfied with boththe qualityand quantity of L2 interactions.
Problems and difficulties in their interactions were described and categorised
throughoutsections 5.2 and 5.3However, there were exceptial cases (Chau, Mi,
Hoa and An)who managed to achiewaore interactions than the re3iwo other
participants, Sang and Talso reportedan increase in their interactions towards the
end of the data collection proce3$ie nextsectionis devoted ta discussion of thee
Osuccess storiestheir success reflectsvo different@athway® The first one was
basd on mord.2 interactionsaccessed vipartners (boyfriend/girlfriend)l'he second

concerngarticipantsadopting positive attitudes towards thieiteractions

I'#$



! CHAPTER FIVE

5.4.1L2 interactions via partners - Chau and Mi

Chau and Mi enjoyed extensive interactions with friends outside their studies and off
campus, which were secured and operationalised via their boyfriends. Mi described her
boyfriend as Oaitlged to help her establish contacts and get to know people. Chau
insisted that without her boyfriendOs help she would haveusable to establish her
extensive network of friends. Chau said that she had more opportunities to speak
English by going out@mpared to campus life. Chau and Mi both reported a dramatic
increase in their interactions in English since they started dating their boyfriends,
which began three months before the data collection pamadefore which both
reported only very limitedniteractions. Chau said her opportunities to speak English
were so rare that each time she did so she became:yiedO and considered her
English speaking skills to have deteriorated compared to in Vietnam. Mi also
mentioned that opportunities to speakglish prior to meeting her boyfriend were so

limited that she relied on a Viethamese housemate to practice EnglisMwsidid:

Before having my boyfriend, I was trying to get out and gain new

contacts but I had never been able to.
Chau also experiendea similar situation:
1 used to have very limited interactions before I met my boyfriend.

During the first 3 to 4 months of residing in the UK they reported very limited
opportunities, and both felt their English speaking skills had deterioratedtitrdin

during this time. Mi had to practice English with Méetnamese housemate in order to
maintin an acceptable standar@iheir opportunities to speak English improved
dramatically when Mi started dating an American and Chau started dating a fluent
English-speaking Pakistani. Mi and Chau felt more confident when speaking English if
their boyfriends were also present and participating. Mi believed that her boyfriend had

served as a ObridgeO to make her more confident.

...boyfriends and girlfriends serve as a bridge, clearly we need it. We
need the bridge not to have access to other relationships but to build up

our ability at the start so that we can have other relationships. (Mi)
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The confidence that Mi was referring to positions her boyfriend as a OrdigpuerO

Chau echoes this belief and describes how her boyfriend helps her:

When IOm out in a group of all natives | feel left behind because my
English remains limited. At first the natives might be polite, slow down
or repeat things for me to catch upththen | start to feel like being
forgotten... but when | have my boyfriend... people might not care about
me as they consider me a friend... but my boyfriend takes care of me by

explaining things so people are reminded that | need support.

Neither Chau ar Mi felt they could successfully impose the right to be heard on a
group of NS unless they were able to draw on the identity resource of OgirlfriendO.
Chau and Mi confirmed that they did go out and make contacts but their interactions
only really increasd since meeting their boyfriendShau described that heartner
helpedher keep up with the conversation, which in turn reminded the interlocutors that
Chau needed extra support. According to Cham@hout my boyfriend | feel easily
neglectedOChauthought her inability to impose the right to be heard was gender

related:

| think girls often find it more difficult to find opportunity to get out than
boys. Boys have games, sport, pool to mix with each other. Without a
decent level of English... girl8nd it more difficult not having her

boyfriend there with her.

Chau suggested that gender played a key role in defining her opportunity to interact.
Therefore, as a female, she negotiated access through a male. The most suitable male
figure is Oboyfriend®ecause he would be particularly willing to help. Mi avoided
holding conversations with British accent speakerdexperienced shock and doubted

her English skills when she first arrived in the WKcauseshe could not understand

the accent. She thenltfédumiliated at not being able to communicate in English. She
Oshut the door®, refusing to make much effort to understand English and avoided
spending much time with her new English acquaintances. In fact, she considered the

English accent spoken by Ergilipeople uncomfortable to listen to.
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1 just look for American-English speaking people on campus to talk to or

those who can understand my American accent

Perhaps the most obvious example of how Mi Ojust looked for AmericansO to speak
with was the fact tht she started dating an American man. It is even more interesting
that the American man was not based in Leeds. Mi OmetO him through a chat room on
the internet. At the time of data collection, Mi was also visited by an American friend

who travelled alllhe way from America to see her.

Here (Leeds) does not provide chances for me, I had to seek them
elsewhere, my (American) friend has been invited round here, he is not

here already for me to talk to. I had to find him.

Mi sought opportunities to practicenferican English because she felt Omore valuedO
when she spoke to Americans because they could understand her better and she
understood them more easily. It would be incorrect to describe Mi as more motivated
or active in creating opportunities than ChathaQ, too, was actively seeking
opportunities to speak English. But unlike Mi she was prepared to seek out the
opportunities that existed in Leeds. Chau was fascinated by topics about other cultures,
not just English culture. Her circle of friends was mtited to those with links to the
university campus, having expanded due to her socialising and employment. Her
opportunities to speak English were therefore less influenced by the university and
course regimes. In general, Chau was more willing to immieeseelf in English

culture and society, whereas Mi considered the English as OotherQ. Chau attributed her
extended opportunities to Olueki@anks to the help of her boyfriend in Leeds. Mi and
Chaumay haveadoptedsubordinaté/ietnamese female roles amgtre dependant on

their partners to locate and access opportunities. Mi and ChauOs contacts were based at
their boyfriendsO locations. As MiOs boyfriend was residing in America, all of her
contacts were based there. ChauOs boyfriend resided in Leestse aveht out to mix

with other English people (while Mi spent time in chat rooms at home).

In short, Chau and Mi accessed greater interactions through their roles as girlfriends
who then were in the positionthroughtheir boyfriends- to impose the rigt to be

heard. Without the helpf their boyfriends, Chau and Mi may have experienced more
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limited interactions as per the majority of the group. Chau termed this situation as

OluckyO because she did not perceagevidence of initiative on her part.

5.4.2 L2 Interactions via partner- Tu

Similar to most participants, Tu reported very limited interactions in English during the
first 6 months of residing in the UK.dwever, his interactions in Englisthanged
when he started dating Vietnamese studenTuOs girlfriend was studying in
Birmingham and Tu visited her there every Friday afternoon, returning to Leeds
University on Mondays. Tu decided to practice speaking English with his Viethamese
girlfriend in order to compensate for the limited oppotiesi he had thus far

encountered.

TuOs actiorBelecting to speak the L2 with a fellow L1 native speaker (who is also a
significant other)} can be interpreted in two ways: he was making positive efforts to
create opportunities to practice English (imsthase with his girlfriend); or he was
desperate and was failing to maintain interactions. Discussions with Tu in the focus
groups suggest the second interpretation is most applicable. TuOs girlfriend provided
him with a OfalbackO that no longer requif@im to proactively seek interact®mwith

NS. Tu was noactively looking for more interactions during his three days in Leeds.

He spent most of his time stidg, watching TV, and reading.

Now that | am in a relationship, | donOt feel like going outgahdnixed
up with others too often. W@&u and his girlfriendneed to spend time

together instead

Like Chau, TuOs hours of speaking English were increased via interactions with his
girlfriend/partner. But unlike Chau and Mi, TuOs relationship canrmirzeptualized

as a ObridgeO with which to achieve more substantive or varied interactions.

5.4.3 Being proactive

Some participantswere particularly proactive in seeking out L2 interaction
opportunities,remainng positive and creatg opportunites to gpeak English

themselves, which took place either on or off campus.
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5.4.31 Hoa and An

Whilst some participants considered language as the major barrier to their
success in academic debate=e(5.3.1Hoa and An adopted a different point of
view. Hoa andAn did not feel inferior about their inadequate English skills. They
believed that one does not need perfect English to be able to perform well in
academic situations. Hoa providad example of how she managed to OtutorO her
classmates regarding a compf@oblem. She knew that she had some problems
with vocabulary and pronunciation at times but her classmates still understood

her:

My classmates somehow believed that | know better than them in solving
some math problems so they often asked me to OtorOAthfirst |
thought my English is not good enough and | also lack vocabulary.
However, | managed to make myself understood by using simple words,

though my pronunciation is nolear at times.

HoaO#mited vocabulary anémperfectpronunciatiordid notcauseher problens. Her

peas understood her, and Hoa considered this a suttes therefore adopted

similar attitude in academic debates where lstleeved arguments mattered mash

also reported problemsith her pronunciation andyrammay however,she believed
thesewere not so serious as fwevent her communicatingffectively and make
friends. Ansaid she tried to think positively about her ability to speak Engiisd
believed that confidencéin communicatioh was the key to opening up more
interactionsHoatoo was aware of her limitations in pronunciation and vocabulary,

did notperceivethem as signs of OinadequacyQ in interactions. Hoa related a story in
which an English classmate talked to her for 15 minutes about how his motorbike was
stolen, but when they said OgoodbyeO she asked him where his bikevasen did

she realise that her friendOs bike had been the main topic of conversation. However,
Hoa was not embarrassed; she just laughed and told her friend to make sure she
undestood him next time. Hoa was also unembarrassed by her poor pronunciation: she

downplayed and/or ignored her limitations.

Similar to Hoa, Andescribed hemeetingswith her supervisoms Qerfectly fineO

regardlessof her grammar and pronunciation probkenfAn also reported recent
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conference trip to Birmingham where she found she could function perfectly well.
An’s belief was that language differences would not play a decisive role in academic

discussions which are predicated on ideas.

An and Hoa and actively made efforts to expand their network of friends, both native
and non-native speakers. Although Hoa did not perceive any improvement in her
pronunciation or grammar, she was untroubled by this. Her goal was to be able to
communicate well enough with the people around her and to make more friends. Hoa
did not view making friends with NS as a means to improve her speaking skills: she
was simply used to having lots of friends in Vietnam, and so she tried to replicate this

in the UK.

As aresult, Hoa and An regularly socialised with a number of English speaking friends
who they met at the start of term. Hoa enjoyed and valued these interactions and

friendships:

I often hang out with friends in pubs, restaurants or cinema etc. We talked
a lot and generally have a great time. Now wherever they go, they will drag
me in with them. Can you believe that I even get on so well with my friends’

housemates than my friend herself?

Similarly, An spoke with English speaking friends on a regular basis. In fact, An and

Hoa socialised in the same network of friends:

[ think I have made quite a few friends here in the UK. It’s really fun to be

out and about. I can’t imagine my life without hanging out with friends.

5.4.32 Sang

Sang considered British people and society arrogant and hierarchical. However,
towards the end of the data collection period they both enjoyed spending their leisure
time with their NS peers. At the time of the study Sang even considered staying on in

the UK for several years.

There seems to be a link between cultural adaptation and accommodation,

opportunities for interactions in the TL and perceptions regarding communicative
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competence. As Sang socialised more with his friends (both NS and NNS) he started to

enjoy the conversations with them:

| used to not really enjoy the talks when we had a drink with friends here
(UK), it is not the same in Vietnam. In Vietnam, when | went out for a drink, it
felt different. | used to find it boring here. However, recently | have started to
find out the experierchere(UK) is quite interesting actually, it has its own

right.

SangOs initial discomfort with socializing in the UK stemmed from unfavourable
comparisons with socializing in ViethaBhhe typically evidenced extreme criticism.

However, towards the end thfe main study, Sang stopped evaluating.

There is also evidencigom the pilot study suggesting that some participants were
more practivethan othersFor example in response to POs complaintttraEdglish
people don't have time for ysDexplainedthat Ghe English people actually want to

talk to us but we need to initiate the conversaiion commented that Westerners saw
Vietnamese students as more or less identical to Chimesehe believedQend to

keep to themselv@sin his experience, oecV introduced himself as Vietnamese and
started a conversation with British people, he felt the British treated hioreO
speciaD.V emphasised thd&nglish speakers wanted to spealdsian peopldoo, but

feared that doing so would take up too muctetifrhe stereotype of seeing all Asian
people as Chinese and an accompanying belief that Chinese people prefer to keep
themselves to themselves was also raiseothgrparticipantsV agreed with P that in
conversation with British people Viethamese stislemlways had start the
conversation first. Commenting on this, V said he believed it was worth the effort
because British people aghice and polite and willing to talk t@ theyjust needed
message signathat they would not be interfering etc However the participants
expressed a reluctance to take the initiative all the time cOmausionis that students

can persist with their OinvestmentO to initiate small talk, and will consequently be
relatively successful in creating chances to practice Endhist they must persist and
overcome inevitable feelings of tiredness andfoyness otherwise future chances

will slip away.
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This topic was also raised sepala in the pilot focus group in Yorkpy HNG, an
undergraduate female. HN@ferred to stergyping by theViethamese:

The distance (between English and Vietnamese) is made up by us as well
as them For example, we also call them (English) OwesternerO (OTayO in

Vietnamese language).

HNG believed the chances of speaking English would be impribwe could @dapt

fully to the life style in the UBLHNG (hanged oud with NS by going to pubs. She

said that by going there and by drinking she could remain in their network and,
therefore, maintain lots of opportunities to practise English. Shevedlighat it was
necessary to change ond&idsndse©in order to continue to mix successfully with
native speakers. In Vietham women are not encouraged to visit pubs: those who do are
considered Obad girlsO. Indeed, Ogood girlsO are not even suppoged|dohdii

HNG, however, overcami@e @nindseOin which she did not evaluate the English pub
culture based on héViethamese mir@o gan access to practising EngligHowever,

HNG did not @ully integrated by dropping Mtnamese values and lifestyle:

| think the best wafto improve speaking skjllis to adapt to the lifestyle
over herg(the UK). But | advise against the idea of fully integrating
so that we lose our Vietnamese life style.

Even thougtsheadmittedthat her speaking skill wasi€dd ba&O by not fully adajstg

to thelifestyle in the UK, HNG did not regrdter choice. Clearly, HNGvanted to be
adaptivein orderto maximiseher opportunities to make friends asgkeakEnglish, but

also considered it important thold on to herOVietnamesessOSince it is actually

very difficult to change fundamentally oneOs OselfO the limits to change may in fact be
natural and morer-less fixed limits rather than conscious decisi@is certainly did

not choose OVietnamese womanO when she spent tpubsiwith NS. In order to continue

being able to socialise with NS and to practice English, HNG discarded an extremely powerful

code of conduct associated with the traditional Viethamese female identity:
| think the best way is to be yourself. There arthlyood and people

in any country. Just be yourself and they (NS) canOt think otherwise.
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The sense ofpide ofbeing VietnameseO watso presenin HNOs account, another
undergraduate female in York. HMil®aysintroducel myself as a ViethamesedN
remembes one occasion whenafter she introduced herselfs Vietnamese, her
interlocutorGhoutedbh myGodEl was told that yourpeople are living in poverty and
your government is corruptk Is it all te?OThis did not offend HN but, rather,
prompted heto be more activén Ocorreaigd heinterlocutorOs misconceptions of
Vietnam.HN Gspent loads of time fixing the image and suggested him visit Viétnam
Unlike the rest of the group who described how interlocGidggiorance ofietnam
made them feel dtant (see5.3.2.9 HN was Quite excited to meet such a per€on

because she could help them understand more about the modern Vietnam.
5.5 Expectation andjudgements of L2 interactions

5.5.1 Assumption ofprogress in speaking skill
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a younger Vietnamese colleague, a former student in the UK, who she described as Osounding

like a native speaker of EnglishO. Mai believed that this was a product of enhanced

opportunities to speak English during her colleagueOs stay in the UK:

There isa new trainee Vietnamese at my company in Vietnam, she graduated
from a university in the UK. She can speak English just like a native speaker. |

really want to be as good as her.

Mai had never actually asked her colleague to establish precisely thibatordr that living
and studying in the UK made to her L2 skills or her L2 proficiency prior to studying in the
UK.

Such a motivation/aspiration was shaped by the fact that in Vietham she worked
alongside a Vietnamese graduate trainee who had graduatec fuK university and
spoke English like a nativepeaker. Mai also admitted that prior to studying in the UK

she had succumbed to the commonly held belief that living and studying in the target
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language culture would result in a “magical improvemeiitin English language skills.
Other participants in Mai’s group thought this was too ambitious. An, especially, was
more “realistic”. An did not believe in “magical improvements” before departing for
the UK, and on her return to Vietnam claimed that she would denounce this belief for
the benefit of future generations of Vietnamese students contemplating studying
abroad. An believed there was no “magic”: improvement depended upon one’s

personal circumstances and efforts.

As suggested by the data, Mai anticipated the identity of a ‘triumphant’ near-native-
like English speaker returning to Vietnam from the UK. Wishing to confirm the
expectation that she would speak English like a native speaker, Mai tried hard to
improve her accent and vocabulary. Sang and An however, believed that acquiring a
near-native accent was impossible. They pointed out the fact that there were variations
in accents among the English themselves. Sang believed that even though his English
speaking skills would not improve as much as he expected, upon his return they would
still be superior compared to peers who had never been to the UK. Sang was satisfied
anticipating the identity of a returning student who could simply speak English
discernibly better than most Vietnamese and did not strive for or require fluency. It is
interesting to observe that before leaving Vietnam Sang had similar expectations to
Mai about his speaking skill potential. However, he had realised that it was impossible

to achieve fluency and adjusted accordingly. Sang said:

Before | came to the UK | thought my speaking skill would be cool after

one year but now | understand that it is not going to happen.

English language improvement was not a primary goal, therefore the rest of the group
was more relaxed because they had adopted less ambitious expectations of foreign
students pursuing a MA degree in the UK. Participants were enrolled in the 2008-2009
academic year, which meant that before the interviews they had stayed in the UK for at
least 6 months, which would have been adequate for them to detect any possible
improvements in speaking skill. However, none of them expressed satisfaction with

their improvement in speaking English compared to their expectations in Vietnam.
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Nevertheless, levels of dissatisfaction seemeeteduce towards the end of the main
study, except for Mai who remained frustrated. Those who were reasonably happy
with their progress (Luyen, Hoa, Mai, Sang, Chau and Thao) provided two
explanations. First, they had seen some progress in the latersmadond, they had

or were coming to terms with the fact that they needed to lower their expectations
about what they could achieve. They realised that over the past six months they had
not made any considerable improvements in their speaking skillwssitinlikely to
happen in the remaining four months or so. Data from the focus groups showed that
after 6 months of staying in the UK the participantsO expectations regarding
improvements in their speaking skills was purposely lowewsd rationalised. 3@

said:

My speaking skill is not improved as much as | expected at home. | was
unhappy about it before but now | understand that | have got to balance

things, | have to share time for my academic work so | donOt feel too bad.

Together withtheir reduceexpectations, the students were also less motivéthadst
at the beginningof their stay in the UK some participants attached significant
importance tothe goalof improving their Englishafter 6 monthsit had paled into

insignificancecompared tdhe importance of doing well in theiormal studies

Before | came to the UK | thought my speaking skill would be cool after

one year but now | understand that it is not going to happen.

Vietnamese participants had to lower their expectations in ordee @ with their
academic workload. As a result, the motivation to improve their English decreased.
This was interesting in that it showed the realities of student life. Pressure to read in
English and write in English and to do well in th&sie order topass their exams and
return to Vietnam a successb may actually impede their L2 (speaking skill)

acquisition.
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Data from pilot study also suggests that participants shared similar asssaptom
the richness obpportunitiesto speak English in the UKnd the progress they would

consequently be able to make:

It is often expected among Vietnamese that when we are over here, our

speaking skill will become perfect but in factE
(HA-Male, 3rd year PhD student in Social science)

We are expected to be asrfect as English speakers, right? E (laugh)E
It should be admitted that | was thinking like that before I left Vietnam, |

assumed that when | return my speaking should have beengeatly
(P-Male, 4th year PhD student in Science)

Opportunites to speak English were not solely dependant on the effort each participant

made to negotiate access to NS.

Nevertheless, most participants agreed that once settled in the UK, they realised that
they had overestimated opportunities to become immersednierous opportunities

to practice English:
HA. we donOt have chance for lots of talking

P. | thought going over here (England) would create many opportunities to practice
speaking but it turns out not true. P. Back in Vietham everyone thinks thaverare

over here, we will definitely speak better but it is not always the case.
HA. yes, absolutely. We have to try hard, to take advantage of opportunities.
P. it requires lots of self efforts, not just for granted

So physically being in the UK doesotn guarantee chances to speak English.
Opportunities to do so are not displayed like items in supermarkets for students to
peruse and pick up at will. Students had to negotiate access. The assumption of
OsuperiorO opportunities in naturalistic contextbleas challenged bgeveralSLA
researcherssgeBlock, 2003 fora detailed discussioand is further confirmed in this

research
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5.5.2 Assumption of the ‘richness’ of TL environment

Much of the assumption about the progress in speaking skill comes from the assumption about
the ‘richness’ of opportunity to practice the TL language in the UK. Participants assumed that
they would interact with more British people and therefore would benefit from such
interactions. The university environments populated by the participants appeared to contain
just as many international students as domestic ones — so just as many NNS of English as NS.

This runs counter Vietnamese participants’ assumptions. Thao said:

| donOt have chances to talk to native people because mespt# m my course

are Asian students: Indonesian, Malaysian or Chinese, etc.

Ha also found “Most classmates are international stude€htdost participants spoke
English most frequently with non-native speakers. This was due to the fact that many of
their classmates (the main source of daily interaction) were also international students

Hoa shared similar experience:

| think except law, most other subjects are attended by students from other parts

of the world rather than the native English

There was discernable surprise and unhappiness about the lack of native speakers to
interact with, which may be explained by the strength of the assumptions regarding the

extent of opportunities in the UK. Ly even said:

Where are the English people? | asked myself aughestion when | came to my

first lecture

Vietnamese students were even more surprised to see international academic staff (although

contact with native staff was three times higher than with non-native staff’):

Some of my tutors are norative speadrs, for example my tutor of economics is

from Nigeria(Chau)

Chau indicated her unhappiness when she discovered that several of her tutors and professors
were also non-native speakers of English (Chau did not appear to be aware that English is the
official language of Nigeria). Her argument was that as an international student she had paid a
lot of money to be in the UK and for some reason therefore expected to study alongside and be
taught by English people. Clearly, Chau possessed powerful assumptions regarding the
benefits of interactions with native speakers and even adopted a rather narrow definition:

‘proper’ English is only spoken by British people. She believed that listening to non-native
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tutors did not help her improve her listening and speaklilts.sChau believed that English
spoken by nomatives is sulstandard, and reported difficulties understanding the Nigerian
tutorOs accent. Hewer, in other accounts (see 5)4Qhau revealed that she also had
difficulty in understanding British peopteo and was reliant oher boyfriend for clarification
Experiencing difficulty in listening comprehension in conversations with both native and non
native speakers, Chau nevertheless preferred interactions with native speakers. This supports
SLA researchihat suggests native speakers are considered superior. Other Vietnamese students
shared these feelings. In general, they did not believe interactions withatiee speakers

could contibute to their speaking skills. Ly said:

Talking with them (nomative speakers) is fun but their English is just like ours,
more or less, they canOt correct us if we make mistakes. | donOt really think we can

learn much from them.

An believedthat her English is even better than other international students so she wbuld n

be able to Olearn® from them:

| think they(international studentgre no better than us in terms of English so we

donOt know if it is us or them make a mistake.

Hoa also shared similar idea in thaitéractions with nomative speakers were clearly
not viewed as potential learning experienddswever, Hoa was different with the rest

of the group in terms ahotivation fa her interactions:

I never consider talking in English with other international students as a way to

improve English. | just needédnds around as | used to in Vietnam.

5.5.3Credentialism

There is data to suggest that Credentialism existed among Vietnamese students, and the UK
universities were seen as a good choice. To illustrate, An expressed this view in one of her

accounts:

In Vietnam, a degree from a UK university means you are very good, you can be
more competitive. Also a degree in the UHiplies that you can speak English
well which makes you even more qualified. | chose to come over here because of

those.

AnOs view is stred widely among other Viethamese studeotgret a UK degree and improve
their English.
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Four participants Sang, Thao, Nga and L-ywere in receipt of scholarships. Scholarships in
Vietnam are rare and the application process is highly competitivder@tuin receipt of
scholarships are generally under considerable pressure by their sponsoring organizations to
work hard and acquire new skills, which, upon their return to Vietnam, adequately
OcompensatesO the organizations for their original investifieatrest of the group were
funded by their familiesThe brother of one participant (Quynh) was also studying in the UK

(at the saménstitution) at the same time; both Quynh and her brother were funded by their
parentsThe tuition fee for a NoiEU international student ranges from £10,000 to £12,000 per
academic year (2008009). Living costs are, of course, additional to this, and prospective
students are typically required to provide evidence that they have sufficient funds available
before being acgded. The University of York, for example, normally advises that students
need at least £9,000 per year to cover living costs. The information is provided in the offer
letters to international studentBherefore, to be able to afford the cost of MA degreéhe

UK, it is reasonable to conclude that Vietnamese participants are from middle class
background, even though there was no direct questions to collect data on participantsO
economic background/ietham s a developing country, therefastudying abrad is certainly

not an option for those from poorer social stratéhether in receipt of a scholarship or
supported by oneQOs family, the size of (financial) investment associated with international
study means that pressure and expectations of one foramather exist and those who
willingly subject themselves to such forces can be assumed to have a strong desire to get a
degree in order to consolidate their fledgling professional st&tiglents in receipt of
scholarships are generally under considergipéssure by their sponsoring organizations to
work hard and acquire new skills, which, upon their return to Vietham, adequately
OcompensatesO the organizations for their original investment. Indiwdppksted by

familiesmay thereforalsoexperiencdamilial pressure to Odo wellO.

5.5.4 Changes in motivation and expectation in L2 progress

Data from focus groups and diaries show that Vietnamese OinvestorsOnsieredthat

their beliefs about the opportunities to speak English in the UK werekaist&Vhen first
interviewed in February 2009, after 6 months of living and studying in the UK, all participants
expressed disappointment with their improvement in speaking English. They felt they had not
improved their speaking skills as much as they etgqukto before departing for the UK. Their
levels of frustration and disappointment can be examined through the high expectation and
motivation level. The expectations stemmed mainly from prior assumptions concerning the
OrichnessO of opportunities in #nget language. This OrichnessO refers to both the quality and
quantity of opportunity.
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Bac said that once in the UK his motivation to improve his English actually reduced:
physically being in the UK gave him a reason to not try as hard as when he was in
Vietham. Bac was similar to Mai in that he had a Gimdiitassumption that his English

would improve naturally oncenmersed in the target language:

Since | came over he(&JK) | found myself less motivated to learn English.
Because when | was in Vietnamy main goal was to pass IELTS or
TOEFL test, now that | had achieved it, | will just need to work on my

major at the university.

BacOs idea wataredoy Hoa whocited lower motivation as the cause. She said that
when she was learning English in Vietnasine was highly motivated because she
wanted to pass the IELTS test. Now that she had achieved the score to be admitted to a
UK university, her motivation had diminished. In BacOs and HoaOs cases motivation
was typically instrumental (passing the IELTStjeBac also shared the similar idea

with Hoa but added that he believed he would be able to improve his English by
staying in the UK. In Vietnam, all participants attended formal classes. In the UK they
assumed that the need for such classes would be than compensated for by the
Onatural settingO so their motivation decreddaig however, became frustrated about

the fact that she had not improved her speaking skill as much as she expected.

5.6 Conclusion

This chaptehas discussekiey findings from thefocus groups based on data from the
main studyand has also incorporated findings from tbiéot study. In general,
Vietnameseparticipants reportedimited quality and quantity of interactions in
English. In terms of quantity, the main source of ibfractionsoriginated from
university campugs (see 5.2.1.1).But participants reported surprisingly few
opportunitiesto practice speakingnglisheitherduring classesr after thembecause
theywere engaged imdependent studysee 5.2.1.2)0ff campus, social events were
rarely attendedby Viethnamese studentBarticipantsvere critical of their universities
for not organisingmore interesting and affordab&vents(see 5.2.1.2)Vietnamese
students were keen fmarticipate inevents where they ctwimeet British people but

such events weraften considered to bmulturally unsuitable (see 5.2.2.2).
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At home, interactions in the L2 were mainly with other international students, even
when creating/accessing interactions with English NS were readily available, e.g. when

sharing accommodation with British housemates (see 5.2.2.3).

Some participants had part-time jobs, but the work environment was considered poor
in terms of providing opportunities to practice speaking English. This was due to the
pressure of work and the fact that participants either worked very few hours or as lone

workers (see 5.2.2.4).

In terms of the quality of interactions, language and cultural differences are cited as the
two main problems impeding interactions in the L2. Participants generally struggled to
communicate effectively in an academic setting due to their limited vocabulary,

inaccurate pronunciation and inadequate listening skills (see 5.3.1).

Vietnamese participants believed there was impatience on the part of British
interlocutors which sometimes deterred them from either initiating conversations or

engaging properly (see 5.3.2.1).

Outside academic contexts, matters relating to culture were also thought to cause
problems). This was a two-way street, with both Vietnamese participants and British
people holding particular views about one another which may have shaped the content
and conduct of their interactions (see 5.3.2.2). While cultural dissonance was
considered a problem in interactions with British interlocutors, cultural and
experiential similarity help to explain the more frequent and closer relationships with
international students; but such interactions were not seen as beneficial learning

experience for Vietnamese participants (see 5.3.3).

Six participants managed to access a significantly greater number of interactions than
the others, mainly based on their interactions outside campus. They were proactive in
their efforts to access L2 interactions (see 5.4.2) and/or accessed a greater number of
interactions via key relationships (see 5.4.1). These six participants were reasonably

content with their L2 interactions and SLA.

The remaining eight participants were, however, generally dissatisfied with the
opportunities they had to practice the L2 in the UK and with the progress they had

made. Prior to arriving in the UK most participants had high expectations regarding the
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opportunities to speak English and improve thein.zhe UK andthey had to revise
these expectations when faced with the redbe 5.5).The next chapteexamines
these key findings in greater detail and triangulates themfindings fromthe diary
(Chapter 4using the key SLAheoriesdiscussed iltChapter 2 tainderstand them
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Chapter 6

Discussiors

The chapter starts with a discussion of mein findings identified in Chapters 4 and

5, simultaneously drawingn relevant theories to make sense of the findings. The
chapter then seeks to identify key relationships (between itidentinteraction
experiences and communicative competence) in order to answer the research

questions:

* Which types of identies are reported by Vietnamese students in UK higher
education establishmesat

» How-if at all- is identity implicated in Vietnagse studentsO interactions in the
English language?

* Does the possession/construction of identity affect an individual own sense of

intercultural communicative competence? If so, Ifow

6.1 Key theories

I will use three theoretical frameworks to critigalinalyse and make sense of these
findings: NortonOs theories of social identity and investment; BarnaOs stumbling
blocks in intercultural communication and Giles and ByrneQs intergroup model. These
theories have been described in more detail in Chaptart 2he key assumptions are
presented below in Table 16. Each theory helps to shed light on the actual
interactions of participants from a different perspective. Norton (2000) argues that the
success or failure of a L2 learning process depends on tlte sies that learners

take which help them impose the right to be heard; and become legitimate participants
of social interactions. Barna (1998) attributes problems in communication among
people from different cultures to six Ostumbling blocksO, wighbe rooted in
cultural differences.Giles andByrneOs (1982) intergroup model emphasises the
impact of group identification on individualsO L2 learniagserting a dynamic
OborderO dividing contrasting cultural and linguistic camps which some people may

more successfully traverse than others
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Table 6.1: Key frameworks and assumptions

Theory Assumptions

Interactions (quality and Social roles

quantity)

Social identity and Mediated by power relations New, @reignO learne

Investment (Norton, 2000) Dreflects resources

Stumbling blocks to Influenced by cultural Vietnamese (Asian
intercultural differences culture) in UK
communication (Barna, (Western culture)
1998)

Intergroup Model (Giles & Dependent on dynamism  Viethamese, Asign

Byrne, 1982) betweerdifferentgroups Other

6.2ldentities of Viethamese participants

As discussed in 2.3.2, NortonOs (2000:19) definition of social identity is used in this
thesis. Norton emphasises that identity must be considered a dynamic concept; which
may change overrtie and differs from one social context to another and/or when
subjected to shifts in personal disposition. The discussion below will discuss the
sources that were found to have influenced the formation of identities of Vieteame
participants. First, it dicusses the social and cultural influences on participantsO
identities. Second, it focuses dme identity reconstruction process of Viethamese
participants while residing in the UK (over time or affected by particularities of

community and experience).

6.2.1Influence of Vietnamese social and cultural backgrounds

Hetch (1993:79) points out that Oidentities are a soufcexpectations and
motivationsOFirst of all, information from participantsO prafileee 5.1.1) suggests

that participants were alhoreor-less fullyformed adults by the time they arrived in

the UK and each possessed individual personalities, expectations, skillsets and
identities. These must be accounted for, since they represent the inputs or Oraw
materialsO of the SLA (SA contegtpcessNorton (2000) sees learners as investors

who are willing to invest (time and money) and expect worthwhile returns.
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Vietnamese students were clearly investing financially, and this is further evidence of
high motivation and expectation which isaag linked to credentialism at home.
Credentialism in Vietham remains important and a UK degree is highly valued in
Vietham®highly competitive economy and labour market (King, Phuong An Nguyen
and Nguyen Huu Minh, 2008). As described in 2.§iBtnam isa developing country

and onlythe Viethamese middielass cargenerallyafford the high tuition fees and
living costs associated with studyg the UK As King, Phuong An Nguyen and
Nguyen Huu Minh (2008) suggest, the middle class in Vietasenthosenvho can

afford andare mostwilling to invest in study abroathecauseit is considered a
financial investment to improve their career prospects and consolidate their social

status.

For the majority of participants, studying in the UK is a big investmentdialy and
emotionally.Viethamese participantthereforecan be described as highly motivated

to study in the UK.Participants were all employed as young wiibdar sem
professionalsn Vietham They gave up their jobs, and travelled thousands @fsndl

the UK, topursie MA degreesin order to consolidateheir skills or acquire better
careers.Their motivation to study in the UK can be traced back to two reatoms:
credentialismin Vietnam (see 2.6.5)and participantsO assumpsioregardingthe
progress in English language proficien¢gspecially speaking sKillconsidered
achievable whilststudying in the UK (see 5.5.1 and 5)5.Evidence to support
credentialism among Vietnamese participants is discussed in detail in Bt#&3.
expectation thah UK degree would further their careers was generally accompanied
by a belief that a UK degree also demonstrates proficiency in Erglesid that
studying in the UK would almost guarantee this. English proficiency is highly valued
in Vietham, and the UKs constructed as a destination full of opportunities. Some
participant€beliefs regarding the L2 benefits of living and studying in the TL culture
were greater than others, huior to leaving Vietham mogienerally believed that
studying in the UK wouw improve their English proficiency (see 5.5.1) and that
simply living and studying in the UKD even for a relatively short periodwould
consolidate and develop their speaking skills. Participants also had high expectations
regarding the opportunitie® tspeak English and improve the L2. UK universities

therefore continue to exert a significant pull on young, ezahger Viethamese
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professional® and theirsponsoring employers and families. Viethamese students in
the UK are generallfighly motivated @ get MA degrees from the UK, to improve

their English language, consolidate their careers and enhance their social status. Their
economic motivation is underpinned by a series of expectations regarding what OlifeO
as a student will be like in the UK inrtes of interaction opportunities. Upon entering

the UK as young professionals from middle class backgrounds, Vietnamese students
encountered a range of experiences which can be understood in terms of their social

positioning

6.2.2Social rolesreported by participants

Findings from section 4.6 show th@FriendO and OStudent® are the most common
social roles reported by a wide margin and the majority of participantsO L2
interactions occurred on campus where these two roles were foregrounded. Other
social roles areacknowledged, but only rarelffhis supports Norton(tseories(see

2.3.2) in whichlanguage learnersO identities are influenced by social commexkey
ingtitutions such as universitieBarticipants made sense of their social roles through
university as an institution and interactions around campasording © Norton

(2000), his can be explained by the fact that participants had experienced a major
change in social setting (from Vietnam, in Asia, to the UK, in EyrB@®cial context

coud reasonably be expected to press hard on participantsO own processes of making
sense of their new situatiofhis supports NortonOs understanding of the way that the
OsocialO influences identity i.e. by focusing on how it constrains the roles people can
play in societyNorton (2000) describes hothie deteriorating socieconomic status

of immigrants affects their identitieShere is evidence to support this. There is a
clear Oshift© away from the social roles that Viethamese students used to occupy
befae arriving. All participants were professional workers, with middlass
background. While residing in the UK, Vietnamese participarfedt culturally
different (see 5.3.2) and were also relatively financially impoverighed 5.2.1.2)

For example, tbre were accounts from participants who could not socialise as much
as they wantedue to the costne,Bac had to move out of his accommodation to
save money whicBubsequentlgosthim opportunitiego practice more Englistalso

see 5.2.1.2).
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Thedata is interesting for what it does not find as much as for what it does find. There
was, for example, considerable difference betweamicipant® perceptions of their
own OVietnamesenessO betweemdie study and pilot studyn the main studyhe

sacial role of OVietnameseO waely reported, but participants in the pilot study
reported strong feelings of OVietnamesenessO during convevsittioasive English
speakersSometimes participants were simply attempting to distinguish themselves
from the Chinese whilst at other times participants were purposely expressing their
culture and nationalitp putting their OVietnamesenessO on display for British people.
This supports Norton@syumentsis-~ -vis how social interactionandsocial rolesare
concatenatedHowever, Mi, a participant from the main study more typical and

commentedthere is not a lot in the UK to remind me oleynamese identi€y

The difference between thgilot and main studygroups in terms of Viethamese
identity may be explained by theuliffering lengtts of stay in the UK. Participants in

the main study haldeen in the UK for approximatesix monthswhile the pilot study
participantshad alreadyspent several yeais the UK It is tempting to assume that

new arrials to the UK may feel more OotherO than those who have been in the UK
longer, and that one basis of their OottetBeir OVietnamesenesBdnay be
particularly prominent. This would, for example, accord with BarnaOs concept of
Oshockd. Alternatively, theesearch suggests that participants put their
OVietnamesenessO on litltook some time before they acquired the social and
intercultural skills and confidence to express and project their cultural background and
nationality. Norton (2000)would undertand this as evidence of SLA as an often
protracted social process of negotiation for meaning. Mi offers another redtimg
Vietnamese community in the UK is relatively small and although formal and
informal institutions and networks have coalesced (oliclg VietSoc) it may have
taken participants some time to either discover them and/or access them rdiitinely

at all)Pthese networks and institutions were important reservoirs of OVietnamesenessO

which new arrivals were unable to draw instantly from.

6.3 Implications of identities in social interactions

The previous section has described the sources influencing participantsO identity
construction and the types of social roles they occupied while residing in the UK. This

section will explore how sucldéntities are impliated in L2 social interactions.
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6.3.1Limited social roles and limitedsocial interactions

Diary data in 4.2.1 shows that the majority of participants spent less than 1.68
hours/day speaking English. Further, the number of hours sgeBkiglish was on a
general downward trend.he dary data is reinforced by data from the focus groups
(see 5.2.1.1) in which participarastribute their limited L2 speaking fasufficient
opportunitiedor them to speak the L2 and/or obstacles prevemtiogssThe limited

hours spent speaking English can be explainesbbial roles.

There is considerable evidence suggesting that participantsO identities were influenced
by their social contexts. The second most commonly reported social role was
OStudef (see 4.6)and the second most common type of interlocutor was also
OStudent(ee 4.3) If OstudentnessO and interactions with students are so prominent
one might expect OAcademic DiscussionsO to also feature high up on the list of
interaction types; Hut does nofsee 4.4) In fact, participants described in the focus
groups interviews how they generally struggled to communicate effectively in an
academic setting due to their language skills (see 5.3.1) and although the university
was considered thenain source of interactions for the majority of Viethamese
students, campus still only offered limited opportunity to speak English (see 5.2.1.1)
and participants certainly did not engage in regular academic discussion there,
reporting surprisingly few opmptunities to practice speaking English either during
classes or after them (see 5.2.1.2). Opportunities to speak English on campus were not
only limited but the number of interactions available there decreased over time. The
prominence of Ostudentnessé@etbre suggests that participantsO social roles are
influenced by context (and interlocuttypes) just as much by the content of their
interactions: being on campus and/or talking to studemgen about nclacademic

mattersDis sufficient to foregrouth oneOs OStudentO identity.

Further evidence to support the relationship between social roles and social
interactions comes from one of the least reported social roles. There was a link
between the reporting of the lower ranked social role OEmplgeed.6)and the
equally less common interlocuttype OColleagud€ee 4.3) Ranking of the social

role of OEmployee® was considered rare givehatiatf the participants occupied

parttime jobs (see 4.3.6). Discussions in focus groups revealed thadmnbns with
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work colleagues were minimal (see 5.2.2.4). Here, Viethamese participants ranked
OEmployeeO low because they did not have frequent interactions with colleagues at
work. Therefore, this suggests that participants ranked the social roldationréo

the frequency of types of interlocutors and types of interactions that they experienced,

rather than context.

The relationship between social roles and social interactions is also found where
participantsO number of social roles seems to teflec quantity of their L2
interactions. For example, the two cases (Chau and Mi) who claimed more social roles
also reported more social interactions and spent more time speakytighE(see

4.2.7). At the other end of the scale, Nga and Bac, who claioméd OStudentO and
OFriendO status, had the lowest total hours of speaking Eagliste¢ 4.2.1). This
suggests a relationship between the number of social roles occupied and the extent of

L2 interactions.

This suggests that the social roles that Naetese participants felt strongest were
influenced by social contexts and social interactions. In other words, the identities that
Vietnamese participants adopted were influenced by social forces. The social
influences on identities of Viethamese studerds be explained by the fact that
participants had experienced a major change in social setting (from Vietnam, in Asia,
to the UK, in Europe). This was anticipatesbcial influences would make a
significant contribution to any processes associated wehtity construction and
reconstruction among participants. This supports NortonOs understanding of the way
that the OsocialO influences identity i.e. by focusing on how it constrains the roles

people can play in society

Except for Chau, Mi and Tu thesteof the participants mainly reported the identities

of OStudentO and/or OFriendO influencing their patterns of interactions. Again, NortonOs
theory of power relations can apply to kimteraction scenarios. There seems to be a

link between limited- and limiting - social roles and similarly limited interactions.
Gtudenstatus did not contribute positively to processes of accessing opportunities to

speak English. Instead, being a student interfered with opportunities; because of
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academic workloads, peglagic specificities and the requirement to prioritise

academic needs (see 5.2.1.2).

Vietnamese participants were therefore negotiating different levels of interactions by
taking advantage of their social roles. Social roles seem to have played anniporta
part in deciding the quantity of interactions of Vietnamese participants. It supports
NortonOs theory of power relations which suggests that the success of the L2 learning
process depends on how participants can exploit their social roles, to impagétthe

to be heard and achieve full participation in the TL community.

6.3.2Power relationsmanifested in social interactions

Norton (2000) argues that L2 learners have a complex social identity, which can be
understood through power relatiof®ower rehtions therefre are seen best through

five social inteactionswhich will be discussed below.

6.3.2.1In interactions with NS

Vietnamese students were keen to interact with the TL community and attempted to
participate in events where they could meetigripeople. However, many of these
events were often considered to be culturally unsuitable (see 5.2.2.2) and participants

deliberately avoided them.
OLio®shareO

Norton argues that L2 learners have to perform the OlionOs shareO during interactions
with native speakers. Discussions from the focus groups seem to support this.
Vietnamese participants felt obliged to put the OlionOs shareO of thought and effort into
interactions with native speakers simply because they have a stronger preference for

interadions with native speakers.

At home, interactions in the L2 were mainly with other international students, even
when interaction opportunities with gliish NS were readily available. Evidence from
5.2.2.3 shows that Vietnamese participants did not hawvey nrgeractions with
British housemates. Any L2 interactions at home were mainly with other Asian or
international housemateReported interactions with British housensaggidencethe
Olio®sshareO that the Vietnamese participants had to bear. Forlex@uypnh

described how she exercised care when in conversation with her chef housemate.
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Their conversation focused on Vietnamese cuisine because the chef was interested in
Asian cooking. Quynh refrained from talking about other topics because she @uld se
that the housemate was not interested. Their relationship therefore could not develop
any closer.In QuynhOs accoundespite having performedthe Olio®sshareO her
relationship withher British housematestill did not develop,neither did her L2
interactions at homeQuynh wasOluckier@ith an African British friend who always
showedOsympathy@ the difficulty that L2 learners have when talking to NS. Quynh

felt touched when her African British friend listened to her carefully and politely
correctedher mistakes. Quynh clearly wanted to be treated similarly by native
speakers but she reported this only happened to her once. Quynh believed that the
African origin of her friend helped her develop insights into the difficulties of L2

learners like Quynhso she was willing to help.

Quynh and her British African friend therefore challenge some SLA research by
suggesting that interactions with native speakers are more beneficial than those with
nonnative speakers. Quynh was clearly supported to imphareEnglish by her
African friend, whilst left feeling inadequate and irritated by conversations with NS.
Chau also emphasised the need toOpatient conversations with British. Chau
believed British people a@nice and friendlyDt they expect otleoeople to take the
initiative andtalk first. In other words, in interactions with the British, Viethamese
people are xpected tomakegreaterefforts This is also supported by participants V.

and P. from the pilot focus groups (see 5.4.2.2). V andiévbd that British people

want to talk to them too, but V and P had to initiate the conversation. While both V
and P experienced and understood Othe rules of the gameO in conversations with
British people, V said he did not mind, but P expressed hisghgament that he had

to Otalk first all the timeO

OAmbivalentO attitudes of TL speakers

Norton also describes how immigrants in her research felt OmarginalisedO by the
ambivalent attitudes from the native speakers of the TL. Data from focus gramups als
supports this. Mi, Luyen and Mai believed that younger British people were more
Carrogan®O and 18ss interested in other cultures than older British peOpl&hey

described older British people akirer and more patie@ in their conversations.
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Youngerpeople did not listen carefully or repeat words or explain things properly to
Viethamese interlocutors. The discussion in 5.3.2.1 shows that Viethamese
participant®©views of British people ranged fror®uninterested(as P described it),

to OdiscriminatoyO(as described by Luyen). Though the problems were attributed to
cultural differences participants in general considered British people unsupportive.
Towards the end of data collection process, several participants (Bac and Luyen)
withdrew completely fron interactions with British people. In a response to a
suggestion from Chau that Vietnamese should be more understanding and patient in
their interactions with the British, Bac comment@itiOs not worth it@acOs point of

view supports the literature raging Orespect and responsibilityQ in Viethamese
culture (see 2.6.2). According to this cultural norm, interactions between people are
equal regardless of their economic or social status. Bac, therefore, requires and
expects equal effort from interlocusgrand was not comfortable taking the @imn
shareO in interactions with British people. BacOs behaviour also supports KimOs (1993)
and Davis and ProctorOs (1989) description of middle class Asian men as strong,

responsible and demanding respect fronr ttaenily, friends and wider society.

Another finding which possibly supports the OambivalentO attitude from the TL
speakers is that the Vietham@selationships with British classmates was never as
close as that with international students (see 5.3.2t®.OambivalentO attitude from
British people was also found at work (though not intentionally) from one of MaiOs
colleagues (see 5.2.2.4). Mai was told to Ostop talkingO to a British chef in the kitchen
where they were working together because he netl@dncentrate. Though Mai
understood the reason for this request, she was clearly upset by it and the fact that she
could not talk to a colleague even during a bré4&iOs account can help understand
why half the participants had pdime jobs, butonly one participan{Ha) reported
regular L2 interactions at work (see 5.2.2.4). The work environthenéforewas
considered poor in terms of providing opportunities to practice speaking English. This
was due to the pressure of work, the fact that partitspaither worked limited hours

or as lone workers and because work colleagues were generally regarded as unfriendly
(see 5.2.2.4)
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The Oambivalent attitude® from British people that Norton (2000) describes in her
research caused problems in L2 inteatdi among Vietnamese participants and was
undoubtedly a surprise to many participants given how much they preferred
interactions with native speakers and their assumptions regarding the benefit of NS

interactions before leaving Vietham (see 5.5).

OcCatcl220

Norton also describes a Cat2B in which L2 learners have to OperformO while being
judged by native speakers. This situation is also observed in Viethamese participants.
There is some evidence to suggest that participants adopted the identity roiea lea
when they spoke English in front of NS. Sang, for example, was hoping that his
British friend would correct him when he made a mistake. At the same time, just like

a student in front of a teacher, Sang was afraid of making mistakes. If the NS
interloautor did not correct him, he thought that person insufficiently supportive; but if
corrected, Sang although gratefub also felt embarrassed. Sang admitted he often
lost confidence whilst interacting with native speakers. This is similar to the-€atch

that Norton describes: L2 learners do not have enough Ospace® within which to
develop their skills because they constantly feel nervous about being judged by native
speakers. In SangOs case, to put himself at ease he chose to speak English with NS that

healready knew and who had become accustomed to his inaccuracy.

The drongest evidence for the Cat2B possibly comes from the participantsO
accounts in section 5.3.1. Participants (Luyen, Nga, Tu and Bac) described how they
felt ‘lost’ in academic debatedue to their inadequate language, especially in
comparison with NS classmates. Nga admitted to the fear of being judged when
speaking English to native speakers even though she never actually experienced any
negative comments or attitudes from thehme fact that English is their second
language and making mistakes is a natpeat of any learning process did not put
participants at ease. They were clearly embarrassed and under pressure to perform

well in front of NS.
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6.3.2.2L imited social interactions

The majority of L2 interactions occurred on university campuses (see 5.2.1.1), but
participants reported surprisingly few opportunities to practice speaking English either
during classes or after them (because they were engaged in independentsstidy
5.2.1.2). Off campus social events were rarely attended by Vietnamese students. The
difficulties associated with accessing L2 interaction opporemisupport NortonOs
suggestiorthat access to TL speakers occurs within and is patterned by specific social
contexts (e.g. campus life and course regimes) and must be negotiated and managed
they are not automatic. According to Norton, the success of these negotiations will

reflect asymmetries of power between language learners and the TL community.

6.3.2.3More simple than complex interactions

The three most common types of L2 interactions #@&ocialisingd, OSimple
TransactionsO and OSmall Talkidh togetheraccountedor approximately 75%of
all L2 interactions (see 4.4)Approximately 24% of encounte were complex

transactions and academic discussions.

Vietnamese articipantswere engaged inminimal academic discussionBata in
section 4.4 shows thaacademic discussion accounted for about 12% of total
interactions. This is a modest figure giveattparticipants were enrolled fall-time

MA courses.In addition, @ademic discussiondecreasedver the three months,
together with interactions withUBiversity/Academic Staff® (see 4.Bhcus group

data (see 5.2.2.1) suggesiat this reflectshe effect of the Easter holidap the last
month of data collection proceg€Eomplex FansactionSslightly increased in the last
month. Evidence from the focus groups shows that a number of participants were
holidaying, sightseeing and/or attending confees during April 2009, which may

hawe influenced the @@ plex TransactionSheadline figure.

Most of the time participants were therefore engaging in simple and relatively
undemanding conversational activitie®re sothan complex oned his may simply
reflect participantsO swptimal L2 skills (see above). An alternative, positive, way of
understanding this is to see the acquisition and maintenance of simple and
undemanding conversational skills as an essential requirement fdo-day life.

Ratherthan being restricted (against their wishes) to mundane conversations (by
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forces beyond their control) participants are instead routinely exercising a skill which
they have morer-less mastere® one which functions to preserve their overall L2
confidenceand compensates for shortcomings elsewhere. However, participants were
generally dissatisfied with their communicative competene the research period

which casts doubt on this explanation.

There is nothing to suggest that such interactions wex@uglly being replaced by
more complex conversationsas might be expected under BarnaOs framewask
participants acclimatized and overcame Oshockfe persistence and relative
dominance of OSimple TransactionsO and OSmalttiEatéreendorses NaonOs
theories regarding L2 learner&lure to be considered Oworthy to speak® and/or
Oworthy to listeri§y attributing L2 interaction experiences to social foraed roles
which individuals cannoguickly or easily amen@bvercome This view is reinfoced

by focus group data in which participants commented that some British people were
reluctant to enter into meaningful conversation with the Vietnamese, displaying
Oimpatience@nd a desire to terminate any conversation asklyuas possibldsee

5.3.21). This phenomenois explored in more detail below.

6.3.2.4Limited types of interlocutors

In terms of whom participants spoke English with (or Interlocutor OTypesO), the
number of L2 interactions alsgenerallydeaeasedover time mirroring the overa
reduction in time spent speaking EnglisBFriendsO are the most common L2
interlocutors by a large margin; followed by OStudent® and OUniversity/Academic
StaffO. Interactions with other typesf interlocutors were allelatively rare. Within
subjectvariation is limited for OFriendsfdggesting participants were able to sustain
certain key relationshipand/or patterns of socialisingput more pronounced for
OsStudentsO and OuUsitygAcademic StaffO (see 4.3), possibly refleciogrse

regimes and miversity closures.

6.3.2.5More interactions with NNSthan NS

According to diary data in 4.4, the number of NNS encounters was three times that of
NS encountersThe gap between NS and NNS interactions narrowed by the end of
Month 3 however, but this wakie to a reduction in interactions with NNS rather than

an increase in teractions with NS (see 4.3.8) aisdconsistent with data from the
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focus groups suggesting that most participantsO classmates and friends onBcampus
participant©main interlocutos - were fellow international students (see Chapter 5).
Very roughly, participants tended to speak to NNS whilst on campus and NS off
campus, although there were obvious exceptions (such as when shopping). One less
obvious exception includes participantsDinteractions at home, where tmeginly

spoke English with other Asian housemates eWesharing accommodation with
British students (see 5.2.2.3jietnamese participants mainly spoke Vietnamese with
other Vietnamese or English with other (Adietnamee) Asian housemates (see
5.2.2.3).

The patterning of L2 interactions described abmvgenerally compatie with the
theories of NortonOs (20Q®)wer relation® of Vietnamese participantsO inability to
impose the Oright to be heardO by compellieddottors from the TL community to
ignore and/or overcome their own reservatieiss -vis intercultural communicadn.
Since norVietnamese NNS were viewaad the same situation as the participaiste

5.3.2.2) power is more evenly distributed, fagling communication.

6.4 Stumbling blocks in participants® L2 communication

BarnaOs (1998) six stumbling blocks were found helpful to make sense of the data
collected regarding participantsO social interactiBive cut of the six stmbling

blocks (alsosee 2.7.3) were found relevant: Language differences, anxiety in
communicationtendency to evaluate, assumption of similarity and stereotype. There
is, however, enough data to confirm the last stumbling block which is/ertal

misinterpretation.

6.4.1Language differencesand anxiety

Inadequate L2 competence has been reported by Vietnamese participants as an
obstacle preventing participants from engaging in L2 conversathetounts by
participants in 5.3.1 show that their English proficiency reethia problem in
communication for Vietnamese participants across a range of interaction types from
simple transactions to academic debates. Even though all participants passed the
English requirements to gain entry to UK universities, they reported OshpmokO

arrival in the UK. Vietnamese participants blamed this on b@iligprepared@or the

211



CHAPTER 3X

“real English” spoken in the UK. As Boxer (2002) suggests in her research of
international students in America, international students, having passed English
language tests, typically fail to understand the norms and rules of interactions in the
TL environment. As a result, they failed to recognise and take advantage of
opportunities to practice the TL language. Vietnamese participants had passed either
IELTS or TOEFL tests before coming to the UK. They were confident about their
English in Vietnam and expected it to improve further after one year of studying in the
UK (see 5.5). However, Vietnamese participants soon discovered that the
opportunities to practice speaking English were not as plentiful as they thought (see
5.2.1.1 and 4.2.1).

There is evidence to suggest that Vietnamese participants experienced high anxiety in
communication in English, especially in interactions where native speakers were
present. This may explain why participants found it difficult to access and function
successfully in academic settings (including with their supervisors) i.e. in an
institution which they have paid to receive a service from which should ostensibly
afford them a degree of power. Further, several participants, such as Nga, reported
experiencing anxiety during the focus groups but did not interpret these as negative L2
interaction experiences because they believed the problem was a personal one, not an
inherent product of their L2 encounters. Anxiety on the part of the participants is
therefore likely to explain certain unsuccessful L2 encounters. Accounts from the
focus groups (see 5.3.1) show that Nga, for example, found herself “mumbling” in
front of her classmates, whilst Ha chose to remain silent in academic discussions
(although Ha attributed this to her soft voice which she thought would cause
difficulties for her classmates). Bac avoided interactions with British people (see
5.3.2.1) and reported the lowest number of interactions among the group (see 4.2.1).
After several attempts trying to make himself understood in conversations Bac would
often just give up and withdraw completely. Bac also reported experiencing anxiety,

possibly caused by the fear of being judged by NS.
Anxiety is viewed by Norton (2000) as the result of unequal power relations between

NNS and NS. However, Barna’s concept of anxiety challenges the suggestion. Barna

explains high anxiety as a common feeling when people from a different culture come
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to a new culture/country. In this sense, moving to an alien country/culture is the main
cause of anxiety in communication. For most participants (except Tu), studying in the
UK represented the first time they had lived away from their homeland for a long

period of time. Some patrticipants, such as Thao, clearly evaluated UK culture from a
Vietnamesecentric perspectivewhich according to Barna (1998) is the cause of

another stumbling blocka Otendency to evaluateO

6.4.2Stereotypes andhe tendency toevaluate

Data suggests that participants experiencedafn®arnaOs obstaclesereotypes and

the tendency evaluate. Stereotypes happened when Vietnamese participants did not
haveasmany interactions as they wisthwith the British.In fact participargO views
regarding the(un)friendliness of British people arthemselves stereotypeSome
participants found British peopli@ general Ounfriendlyhilst others felt that this
mainly applied to younger British peopknother stereotype about the Britisaople

was the impatience on the part of NBarticipants believed this deterred British

people from both initiating conversations and engaging fully in them (see 5.3.2.1).

This was a tweway street however, with both Viethamese participants and British
people holding particular views about one another and approaching interactions
cautiously, ultimately shaping the content, conduct and frequency of their interactions
(see 5.3.2.2)For example, Chau believed that the British considered all Asiabe
roring® and on thebBttom list to make friends with(also see 5.3.2.1). In another
account, V believed that British people think Viethamese people look like Chinese
and Qall Chinese tend to stick to themse®ss the British would not initiate any

convasations for fear of being a nuisance.

It is also important to note that there is also evidence of cultural learning ocdrring

of stereotypes being abandoned, of open mindedness and of Odifference® being
accommodated and even celebrated. Sang, for da&armtially considered UK
socialising habits boring and less stimulating than those in Vietnam, but he persisted,
concluding eventuallyl@sed to find it boring here. However, recently | have started

to find out the experience hefléK) is quite interesng actually. It has its own rightO

SangOs account shows that Sang fell into the stumbling block of Otendency to

evaluate®. Sang used to evaluate interactions in the UK and cothpare
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(unfavourably) with those in Vietnam. Therefore Sang was not happy because
“hanging in the pubs in the UK are not the same as in Viétnahe most obvious
changes in attitude towards British culture were expressed by Hoa and Sang. They
actively evaluated British culture and also displayed a level of proficiency in adapting
to it. During the first interviews, Hoa and Sang considered British people and society
Oarrogant and hierarchicalBowever, towards the end of the data collection period
they both enjoyed spending their leisure time with their NS peers. At the time of the
study Sang even considered staying in the UK for several years. This shows that once

participants stopped evaluating, they started to enjoy their interactions in the TL more.

6.4.3 Assumption of similarity

Barna’s first stumbling block— the assumption of similarities — asserts that people
mistakenly assume that as humans we are all similar and consequently should be able
to communicate relatively easily. Barna believes that the inevitable revealing of
difference generates ‘shock’, hindering communication. Barna also argues that
culturally different interlocutors are prone to stereotyping and a ‘tendency to evaluate’
which interferes with the development of mutual understanding. It follows that
encounters with interlocutors who are (considered) less culturally and experientially

different would therefore generate less anxiety and fewer opportunities to evaluate.

6.5 Making sense of L2 interactions using Intergroup Model

Similarly to the stumbling block of ‘assumption of similarity’, Giles and Byrne’s
(1982) Intergroup Model emphasises the importance of cultural and/or linguistic
similarity in patterning intercultural encounters — notwithstanding individuals’
abilities to transit between cultural and linguistic camps, the ready availability (or
absence) of own- and like-group members, networks and institutions is likely to shape

inter alia who people talk to and how frequently they do so.

Giles and Byrne’s intergroup model maintains that cultural and linguistic
commonalities and differences are likely to facilitate and limit interactions between
different linguistic and cultural groups. If the intergroup model is correct we would
expect to see Vietnamese participants ‘drawn to’ and spending much — even most of —
their time with fellow Vietnamese students and with other groups with whom they

perceive themselves to share key linguistic, cultural and experiential reference points
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etc. There is data to support the dynamism that govern interactions between
cultural/linguistic groups that Giles and Byrndvacate. First, interactions between
Vietnamese participants and British interlocutors were limited. Data from both focus
groups and the diary suggest that Vietnamese participants had limited interactions in
English (see 4.3 and 5.2.2.1). Participants gfsake English with more international
students (mainly Asian) than British students. Most participants founendreO
difficult®© to communicate with native English speakers than with other Asian students.
The most striking example is how Vietnamese pipditcts only became (close)
friends with other international housemates/classmates even whilst sharing
accommodation with British people and attending MA courses with British students.
Chau and her English housemate never developed a relationship as, finsteixl
maintaining a distance from each other. This was interesting because Chau and her
housemate enjoyed favorable conditions to become closer. They shared a house, he
was studying Asian Studies and Chau was keen to improve her English and learn
more about British culture. ChauOs experience supports Giles and ByrneOs argument
that ethnolinguistic and cultural convergence facilitates L2 interaction. The
Vietnamese and British culture and language differences did not facilitate mutual
attraction. The Vimmamese students seemed to be more comfortable talking with other
international students because they had similar cultures and more common points of

reference.

6.6 ldentity and communicative competence

First of all, data suggests that most participangsewnot satisfied with their L2

experience.Diary data in 4.5showsthat 9 out of 14 participantscored their

communicatiorexperiences less than avera(g_te: 45 with scores ranging frorll

to 113 (out of a maximum available mark ©88). Further, participants became
increasingly dissatisfied with their L2 interaction experiences over the course of the
study (although there was significant betwsebject variation)Focus groups also
suggesthat participants were not happy with itherogress in English speakirsgill

(see 5.5.1).

As discussed in 2,4the sense of communicative competence can be investigated

through: the frequency df2 interactions, the management of stumbling blocks in
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communication, and theelfidentification in relations to groupsand the power

relationsin social interactions. Each will be discussed in detail below.

6.6.1 Frequency of L2nteractions

Macintyre & Charos (1996) believaommunicativecommunications manifested in

L2 communication frequencyn which, the more opportunities L2 learners have to
prectice the TL language, the more satisfied they wouldvigl theircommunicative
competence. According to this, the low rating of L2 experience among Viethamese
participants can be understood innterof thelimited social interactionthey had in

the UK. Evidence from botthe diariesand focus groupsonfirm this (see 4.21, 4.3,

4.4 and 5.2)In addition to the limited opportunities, Viethamese participants also
experienced problesin taking advatage of opportunities even when they became
available onegand even on campus University and campus life provided the
majority of L2 interaction opportunities but participants reported several obstacles
preventing easy cagess to them. OHardO extepistacles include: demanding
academic workloads, the high cost of socialising and inadequate support from
university authorities. However, participants also cite OsoftO cultural differences and
their own suboptimal L2 skills as additional obstacles (see’b2). With regards to

the latter participants generally struggled to communicate effectively in an academic
setting due to their limited vocabulary, inaccurate pronunciation and inadequate
listening skills (see 5.3.1). Cultural differences and misuta®ighgs undermined the
appeal and success of various initiatives designed to transcend national and cultural
barriers and occasionally functioned to erect invisible barriers between different geo
cultural student groups limiting intermingling and/or L2emractions. A mix of social,
cultural and individual (cultural and skitentred) factors arthereforeimplicated in

participantsO precise L2 interaction experiences.

Another reason for the dissatisfaction withithie2 interactions was the fact that
interactions with NNS were far more common than interactions with vidfide
participantsvalued interactions with NS more than with NN®e results suggest that
participantsCnteractions with NNSverenot considere useful learning experiences
because thethemselves were thought to have -sytimal L2 skillsD resulting in
fairly high levels of persistent dissatisfactidtelatively low satisfaction scores might

also reflect participantsO irritation at their continued inabilitutxessfully access
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NS and the TL communityThe overall downward trend in satisfaction ratings can
then be understood as linked to the decrease in NNS encounters relative to encounters
with NS over the course of the stuBlyarticipants se&icky encounters witlhardto-
reachNS as the litmus tedor their communicativecompetence, with morer-less
easygoing encounters with NNS serving to offset any disappointmBats fromthe

focus groupsconfirms that participantswere both unhappywith the limited L2
speakingopportunties they had in the Ukndwith aspects of the actual encounters

themselves

The majority of Vietnamese participants reported limitgdractions in their diags

(see 4.2.1) and lowdevel of dissatisfaction. They also admitted overestimating both
the L2 interaction opportunities available in the UK and improvements to their L2
skills associated with prolonged exposure to the TL community (see 5.5). The fact that
these high expectations were not met may explain their high levels of dissatisiaction
in contrast, those with more conservative expectations report more L2 interactions and
higher satisfaction (see 4.2.1 and 5.2.1.1).

The unhappiness about the L2perence can be understood in lighttloé identities

that were observed in secti@?2 earlier. With high motivation and expectation to
study in the UK Vietnamese participants were hoping to experience OgoldenO
opportunities to improve their English proficiency, especially speaking skill (also see
5.5.1 and 5.5.2). The realiof real life n the TL environment therefore explains why
participants rated their L2 experiences low. This also links in with the concept of

investment (Norton, 2000yvhich will be discussed in the following section.

6.6.2Imposing Ghe right to be heardd

As discused in the previous section, the low rating of L2 experience can be explained
by the concepbf investment (Norton, 2000). Vietnamese participants are considered
investors who invest their time and money to study in the UKimneturn expect to
achieveMA degrees and improved English speaking skillowever, the OinvestorsO
soon experienced difficultiesvith fully tapping into opportunities in the TL
environment, which according to Norton (2000) can be attributed to the unequal
distribution of power. Nodn (2000) believes thaower relations help to explain the

social roles that learners can clairsocial roles assist learners to negotiate access to
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interactions, to impose the Oright to be heard® and to become legitimate participants in
social interactn. The more successful in imposing the right to be heard, the more
competent one is in his/her communication. As discussed in 6.3.2, power relations are

manifested in the social interactions of Viethamese participants.

There is, in fact, both evidence sapport and challenge the influence of social roles
on L2 interactions. This chapter has illustrated how some Viethamese participants
occupied social roles that enabled them to access more interactions. The Bhapter
and, indeed, the thesis as a wholas described how key formal and informal social
settings and institutions can constitute a structuring backcloth patterning L2
interaction opportunitiePiscussionghroughoutsection 6.3.2 shosithat the majority

of Viethamese participants did navoid successfullyDbeing maginalisedO in social

interactions due to unequal power relations.

As Norton (2000)suggeststhe success or failure of L2 learning depends on how well
learners negotiate interactions (through their social roles) and impo@igttico be

heard) therefore becoming a legitimate subject of, and party to, a conversatibis.

sense, the low rating of L2 experiences of participants can be understood as they had
yet tobecome a full participant in social interactions,successfujl usetheir social

roles to impose the Oright to be heardO

6.6.3 Overcoming stumbling blocks in intercultural communication

The discussion 6.4 shows that Viethamese participants experienced five out of six
stumbling blocks in intercultural communicaticas suggested by Barna (1998).
Communicative competence, according to Barna (1998) is an inner capacity to
overcome those stumbling blocks in communarat(also see 2.7.3). Thereforthis
helps explain whymost Viethamese participants were not satisfiedwith their
communicative competenceowever, Barna (1998) does not point out how to build
the inner capacity as sudh other words, how to overcome those stumbling blocks in
communicationBarna (1998kees anxiety asmatter of fact when two peopleom
different cultures meetNorton (2000), however, understands anxiety as a result of
unequal power relationsAs discussedin 6.4.1, anxiety is most observed in
communication with NSAccordingdy, anxiety will not exist when there is an equal

relation d powers. The evidence to support this comes from participantsO interactions
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with NNS. The suggestiothat feeling OequalO in communication chmimdividuals

to manage theianxiety is found in accounts by Hoa and An (see 5.4.3.1) and Sang
(5.4.2.2). Fo Hoa, the most important point in academic debates is how good the
arguments or ideas are. Hoa admitted to language problems but she did not let them
distract her from her objective of making herself understood. An also adopted a
OpositiveO attitude andswconfident in her communication. Neither Hoa nor An
treated their interactions as opportunities to learn English; but, rather, as socialising
events, through which they developed a network of friends as they used to do back in
Vietnambthey therefore piced themselves under much less pressure. Sang changed
his view towardsOWestern people€ince arriving in the UK. Whilst working in
Vietnam, Western people were believed to be experts at work, earning much higher
pay than Vietnamese nationals. Howevergcsiarriving in the UK, Sang realised that

he was just as clever and competent as his British classm@esresult, Sang felt

more confident in interactions with NS.

Similarly, the finding that more interactions with NNS than with NS is attributed to
unequal power relations caalso be understood fronthe point of view ofcultural
differences in communication. utural dissonance was considered a problem in
interactions with British interlocutorgind cultural and experiential similarity help to
explan more frequent and OdeeperQ interactions with fellow international students
(although interactions with NNS were not seen as beneficial learning experience by
Vietnamese participant§see 5.3.B. Barna (1998) does not refer to cultural
differences exptitly (all the six stumbling blocksare @nxietyO, Olanguage and
nonverbal misinterpretationO, Otendency to evaluateO, Oasstrsiptitarity® and
Ostereotypes®pta therefore suggeskimOg1991) range of Ostumbling blockisO

also relevantAccording to Kim (1991:259), intercultural communicaticompetence
refers to Othe overall internal capability of an individual to manage key challenging
features of intercultural communication: namely cultural differences, and
unfamiliarity, intergroup postureand the aammpanying experience of stresgo

see 2.4)Discussion in this section (6.6.3) shows that there is data to confirm the
Ocultural differences® and the Oaccompanying stressO. TFgeoupinpastureO
resembles Giles and Byrne@88Q Intergoup Mode) and will be discussed in the

next section.
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6.6.4 Self-identification in relations to groups

Barna(1998) by attributing L2 success or failure to individualsO abilities to overcome
and manage OshockO and to cultural distance ieipaidu@sthe centrality of Othe
individualO to his/her L2 progressitergroup Modeblends social level perspectives
with individual level explanations and would explain variation in terms of the
attractiveness of owgroup formal and informal institutions andtworks which
either function as a bridge to intercultural interactions or a barrier to them. Variation
in time spent speaking Englighparticularly the betweesubject variation which is
more pronounced suggests that it is individuals themselves whereise most
influence over their L2 communication experiences albeit within a social world which

constitutes a structuring backcloth and natural limits.

Yet there is also evidence that the different linguistic and cultural OcampsO identified
in this reseech do interacBthey are not sealed from each other. In fact the boundary

is dynamic and Gileand Byrne 1982 is primarily interested in understanding the
processes governing the interactions and movements that occub hang, for
example, are someepple able to traverse the boundary more so than others? Lantolf
(2000) and Trueba (1989) consider moving to a new culture/country as a challenge to
oneOs self identification. According to Miller (2003), ittentities of L2 learners are

often linked to tleir first language when they travel away from their homeland
However, data collected runs contrary to this suggestion. The social role of
OVietnamese® was ranked very low among participants in the main study (see 4.6).
This can be explained by the facatlVietnamese participants had difficulties relating

to and expressing their Viethamese identity during their early time in theThk.

finding that OVietnamesenessO was not an important social identity supports Giles and
ByrneOs1082 suggestion that théynamism between two groups is strongest when
they share similar cultural and linguistic featurdswever, diary and focus groups

data suggest thghrticipantsin the pilot study, havingesicedin the UK for a longer

time, claimed a stronger sense \gfefhamesenessO: once acclimatized, they were in a
stronger position to express their cultural identity There is data from the pilot study to
show that OVietnameseO was chosen as one of the most important social roles (see
6.1.2). According to Phan Ngoc948), Vietnamese people have a strong sense of

community (see 2.6.1). The personal identity of a Viethamese person is shaped by
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his/her relations with surrounding people. Upon travelling to the UK, Vietnamese
students instantly experienced more limitedeiattions with other Vietnamese
people: their interactions were divided unevenly between English and Viethamese
languages. Their sense of Vietnameseness was challenged by the unequal power
relations in interactions with British people (ignorance aboutndi®t uninteresetc.)

and made participants feel QinferiorO in their communication. Accounts from 5.4.2.2
show that only two participants (HN and HNG) asserted their Viethamese identity

during their L2 communications.

6.6.5Individuals autonomy in L2 communication

Six participantdChau, M, Hoa, An, Sang and Tumanaged to access a significantly
greater number of interactions than the others, mainly based on their interactions
outside campus. They were proactive in their efforts to access L2 intera(ssmns
5.4.2) and/or accessed a greater number of interactions via key relationships (see
5.4.1).Mi, Hoa, and An are among the top three participants who rankedLieir

experience much higher than the resthefgroup (see 4.5).

6.6.5.1Challengingthe relationship between social roles and social interactions

There isevidence asserting the importance of individual agency. To illustrate, Hoa
and An reported occupying similar roles as other participants but they both report
particularly high levels of L2Znteractions. Similarly, Tu reported a higher than
average number of social roles and L2 encounters, but only modest hours speaking
English (see 4.2.1), whilst several other participants who also reported a higher than
average number of social roles irsteeported high levels of L2 engagement. These
examples suggest that the influence of social roles on L2 interactions is probabilistic,
not deterministic B either individual factors are likely to be influential or,
alternatively, perhaps certain socialles are better than others in Ounlocking®

speaking opportunities.

Norton (2000) does not discuss explicitly the issue of which social roles matter more
in terms of accessing interaction opportunities, just that social roles are important
because they fiitate or constrain learnersO efforts to impose the Oright to be heardO.

For example, taking the social roles of OFriend® and OBoyfriend/GirlfriendO, it would
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seem that the Oright to be heardO can be more comfortably asserted on

boyfriends/girlfriends, cmpared to normal friends or strangers.

Diary data (see 4.2.2) therefore shows that individuals vary from one another in the
number of hours of interactions over three months. The influence of social roles on the
quantity of interactions is here challengeyl the variation in hours spent speaking
English among participants who reported identical or similar social roles. If social
roles were significant in deciding if L2 learners can impose the Oright to be heardO
(and therefore gain better access to the, TWigtnamese participants who share
similar social roles might be expected to report roughly the same level of interactions.
However, Hoa and Ando not fit this template. They managed to achieve more
interactions(see 4.2.1)by being confident, positive dnfriendly, rather than by
occupying a particularly efficacious rofsee 4.6 and 5.4.3.1Unlike Chau, Mi and

Tu - who gained more access and/or L2 experience through their partdessand

An were successful in opening up contacts via their Onor@tatfer®@® and OFriendO

status.

The above pattern suggests that the influence of social roles on Vietnamese studentOs
interactions does not OpressO evenly on participantsiudent roles seem to be
implicated in Chau, Mi and TuOs total hours of spedkimgish because the figures

for all three increased even during the Easter holidays. Data from the focus groups
shows that their main interactions did not originate from the university, as was
common with the other participants, and their speaking opputes were not
confined to university friends. Chau, Tu and MiOs main sources of interactions were
social events and speaking English with their partners. The significant between
subject variation coupled with relatively low withémubject monthly variabin in L2
speaking hours suggests that participants were on their own individual and routinized

interaction pathways.

Data to support NortonOs belief in the importance of social roles in daily interactions
is especially pronounced in the cases of Chauamdi Tu- who were mainly reliant
on partners for interactions. They did not experience a decrease in hours even when

the university was closed (see 4.2.1). In fact ChauOs hours stayed the same while MiOs
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increased from 86 to 143 and to 202 in three mormhsimilar upward trend was
found with Tu (33, 59 and 85). Their increased interactions can be explained by the
fact that their main source of interactions came from their partners, which is immune
from the closure of university. However, the importantearial rolesvis-a-vis the
quantity of interactions seems less important for the rest of the group (12 participants)
who claimed OStudentd and OFriendd as their major social roles. Out of the 12
participants, seven did not experience considerable chanwvgesthe three months
(including the last month). This means that their interactions were not affected by the
shrinking availability of opportunities. Diary data (see 4.2.1) shows that there was
reasonable stability amongst all 7 participants (Sang, Mga,Ly, Quynh, Thao and
Chau) over the three months of data collection. This further confirms the above
suggestion that participants constructed or slipped into personalised ways of gaining
interactions, which seem to challenge the determinism of sadés. rHabituation at

the time participants were completing their diaries cannot be ruled out, but the data
also suggests that the participants had routinised their lives and therefore their

interaction patterns.

In contrast, the university closure doegem to have affected the rest of the group who

also identified with the social roles of OStudent® and OFriendO. Five participants
(Luyen, Ha, Hoa, An and Bac) experienced a decrease in the number of hours
speaking English over three months (see 4.2.1)t Mterestingly, this group includes

those reporting both high and low levels of L2 encounters. Hoa anavAa were the

most active in exploiting their social roles (as discussed in previous sectmzen

to have suffered significantly. HoaOs intéoast decreased by approximately 50% at

the end of the three months, while AnOs decreased by 30%. The decrease for those
reporting low interactions was also dramatic. HaOs interactions reduced by almost
50% and BacOs by almost 90% (see 4.2.1). It is wotthgnthat the decrease in

actual interactions over the three months was not significant (although it was
perceived to be by participants themselves), which suggests a weak relationship

between social roles and the quantity of interactions.

These variatins in L2 interactions in terms of quantity of interactions (see 4.2.1),

the types of interlocutors (see 4.3) and the types of interactions (seeshdys that
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sharing the same social roles can still produce different level of interactions. This
suggests that acquiring certain social roles only is not enough to Oimpose the right to
be heardd. In sum, the number of social roles reported does not unproblematically
associate with either time spent speaking the L2 or the number of L2 enc&uthisrs

is not a crude numbers game. Participants reporting similar social roles also report
very different L2 experiences. And finally, individual level variation remains
pronouncedD i.e. individual level explanations (of differing L2 experiences) may
offer a bette understanding than explanations adopting a social level perspective. For
example, while Chau, Mi and TuOs roles as partners made them feel OworthyO to
impose the Oright to be heardO on their boyfriend/girlfriend, Hoa and An felt confident
in doing so wih just their normal friends. Hoa and An had no particular explanations
for their selfconfidence; each remarked they h@always been like that
interactions, whether interacting with Vietnamese or British people. Therefore, |
suggest that individualg@rsonalities/characteristics seem to play an important role in

their construction of identities and accessing of interaction oputés.

However, much variation in L2 encounters may also be attributed to individual
agency. An exhaustive account oé timdividual characteristics likely to influence L2
interactions reported by participants in this research is beyond the remit of this thesis
but includes: existing L2 skills; porosity to/interest in UK culture; motivation (to
improve the L2); resourcefudss; resilience and the capacity for cultural learfing

and even good luck.

6.7 Conclusion

Chapter 6 has discussed key observations regarding the quantity and quality of
interactions. The observations were explained in light of three theories: power
relations (Norton, 2000), six Ostumbling blocksO in intercultural communication
(Barna, 1998), and the Intergroup Model (Giles and Byrne, 1982).

Social roles were found helpful in explaining the quantity of interactions. Most
participants had experienced ited hours of speaking English. This was linked to
their interactions on campus, which in turn is shaped by their Ostudentness®. Some

participants, however, were found to have accessed greater opportunities than the rest
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of the group. They had made efforts to negotiate additional social roles (‘Friend” and
‘Boyfriend’/Girlfriend’) to tap into further layers of interactions. However, there are
aspects of the patterning of interactions that cannot easily be explained just by social
roles: the individual variation in interactions over time, and the individual stability in
interactions regardless of the reduction in opportunities to speak English. A
relationship between social interactions and social roles is observed, but not vis-a-vis
all participants; which suggests the relationship may not be significant or deterministic

and is certainly not felt equally across the researched sample.

Giles and Byrne’s Intergroup model (1982) is supported by much of the data. There is
clear evidence that the Vietnamese participants were spending disproportionately
large amounts of time with fellow Vietnamese students and with other international
students with whom they believed they shared key linguistic problems and cultural
reference points. Data has also shown that Vietnamese students felt culturally distant
from British people. But Giles and Byrne also acknowledge that intergroup mingling
also occurs - different cultural and linguistic ‘camps’ are not sealed from one another.
The data shows that certain Vietnamese participants were able to move in and out of
these ‘camps’ more easily than others for various individualised reasons. Evidence
that linguistic and cultural differences shaped the patterning of intergroup relations
was quite strong. The Vietnamese participants alluded to a range of practical language
related problems which acted as a deterrent to greater interactions with native
speakers. There was also evidence of cultural stereotyping at work, with participants
believing that some British people were impatient and uninterested in Asian and

Vietnamese cultures, etc.

Barna (1998) claims six ‘stumbling blocks’ which influence the communicating
patterns by affecting the extent to which individuals perceived a particular interaction
to be successful and therefore influencing his or her propensity to seek out further
interaction opportunities. Of Barna’s six stumbling blocks, five blocks - ‘language
differences’, ‘anxiety’, ‘tendency to evaluate’, ‘language’, ‘assumption of similarity’
and ‘stereotypes’ - were particularly helpful in explaining participants’ interaction
experiences. Focus group data, for example, suggested individuals struggled to

communicate ideas, particularly complex ones, and much interaction was confined to
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undemanding exchanges. There is also memidence of individuals struggling to
understand what native speakers were saying. However, Viethamese participants felt
more relaxed speaking English with other mative speakers. BarnaOs stumbling
block of OanxietyO may help to explain this phenom#ém®niethamese reported
feeling more comfortable speaking English to other-mative speakers and less
embarrassed at making mistakes. In other words, they felt as if they were on a much

more Oequal footing® with NNS interlocutors compared to NS intertoc

This idea of feeling Oequal toO links in with NortonOs belief that power is central to
understanding social interactions, and that L2 learners must feel/must be considered
Oworthy to listenO and O worthy to speak®. For Norton, power is rafadefibtes

from the social roles that people occupy. Since people occupy different social roles,
we would therefore expect a complex patterning of interactions but at the same time
commonality where people share the same key roles. The data shows thi&t despi
sharing similar roles, people reported different interaction experiences both in terms
of quantity and quality of interactions. Individual testimonies are able to provide
reasons for these variations. Indeed, the most striking observation concerxtenihe e

of individual variation coupled with an apparent routinisation of interaction over a
protracted period. This suggests that the power to make oneself heard may not stem
purely from social roles but rather may also be attributabl® ¢t filtered via-

individual characteristics and the specificities of individualsO lived realities.
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Chapter 7

Conclusions and mplications

7.1The research overview

In Chapter 2 Literature review] discussed theurrent trendn SLA researchthatL2
learnesOidentiesand the L2 learning process are related. In other wiitdspncept

of idenity is consideredne of the Okeys®OunlockO the doorthe understanding
and explanations dheL2 learning experiencd have also explainedne ofthe main
aims of this researcliseeChapter ] is toresponse tahis trendin SLA research by
exploiing the relationship of L2 learnersO identity and their language learning process
by focusing on & underresearched groupViethnamese tsidents in UK higher
education establishmentBhis is Oopening the context of identity researchéalias!

for by Block (2007) Unlike most research on identignd SLA- whose participants
are mainly immigrants this research focuses on young intellectuals with mididss
background, who were in a pursuibf MA degreesThe participantsBackground
and the comxt of the research is thus fundamentally different from much

SLA/identity-based research which is either focused on immigrants

This research aimto explore the relationship tiieeen the identity of L2 learners and
their self-perceived L2communicative comgence. Therefore, in Chapter 2, fige
two concepts identity and communicative competenoserediscussed and defined.
For the concept of identitymuch of the research is based dtortonOs (2000)
definition of social identitywhich maintains thatndividuals makes sense of their L2
learning processin relation to social identity. SLA literature on identityis
conceptually and terminologicallgonfusng, but Norton suggests a good way to
understand theoncept ofOsocialdentityO is to understand the powedations which
arerealisedn normal social interactionsn other words, the Oflitgd of identity the
source of muclktonfusion- is @apture® byunderstanding how Opower@asifested

in daily interactions. Here | hayermulated two researajuestions.
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1. Which types of identities are reported by Viethamese students in UK higher

education establishment&hswered in 6.2)

2. How - if at all - is identity implicated in Vietnamese studentsO interactions in

the English languagganswered in 6.3)

The first research questn attempts to establisthe types of idetities reported by
Vietnamese partipantsand is partly in response tbe existing confusiomegarding
the types of identitiesthat exist The second question seeks to establish which
identites are relevant to L2 learning and then to understand thege identities
impacton the types of interaction that L2 learners hda¥ewever, interactionmay
serve asa filter only, as suggested by Norton (200@nd the final targeof the
research isa understand how identity is implicated in participamis@municative

competence.

Here Barna® (198) definition is helpful. According to Barna, a person who can
successfullyovercomesix key stumbling blocks is considered to have achieved

communicatre competencelhis is the third research question

3. Does the possession/construction of identity affect an individualOs own sense

of intercultural communicative competence? If so, hdafswered in 6.6)

In order to answer these questions, a mixeethod approachis adopted.The
justification of the use of mixed meth®® described irChapter3 b Methodology
The useof quantitative methalis relatively uncommonin identity-based and SLA
researchA pilot study onthe use of a daildiary (see 3.pwas conductedThe result
showedthat quantitative data frorselcompleteddiaries can be used to answer the
research questiongherefore, the use akelfcompleteddiaries as aquantifiabletool
was adopted again themain study.The mixedmethod gproachis foundhelpful in
answering the research questions. Qualitative data from fwoups and quantitative
data fron the diariexan be triangulated to test the validity of data collected &aah

of thesourcesgee Chapter)6Not onlyis the relability of the data reinforced but also

the OmeasurementO of the two key conciglatstity and communicative competence
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- was capable of being expressed, presented and analysed in both numbers and words.
This also means that the relationship between identity and communicative competence
can be explored from both angles. However, due to a small sample size, extensive
inferences based on quantitative statistical tests were not possible. This will be

discussed further (see 7.4.1) in this chapter as a limitation of this research.

7.2 Main conclusions

There are six main conclusions which will be discussed in detail below.

7.2.1The link between identity and social interactions

There are both findings supporting and contesting the relationship between identity
and social interactions. On the pro-side, the first piece of evidence comes from the
ranking of social roles that participants felt important (see 6.4.2.1). Social roles seem
to be shaped by the social settings that participants occupied. Because most
interactions were taking place on one of two university campuses, the highest ranked
social roles were ‘Student’ and ‘Friend’ (see 4.6). The second evidence is that some
types of social roles appear to help participants to ‘impose the right to be heard’” and
achieve more interactions (number of hours). Students who reported the social roles of
‘Boyfriend/girlfriend’ for example reported more social interactions than those who
just reported the social roles of ‘Friend/student’ (see 6.4.2.1). However, the
relationship between social roles and social interactions possibly appears weak (see
6.4.2.2) because only somesocial roles were positively correlated with some(aspects

of) social interactions.

In fact there are several findings contesting the link between identity and social
interactions. The first evidence is that the variation in total hours of interactions is
marked more by individual differences, not just those based on occupation/non-
occupation of particular social roles: participants who reported similar social roles
were reporting wildly dissimilar interaction experiences (see 6.4.2.2). In fact the most
striking observation is not that individuals who share the same social roles experience
roughly the same L2 communication experience (see 6.4.2.2). Therefore, it is
suggested social roles alone do not yet adequately explain the patterning of

participants’ behaviours or the confidence they exhibit in their endeavours to gain
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opportunites to speak EnglishData shows thathe influence of social roles on
Vietnamese studé@s interactiomsay not haveppliedevenlyto all participantysee
6.4.2.2). The individual variation (sed.2.2 and individual routinisation in social
interactions (4.2.3) suggest tHatv participants constructeandbr Ofellinto highly

individualisedmodesof accessingnteractions.

7.2.2Implications of power relationsin social interactions

Norton (2000) describesur waysin which power relations can beflected in social
interactions. Theras evidence that Vietnameseanticpants experienced equal
power relations (see 6.3.2The first concernshe OLionOs shéxef effort which L2
learners must contribute when conversing with TL speaRémssecondrefers tothe
@\mbivalent attitudes of TL speake@sThe third way is the @atch 2 (where
participants reported that they felt being judgddlst precticing English). There is
focus groupevidenceconfirming the presence dhe manifestations of OpowerO
especially in interactions with NS speakers (see 5.3.THis confirms NortonOs
(2000) central argumenthat power relationsare central to understandirgpcial

interactions.

Nevertheless, similar to the link between social roles and social interactoms:; p
relations were nogxperienced ointerpretedn the same wayball participants For

each of the four ways in which OpowerQO is manifest in interatt@esvere few
individuals who ®ucked® the trend and saw things differe(gbe 5.4.3. This
possibly suggests that those individual constructed identities whgtht fmelp them
OescapeO timewer relations.Power relations undoubtedly existwithin social
interactions;and power relations can help understathe majority of participantOs
identities in relation to their L2 communicatiddowever,just as social roledo not
absolutely determine the types of interactions everyone will have, the power relations
manifesed during interactions dmot mean that everyone will experience and
interpret the sameype of interaction identicallyThus participants with the same
identity report different interaction experiences and even people with the same
identities in identical interactionmay possiblyexperience and respond these

encounters differentlySo in terms of understanding the types of interactions that L2
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learnes have and their conduct within these interactions the conclusion is that identity

remains a helpfuiool, however there are few exceptional cases

7.2.3 The link between social roles and communicative competence

Theinter-mingling of power relations angbcial roles in social interactionescribed

by Norton have been observed in my participantsO social interaBtoves. relations
andsocial roles which are assumed to influenttee L2 learnersO identity and also to
influencehow L2 learnersiew comrmnunicationprocess aresupportedrom the data.
Immigrants in Norto®g2000) research were describag beingupset and angry by
their limited social roles and by tHess of their social situs which was due to
asymmetricapower relationsn social ineractions. The Vietnamese participants seem
to have experiencesimilar asymmetryof power(see 6.3.2 andlimited social roles
(see 4.p andin terms of outcomethey rated their experience of speaking English
rather lowfor most participantgsee 4.5 This is interesting in that as students,
participants paid to beonditioned to study in the UK, but they still faced roughly
similar problems in communications as immigrants. This supports findings from
BoxerOs (2002) research on the communication efational students in the TL

environment.

7.2.4 Stumbling blocks in intercultural communication and communicative

competence

Of the sixstumbling blocks that Barn@d 998)identifies five stumbling blocks have
been found relevanto the expemrnces of Viethamese participants: language
differences, assumption of similarities, tendency to evaluategtgtreamdstereotyping

(see 6.4 According to Barna communicative competence is the inner capacity of a
person to overcome Ostumbling b#kkin intercultad communication.This is
confirmedby thoseparticipants who reportddwerdifficulties in overcoming the five
stumbling blocks also reporting more positive selperceived communicative
competence(see 6.6.5) However Barnadoesnot providean explanatbn of why
some participantare able tavercomethe stumbling blocksamore successfiyl than
others;and does not really acknowledge that different people may interpret each
stumbling block differently. Accordingly, there is evidence thetticipants vagd in

the way they perceiveBarnaO€stumbling blocksBoa (see 5.4.3.1providesan
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exampleof how different peoplenterpret and respond &etbacks differentlyAlso

Barna was not expliciwvhether or not the sistumbling blocksepresent aexhaustie

list. Discussion in 6.6.3 shows that there is one more stumbling block (Ocultural
differencesQ¥uggested by Kim (1991)s supported by the data colled whilenot
covered in BarnaOs (1998) list.

7.2.5Giles & Byrne (1982 Intergrou p Model

The datasee 6.5 generallysuppors Giles and Byrn®suggestion thatociocultural

and linguistic factors can Obind® people together, creating culiasaty linguistic
OcampsO for people to belonyietnamese participanttid spend a lot of time with

othe Vietnamese students and alsgpored enjoying the company of other non
native speakers with whothey shared certain important cultural reference points and

L2 problems VietSoc is an example of how such OcampsO can become formalised.
However, there isbviously movement in and out of these OcampsO. Some participants
found it easier than others to step out of their linguistic/cultural camp and/or invite
others in reinforcing the view that these are OcampsO not fortridesestheless,

given the reseahccontextb young Viethamese earlyareer professionals with sub
optimal L2 in the UKDit is surprising just how little they report feeling OVietnameseO

or OAsianO. Similarly, there is evidence that some participants felt and experienced
OOtherd duringrizén encounters but, again, this is remarkably limiiédtSoc was

much better organised in Leeds than in York and the Vietnamese student population in
Leeds was better resourced and established too, but there was no real evidence
suggesting that the Ykmparticipants L2 learningndbr interaction experiences were

qualitatively different to the Leeds participants.

7.2.6Individual autonomy in interactions

Findings from focus groups (5.4.3) and from the diary (4.2.2) suggest there are few
participantswho escaped the general trends of L2 social interactions of the whole
group. fction 6.6.55howsthat severaindividualsseekto exercisecontrol overtheir

social interactionsThey do this with varying degrees of success and with various
objectives inmind and by adopting various strategi€®owerQO, identity, the strength

of socialinguistic ties and obstacles to L2 learning are experienced differentially
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Similarly, for each key findingthere can be different interpretatioascording to
which thewoetical viewpoint is being adoptedror example, thalisproportionately

high levelof interaction with other non-native speakerssée 4.3.Baccordswith all

three theories. Nortowould view this as a tendency to avoid interactions with native
speakers with would position the Viethnamese as underdogs in an encounter defined
by asymmetrical power relationGiles and Byrn®g1982) Intergroup Modelwould
seethis asa product of thedynamisn that existsbetweena subordina¢ group
(VietnamesANNS) anda dominant group (BritisiNS). Finally, Barna (1998)might
interpretit as evidence of participants seeking to minimm@eavoid altogether the

effects of one or more obstacles to communicative competence

7.3Implications and suggestions

7.3.1 Suggestiongor Vietnamese students

There are four suggestions fdtietnamese students who would like poirsue a

postgraduateegree in the UKr in an Englislspeaking country.

7.3.1.1Native EnglishBspeaking environment is not éDgolden opportunityO to

improve oral proficiency as many believe

Prospedte Viethamese students a UK university should be aware of the fact that
there is no such thing asOgolden opportunityO to practice English in the(dgk
5.2.1.). They should understand that physically beingh@ UK does not mean that
they are automatically exposed to lots of opportunities to practice Engsh
4.2.1.1) Further, even if they are this will not automatically lead to an improvement in
their English proficiency or speakirgkills (see 5.5 After 6 months in the UKnost
participantsremained unhappwith the opportunities to speak Englishat they had.
Norton (2000) describes L2 learners as OinvestorsO wiave expectatios
commensurate withtheir investment. This faulty assumptioncaused tangble
disappointmenand frustratio (see 5.5.%1 Norton believeshatif investors do not get
what they expecfrom their investment, they will stopinvesting This was not
universally sob individuals respond differently to setbacRdut withdrawalsfrom
interactions were observed the cases ofuyen, Sang and Ba¢see 5.3.2)1 Even
though it was not provestatistically the focus group datsuggest that participants

with the highest expectations experienced the greatest level of disappointment when
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those expectations were not realised &lgi (see 5.5.1)ProspectiveVietnamese
studentsneed to be more realistic in terms of their expected outcomes and OvisionO of
what life in the UK willbelike.

7.3.12 Vietnamese students need to becive in communication interactions

The second implicatiofftows from that aboveProspectiveViethamese studentaust
have a more realistic awarenegghe actual.2-practicing opportunities that exist
the UK andshould be more active iheir daily communicatio. Ha and Ly reported
insufficient supportfrom their university to be able to socialise moseg 5.2.2.1)
Mai and Luyen felt unhappy with ttRritish peoplesO apparent lackntérest in them
and they expected a morkospitablehost §ee 5.3.2)1 Thes realisations clearly
affected thesearticipants, because they weamongstthose with the lowest total
hours of interactiongsee 4.2.1. Their passivity was therefore not helpfuisteadof
looking for external support from the hosthére meaninghe University and the
British people) Hoa and Anvere proactive and initiated opportunitiedo practice
English 6ee 5.4.8 Therefore, it is suggested that prospecstudents should be
prepared to bemore active in their communication interactions at urgiig or
elsewhere. In addition, Vietnamese participantshould more readily accept

responsibility for theiown communication experiensé the UK.

7.3.1.3Vietnamese tudents should better prepared fordifferences

This suggestion is based on accouintsn Sang Thao and Maisee 5.3.2 Sang
reported that hbadfairly extensive prioencounters with western people and cultures
(through English langua&gtraining and workingn Vietnamn), so he did not experience
any OculturabhocksO as such. Howeviérwas still not easy to accepifferences
(cultural, values, etc.from interlocutors.Thao and Mai found it impossible to
understand and tolerate the cultural déferes which were observed in the behasour
of Western studentsTherefore, prospege students shouldry to see things from a
nonjudgemental perspectiwghilst studying abroadrhis attitude will enable them to

accessnore interactions, and be actparticipants in them
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7.3.1.4Vietnamese studentshould ensure theirEnglish proficiency is adequate

before comingto the UK

To be acceptedt a UK university, all particgntsmust have achievealrequired level
of English proficiency. Howeverpassingthe IELTS or TOEFL tests does not
guarantee that theyill not have any probleswith the English languageVariations
in the British accent the speed at which NS taknd participants®@wn limited
vocabulary and inaccurate pronunciatiare two main problems that participants
reported in their communicatiosdge 5.3.1 Bac and Thao ab feltthat their weaker
language proficiencgaused them to lose seveemlademic debatesléo 5.3.) In
daily conversationsalthough the participantsO lackEofglish languageroficiency
wasa source of frustration, it was only rarely viewedaasajor obstacle excepfor
those who already hadne or more of theproblemslisted in 5.3.2 In these
circumstancedimited English proficiency representedn additionalburden. This is
interestng also because it suggeatsocial model of SLA, in which communioag
competence is perceived nottag product of individuals@wn abilities, but rather

the way he/she is viewed and treated and supported in the exevirahment

7.3.2 Suggestions for Vietnamese and British educators

7.3.2.1. Better Institutional Support

This suggestion is based on the accouymtwided bysame participants in 5.2.2.2
regarding thénadequacy of theuniversityOs suppadrt terms of creating appropriate
socialising opportunitiesfor international students. Some participants replottet
manyeventscentred around alcohol consumption and were cultusghsitive. They
were therefore considerednsuitable and uninteresting byietnamese students.
British universitiesDand their student bodieshould take into account the natufe o
socialising events for international studerier Vietnamese educators and those who
are providing services f@rospectivestudentst may beuseful to providesome kind
of orientation to Vietnamese studebtforethey leave Vietnam so that thagqure a
better understandingdf British culture customsand practice.Currently, UK
universities do organise orientation courses for international students tiefastart
of termbut these eventsften involveconsiderable time and experesed soare not
easily affordable to Vietnamese studenitsis suggested that UK universitiésk up
with business partners in Vietnaim organise orientation coussa Vietham which

can be more easily accesdmdVietnamese students.
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7.3.3Implications for researchon identity

Norton (2000) and other SLA researchers describe identiayGiuidO concept which
is problematido defineandclassify(see 2.3.L The resarchconfirms that identitys
adifficult concept to work with. The first problemtisat it iscontex Bsensitivewhich
means different contextvill foregrounddifferent identities. In fact, thie areno two
identical contexd (Block, 2003)which meansll research on identitis contextually
different and susceptible to generatimgique resultsthat ae hard to generalisdt
also means it is difficult fonoviceresearchers on identity to imporate results from

other researcmto their own

Even thougha limited relationship between Identity amdmmunicative competence
has been establishddee 25), findings in this research suggestpossibly weadr
relationship between identities and communicative competiaceit is emphasised
in the literature Evidence for this weaker relationship is found in the individual
variation in theirL2 communicabn experience (see 5.4.3 and 6.68he possible
explanationfor this isthatunlike other research on identityy participants were not
immigrants. They were students with middlass backgroursd Thereforethe power
relations that Norton suggests the key factor in understanding the identity of her
immigrant participants, were lesslevant in Viethamese students whose social roles
were alreadyestablishedAlthough clearly ObetteffO than poor immigrants facing
uncertain futuresmy Vietnamese articipantsstill hadto struggleand negotiateOn

this, at least, myesearch correlates with Nortonl@arring is a site of struggle.

7.3.4Implication for m ethodologyin researchon identity

In terms of methodology, mixed methods agtatively uncomrmon in identity/SLA
research. Most research on identitybased on qualitative method€hapter 3
Methoddogy). One possiblescepticismover the use of quantitativenethodsin
identity/SLA research is howcan exact numbers be used to measure the OfluidO
concept of identity Communicative competence however has been quantifiably
measured by Maetyre and Charos (1996Therefore, the research is an attempt to
further test the workability bquantitative methasl Without the help of quantitative
method, the research could have not reaclsederalinteresting findinggelevant to

SLA research.In addition, the triangulation process betwegqnalitative and
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quantitative data (see Chapter 6) can be considered an effective means of testing the
validity and reliability of the data. Therefore mixed methods are recommended for

other future SLA research on identity.

7.4 Limitations and suggestions for future research

7.4.1 Limitations of the study

The first limitation of the research is the small sample size (14 participants in the main
study). Chapter 3 justified the choice of a small sample size in order to enable an in-
depth analysis of each participant over a period of 3 month. This suits the purpose for
collection of data through self-completed diaries and focus group interviews on a
regular basis. However, the small sample size also means that any quantitative tests
can not be generalised. Any results, however, are still relevant in terms of explaining
phenomena within the actual sample (Field, 2006). Even so, the small sample size
made it impossible to conduct extensive inferential statistical tests which could have
revealed more about the relationships between social roles, interactions and
communicative competence (see Appendices I and J). Also explained in Chapter 3 —
Methodology, participants took part in the research on a voluntary basis. However,
they had to be committed to keep a daily diary. In addition, they were required to
attend regular focus groups over a three-month period. As a novice researcher, I was

more comfortable with handling smaller sample size during a process of three months.

The second limitation of the research is that the process of recruiting Vietnamese
participants was conducted through the Vietnamese societies in two different cities in
North of England. Due to limited resources, the researcher could not collect data from
other locations (e.g. the South of England, Scotland or Wales, for example). The two
chosen locations were within reasonable travelling distance of my home. It may be
possible that the researcher’s own resource limitations resulted in a sample comprising
of participants who were not necessarily representative of the wider Vietnamese

student population in the UK.

The third limitation of the research was that it was largely conducted by one
researcher — so it can not avoid personal subjectivity. However, | overcame this to my

best ability by recruiting a volunteer independent Vietnamese research student to
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conduct a parallel exercise after which we compared restiss of course, possible
to argue that it would haveeen betteto employ aprofessional read&malystin the

process.

7.4.2 Suggestions for further research

Researchon SLA and identity shouldexpand to embracenore contexd, more
identities, more (ad differen?) groups of L2 learners andifferent TL speakers. Also
there should be momomparativeaesearchn the future between Vietnamese students
in different courses @dergraduate, MA and PhD) in different locations in the; UK
preferably across theUK. The aim should be to capture and understand the
experiences o$tudentswith different backgrounds, ageand lengths of stay in the
UK, etc. whichmay be interesting variablewith which to measure the relationship
betweentheir identity and communative competence. Alstuture researcttould
look at Viethamese patrticipantboth students anoihmigrants) in different English
speaking contegt(Australia, Canada, America) ®&stablishthe dynamism between
the man groups and subordinate groups; anéxplore theémportance ofOstumbling

blocksO in communication.

In terms of methodologymoretime-seriesresearch adopting mixed metisodith a
larger sample size is suggestddis will be difficult to manageespecially with
qualitative databut quanfiable datamay make it possible to explore the relationship
between identity and communicative competencemore systematically
Methodologically it maybe a good ide#o divide this research into twapmponents,
each using eithequalitative methoslor guantitative methosl, but each featuring an
appropriate (stratified) random sample of participaRitsdings can be compared and
contraséd to see which methadyield what kind of findings and which methas

mostefficient in answeng the research questis.

To sum up, the findings of the research suggest that identity of L2 leaaretselp
make sense of their communicative competence, thimatNidual perspectivehould
be taken into accounfThe interplay of power relations and social rodegem as
important amongVietnamese, youngjntellectual, middleclass studentsas the

working class immigranisas discussed in the literatuteis also suggested ithis
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research that identity is a context sensitive concept. Therefore, I advocate Block’s

(2003) call for widening the context in the field of identity to develop a better

understanding of this concept and the link between identity (of L2 learners) and their

language learning process.
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Appendix A
Recruitment letter for Pilot study (translation from Viethamese)

Dear Vietnamese students,

My name is Tong Tuyet Dung, a PhD student in the department of Educational
StudiesUniversity of York. | would like to invite you to a focus group oB6students.

It will be an informal discussion about your experience as an English speaking learner
in the UK. The time and place are at your convenience but | am suggesting the last
week of E. (May 2008). The session is expected to last within an houydautan

leave early if you wish.

Your ideas are very valuable, please do come along.
Please reply to

Tong Tuyet Dung (07847572875)

Email: tt511@york.ac.uk

The Department of Educational Studies

University of York

Thank you and look forward to hearing from you soon.

24C
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Appendix B

Interview schedulefor pilot focus group 1

1.

How do you describe your experiencepoécticingEnglish speaking skills in
the UK?

Please tell me more about it E

How often do you speak English?
- When and where?
- With whom?

How much do ya think such interactions helpou improve your speaking
skill?
How do you feel when you speak English with: native speakers ?
non native speakers?
In which situation owith whom do you feel most comfortable/uncomfortable
speaking English? Why?
Do you think your English speaking skills have been improved? Why (not)?

What are the problems (advantages)?

- END-
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Appendix C
Guidance for Diary Completion

| would like to know:

- how long you speak English per day (in total estimation)

- who you speak it with and if they are native or maive speakers

- the type of interactions you had

- your overall rating of each dayOs experience of speakinigtEngl

- if you have any comments or anything you think it is important for me to know,

Please put it down in OnotesO column.

Detailed guidance

Column 1: How long would you say you have spoken English for today, in total?
Please tick the box that best delses how many hours in total yspent speaking

English on this day.

Column 2: Which of the following bestdescribes who you spoke English with

today?

Please tick as many boxes as apply. Against those categories that you have ticked,
please indicate wiieer they were native English speakers (N) or-native English
speakers (NN). If you are unsure whether someone is a native speaker or not, please
circle (DN) for DonOt Know. Again, please circle as many as apply. Native speakers

are defined as those wémfirst language is English.

Column 3: When speaking English, which OtypesO of interactions have you
experienced today?
Please tick as many boxes as apply.
- small talk: is a short, polite and trivial conversation with a stranger or relative
stranger
- simple transactions and negotiations: such as when shopping or ordering food

in a cafZ and when you have an OobjectiveO or desired outcome.
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- Complex transactions and negotiations: such as when you are debating or
arguing or explaining complex matters

- Academic dscussion and presentation: typically associated with
university/classrooms.

- Socialising: Forming and maintaining friendships and acquaintances.

- Learning English: self explanatory.

Column 4: How do you rate your experience today in general?
Please indiate whether your experience for the whole day was positive or negative or
in-between. The criteria you adopt for this assessment is up to ymalirtclude:

- whether you felt confident to start speaking

- whether you felt listened to

- whether your views wenespected

- whether you were adequately understood

- if you had any objectives, whether these were achieved

- whether your use of the English language was helpfully or unhelpfully

criticised/corrected

The above is not an exhaustive list.

Use whatever critéa you choose, and feel free to use more than one.

You may find that a single encounter was a mixture of positive and negative
experiences: for example, you may have felt you were understood, but your views not
treated seriously. There is no formula éi@termining what mixture of good and bad

leads an individual encounter to be judged positive or negative.

Similarly, there is no formula for determining whether 4 Overy positiveO individual
experiences offsets two OnegativeO experiences elsewherede anoolerall

OpositiveO rating for the day!

Please use your judment in both instancesDthere is no right or wrong answer. |

will talk to you about your answers to these questions at the monthly meeting.
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At the end of the week, you are asked to iatiiavhich social roles you feel you have
occupied. A list of roles is provided. It is not an exhaustive list. Please feel free to add
additional roles. You are asked to rank them in order of those you feel you have

occupied the most.

IOm not simply intested in those roles that you choose for yourself. IOm also
interested in roles that you think have been imposed upon you. They might be either
wanted or unwanted. The interviewer will want to explore these issues with you when
you meet.

-END-

(Note: This guidance is also available in Viethamese language to offer partiogbants

the researgh
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Appendix D

Interview schedule for pilotfocusgroup 2

A. General background

1. Can you all please briefly introduce yourself ?

B. ParticipantsO evaluation béir speaking skill

2. How much are you happy with your current speaking skill?
Why (not)?
What are the difficulties/problems (if any)?

What are the advantages (if any)?

C. Participants identity
3. In which situation/conditions you thirylour speaking skill were improved most?
Why do you think so?

D. Opportunities tgpracticespeaking English

4 How do you evaluate the opportunities of practicing speaking English in the UK?
How much have you taken advantage of being in the Ulgrdatice speaking
English?

E. ParticipantsO views of ideal ways to improve speaking skill
5. What advice would you give to a Viethamese who is planning to come over here or

just arrives in order to help him/her improve speaking skill?

-END-

24%
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Appendix E
Recruitment letter for main study (translation from Viethamese languagg

Dear Vietnamese students,

My name is Tong Tuyet Dung, a PhD student in the department of Educational
StudiesUniversity of York. | would like to invite you to take part in the resdarc
about the experience of Vietnamese students in improving English speaking skill in
the UK.

The study involves daily dairy completion in three months. | have designed a
diary template which can be completed less than 5 minutes per day. | will travel to
Leeds to meet you every 4 weeks to collect diary and hold an informal group
discussion. Each discussion is expected to last within 1 hour but you can leave early as

you wish. Time and place of meeting will be at your convenience.

| can ensure that nonefammants or information provided will be identified or

identifiable.
Your participation in my research is very valuable.
Please reply to
Tong Tuyet Dung (07847572875)
Email: tt511@york.ac.uk
The Department of dcational Studies

University of York

Thank you and look forward to hearing from you soon.

24¢



APPENDICES
Appendix F
Consent Form

| agree to participate in the research about tkgegence of Vietnamese
student inimproving their speaking skill in the UK by Tofigiyet Dung, PhD student
in the Department of Educational Studies, University of York.

| understand that | can withdraw at anytime during the process of research.

| also understand that information disclosed by myself in the diary and
interviews may beised in Tong Tuyet DungOs publications and presentations deriving

from the research.

| hereby renounce any claim to copyright as the author of the information.

Signed:

Name:

Date:




Appendix G

Diary Template for Pilot Study

APPENDICES

Week 1: commencing (dd/mm/2009)
How Which of the following When speaking How do you rate your | Note
long best describes who you English, which | experiencaoday in
would spoke English with today?| Otypes® of general?
you say interactions
you (circle as many that have you
have applies: N for Native and | experienced
spoken | NN for Nonnative today?
English | speakers)
for (tick as may
today, in as apply
total?
MON ! 1 hour | ! students I Small talk I very positive
or less N /NN
I Simple I positive
13 I university transactions
hours or | stafffacademic N /NN and I mixture of positive
less negotiations and negative
I shops/banks/lsinesses
I'5 N /NN I Complex ! negative
hours or transacitbns
less I government/authority and ! very negative
N /NN negotiations
17
hours or | ! healthcare staff ! Academic
less N /NN discussions an
presentations
I more |! friends
than 7 N /NN I Socialising
hours
| strangers ! Learning
N /NN English
I work colleagues I Other (please
N /NN indicate)
I others (please indicate)
TUE ! 1 hour | ! students I Small talk I very positive
or less N /NN
I Simple I positive
13 I university transactions
hours or | stafffacademic N /NN and I mixture of positive
less negotiations and negative
I shops/banks/businesses
I'5 N /NN I Complex ! negative
hours or transactions
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less I government/authority and ! very negative
N /NN negotiations
17
hours or | ! healthcare staff ! Academic
less N /NN discussions an
presentations
I more |! friends
than 7 N /NN I Socialising
hours
I stranges ! Learning
N /NN English
I work colleagues I Other (please
N /NN indicate)
I others (please indicate)
WED ! 1 hour | ! students I Small talk I very positive
or less N /NN
I Simple I positive
13 I university transactions
hours or | stafffacademic N /NN and I mixture of positive
less negotiations and negative
I shops/banks/businesses
1'5 N /NN I Complex ! negative
hours or transactions
less I government/authority and ! very negative
N /NN negotiations
17
hours or | ! healthcare staff ! Academic
less N /NN discussions anc
presentations
I more |! friends
than 7 N /NN I Socialising
hours
| strangers ! Learning
N /NN English
I work colleagues I Other (please
N /NN indicate)
I others (please indicate)
THUR | ! 1hour|! students I Small talk I very positive
or less N /NN
I Simple I positive
13 I university transactions
hours or | stafffacademic N /NN and I mixture of positive
less negotiations and negative
I shops/banks/businesses
I'5 N /NN I Complex ! negative
hours or transactions
less I government/authority and ! very negative
N /NN negotiations
17
hours or | ! healthcare staff ! Academic
less N /NN discussios and

24¢
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presentations
0 more | O friends
than 7 N /NN oSocialising
hours
O strangers o Learning
N /NN English
o work colleagues 0 Other (please
N /NN indicate)
O others (please indicate)
FRI 0 1 hour | o students 0 Small talk O very positive
or less N /NN
o Simple O positive
o3 O university transactions
hours or | staff/academic N /NN and O mixture of positive
less negotiations and negative
0 shops/banks/businesses
os N /NN o Complex O negative
hours or transactions
less 0O government/authority and 0O very negative
N /NN negotiations
o7
hours or | o healthcare staff OAcademic
less N /NN discussions and
presentations
0 more | O friends
than 7 N /NN oSocialising
hours
O strangers o Learning
N /NN English
o work colleagues 0 Other (please
N /NN indicate)
O others (please indicate)
SAT 0 1 hour | o students 0 Small talk 0O very positive
or less N /NN
o Simple O positive
o3 O university transactions
hours or | staff/academic N /NN and O mixture of positive
less negotiations and negative
0 shops/banks/businesses
os N /NN o Complex O negative
hours or transactions
less 0O government/authority and 0O very negative
N /NN negotiations
o7
hours or | O healthcare staff OAcademic
less N /NN discussions and
presentations
0 more | O friends
than 7 N /NN oSocialising
hours
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| strangers ! Learning

N /NN English

I work colleagues I Other (please
N /NN indicate)

I others (please indicate)

SUN ! 1 hour | ! students I Small talk I very positive
or less N /NN
I Simple I positive
13 I university transactions
hours or | stafffacademic N /NN and I mixture of positive
less negotiations and negative
I shops/banks/businesses
I'5 N /NN I Complex ! negative
hours or transactions
less I government/authority and ! very negative
N /NN negotiations
17
hours or | ! healthcare staff ! Academic
less N /NN discussions an

presentations
! more |! friends

than 7 N /NN ! Socialishg
hours
| strangers ! Learning
N /NN English
I work colleagues I Other (please
N /NN indicate)

I others (please indicate)

Which of the following Social Roles do you think you have adopted or have bee
given toyou this week?

Please rank them, putting O10 alongside the role that most applies, 020 along
next and so on. Fill as many boxes as you think appropriate.

I Man ! Parent

I Woman I Employee

I Student I Sexual

I Asian I Young Person

I Mature Person I Other (please indicate)

I Viethamese = = e

Thank you for completing thdiary

-END-
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Appendix H

Diary Template for Main Study

Diary

Name:

Thank you very much for agreeing to keep this diary
If you have any questions, please contact me:

Tong Tuyet Dung
tt511@york.ac.ulor

07847 572 8% (just send me a text, | will phone you back) or
add my yahoo messenger name: tongtuyetdung
Thanks again

Dung Tong



Week:

commencing (

APPENDICES

/2009)

I work colleagues
N/NN/DN

I others (please
indicate)

How long would you| Which of the When speaking How do you rate Please
say you have spokel following best English, which your experience| describe
English for today, in | describes who you | Otypes® of of speaking here
total? spoke English with | interactions have | Englishtoday briefly the
today? you experienced in general? reason
today? why you
(circle as many that have
applies: N for (tick as many as chosen the
Native and NN for | apply) rating
Non-native scales in
speakers) the
column on
the left
I students I Small talk I very positive
! not at all N/ NN/DN
M I Simple I positive
O | ! 1 hourorless ! university staff | transactions and
N /academic negotiations I mixture of
I 3 hours or less N /NN/DN positive and
I Complex negative
! 5 hours or less ! transactions and
shops/banks/busing negotiations ! neither
I 7 hours or less sses N /NN/DN negative or
I Academic positive
! more than 7 hourg ! discussions and
government/authori| presentations ! negative
Others (please ty N /NN/DN
indicate) I Socialising ! very negative
I healthcare staff
N/NN/DN I Learning English
Other (please
I friends I Other (please indicate)
N/NN/DN indicate)
I strangers | | memmmmmmmmmemeeee
N NN/DN
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mc -

o not at all

o 1 hour or less

o 3 haurs or less

o 5 hours or less

o 7 hours or less

o more than 7 hourg

Others (please
indicate)

o students
N/ NN/DN

o university staff
/academic
N /NN/DN

O
shops/banks/busine
sses N /NN/DN

O
government/authori
ty N /NN/DN

o healthcare staff
N/NN/DN

o friends
N/NN/DN

o strangers
N NN/DN

o work colleagues
N/NN/DN

o Others (please
indicate)

o Small talk

o Simple
transactions and
negotiations

o Complex
transactions and
negotiations
oAcademic
discussions and
presentations
oSocialising

o Learning English

o Others (please
indicate)

o very paitive

o positive

o mixture of
positive and
negative

o neither
negative or
positive

O hegative

o very negative

Others (please
indicate)
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oms

o not at all
o 1 hour or less

o 3 hours or less

o 5 hous or less
o 7 hours or less
o more than 7 hourg

Others (please
indicate)

o students
N/ NN/DN

o university staff
/academic
N /NN/DN

O
shops/banks/busine
sses N /NN/DN

O
government/authori
ty N /NN/DN

o healthcare staff
N/NN/DN

o friends
N/NN/DN

o strangers
N NN/DN

o work colleagues
N/NN/DN

o Others (please
indicate)

o Small talk

o Simple
transactions and
negotiations

o Complex
transactions and
negotiations
oAcademic
discussions and
presentations
oSocialising

o Learning English

o Others (please
indicate)

o very positive
o positive

o mixture of
positive and
negative

o neither
negative or
positive

O hegative

o very negative

Othesr (please
indicate)
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xcxTH

! not at all

I 1 hour or less
I 3 hours or less
I 5 hours or less
I 7 hoursor less
I more than 7 hourg

Others (please
indicate)

I students
N/ NN/DN

! university staff
/academic
N /NN/DN

shops/banks/busine
sses N /NN/DN

government/authori
ty N /NN/DN

I healthcare staff
N/NN/DN

! friends
N/NN/DN

| strangers
N NN/DN

I work colleagues
N/NN/DN

I Others (please
indicate)

I Small talk

I Simple
transactions and
negotiations

I Complex
transactions and
negotiations

I Academic
discussions and
presentations

I Socialising

I Learning English

I Others (please
indicate)

I very positive
I positive

' mixture of
positive and
negative

I neither
negative or
positive

! negative

! very negative

Others (please
indicate)
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! not at all

I 1 hour or less

I 3 hours or less

I 5 hours or less

I 7 hours or less

I more than 7 hars

Others (please
indicate)

I students
N/ NN/DN

! university staff
/academic
N /NN/DN

shops/banks/busine
sses N /NN/DN

government/authori
ty N /NN/DN

I healthcare staff
N/NN/DN

! friends
N/NN/DN

| strangers
N NN/DN

I work colleagues
N/NN/DN

I Others (please
indicate)

I Smal talk

I Simple
transactions and
negotiations

I Complex
transactions and
negotiations

I Academic
discussions and
presentations

I Socialising

I Learning English

I Others (please
indicate)

I very positive
I positive

' mixture of
positive and
negative

I neither
negative or
positive

! negative

! very negative

Others (please
indicate)
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= >Ww0n

! not at all

I 1 hour or less
I 3 hours or less
I 5 hours or less
I 7 hours or less
I more than 7 hourg

Others (please
indicate)

I students
N/ NN/DN

! university staff
/academic
N /NN/DN

shopshanks/busine
sses N /NN/DN

government/authori
ty N /NN/DN

I healthcare staff
N/NN/DN

! friends
N/NN/DN

| strangers
N NN/DN

I work colleagues
N/NN/DN

I Others (please
indicate)

I Small talk

I Simple
transactons and
negotiations

I Complex
transactions and
negotiations

I Academic
discussions and
presentations

I Socialising

I Learning English

I Others (please
indicate)

I very positive
I positive

' mixture of
positive and
negative

I neither
negative or
positive

! negative

! very negative

Others (please
indicate)
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I students I Small talk I very positive
S | ! notatall N/ NN/DN
U I Simple I positive
N [ ! 1 hour orless ! university staff | transactions and
/academic negotiations I mixture of
I 3 hours or less N /NN/DN positive and
I Complex negative
! 5 hours or less ! transactions and
shops/banks/busing negotiations ! neither
I 7 hours or less sses  NNN/DN negative or
I Academic positive
! more than 7 hourg ! discussions and
government/authori| presentations ! negative
Othes (please ty N /NN/DN
indicate) I Socialising ! very negative
I healthcare staff
N/NN/DN I Learning English
Others (please
I friends I Others (please indicate)
N/NN/DN indicate)
I strangers | | mmmmmmmmmmeemee-
N NN/DN

I work colleagues
N/NN/DN

I Others (please
indicate)

Which of the following Social Roles do you think you have adopted or have been given to you th
week?

Please rank them, putting O10 alongsidelththat most applies, 020 alongside the next and so o
as many boxes as you think appropriate.

Other (please indicatéEEEEE.

I Female ! Parent I Vietnamese

I Male ! Friend I Mature Person
I Sexual ! Employee I Student

I Asian I Young Person

!

Is there anything you think important this week to let me know, please make a note here an
discuss with you in details when we meet.

Thank you for completing thdiay

-END-
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Appendix |

Test of correlations

This is an attempt to explorbd relationshigpetween social roles, social interactions
and(self-perception gf communicative competence is presented in three sections: (1)
social roles and social interactions; (2) iabcoles and communicativeompetence

(3) social interactiom and communicativeompetenceThe tables report the Pearsons

r correlation coefficients for a range of variables and their significance. PearsenOs
a parametric test suitable for normatlystributed data (Field, 2007). Most of the
variables were normally distributed. However, the sample size iesubal (14),

thereforethe following analysiss presentedhereas a Oflawed experimentO.

1. Understanding the links between social roles andteractions

1.1 Social roles an@ype<of interlocutors

Table 1: Correlations between social roles and interlocutorsoverall results

Interlocutors Social roles
Female Male Friend Employee Viethamese Student Asian
Students .265 -.288 -231 -.319 -317 -.104 .242
.360 .318 427 .266 .269 722 404
University/academic staff 551* -.389 -.179 -.300 -.156 -.168 401
.041 .169 541 .298 .593 .565 155
Shops/banks/business .550* -.073 .295 -.319 .330 .205 .001
.041 .805 .306 .266 .249 481 .999
Government ofttials .158 .307 .027 -.129 .368 -.143 -.230
.588 .285 .927 .660 .196 .625 429
Health workers .650* -.184 .533* .099 .149 406 -.280
.012 .530 .050 735 611 .149 .332
Friends .351 -.298 .166 119 172 167 -.088
.218 .300 571 .684 .557 .568 766
Strangers .226 495 -.102 -.239 446 -.322 -.182
438 .072 727 411 110 .261 534
Colleagues -.070 -.133 -.518 .580* .015 135 -.145
.812 .650 .058 .030 .961 .645 .622
Native interlocutors 377 -.166 .051 -.055 .358 .196 -.044
.184 571 .863 .852 .209 .502 .880
Non-native interlocutors .693** -.212 -.070 -.222 -.301 -131 .057
.006 .466 .812 447 .296 .654 .846

**_Correlation is significant at the 0.01 level@iled).

*_ Correlation is significant at the 0.05 levettailed).
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The two highest rankesocial roles ar€Frienddand Gtuden®(see 4.6) However,
Table1 shows thatFriendcorrelates with one type of interlocutor only: a medium
positive correlatiorwith Glealthworker®(r=.533). Gtudenddid not correlte with

any interlocutorsin other words, the two most frequently reported social roles appear
to be unrelated tevhom participants spoke withnstead,&emalé®seems to have the
most(significantandpositive correlations. The overall three month coménts show

that feeling Femal® is positively correlatedwith four types of interlogtors:
Ouwiversity/academic stadf(r=.551); O8op/bank/business stéf{r=.550); Otgalth
worker€)r=.650); ONn-native interlocutor§(r=.693).

MaleQ Gtudent) Fietnames® Asianddid not correlate with any interlocutor types.
This is surprising as they amdl fixed and/orkey social rolesndicating participantsO
gender(Male, ther reasons for being in the UKStuden), their ethnicity and
nationality(/ietnames@and @Asian0).

No social roles correlated with the following types of interlocutors@ative
interlocutorsOOFend<) O®vernment offialsOand O8udent® This is interesting
because daily interactions wouldimost certainly havexposed Vimamese students
to all o the above types of interlocut The results suggestat social rolesvere not
shaping these interactions In other words, both Ocommon@ncounters (with
Osudent®) OFend and ONitive interlocutory and less common encourge
(OGovernment OfficialsO) evidence no relationship with socialTiesuggests that
the social rolesparticipants occupiedid not influencewho the participants spoke to
and that social roles are largely independent from and insensitive to ems®eten
commonplace onesThe only exception is observed in the positive correlation

between social role dEmploye&with @olleague®

1.2 Socialroles and types of interactions

Table2 shows thecorrelation cefficientsfor social rolesand six typs of interactions
@malltalkO; mple transactioy; @omplex transacti®O; &8ademiaiscussiorand

presentatio®; €ocializingdand@earning Englis®
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Table 2: Correlations between social roles and types of interactions in three

months
Types of nteractions Social roles
Female Male Friend Employee Viethnamese Student Asian
Small talks 118 .030 .099 -.208 .265 116 .063
.689 .918 735 475 .359 .692 .832
Simple transactions 422 167 222 -.360 .542* -.055 -.026
133 .569 446 .207 .045 .852 .929
Complex transaction 312 413 -.460 -.344 .097 -.600* -.044
.278 142 .098 .228 741 .023 .882
Academic discussions and .268 -.350 .514 -.126 .284 577 113
presentation .355 .220 .060 .669 .324 .031 .702
Socialising .387 -.331 .045 181 -.406 .091 -.198
171 .248 .878 .535 .150 .756 498
Learning English -.217 0.67 -.073 -.461 -.174 -.429 297
476 .828 .813 113 .570 .143 .324

**_Correlation is significant at the 0.01 level@iled).

*_ Correlation is significant at #10.05 level (2ailed).

Regarding lte two highestranked social role§®FriendOand Gtudenf), Friendddid

not correlate with any interaction typeehilst &tudentOis positively correlated with
(\cademic discussiorand presentation(d=.577) and nedbvely correlated with
@omplex transactigO(r=-.600). Both types of interactions can be conceived as
requiring a fairly high level of engagement with the O2epossible explanation why
academic discussions/presentationsrrelated positively with  O8ientO whilst
complex transactiondid so negatively may be because the topics of conversation in
the @omplex transactiod® category transcewd purely academic matter®
participants were not necessarily occupying the social role of student whilst gngagin

in them

Unlike the social role of¥ietnames@is associated with thieeling of being OathO.
Table 2 shows that¥ietnames® positively correlates with@imple transactisO
(r=.542): participants feel more Vietnamese when engaged in undemaddiatn-
day functional dialogues. It is possible tlBatombination othe simplistic nature of
these encounternd occasional mishaps in making themselves underatiedias a
reminder of the participantsO status as Odihiéréd they had yetachievedfull

membership of the TL linguistic community.
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However, Vietnamesaess did not correlate with OSmall talk@ch, like simple
transactions, may also be thought of as brief and relatively undemanding encounters.
However, small talk is also relativelyrdctionless and unlike simple transactions is

not associated with the pursuit of a particular outcome (such as the purchase of a train
ticket) Dless is at stake and success or failure is more difficult to gaugker these

circumstances the status off®@od is less pronounced

1.3 Social roles andhoursof interactions

Table 3: Correlations between Social Roles, total hours of interactions, and the

range of interlocutors

Interactions Social roles
Female Male Friend Employee Vietnamese Student Asian
Total hours .802** -.026 -.136 -.294 -.329 -.257 -.216
.001 .929 .643 .308 .251 .375 459
Range of interlocutors 467 -.043 .300 -.037 .621* .386 .024
.092 .883 .297 1901 .018 173 .934

**_Correlation is significant at the 0.0é&vel (2tailed).

*_ Correlation is significant at the 0.05 levett@led).

@Fremaldis strongly and positively correlated with the total hours of interactions. This
can possiblybe explained by the fact that Mi and Chawuh@ reported thédnighest
numberof hours ofspeaking Englishare female In addition, they were able to
regularly access Englisspeaking opportunities videir boyfriendsba specific type

of interaction where their OfemalenessO is likely todggdanded.

1.4 Social roles and raegf interlocutors

Table 3 shows thathe social role of\@etnames®is positively correlated with the
range of interlocutorg£.621): the more types ahterlocutorsparticipantsinteracted
with (in the TL) the more Vietnamese they felt. This can kel@ned by the fact that
the majority (60%) of interlocutorswere friends aml students (see 4.3t may
therefore have beem Oluxuryfor participantsto have interactions witbther groups
of people. Ther exposure to different group®utside universy life) may have

OremindedO participants more about tational and ethnic originy once more
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foregrounding physical and cultural differences which may be felt less acutely in a

multi-cultural university settings

Interactions with nofVietnamese nterlocutors was not, by itself, sufficient to
generate overwhelming feelings of Vietnamasssb if they were then given the
frequency of contact with nevliethamese interlocutors we would expect to see
Vietnameseness correlate highly with more typesioferactions and more types of
interlocutors. Different encountefgreground different social identities. However, on
balance, it appears reasonable to conclude ahain aggregated levetxtensive
contact with nosWiethamese interlocutors is relatedrnational identity and thaine

underlying dynamic is the concept of OotherO.

1.5 Summary of the links between social roles and interactions

The most obvious conclusion is that tine mostfrequently reportedocial rolesb
GtudenBand FFriendd- actwally correlated with very few types of interlocutors and
interactions Does this mean that social roles have little utility in terms of explaining
social interaction? Actually, it is possible to detect some logical patterkimg.
example, the social role of &mploye® correlated wittthe interlocutor type
@olleagu® and Gtuden® correlated witcademic discussidd. Theseseem to
support NortonOiselief that social ales help impose the Oright to be heardO and
thereforeaccess tanore interactionsHowever, both these relationships make sense
given their context® there is nothing particularly odd about feeling like a student
whilst participating in classroom discussions and there is nothing odd about feeling
like an employee when talking to work calpies. Other correlations are more
puzzling. For example, &riendD is positively correlatedwith interlocutortype
MHealthworker® andFemal®with OWiversity/academic staif @hop/bank staf
Medthworker®© and (onnative speakefd The diary was arelatively blunt
mechanism for collecting data and participants were not expected to record the
identities/roles they felt/occupied during every single interaction they had. Some
correlations and that of OFriend® and OHealthworkerO is a prime canuiaate
therefore be statistical fictions. However, the correlations for OFemale® may be more
or less rooted in reality. Females are more likely than males to attend ¢eatiis

and may spend more time shoppifi@e key observation, however, is that somiégs
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appear to possess limited and ambiguous utility as a lens through which to understand

interaction in the target language

2. Understanding the link between ecial roles and selfperception of
communicative competence

Social roles appear to offer lgrpartial explanations of the types of interactions that
participants accessed. But do the roles that people occupy and identities they express
influence more clearly how participartienefitfrom interactionsvis-" -vis progress in

L2 learning?The varialte Gelf-perceptionof communicative competenOeepresents
participantsO own rating of theR speakingexperience. Participants were asked to

provide a daily summativetingranging from @ry positive tovery negativeO

Table 4: Social rolesand sef-perceptions of communicative competenceover

three months

Self-perception Social roles

communicative Female Male Friend Employee Vietnamese Student Asian
competence 450 - -.203 -.305 .186 -.164  .284
.106 .035 .485 .289 323 576 .325

.906

**_Correlation is significant at the 0.01 level@iled).

*_ Correlation is significant at the 0.05 levett@led).

The social role of Female has a weatrelation (=.450) with the seHperceptionof
communicative competence. As mengdnin the introduction, the analysis only
includes medium and strong correlations at significant level. Therefore, the weak
correlation between Female and gefception of communicative competence is not
included. In general, here is no correlation beégn social roles and the
communicative competence evaluated by the participants. This suggests that social
roles seem not to have a relation with how participant felt aboutekperience of
speaking English.

!
Perhaps communicative competence is instetated to who participants spoke to;

the type/purpose/context of interactions; the variety (range) of interlocutors and/or the

numberof hours spent speaking Engligborrelations tests were run fb@ categories
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of interlocutors 6 types of interactionshours spent speaking English and range of
interlocutors Table 5 below showssignificant medium and strongorrelations only

(thosenot included in the tableereweak correlations

Table 5: Correlations between social interactions and self - perception of

communicative competence over three months

Self-perception Social interactions

communicative Uni/academic  Stranger Native Small talk
competence staff speakers
.820** .553* .661* .603*
.000 .040 .010 .022

**_Correlation is significant at the 0.01 level@iled).

*_ Correlation is significant at the 0.05 levett@led).

Table5 shows thathreetypes of interlocutors@niversity/academictaffQ Gtrange®
and Mative speakef® andonetype of interaction @mall talk) correlate with self

perception of communicative competence=.§20; r=.533; r=.661; r=.603

respectively).

The number of hours spent speaking English and exposure idegér)wange of
interlocutors seems to be unrelated to positive or negative feelings regarding L2
competency.Many participants anticipated that studying abroad would provide them
with considerable opportuies to speak English but this findirgmonstreed that

this was not necessarily the case. But participants also felt that increased usage of the
English language would increase their proficiendyhe belief that there is a
relationship between speaking more of the TL and becoming better at
speaking/uderstanding it is pervasive across most L2 acquisition theories- OSelf
perception of communicative competenceO is a OrecordO or impression of how
participantsfelt about their performances during L2 interactions rather than an
objective measure of L2 prafency. Nevertheless, the absence of a relationship

between Ohours spent speaking EnglishO andpé&sition of communicative
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competenceO is surprising: purglyantitative measures of L2 engagement do not

explainhow patrticipants feel about their L2gbiciency.

In terms of who participants spoke to, it is, perhaps, unsurprising thaative
speakersO correlated positively with-pelfception of communicative competerie

the ability to interact effectively with native speakers is the Olitmus test® of
competence and participantsO L2 strengths and weaknesses are likely to be exposed
and reflected uponuringafter these encounter§elfperception of communicative
competence did not correlate with OAcademic discussion and presentationsO but did
corrdate with OUniversity/Academic StaffO. Again, it is possible to argue that these
encounters are fairly intellectually and linguistically demanding and are likely to stand
out as a OmarkerO of L2 proficiency. Encounters with OStrangéuigbly likely to

take the form of small talk or simple transactions, and the former correlates positively
with seltperceptions of communicative competeBdbe more small talk engaged in,

the more positive people feel about their L2 experience and vice versa. Viethamese
participants therefore appear to also attach importance to the ability to function in
relatively routine, undemandingay-to-day and informal conversations and not just

in intellectually and linguistically demanding ones

It is also worth observinghat a high percentage ohiversity/academic staffind
stranges are likely to also baative speakergsee4.3). This reinforces the view that
interactions with native speakers are the litmus test. Evideogethe focus groups
suggest that participarg believed interactions with university/academic staff and
native speakerare most likely tdenefit theirL2 progressbut that speakingnglish

with nonnative speakensas regarded asanferiorlearningoppotunity.

So who participants spoke Enghisto andcertainqualitative aspects of interactions
appear to influence sefferceptions of L2 competence more than simply accruing L2
hours. In terms of L2 theory this is interesting. Focus gaatp appeared to support
Barna (19988 arguments conceng OshockO and anxiety associated with conversing
with native speakersD Viethamese participants felt much more comfortable
interacting with nomative speakers with whom they believed they shared certain
linguistic difficulties and cultural reference ptsn Statistical analysis, however,

evidences a positive relationship between-gefteptions of L2 competence and NS
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interactions: the more participants spoke to native speakers the more positive they felt
about the L2; the less they spoke to native sprsatkie lespositive they felt abouhe

L2. Focus group testimonies and BarnaOs framesupgosex negative relationship
increased interactions with native speakers should expose the participants to higher
levels of potentially debilitating stress (hmice versa)One possible explanation for

this apparentdissonance is that participants continued to experianeety when
talking to native speakers but learned to manage its impact on their L2 competence.
Indeed, being able to manage any anxiety esgftlly would provide a further boost

to participantOs own evaluations of their L2 performance. BarnaOs framework may still
be accuratebut clearly Oshock® experienced differentially and Omanagedd by L2

learners

The positive correlation between natie speakers andselfperception of
communicativecompetencappears to contradi®ortonOs theory of power relations
regardinginteractions between L2 learners and native speakers. Nodons L2
learnersexperience &satch 2®where theyboth have to pgorm for native speakers

and submit to theijudgment Also, according to Norton, native speakers acquire
ambivalent attitudes towards L2 learners and may not consider them Oworthy to speakO
or Oworthy to listendnteractions between native speakers &mdlearners will
therefore develop according to asymmetrical distributions of p@®ier learners are
OunderdogsO, seeking resources from native speakers such as finance, friendship or
understanding. Increased exposure to native speakers might theretoqeebted to
correlate negatively with perceptions of L2 communicative competence. Exceptions
might include those interactions that do not feature strong asymmetries of power.
Interactions with academstaff almost certainly featutauilt-in multiple asynmetries

of power and cannot easily be explained. However, short, purposeless and
undemanding small talk with nathgpeaking strangers are less likely to pivot around

the concept of power.

According to Giles and Byrne (198®ne of the conditions for subordinategroup to
achievenativelike languageproficiercy is when groupdentificationis weakbgroup
members are therefore more likely to move out of their main language OcampO and
interact with native speakers. The intergroup model posits theadtitns with native

speakers can contribute to L2 proficiency iififer alia, cultural differencesare

26¢



minimised thus creating spaces in which the L2 learner does not feel ‘other’. Section 2
of this appendix showed how ‘Vietnamese’ is correlated with ‘simple transactions’
(and ‘range of interlocutors’) and there is some evidence from the focus groups that
suggest that Vietnamese participants regularly felt ‘other’ during interactions with
native speakers. One should therefore expect to see a negative correlation between
interactions with native speakers and perceptions of communicative competence. The
positive correlation can be interpreted to mean that: intergroup model is faulty (‘other’
is less influential); participants are exaggerating their experience of ‘other’; ‘other’ is
not a universal feature of all encounters with native speakers; or Vietnamese
participants were not a typical subordinate group. It seems reasonable, however, to
conclude that the importance of ‘other’ will vary according to the conduct, content

and context of interactions.

3. Summary of relationship betweensocial roles, social interactions and seH

perception of communicative competence

Figure 1, below, summarises all significant correlations (either medium or strong ).

Out of a total of 11 social roles 5 correlate with certain dimensions/types of social
interaction(s). The most influential social role is ‘Female’ (4 correlations) followed by
‘Vietnamese’ and ‘Student’ (2 correlations each) and ‘Employee’ and ‘Friend’, (one

correlation each).

There appears to be no direct relationship between any social role and self-perception
of communicative competence and interaction with university/academic staff is the
only social interaction that is both positively correlated with a social role (Female)
and perceptions of communicative competence. As referred to above this may be
because participants believed interactions with their supervisors/lecturers could help
participants improve their speaking skill and because the nature of the encounters
might constitute a litmus test. In addition focus group evidence shows that participants
often felt supported in discussions with their supervisors. An, for example comments:
“I met my supervisor today. He was really nice. I enjoyed his supervision”. However,
there was no correlation between Male and ‘Academic staff’ - in fact, there was no

correlations between Male and any social interaction variables (Tables 1, 2 and 3).



Figure 1: Relationships between social roles, social interactions and L2 self-

perception of communicative competence

Social Roles Interactions

Femal Non-native speaker
Total hours of speaking English
Shop/Bank/Business staff

Academic/Univesity staff

Self-perception of L2
Communicative
Competence

Stranger =—

Native speaker—

Small talk
Employee— Colleague
Friend Health worker

Range of Interlocutors

\

Vietnamese

T~

Simple transactions
Complex Transactions
Student Academic discussion

*(All correlation coefficients are positive, except the correlation between Student and

Complex transaction which is negafive

The previous section presented the correlations between social roles, social
interactons and selperception of communicative competence based on data for the
entire three month case study. | want to see if particular several roles are less
importantover timein terms of influencing social interactions (hours, who, ramige
interlocutors etc.). | have therefore provided a mebghmonth breakdown. The data

in the following tables differs slightly from that shown previously in that all

correlation coefficients are shown regardless of the strength of the relationship or their
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significance.This is to facilitate a temporal understanding of the importance of social
roles: does their influence on certain aspects of participantsO interaction experiences
vary over time (and does the thne®nth data mask any particularly interesting

relationshig which might have occurred individual months).

It is shownthat the actual gender of participants is weakly and positively correlated
with seltperception of communicative competence but is-significant (OFemale®
was coded 020 while OMaleO was Tpdie positive coefficient means that female
participants tend to rank their experience of speaking English more positively than
males. So, both the Ofeelingd of femads and actually being female generated
roughly similar resultsTable6, below,also shows that the social role of OFemaleO and
female gender correlate with OUniversity/academic staff® (r=.551 and r=.593

respectively).

Table 6: Correlations between interlocutors and Social roles (Female/Male) and

Actual gender over three months

Interlocutors Social roles Gender
Female Male
Students .265 -.288 .100
.360 .318 734
University/academic staff 551* -.389 593*
.041 .169 .025
Shops/banks/business .550* -.073 154
.041 .805 .600
Government officers .158 .307 .021
.588 .285 .942
Health workers .650* -.184 .346
.012 .530 .226
Friends .351 -.298 .555*
.218 .300 .040
Strangers .226 495 -.019
438 .072 .949
Colleagues -.070 -.133 .207
.812 .650 ATT
Native interlocutors 377 -.166 .349
.184 571 221
Non-naive interlocutors .693** -.212 .390
.006 .466 .168
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In the focus groups Bac described how he was frustrated and distracted during
conversations with his supervisor because he could not make himself understood
properly and his supervisor struggled to usthiard Bac. Bac felt embarrassed and as

a result he withdrew from the encounter. None of the females reported a similar
experience (BacOs overall ranking of his L2 speaking experiences were significantly
lower than he average) Therefore, although interamhs with academic staff
positively correlate with perceptions of communicative competence among females

this is not the case for males.

Apart from OUniversity/academic staffO, three other OdimensionsO of interactions
(stranger, native speaker and smallalkx are correlated with L2
competence/experience but none of these correlatesedial roles It appears that

social roles are correlated only with a very limited set of social interaction
OdimensionsO and that the influence of social roles does erallgdeed through to
contribute to selperceptions of communicative competence. In other words, the
social roles ad identities that participanteported generally exercised little influence

over key qualitative and quantitative measures of socialaictien, and very few of

these measures are related to L2 competence.

Table 7: Correlation coefficients (and significance value) between Social Roles

and who participants spoke English with each month and over three months.

Interlocutor Month Social roles
Female Friend Employee Vietnamese Student Asian
Student M1 .250 -.006 -211 -.291 -.040 .335
.388 .984 .468 .313 .893 .242
M2 .158 -.006 -.198 .002 .087 469
590 .824 497 .994 .766 .091
M3 -.157 173 -.336 -.141 .184 -.006
592 555 .240 .630 .529 .984
University/ M1 429 .073  -.322 -.156 -.099 291
Academic 126 .804 261 .593 737 452
staff M2 .388 -021 -243 .048 173 .396
A71 944 403 .870 .554 161
M3 -.054 341 -.126 154 .388 .057
.853 233 .669 .599 .170 .847
Shop/bank M1 .625* .210 -.352 -214 .055 .055
/business .017 A7l .217 462 .852 .852
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Government

officers

Health

workers

Friends

Strangers

Colleagues

Native

interlocutors

Non-native

interlocutors

M2

M3

M1

M2

M3

M1

M2

M3

M1

M2

M3

M1

M2

M3

M1

M2

M3

M1

M2

M3

M1

M2

M3

.609*
.021
111
.705
.135
.647
271
348
-.128
.663
.638*
014
-.075
.800
-.021
943
427
128
751
.002
.397
160
.195
438
.619*
.018
-119
.685
.116
.693
-.313
275
.017
955
.527
.053
.510
.063
-.107
715
.367
197
.640*
.014
460
.098

328
252
199
494
-.726%
.003
.283
326
.093
753
.087
768
.069
815
.338
237
555*
.039
424
131
134
647
-.026
931
.366
198
.085
774
-.388
170
-.148
614
-.629*
016
-.058
844
379
181
131
656
341
233
152
603
236
416

-.299
300
-.158
589
285
323
-.247
394
-.157
592
017
955
-141
630
575*
031
.059
841
-.038
897
132
653
-.102
728
-211
469
-.220
449
334
244
735
.003
345
227
.007
982
-112
702
-.143
627
-.234
420
-.134
648
032
912

-.054
855
330
250
371
191
-.083
779
488
077
-212
466
165
572
212
467
-.256
378
.098
740
-267
355
447
109
310
280
385
174
165
573
-.145
622
-.264
361
279
334
094
749
285
323
514
.060
.001
999
-317
269

.219
451
.337
238
-.557*
.038
.204
485
-.246
397
.060
.839
-.129
.661
.396
160
371
192
.513
.061
-.014
.963
-.260
.369
.226
436
-.142
.629
.079
.789
.136
.644
.100
733
.089
.763
.285
.324
.351
218
.067
819
.386
172
-.099
.736

193
508
157
592
-.203
486
061
837
-113
700
-179
541
365
199
-113
700
-.106
719
038
898
-315
273
338
238
155
598
052
859
-.044
882
-128
663
-.100
735
318
268
278
336
030
919
-.100
735
322
262
-.269
352

**_Correlation is significant at the 0.01 level@iled).

*. Correlation is significant &he 0.05 level (2ailed).
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Table 8: Correlations between Social Roles and types of interactions per each

month and over three months

Interactions Month Social roles
Female Friend Employee Vietnamese Student Asian
Small talks M1 .334 .105 .088 .032 174 .205
242 721 767 913 551 482
M2 .296 .301 -.305 432 .223 495
.305 .295 .289 123 443 .072
M3 -.199 121 -.156 .047 .077 .140
495 681 .595 .873 794 .633
Simple M1 .553* .341 .087 .010 161 .282
transactions .040 .233 .766 972 .582 .329
M2 .465 31 -.482 .190 .120 .184
.094 .654 .081 516 .683 .530
M3 .039 .089 -.281 512 -.167 131
.894 763 .330 .061 .568 .656
Complex M1 .256 -.265 -.160 .319 -.135 -.128
transactions 377 360 .586 .226 .646 .664
M2 .283 -.480 -.303 -113 -.057 71
.327 .082 .292 701 .846 .558
M3 411 -.449 -.262 .035 -.594* -.153
144 107 .366 .905 .025 .602
Academic M1 .198 455 .046 .252 .542* .007
discussion/ 498 102 .876 .384 .045 .981
presentations M2 .364 571* -.059 407 .529 242
.201 | .033 .842 .149 .052 .405
M3 -.083 .225 -.263 -.072 .396 .032
779 438 .364 .808 161 914
Socialising M1 .218 .258 -.244 224 .162 -.119
455 374 401 442 .581 .685
M2 423 .078 .266 -.243 173 -.348
150 .800 .381 424 573 244
M3 .339 -.007 .233 -.564* -.068 -.207
236 .982 422 .036 .817 478
Learning English M1 -.479 .353 -.309 -.378 -.006 179
.098 .236 .304 .203 .986 .559
M2 .120 -.150 -.266 -.356 115 .024
.684  .609 .358 212 .696 .936
M3 -.187 .014 -.107 -.204 -.499 -.077
522 962 717 484 .609 794

**_Correlation is significant at the 0.01 level@iled).

*_ Correlation is significant at the 0.05 levett@led).
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Table 9: Correlations between Social Roles, totadtours of interactions, range of

interlocutors and their rating scores in three months.

Interactions Month Social roles

Female Friend Employee Vietnamese Student Asian
Total hours of M1 .631* .060 -.063 -.091 -.122 -31.2

interactions .016  .839 .831 .758 .678 .278
M2 .684* -.140 -.276 -.260 .006 -114

.007 .632 .340 .369 .986 .699

M3 .829** -.301 -.201 -.295 .367 -.235

.000 .296 491 .305 197 419

Range of M1 .385 .108 .074 492 -.021 154

interlocutors 174 713 .802 .074 .943 .600

M2 -.306 -.262 -.187 461 -.610*% .498

.288 .366 521 .097 .021 .070

M3 -.189 .082 426 197 .319 .068

518 .780 129 .500 .267 .817

Overall rating of M1 417 121 -.119 231 -.004 312

communicative .138 .680 .686 A27 .989 277
competence M2 .362 -.005 -.314 .169 .097 .540*

.203 .987 274 .564 742 .046

M3 .284 -.178 -.243 .024 .059 .233

326 .543 402 .936 .841 423

**_Correlation is significant at the 0.01 leveH@iled).

*. Correlation is significant at the 0.05 leveli@led).

According to Tabled, 8 and 9there isno clear pattern ithe relation between social
roles and interactions or communicato@mpetence on a monbly-monthbasis.The
importance of social roleslo appear to varymonthly. &emal€) Gtuden® and
@Friend generally correlated with fewer measures of interactamtloe period of the
study, vhereas Bmployeé) ¥ietnames@and@siarOncrease (albeit very modestly)
Secondly, the types of interactions that social roles are corralétedlso differ from
one month to another. The only exception is the constantlation between
Femald andTotal hours of interactiad) evidencingmedium and strongoefficients

throughouthe three months.
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Appendix J

Proposed set of variables: Value Matcher/Value Taker and

Opportunity Taker/Opportunity Maker

Similar to Appendix I, the analysis and discussgiothis Appendix aras part of the
Oflawed experimentd. This is another attempt to explore theotletted. It is
presented heror referenceasan example of directions thhthave tried through out

the research process.

1. Values

Kenneth (1963)efinesvalues as anore or less stablset of criteria thaserve as
guidancefor a personon what may be considered appropriate or inappropriate
behaviour Hofstede (2001)defines values im cultural contextand believescultural
values informmembes of a culture what i€goodOand what isbad) what is@ightO
and QvrongQetc. Discussions in the focugroups suggested thaealuesdid, at times,

guide theway in whichparticipantdehavedand made sense of and justified events.

1.1 Value Matcher versigalue Taker

Kenneth (1963) and Hofstle (2001 )elievevalues are implicated in communicative
behavours. Such behavioursan be imagined as forming continuumwith two
extremesValue Takerand Value Matcher. Value TaleVT) are thosevho readily
accept other valueand are more willing to adapt their own values or at least tolerant
to experiencing leernatives.Value Matches (VM) are those who hold on to their

values andind it difficult to tolerate disimilarones and so tend to avoid
Values are important in SLA because, according to Collier (20061)rder to
communicate effectively in istcultural situatiog, participants have to be flexible and

adjust their identities testablisha common ground witmterlocutors:

Intercultural competence occurs when the avowed identity matches the

identity described. For example, if you avow theniig for an assertive,
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out spoken U.S. American and your conversational partner avows himself
or herself to be respectful, n@ssertive Viethamese, then each must
ascribe the corresponding identity to the conversational partner. You must
jointly negotiae what kind of relationship will be mutual satisfying. Some

degree of adjustment and accommodation is usually necessary.

The Odegree of adjustment and accommodattwatOCollier (2006)refers tocan
crudely be measured BYM and VT. Accordindy, VMs aremore conservative and
VTs aremore liberal interms ofcompromising their values. If Ca@rOs suggestion is
correct VMs will be less sacessful than V3§ in intercultural competemc In other

words, VMs areless capablef communicatingeffectively in irtercultural situatios

In order to tesif CollierOg2006) argument is right, there are a couple of steps to
prepare. Fst, Viethamese participants will be categorisetbi’M or VT basedon
focus group data. Thenthe relationship between being a VMr VT and

communicative competence will be tested by rugruarrelations.

1.2 Categorising partipantsas Value Matchers and Value Takers

| shall explain the process of categorising participastsalue matchers or value
takers, based othe definitions of Value MatchefVM) and Value Take(VT) in

section 11.

First of all, | followed George€ (2009 approach tdasiccontent analysisAll focus

group interviews (approximately 4000owds) were analysedParticipants were
categorisedas VM or VT on the basis of the ideas and stories they recouiited.

was clearly a subjective process order to limit subjectivity, dellow Vietnamese
research studemtas employed to perform exactly the same procedure using the same
preagreed VM/VT definitionsAny disagreement regarding categorisation would be
subject to negotiation; but we both reached identical conclusibnshdse a
Vietnamese research studemecauseall focus group transcriptions were in the
original Vietnamese languayeA tally was kept ofVM and VT evidence and an

overall judgement was made regarding in which category participants were allocated.
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1.3 Selectedexamples of the Operationalisation of Values

Value Matchers

¥

Tu and Bac withdrew from interactions, especially when native speakees
involved. They did so to OrescueO their OmalenessO.

Many female participants attended drinking events once and then decided they
would never come again. They did not like the atmosphere: noisy music, loud
people, etc. They believe socialising shontit be controlled by alcohol. A
more preferred way of socialising can be eating out or cooking at home.

Some female participantgere putoff by certain behaviours amongst fellow
students, including thgesture of hugging and kissing. They think spablic
displays ofaffection should be for their boyfriends only.

Some patrticipants belied thatcommunicating witmon-native speakeris of

no practical benefit

Some participants withdrew from encounters because they could not identify
common cultural refence points

Participants evidenced interest in expressing Vietnamese culture in front of a

Western audience

Value Takers

¥ Sang attended evening events organised by Christian Union emgghth
he was not interested in God. Sang is an atheist. He simpligeats such
events as opportunities to practice English.

¥ Hoa and An hardly went out drinking in Vietham where it is not common
for girls to be seen drinking in public places. However, they did not mind
going out to pubs with their friends in the UK.
Someparticipants organised events designed to appeal to Western students
Participants were largely tolerant of being put into a homogenising OAsianO
category

¥ Participants expressing a willingness to learn about UK and Western
culture e.g. through travel and cassing UK/Western media (e.qg.

television)
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Table 1: Classification of participants into Value Matcher/Value Taker

Participants Value matcher Value taker Overall
1 Nga 2 5 VT
2 Hoa 0 8 VT
3 Sang 13 2 VM
4 An 2 4 VT
5 Mai 0 VM
6 Tu 1 VM
7 Thao 10 1 VM
8 Luyen 9 0 VM
9 Quynh 5 0 VM
10 Chau 12 4 VM
11 Mi 5 0 VM
12 Bac 16 0 VM
13 Ha 1 4 VT
14 Ly 1 3 VT

1.4 Correlations of Value matcher and Value taker

Having been categorised as VM or VT tesis correlationswith L2 perceived

compeencewere performed

Table 2: Correlations of VM/VT with L2 perceived communicative competence

VM or VT L2 PerceivedCommunicative
Competence

VM or VT Pearson Correlation 1 .585(*)

Sig. (1-tailed) .014

N 14 14
L2 Perceived Pearson Correlation .585(*) 1
CommunicativeCompéence

Sig. (Xtailed) .014

N 14 14

* Correlation is significant at the 0.05 levelt@led).
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The relationship between whether participants were a Value Matcher (VM) or a Value
Taker (VT) with their perceived L2 competence is positively correlated (» = .585) and
significant (p < 0.05). VM is coded 1 while VT is coded 2, which means that Value
Takers (VT) are associated with higher ratings of L2 competence than Value Matchers

(VM).

Table 3: Correlations of VM/VT with L2 total hours of interactions

VMor VT L2 total hours of interactions
VMor VT Pearson Correlation 1 189
Sig. (2-tailed) 517
N 14 14
L2 total hours of interactions ~ Pearson Correlation 189 1
Sig. (2-tailed) 517
N 14 14

The relationship between VM/VT and the total hours of speaking English is weak and
Ns (r =.189): being a VT or a VM does not associate with total hours of speaking
English.

In summary, the statistic suggests a positive relationship between VM/VT and L2
Perceived Communicative Competence and no relationship between VM/VT and L2
total hours of interaction. Participants categorised as Value Takers (more flexible in
accepting values dissimilar from their own) tend to rate their experience of speaking
English more positively. In contrast, Value Matchers (those who hold on to their
values and are less willing/or unable to accept values dissimilar from their own) are

associated with lower communicative competence scores.

2. Opportunity

Values refer to what participants believe are the right ‘things’ to do. In contrast,
opportunity refers to the availability of accessible social interactions in which L2
learners can practice the target language. Opportunity covers both the ‘available
interactions’ that one is exposed to and those interactions that individuals generate for
themselves. One can therefore either be an Opportunity Maker - proactively making
full use of available opportunities and even creating opportunities themselves - or an

Opportunity Taker - just taking advantage of whatever is provided. The ‘strongest’
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level of Opportunity Takerwould be the refusal or inability to access any

opportunities at all

2.1 Selected Examples of the Operationalisation of Opportunity

Opportunity Makers
¥ Tu created opportunity by spking in English with his Vietnamese girlfriend
¥ Mi prefers American accent and she was dating an American man so that she
had lots of opportunities to speak English.
¥ Some participants organised BBQ in order to attract their British classmates to
join them
Opportunity Takers
¥ Several participants attended social events organised by their university
¥ Some participants believed the universities should be responsible for providing
more opportunity for them to socialise. They complained about the lack of

such asupport from the universities.

Table 4: Classification of participants into Opportunity Taker/Opportunity
Maker

Participants Opportunity taker Opportunity Overall
maker
oT
oM
oT
oM
oT
oM
oT
oT
oT
oT
oM
oT
oT
oT

Nga
Hoa
Sang
An
Mai
Tu
Thao
Luyen
Quynh
Chau
Mi
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Bac
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Ly
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2.2 Correlations between OpportuniMakerTakerandL2 Perceived Communicative
Competence
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Tests of correlations were run to explore the relationship between OM/OT and L2

Perceived Communicative Competence and L2 total hours of interactions.

Table 5: Correlations between OM/OT and L2 Perceived Communicative

Competenceand L2 total hours of interactions

L2 Total hours of

Interactions

OM or OT

L2 Perceived
Communicative

Competence

Pearson Correlation

Sig. (1-tailed)

N

Pearson Correlation
Sig. (1-tailed)

N

Pearson Correlation

Sig. (1-tailed)
N

L2 Total hours

of Interactions

421
134

320

265
14

OM or OT

J03(%%)

.003

L2 Perceived
Communicative
Competence

320

265
14
703(*+%)
003

14

1

** Correlation is significant at the 0.05 level (1-tailed).

OM is coded 2 while OT is coded 1. There is a significant (p=.005) positive

correlation coefficient (r=.703) which suggests OMs tend to have higher ratings of

communicative competence than OTs. OM/OT has a medium positive correlation with

L2 Total Hours of Interaction — suggesting OMs spend more time speaking English —

but the result is Ns(r=.421, p>0.05).

3. VM/VT and OM/OT and Key Interactions

Appendix I shows that L2 perceived communicative competence correlated with just 4

interaction variables: ‘Academic/University Staff’, ‘Strangers’, ‘Native Speakers’ and

‘Small Talk’. It also shows no direct relationship between social roles and L2

perceived communicative competence among Vietnamese participants. The only
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OindirectO relationshipsthe link betweerfFemaléand @cademic/UniversitystaffO

which then correlatbwith L2 perceived communicative competence.

Tables 2 and 5 of this Appendshow that VM/VT and OM/OT are both positively

correlated with L2 perceived communicative competente. further establish

whetherVM/VT and OM/OT aresuperior tosocial rolesn terms of understanding?

perceived communicative competence, | wilh correlation tests to betwe®M/VT

and OM/OT with the 4 types social interacticdhat appear to exert most influence

overL2 perceived communicative competence.

Table 6: Correlations between OM/OT and VM/VT with key interactions

OM or OT

VM or VT

Academic/University
Staff

Smalltalk

Native Speaker

Stranger

Pearson Correlation
Sig. (Ltailed)

N

Pearson Correlation
Sig. (Ltailed)

N

Peason Correlation

Sig. (Ltailed)

N

Pearson Correlation
Sig. (Ltailed)

N

Pearson Correlation
Sig. (Ltailed)

N

Pearson Correlation
Sig. (Ltailed)

N

OM or OT

1

14
645(+)
.006

14

272

173
14

439
.058

14

433
061

14
B670(*)
.004

14

VM or VT
.645(**)
.006

14

1

14
780(*)

.001
14
572(%)
016
14
7110
.002
14
419
.068
14

** Correlation is significant at the 0.01 leveldiled).

* Correlation is significant at the 0.05 levelidiled).

The results are mixed. OM/OT correlates positively and figmtly with OStrangerO.

The correlation coefficient for OAcademic/University StaffO and ONative SpeakerO are

positive and medium biNs. VM/VT however correlates strongly and positively with

three out of four, all of which are significaqt!( .05).
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Values appear to have more influence in terms of shaping individualsO access to these
key interactions. But VM/VT and OM/OT also evidence a strong positive correlation

(significant afp! .01). Values and Opportunism may be interacting.

3.1 Partial correlations between VM/VT and OM/OT and L2 Perceived

Communicative Competence

Field (2009 suggests that where one variable is correlated with other varialves; it

be usefulo run partial correlation toeveal a more accuratelationship betweethe
variables. In this case, VIMT is positively correlated with both OM/OT and L2
perceived communicative competence. Therefore, in order to understand the true
measurement of the relationship between OM/OT and L2 perceived communicative

competence, pasti correlation igperformed, controllindor VM/VT .

Table 7: Partial correlations between OM/OTcontrolling for VM/VT

Control Variables OM or OT L2 perceived VM orVT
Communicative
Competence
-none(a) OM or OT Correlation 1.000 .703 .645
Significance (1tailed) . .003 .006
df 0 12 12
L2 perceived Correlation .703 1.000 .585
Communicative Significance (3tailed) .003 . .014
Competence df 12 0 12
VM or VT Correlation .645 .585 1.000
Significance (3tailed) .006 .014 .
df 12 12 0
VM or VT OMorOT Correlation 1.000 .526
Significance (3tailed) . .033
df 0 11
L2 perceived Correlation .526 1.000
Communicative Significance (3tailed) .033
Competence df 11 0

Where VM/VT is controlld for, the partial coelation between L2 perceived
communicativecompetenceand OM/OT is .526, which is less than the correlation
when VM/VT is not controlled for ¢ = .703). So although still significantp(<.05)

the relationship is dimished.
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R ?is .27 Dwhich means OM/OT can now account for just 27% of the variation in L2
perceived communicative competence scores. This is a truer medgbeunique
effect of being anOpportunity Makeror Opportunity Takeron communicative

competence.

Where OM/O is controlled for, the partial correlation between L2 perceived
communicative competence and VM/VT is .241, which is less than the correlation
when OM/QOT is not controlled for £ .585). It is alsdNs (p>.05).

R ?is .05Bwhich means that VM/VT can nownly account for 5.8% of the variation

in L2 perceived communicative competence scores. This is true measure of the unique

effect of being &/alue Matcherwor Value Takeron communicative competence.

Therefore, although there is an interrelationship betwd.2 communicative
competenc®M/VT/ OM/OT, being anOpportunity Makeror Opportunity Takelis
clearly much more influential. Howeve©M/OT still only accounts for 27%of

variation in L2 communicative competence scores.

3.2 Discussion

There arepositive correlatios between VM/VT and OM/OT with L2 perceived
communicative comgtence However,a similar relationship is not observed between
OM/OT and VM/VT and L2 total hours of interactionshis suggests that self
perception of L2 communicative competence influenced by the nature of
interactions (quality), rather thatme frequency or duration of amgonversations
OM/OT and VM/VT both correlate with L2 communicative competence. This
contrasts with SocidRoles none of whickcorrelatewith communicatie competence.
Using Opportunity and Values therefore appdarhave greater utility in terms of

understanding SLA in an SA context.

Opportunity and Values also correlate with those key OdimensionsO of interactions that
are mostly associated with influeng communicative competence. Here, values
initially appear more influential. We know that being an OM/OT and being a VM/VT
are associated with one anotlighey correlate positely and strongly (see Tabl®.

Partial ©rrelation suggestseing an Oppounity Maker or Taker ign factstronger in
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terms of explaining communicative competence. Even so, being an OM/OT still only
explains approximately 27% variation in communicative competence. A diagrammatic

representation of tisefindings/relationshipis shown in Figurel.
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Figure 1: Summary of relationships between VM/VT, OM/OT and

Communicative Competence

The degree of the strength of a relationship is illustrated by the thickness of the lines.
A line suggesting participastbability to learn from thie interactions has been added
and this issue is addressed belofocus group data shows that various participants
use interactions as learning opportunities and adjusted their futhaviburs
accordingly. However his datahasnot beenreported in all participantso is denoted

by a dotted line

4. Understanding the findings in the context of existing SLA theories.

4.1 NortonOg2000)theory ofsocial identity and power relatisn

The findings can be interpreted esntradcting the contributionof powerrelations
which is central to Norton8000) theory. The findings suggest that individuals
themselvesan be responsible fahe types of interactions that they haaed how

they make sense of thethat occurs within partular interactionsvis-™ -vis any
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interplay or asymmetry opower is less important. Nort@¥2000)theory of Social
Identity sees social roles as an instrumesith which to access resources (money,
power, language, friendship, etclhe findings preseat in thisAppendix instead
suggest that key individual characteristics are far more deterministic in patterning
individualsO interaction experiences. Furthéngory of SLA predicated on individual
characteristics challenges the view thaymmetrieof power manifested duringnd

within interactions arerucial to understanding communicative competeN®&/VT

and OM/OTboth correlated with participantsO overall ratings sdredike social
roles, the dependent variables (OM/OT and VM/VT) did not rieete Ofiltered®
through specific interaction types in order for their contribution to be understood
What happens inside and during interactions may be important, but the types of
interactions being experienced are also important and, crucially, so tbows

individuals react tphandle and learn from their experiences

4.2 Barn®g1998) stumbling blocks

There is room in BarnaOs framework for individuals to perceive each block differently
b some blocks mape overcome more easilyy some language learsthan others.
Individual characteristics may therefore be important. There is nothing in my findings
that contradicts this. The findings suggest ttv&d key measures of personalify
opportunsm and value®® may indeed help or hinder access to theseikiraction
dimensionsthat themselves relate to communicative competence; but what happens
inside those interactions does not automatically deterraimeéndividualOsown
evaluation ofhis/hercommunicative competence. Just as L2 learners may or may not
perceive something as a stumbling block, even if they do they may not necessarily be
dismayed by it. Opportunity Makers report greater communicative competence.
Firstly they may be more inclined to seek ,ogenerate and select interaction
opportunities Secondly they may be more resilient setbacksand/or better able

identify positivelearning outcomg turning negative experiensmto positive ones.

Turning to values, onevould therefore expecYalue Matchersto report higher
communicative competend2these are people who pick and obe interactions that
they feel comfortable with. But young Asian studemesvly arrivedin the UK who

insist on valuanatchingmight restricttheir interaction opportunities considerably



(and indeed VM/VT correlates less strongly with the key interaction variables
compared to OM/OT). In fact Value Takers are more likely to evidence higher
communicative competence; the willingness to subordinate one’s values and to

approach L2 learning context with an ‘open’ mind appear important.

4.3 Giles & Byrne’s Intergroup Model

Giles and Byrne (1982) did not specifically address opportunism but does address
values. For Giles & Byrne, an individual’s exposure to the TL is patterned by their
culturally specific context. Therefore in a multi-cultural context individuals will tend
to coalesce into linguistic and cultural ‘camps’. Movements in and out of these
‘camps’ indicate the strength of individuals’ sense of group identity. It follows that
members of a linguistic/cultural community with only a weak sense of group identity
will be more inclined to seek out exogenous interaction opportunities. Being an
Opportunity Maker or Opportunity Taker can not un-problematically be described as a
cultural characteristic (although some national stereotyping seeks to do this). Values,
however, may have a cultural component in terms of circumscribing behaviours.
Focus group data indicated examples of participants withdrawing from and feeling
uncomfortable with certain Western customs and practices. Participants expressed
disapproval, frustration and discomfort at, for example, social gatherings involving
public displays of affection between relative strangers and the centrality of alcohol in
social events. Indeed, being a VM/VT correlates positively with communicative
competence. Of these, Value Takers — those most willing to ‘suspend’ their own and
cultural based group affiliations - report greater satisfaction with their communicative

competence.

5. Summary

This Appendix looks at SLA through two different lenses: opportunism and values.
Basic content analysis of focus group data was conducted, identifying examples of
individuals operationalizing opportunistic and value — based behaviours. Individual
participants were then categorised as either Opportunity Makers or Opportunity
Takers and as either a Value Matcher or Value Taker. Tests of correlation were

employed to explore the relationship between these categories and communicative
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competenceand with those four key interaction variables knowndsoaiateclosely

with communicative competence

The result posea challengeo NortonOs theonf power relations and the privileging

of social roles First because unlike social roles, there is a distinct and direct
correlation between comumicative canpetence and Value/Opportunity. Secondly
becausedhe findingsform a plausible basis for a theory of SLA which is ngerly
focused on the dynamic of interactions but, rather, key characteristics that individuals
themselves posseBdhe aptitude and ideahat individualsring to their interactions

and which they draw gmresourcdike, to make sense of interactioWith regards to

Giles and Barna@seoriesthe findings in this research deggely compatibleln sum

then, interms of communicative oapetence, very few social roles seem to feed
directly into communicative competence, and hardly any correlated with those key
dimensions of interactions that appeared to influence communicative competence
most. The overallconclusion is that social rolegercise limited influence in terms of
shaping patterns of interactioBarly on, diary data analysis alerted us to prominent
individualiseddifferences in patterns of interaction, and this suggested it might be

fruitful to explore SLA from a less Osocah@® more OpersonalO perspective.

Two key dimensions of analysis weselectedDb opportunism and valuesBoth
variables appear to offer considerably more utility than social roles in understanding
communicative competence. Even so, considerable varianceormmunicative
competence remains unaccounted for. | tentatively propose that the Odirection of
travelO for further analysis and greater understanding is Blaacomprehensive
model of second language acquisition must be focused on the individual ahd mus
account for both a wider range of individual characteristics/aptitudes/skills (e.g.
cognitive ability; motivation; current2 proficiency; extraversion/introversiond

pay closer attention to variations in individualsO Olived realitteeQlaily rotines

and fine detail of peoplesO live@.g. good fortune/misfortune; studying; working;
socialising)that shape the quality and quantity of interactiwhgch individuals must

make sense of.



Appendix K

Problems in SLA context categorisation

This Appendix provides more detailed discussion regarding the problems in defining
SA contexts in SLA research. It is hoped gopportthe main discussion in the
Literature Reviewb Chapter 2, withoudlistracting the readers if it was included in the

main body of discussion.

1. Problematising definitions of contexts

In the above definition, Gass and Seé#nK2001) refer to two contextshich have

been the focus of much SLA research: classroomGmaturalO situations. However,
researchers have classified SLA contexts into four OscenariosO (Figure 1) which have
been summarised by Block (2003) as; foreign language;instléicted foreign

language, second language and naturalistic language learning.

+ Classroom
A
1 2
X as a foreign X as a second
language language
_ + Language in
-Languagein < community
community
3
Selfinstructed 4 ]
language v language learning
- Classroom

Figure 1: OSecondO context scenarios (Block, 2003:34)
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The above figure shows that SLA researchers have extended the contexts from two
(Gass and Selinker, 2001) to four (Block, 2003); from two distinguished contexts of
classrom and natural situation to four contexts conrmrboth naturabnd classroom
contexts Figure 1 shows that the four contexts in fact are different OrecipesO of the
same two ingredients (classroom and natural situatadnyarying proportions.
However, Ifind current attempts absolatingdand distinguishing between contexts in
SLA research problematic (also see Freed, 1995). In fact, | argue that the current
views and definitions of SLA contexts have not yet covered the true context that

Vietnamese stuahs in the UK(in my researchgxperience.

First of all, it might be helpful to reviewedinitions of SLA contexts (igure 1). Block

(2003:51) defines the naturalistic context as one:

that involves no formal instruction and the learning of a language
spdken in the surrounding community. In this case, the learner makes
her/his way through a variety of interactions necessary totoalay

life and must rely on her/his background knowledge, learning strategies

and intuitions to get by

According to Block (203), the concept of naturalistic context is often neglected in
mainstream SLA research. Freed (1995) attributes this to the fact that it is usually
referred to as Oimmersion in the native speech communityO in the second language
context to help draw a digttion between foreign and second contexts (which both
have formal language instructions whereas the natucalkstntext does not, see

Figure2).

As illustrated in Figur@ on the following pagethe second language context refers to

a combination of Qassroom instructions and immersion in the native speech
communityO (Freed, 1995:5). It contrasts with the foreign context, which is limited to
instructions in the classroom, sited where the target languagenst shared by the

local community. The OimersionO, or Oeaf-class contactO (Freed, 1995) or
Ooutsidehe-classroomO activity (Block, 2003) is therefore an additional component

for learners in the second context. The second language context is considered Oideal®

because it is considered to exptessrners to numerous inputs and in a natural setting.
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It contrasts sharply with the foreign language context, where learners are OdeprivedO of

social contacts with the TL community.

Second Immersion in TL No Immerson in Foreign
Language community TL community Language
Context context

Figure2: Comparison of Second and Foreign Language Context:

As discussed above, SLA contegts be expadedfrom two to four, yet thewtill fall

to reflect the OrealO context of L2 learners. The following example will illustrate the
point. A learner who has finished a period of time learning English in Vietham may
then travel to the UK to study another gdb rather than the English language (e.g.
MA of Business Management). According to the classimidien of the four contexts
(Figure 1), she can be considered as moving from foreign language context (English
classes in Vietnam) to a naturalistic comt¢bkmmersed in an English speaking
community in the UK albeit with no formal L2 instruction). The problem here is that
once an individual learning context is categorised into foreign or second context, the

learning opportunities are assumed in a OprettatadénnerO (Block, 2003:34).

In this regard, the Vietnamese student assumed to have significantliess
interactions with native speakers in the foreign context (English classes in Vietnam)
compared to the second context when he/she resides in thed&rebult, the next
assumptionis thatshe can be conditioned to improve her English proficiency once
residing in the UK. However, if in fact the person socialises with native English
speakers in Vietnam her interactions may be of a higher quality amdityuhan

those experienced by her tased counterparts who may socialise more with fellow

Vietnamesg(in the L1)and other international studer{tsa L2). In this case, oubf-
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class contacts in a foreign contemay provide more inputs to the studenkésning

process than the second cont®xr at least the difference is not as great as may be
imagined. The aforementioned is illustrative only, but serves as an example to
demonstrate that it is not easy to assert that any one context has clear and
OpreictableO characteristics. Boundaries have, however, been drawn between
classroom and naturalistic contexts and between foreign and second contexts. These
are mainly focused on the site where the language learning process takes place. Such

lines are drawowever, without taking into account the mobility of the learner.

In the case of the Vietnamese student above, if she returns to Vietham and continues
to socialise with native English speakers and attends an English course how should we
classify her expriences? It is not second language context, because it takes place in
Vietnam where Vietnamese is spoken by the community. But neither is it purely
foreign context, because it involves extensive egkaasroom contact with native
speakers. Therefore deifions of context should be sensitive to the quality and
quantity of opportunities that the learner is exposevdig0 -vis the target language,
rather than the location of the learning. Privileging location is too crude. A more
nuanced understanding dfet naturalist context in particular, and other contexts in
general, needs to be factoredwhen evaluating any claims of proficiency gains in

study abroad programmes.

The problemwith defining SLA contexs possibly results in the confusion in SLA
reseach findings, especially claims of gains in language improvement in the second

language context. The next section will deal with this issue.

2. Problematising research in second language context

Study abroad (SA) programmes are invaluable opportunitesstudents to be
immersed in the target language (TL) culture, which is, in turn, assumed to lead to
improvements in communicative competence (Block, 2007). There are inconsistencies
- and even countdindings- in some research into the linguistic ggiassociated with
SA programmes. On the positive side, research has found an improvement in the oral

production ability of participants in SA programmes (Brecht et al., 1993; Collentine,
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2004; Freed, 1990a, 1990b; Freed et al., 2004; Isdbailtia, 2003 Kaplan, 1989;
Lennon, 1990; LiskirGasparro and Urdaneta, 1995; Milleret, 1990; Polanyi, 1995;
Segalowitz and Freed, 2004). However, Kinginger and Farrell Whitworth (2005) cast
doubt over these findings, noting that gains in communicative competencstiliriag
suboptimal due to individual personality traits and the specificities of particular
contexts. In addition, studies that examine learnersO attitude, motivation, and
behaviour in the host environmentand ‘link these factors directly to linguistic
development clearly show that learners do not magically become fluent speakers
simply by being surrounded by the target language community (Freed 1995; 4sabelli
Garcia 2006). Some inconsistencies and cotfitdings may be attributable to
different appoaches and theoretical frameworks being used by different researchers.
They can also be explained, in part, by the fact that claims are made based on different
aspects of language acquisition, differing amounts of time spent abroad, and variations
in thetypes of interactions between learners and native speakers (which is frequently

not specified).

Another reason is that much research on studying abroad (Brecht et.al.1995), (Lapkin
et.al. 1995), in common with many studies in SLA, does not take intamictioe
sociolinguistic dimension, thus preventing the emergence of insights into the nature of
language learning (Firth & Wagner 1997). Claims regarding language gains in SA
programmes are often made based on statistically significant findings (Block, 200
Cases involving small numbers of participants have been considered problematical
and unjustifiable (Milleret, 1990). Other research (Polanyi 1995; Siegal 1995; Norton
2000; Miller and Ginsberg 1995) is purely based on Ostories from the fieldO.

Howeve, | argue that one of the main problems which has largely escaped discussion
is the research context itself. If a particular research is labelled as investigating learner
achievement in a study abroad program, it tends to be automatically framed in a
secand language context, which combines practising the TL both in and out of the
classroom. Freed (1995) already points out the problem of such a OformulaO. First of
all, there is a lack of research on the amount of time learners actually speak the target
language. Secondly, wider questions of how they actually spend their time abroad
remain unanswered. Finally, learners living with host families may not necessarily

speak the TL at OhomeO (at least not for protracted periods, and any exchanges may be
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limited to formalities and simple pleasantries and be at a Olevel® determined by the
host familiesO assessment of what is appropriate, rather than what the student needs or
wants), nor with the friends they make. Again, we return to the question that the
quality andquantity of interactions in the TL matter more than the location where the
classroom is situate® matter more than the environment in which the learning
occurs. This has led to some confusion in the findings regarding the gains of students

in SA (study aroad) programmes, because the context itself is not clear.
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Abbreviations

ESL

IELTS

L2

NS

NNS

OM/OT

SA

SLA

TOEFL

TL

VM/VT

English as Second Language
International English Testing System
Second Language

Native speakers

Non-native speakers

Opportunity Maker/Opportunity Taker
Study Abroad

Second Language Acquisition

Test of English as a Foreign Language
Target Language

Value Matcher/Value Taker
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