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ABSTRACT OF THE DISSERTATION

Discourse and Identity in Online Language Learning: A Case Study of a
Community College ESL Classroom

by
Yueh-Ching Chang
Doctor of Philosophy, Graduate School of Education
University of California, Riverside, March 2010
Dr. Melanie Sperling, Chairperson
Focusing on the process of learner socialization among Second Langupgeidients,
this dissertation investigates one key aspect of this socialization protesssiet of
student identities in a school-based online language learning activity. Atttioeig
integration of online technology is gaining popularity in L2 classrooms fegloging L2
students’ electronic literacy while cultivating their language skidlsearch in this area
has seldom considered the issue of identity in relation to L2 students’ paricipad
interactional patterns in formal online language learning. Drawing ors Gesry of
Discourse and identity, which conceptualizes identity as multiple, dynamndc
contextually situated, the study asked three research questions: a)emiat dominant
norms and values that the institution attempts to socialize the ESL students lntw, b)
do the diverse discourses that L2 students participate in within their life vebidge
their development of student identity at school, and c) how do ESL students enact their
social identities through their discursive practices of online languagerigaand how is
such identity enactment related to the dominant values of the institution and the

Vil



discourses students participate in within their life worlds outside school.

Using a qualitative approach that included discourse analysis, the rasearche
explored a case-study community college ESL classroom that incorporditesl
discussion forums. Data included records of class and on-line participation flocaix
students as well as interviews with these students, their instructor angh&nerehnt
administrator, and institutional documents. Data analysis showed that students’
investment in school-based language learning activities was mediates dnctél
identities with which they affiliated. Furthermore, situated in an ingiruhat
highlighted Academic Discourse, the students each negotiated this discotiese awnh
way, recreating the interactional dynamics and role expectations urttemay the
dominant discourse of the college. The study suggests that L2 students’ language
practices in school-based online language learning need to be understood in a holistic
institutional/instructional context with reference to students’ idestitiside and outside
school and the human agency that L2 student draw on in learning and using their L2 in

different learning contexts.
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Chapter 1
Introduction
Computers have been used to assist language learning since the 1960s (Bultler-
Pascoe & Wiburg, 2003; Fotos & Browne, 2004; Warschauer & Meskill, 2000). Inrearlie
decades, computers were mainly perceived as tools for drilling lang@agerkein
accurate linguistic forms through working with multimedia softwaresaeaources for
learners’ desktop publishing through working with word processors or concordancers.
The rapid development and spread of networked technologies in the mid 90s, however,
have propelled the use of computers in language classrooms into a new landscape.
Networked computers now assist language learning mainly through egdeainers in
online communicatioh including World Wide Web authoring and browsing, and diverse
forms of computer-mediated-communication, such as email correspondence dhreade
discussion forums, and online chatting (Warschauer, 2001). This integration of online
communication into language curricula has been drawing language teacheti®ratte
Online communication brings language learners into live interaction with othemhum
beings, such as teachers, peers, or unknown audiences at a distance. Such inseraction i
consonant with the prevailing sociocognitive view of language learning, whsamas

that language development results from learners’ language use iniistecedtions with

! Drawing frorm Warschauer (2001), | use the termiifee communication” to refer to any acts of reaglin
writing, and communication via networked comput&itse term encompasses a) synchronous computer-
mediated communication whereby people communicateadl time via Internet chat or discussion sofeyar
such as Daedalus Interchange, with all participahteeir computers at the same time, b) asynclusno
computer-mediated communication whereby people comirate in a delayed fashion by computer, such
as e-mails or electronic discussion board, antey¢ading and writing of online documents via\WWerld
Wide Web. | use the term “online language learnitagfefer to language curricula and instructiort tha
encompass any forms of online communication. Raatty, the term “online language learning”
emphasizes thinking beyond the immediate conteghtihe communication and encompasses the broader
sociocultural contexts where online communicat®ambedded to engender language learning.
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others in authentic contexts or for meaningful life tasks (Kern & Warsch2Q@).
Online communication, therefore, is perceived as a valuable tool to enabledearne
language use in context. In addition, the various forms of online communication have
now penetrated into our daily life, making it impossible to learn a languaheutit
learning the linguistic practices of these new communication genreggrandbe
teachers are attempting to socialize learners into these new comnmmgsatres
through situating learners in the practices of online communication in thesratens
(Leu, Kinzer, Coiro & Cammack, 2004; Warschauer, 2004). In order to better understand
how students socialize into these new genres, this dissertation exploseihlization
process, focusing on a key aspect of such socialization, students’ idestt@mss&ructed
and displayed as they interact in online language learning.
Background to the Study

Although networked computers have reinforced the teaching and learning of
second/foreign (L2/FL) languages within classrooms, the research on coagzgisted
language learning, in particular research on how the contextual featuteh aéaching
and learning (e.g., the existing culture of the studied institution, the pargoalogy of
the studied classroom, the pervasive social norms and cultural values of amstituti
classroom, and students, students’ roles and identities in relation to these, and so on)
shape and become shaped by social interaction in online communication is only recently
becoming a central consideration. In earlier decades, L2/FL resesafacbiesed more on
the quantity and quality of learners’ language productions in their intaraetil peers

and teachers via networked computers to sort out participant structures, @iscours



functions, and syntactic complexities in computer-mediated discourse. Thgsemal
however, failed to take contextual features into account, and therefore yielded only
partial picture regarding the integration of networked computers in langwesgeodms.
For example, a number of studies (Chun, 1998; Davis & Thiede, 2000; Kern, 1995;
Markley, 1998; Sullivan, 1998; Sullivan & Pratt, 1996) quantitatively compared the
amount of teacher and student participation in computer-mediated-discourdeatvith t
traditional face-to-face classroom discourse. Their findings inde&catere balanced
participation among students and more student participation than teacheris talk i
computer-mediated discourse. On the basis of these findings, online commungcation i
said to stimulate student-to-student interaction, facilitate more dencguasticipation,
and decrease teacher control in the classroom, and therefore has the poteatisiciort
traditional teacher-centered classroom dynamics. In addition, some sAlalias§,

2001; Chun, 1998; Kern, 1995; Pellettieri, 2000) found that in online communication,
L2/FL learners produced more lexically and syntactically complex sesgetook more
varieties of participant roles (e.g., informant, challenger, supporter and, jakdnised a
wider variety of discourse functions (e.g., initiating and expanding on topics, asking f
clarification and giving feedback on peers’ messages)—which are raralinghe face-
to-face oral discourse of L2/FL classrooms. Other researchers (Mar@@8;,
Warschauer, 1999) adopted qualitative approaches to examine L2 learners’ digtours
online communication and found that in addition to more learner-centered classroom
dynamics, online communication served as a site to facilitate sociadtiter between

students by offering mutual supports to their language learning experience. fpieexa



Warschauer (1999) found that in a synchronous threaded discussion conducted in a
university-level ESL academic writing class, foreign born L2 leardescussed not just
the topic assigned by the teacher, but also the academic difficulties anatisnghey
encountered in their lives as university students, such as linguistic barrieteeaatian
from the school environment.

As most of the aforementioned studies adopted a product-oriented approach,
focusing on the skills and content acquired regardless of the learning process,udythe st
of online discourse in L2/FL classrooms, learners’ online discourse was itddrpse
isolated text, independent of connections to the institutional and instructional sontext
where online communication was embedded, or the broader sociocultural contexts where
learners were situated. In addition, participants in online communication Inalesl te
be perceived as unitary, faceless language learners/teachers, wehdhiens of
individual learner/teacher disregarded. As Kern and Warschauer (2000} &tate
understand the full impact of new forms of interacting in the language classroom, we
must look beyond the texts of interaction to the broader contextual dynamics that shape
and are shaped by those texts.” (p.15) In a review of the research in online éanguag
learning, Kern, Ware and Warschauer (2004) noticed that a second waveafrése
online language learning has been attempting to fill in the contextual gapibyg pa
attention to particular practices of online language use, described anzkeanalyerms
of how specific sociocultural contexts shape or are shaped by learners’ onkmeacti
For example, studying ESL students’ participation in web-based discussion &odrds

chat rooms in their first-year university writing course, Ware (2004) founidhtive



students make meaning of their participation in online writing conferendemti
necessarily correspond with the teacher’s instructional goals. Although ahéhe
students in her study indeed were writing prolifically, they were just adddngs to the
computer screen to complete the instructors’ tasks, not necessarily enmgagiaeke

social interaction with their online peers as previous research suggestedoacur.

Shin’s (2006) qualitative case study, investigating a group of university ESin&tude
construction of the context of their synchronous online chatting, showed that not every
learner participating in this online communication was engaged in the samiade
process. Each student’s ways of using the tools and interacting with peerseaicties t

in online communication involved social and cultural practices that were developed in
other discourse communities beyond the classroom.

The new wave of research in online language learning suggests that online
communication is not independent of the larger sociocultural contexts where L2/FL
learners are situated nor is online communication insulated from the instrusettimads
where the online learning activity is embedded. Teachers’ instructiorlalgwhthe
diverse arrays of linguistic and cultural backgrounds that learnersviatimghem appear
to affect how learners perceive the value of a particular form of online aoroation
implemented in the language classroom and, therefore, shape the interacttenad pat
observed in a particular online communication and the kind of learning context that gets
constructed online.

Despite the fact that recent studies in online language learning have taken into

account some of the contextual features that shape learners’ interactitbeadgoonline



and the values they give to their participation in online learning activities, ithar
dearth of research that systematically investigates the key aspaentty construction
in relation to L2 learners’ social interaction in school-based online languagaig
events. From a sociocultural perspective, learning takes place throughrsecetion
with other human beings. Consequently, learning, especially language learning
necessarily involves learners’ identity construction, that is, becoming a menioed of
person/participant in a social community (Rogoff, 2003; Wgotsky, 1978; Wenger, 1998).
Through participation in social interaction and cultural practices, human beingfsuct
who they are, give meaning to what they do, and understand what they know. Learning,
therefore, embodies the process of identity construetibthoosing what to know and
becoming a person for whom such knowledge is meaningful” (Wenger, 1998, p.273).
Hence, as L2 researchers attempt to understand the full impact of new forms of
interacting in the language classroom, it is central to our understanding thaaksue
of identity construction into consideration, asking how L2 learners, referringito the
sense of self, make meaning of their participation in online language learninghaind
role learners’ identities play in shaping their learning experiences tlabgroom.
Research Questions and Outline of the Dissertation

Given the pivotal role that identity plays in one’s learning process, thigatieser
attempts to fill in the gap of online language learning by closely exantiowg_2
students construct and enact their identities when they participate inistaziattion in
online language learning and how such construction shape and is shaped by the broader

sociocultural contexts where the students are situated. Specifically, thevstsidyided



by the following research questions:
® \What are the dominant norms and values that the institution and the instructor
attempt to socialize the ESL students into? How do the students respond and react
to the norms and values upheld by the institution?
® How do the diverse discourses that ESL students participate in within their life
worlds shape their development of student identity at school?
® How do ESL students enact their social identities through their discursive
practices of online language learning? How is such identity enactmertridat
the dominant values of the institution and the discourses students participate in
within their life worlds outside school?
To answer the above questions, | drew from a sociocultural perspective on language
and language learning to examine six community college students’ lgasperience in
a case-study ESL classroom where an online discussion board is integathd int
formal ESL curricula. The study was able to show that, situated in a comroalhige
that emphasized academics in the service of fostering student trarfsferyear
universities, the ESL curriculum enacted in the case-study classroonofgalcto
socialize the students into the kind of Academic Discourse seen to be valued at the
college, inviting them to acquire a specific combination of saying-being-doidg
valuing that proffered them an academic identity assumed to be valued in North
American academia. Despite the academically-focused contexty@owee students
drew from the social practices and cultural norms valued in their homes and comsnunit

to construct the kind of student identity they desired to align with at school and totmake i



through the ESL course. Rather than exclusively assimilating into tHemacaidentity
that the college/instructor sought to socialize them into, the students participate
Academic Discourse only as it suited them. Further, it was online pattanghat
helped them shape their own multiple discourses, developing and using English in varied
useful ways outside the Academic Discourse that the instructor promotexv, Bel
briefly outline how | will lay out the study in the subsequent chapters of thetdigse

In chapter 2, | focus on the theoretical underpinnings of this study. | disass Ge
theory of Discourse and identity in detail, looking into how Gee conceptualizes the noti
of Discourse as an identity kit that one draws on to furnish oneself as a carthof ki
person. | suggest that Gee’s theory provides an ideal theoretical lens $tudly of ESL
students’ identity construction in school-based online language learning bduause
theory, while perceiving identity as constructed in local interaction thrtheghse of
social languagesalso recognizes theterpretive systerof the broader sociocultural and
historical contexts in shaping the local construction of identity, and recogszesll the
role of human agency in negotiating with competing life world Discourses. Geels/t
hence, allows me to investigate identity construction in online language leartiogitwi
dismissing the influence of broader contexts on the interactional patterns andidéesc
practices locally constructed online. In this chapter, | also reviexares literature that
draws on a sociocultural perspective on L2 learning to investigate the proadmstivy
construction within classrooms, factors that shape such construction, and the impact of
identity construction on the process or outcomes of L2 learning.

Chapter 3 lays out the research design of the study, processes of datar;alkset



sources, and analytical methods. It provides a rationale for using qualitaserestudy
and discourse analysis as methodological and analytical frameworks fardiieb
Discourse and identity in online language learning. Furthermore, | giveaiva
description of the college, the case-study classroom and the focal studentsde provi
readers with an account of the researched site and participants of the study.

In Chapter 4, | provide an analytical account of the institutional and instructional
contexts in which the case-study classroom is situated, delving into the domioant va
system of the community college. In Chapter 5, | portray the focal studierisities
inside and outside the college. | discuss how the focal students perceived themselve
students learning ESL in the college, and how they drew from the social actete
cultural norms of their life worlds outside college to construct their collede,geapond
to the kind of student identity that the college invited them to take on, and make meaning
of ESL learning in the classroom.

In Chapter 6, | map out the roles that the focal students enacted in their classroom’
online discussion board, linking these to the kind of student identities they desired to
position themselves in within broader classroom and non-classroom contexts. In the
concluding chapter, Chapter 7, referring back to the research questiord bashe
outset of this study, | summarize and discuss findings of the study in lighateidel
research and scholarly work. | also suggest significance and implicatiotisishetudy

brings to future research and practice in L2 learning online and to issues of L&.identi



Chapter 2
Discourse, ldentity, and Second Language Learning

To examine the relationship between L2 learners’ social interaction andyidentit
construction in on-line language learning, | draw on sociocultural theories obigeg
both oral and written. Specifically, | suggest that Gee’s theobjsmiourse and Identity
is an ideal theoretical frame to examine L2 learners’ identity work in olalirggiage
learning and its relation to broader contexts where L2 learners situate. ¢hdpter, |
first illustrate how Gee’s notion @iscourseclosely ties one’s literacy practices--the use
of oral and written languages--to his/her identity work, which is conceptuakzed a
discursively constructed in local interaction while recognizing the lasatouction as
contextually situated within broader social and historical backgrounds. Deé&md into
literature on identity and second language learning, | suggest Gee’s th&sgmirse
and identitywill corroborate our current understanding of identity and second language
learning, in general, and ESL students’ identity construction in online languagadgar
in specific.
Literacy, Discourse and ldentity

Literacy is often commonly assumed to mean decontextualized and isotkilible
of written language use, that is, reading and writing as simple decoding anchgraodi
text. However, sociocultural scholars of literacy (Cope & Kalantzis, 20eatH
1994/2001; Scribner & Cole, 1981/2001; Street, 1995) have shown that literacy is not a
neutral or technical skill but is closely related to “ideological practicglicated in

power relations and embedded in specific cultural meanings and practicest, (8995,
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p.1). From this perspective, the forms and functions of language use depend on the social
practices that written or oral languages mediate and the preferrechcotirms valued
in a particular speech community. That is, any act of language useienicegd by the
prevailing beliefs, practices, and social relationships in particular vaaltural groups.
Elaborating on theories of language and literacy as sociocutttaetice, Gee (1996;
1989/2001; 2001; 2002) argues that one’s use of langdags not just mediate
activities within social practices, but also mediates different so@allyhistorically
situated identities within different sociocultural practices. The noti@isgfoursewith a
capital D is essential in understanding Gee’s theory of language use aitg.ident
Extending conventional notions of discourse (with a lower case d) as language in use,
Gee conceives Discourse as:
a socially accepted association among ways of using language, othetisymb
expressions, and ‘artifacts’, of thinking, feeling, believing, valuing, and aittaig
can be used to identify oneself as a member of a socially meaningful group or
‘social network’, or to signal (that one is playing) a socialganingful ‘role’ (1996,
p. 131)
In other words, a Discourse is a combination of semiotic, material, and expressive
resources which act as an “identity kit” (1989/2001, p.526) to frame one’s actions and
talk so as to take on a particular social role that others will recogniz@eféen thus
acquires the membership of a particular social group or social network. FRoplexa

being a student in U.S. universities involves not only speaking or writing in

2 By language use, Gee refers to both oral andemrltinguage practices, rather than restricting his
meaning to the reading and writing of written text.

11



grammatically correct English, but also embodies the socially acceptalyks of being a
student and doing “studenting” in U.S. culture, such as writing to appropriate geatres
are recognized and valued by the university (Bartholomae, 1986; Ivanic, 1998),
demonstrating acceptable interactional routines with faculty or peees 26@2), and
using tools and technologies in particular ways to accomplish academic otasksal
(Kern, 2000; Warschauer, 1999). In other words, language and literacy learnibgure a
acquiring distinctive ways faying-being-doing-and-valuintpat allow people to enact
and/or recognize a specific social identity in social institutions other thasimeary
Discourse—the home-based socialization that one acquires early in life. Gee calls the
Discourses of the non-home-based social institutions (e.g. religious groapapuaity
organizations, schools, businesses, or natee)ndary Discours€4996, p.143). From
Gee’s point of view, language and literacy learning are more than the acquisitisetof a
of decontextualized grammatical rules, but the mastery of or fluent contrch ove
secondary Discourse, that is, acquiring ways of saying-being-doing-andeyim the
various non-home based social institutions so as to become a member of thewy, Litera
therefore, is always pluratliteracies—because there are many secondary Discourses and
people all have some and fail to have others.
Recognition and Discourses

Since Gee defines a Discourse as a distinctive combinasaying-being-doing-
and-valuingthat one uses to enact a certain social role, a central issue is how and by
whom a particular combination is to be recognized. That is, human beings mustsee eac

other in certain ways if there are to be identities of any sort. A combinatrendagnized
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in a certain way because, for social and historical reasons, there are peopeagmnize
such combinations in certain ways. In Gee’s term, there is always i catiegpretive
systenthat guides people’s recognition process. He asserts:
One cannot have any identity of any sort without sortegpretive system
underwriting the recognition of that identity. The interpretive systemm ma
be people’s historically and culturally different views of nature; it may be
the norms, traditions, and rules of institutions; it may be the discourse and
dialogue of others; or it may be the workings of affinity groups. What is
important about identity is that almost any identity trait can be understood
in terms of any of these different interpretive systems. (2000-2001, p.107-
108)
Thus, some interpretive systems (e.g., institutional norms, taken-for-gjariteral
beliefs, common sense gender behaviors, etc.) must be at work, guiding people to
recognize a certain combination in one way rather than others—for examptg)izewp
a combination as saint rather than mental patient.

Furthermore, Gee (2000-2001) argues that interpretive systems that iiederwr
people’s recognition process are not universal or static, but varied by socialtandaiis
contexts. That is, “at one period of history, or in one society, certain combinasutis r
in recognition of a certain sort, while at a different period of history, or in adfiffe
society, the same combination would be unrecognizable or recognized differgbdlg,”
2000-2001, p.110). For example, the combination that get one recognized as a saint in the

medieval church would, today, in many places, get one recognized as a meadl |pati
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other words, we should consider what institution or which group of people, works to
ensure a certain combination, at a given time and place, and is recognizedas a ce
kind of person. Hence, Discourse and identity are ultimately rooted in recognition
processes tied to specific interpretive systems at a given time awgilenasocial group.
Political Complications of Discourses

As mentioned earlier, in addition to the primary Discourse, one acquires many
different secondary Discourses in their socialization beyond home. Gee (1996; 2002)
goes further to argue that Discourses and the process of acquiring thahreezatly
political. According to Gee, Discourses, waysaying-being-doing-and-valuingre
intrinsically ideological because they inevitably involve values and viewpalust
relationships between people, about who is an insider and who isn’t, and about who is
normal and who isn’t. While we forward certain viewpoints or values as “standard” or
“normal,” we simultaneously marginalize viewpoints and values central to other
Discourses. A Discourse, therefore, is not just defined internally, buttig gefined in
relationships of alignment or conflict with other Discourses. When one’s Digcisurs
alignment with thelominant Discourses a society—Discourses that lead to the
acquisition of social goods (e.g. money, power, and statois¢ can easily acquire the
dominant Discourses with less conflict or tension. In contrast, when a coflieisent
between Discourses, it can deter acquisition of one or both of the conflicting Descours
Discourses, therefore, are related to the distribution of social power and heakrchi
structure in a society. Dominant Discourses empower those groups who havetthe lea

conflicts with their other Discourses when they use them. Discoursesrdes tta
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acquire and often tension-filled for those, such as many women and L2 learners, who
have come to their acquisition of dominant secondary Discourses without previous
knowledge, skills, and values from their primary or other secondary Discourses.

The ideological nature of Discourses is essential in understanding ESL students’
identity in U.S. schools. As Gee notes, primary Discourse differ signifycaotbss
various social, cultural, ethnic and economic groups. He also uses thédtegmg (1996,
p.158) to refer to the process by which families incorporate aspects of the valued
secondary Discourse practices (e.g. school-based literacy practtogheir primary
Discourses. Thus, since white middle-class families are able to inatepibe linguistic
routines and cultural models valued in U.S. schools into their primary Discourse in the
earlier socialization process, children from white middle-class fesrilave less
difficulty in acquiring the dominant Discourse of U.S. schools. On the other hand, due to
the lack of their parents’ access to the dominant school-based Discoursesentdsies
of communicative or cultural norms valued in their home-based Discourses, early
socialization to dominant school-based Discourses are not available to chitsnemoin-
white immigrant families (e.g., ESL students). As a result, L2 studentsly have to
struggle more with the tension or conflict between their home-based Discodrdesa
school-based Discourse than students of white middle-class families.

Indeed, research on Asian students in American schools have found that, influenced
by Confusion heritage cultuteAsian students have unique perception regarding the

value of education (Lee, 1991, Lee, 1996), and bring with them different home-based

® This term is used to refer to societies in Asianrtries influenced by Chinese Confucian tradifiéfang,
2006).
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Discourses from those promoted in mainstream American classrooms (Liu, 2001; 2002;
Tateishi, 2007-2008; Wang, 2006). In traditional Confusion society, scholars are placed at
the highest point in the social hierarchy among all professionals, folloyvidrbers,
workers, and merchants. Education, therefore, represents not only a patlessipnaf
skills that brings financial security or success, but also, importantigl status and
cultural approbation. The importance of education in Confusion society cannot be
stressed more in adages like “You can make a million dollars, but a good education is
better than a million dollars. You can lose everything but nobody can take away your
good education.” Hence, Asian parents regard education as a worthy investchang
willing to sacrifice their social and financial well-being in excharaggeafgood education
for their children. Influenced by the cultural value of filial piety, mAsian students are
found to strive hard to achieve academic success in American schools, seeing school
success as not only a personal achievement, but also a means to honor theinéamily a
fulfill parental expectations to repay the parents’ sacrifice s (Lee, 1221;1996).

In American classrooms, Asian students’ communication and learning stylalsa
found to be influenced by their heritage culture, which inevitably causestthemnfront
tension in their adaptation to American classrooms. In particular, Asidergs’ silence
in American classrooms has been a major concern for many Americhersgagho tend
to believe speaking in class increases engagement and that classroonedialegens
learning (Tateishi, 2007-2008). Nevertheless, under the influence of Confusiagéerit
culture, which places teachers among the five most respected groups byetyeatoeg

with the God of Heaven, the God of the Earth, the emperor, and parents, Asian students
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tend to regard teachers as founts of all the knowledge and as authoritaties Wior
impart truth. A good student, therefore, is encouraged to respect and belitaactier
by being a quiet listener and abiding by what the teacher says, rethedtively
speaking up or asking challenging questions that might threaten the ®énte(Liu,
2001). Such conflicting Discourses in Asian and American cultures retated tole of
teacher and students usually mislead American teachers to see AsiatssageEssive
learners or lacking in the ability to participate in the classroom, debpitebeing
hardworking and self-disciplined. Hence, while Asian students may seek to agpropria
the Discourses promoted in American schools in order to achieve acaderegsstioey
also have to struggle with the tension and conflict between their home-based Dscourse
and the school-based Discourses.
Social Languages and ldentity Construction

As suggested by the discussion above, Gee’s notion of Discourse embodies a
sociocultural perspective on language and meaning. Unlike structurastsygaee does
not perceive language as an arbitrary object bearing unitary meanthgsgrammatical
structures. Rather, meaning is situated in social webs. Words and phraseggtharefo
associated with different situated meanings in different contexts and irediffe
Discourses. From this perspective, people do not simply learn English or reading and
writing in English in general. Rather, they learn a spestwal languagde.g. academic
English, conversational English, and so on) to accomplish certain social purposed or ena
certain social roles. They learn to read or write in a specific socgudge to

appropriate a specific social group so as to identify themselves as a meithiier of
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particular social group. Therefore, the conceamfial languagewhich Gee borrows
from the Russian literacy theorist Mikhail Bakhtin (1981; 1986), is essential in
understanding how people use language to enact/construct their identities within
particular Discourses.

Bakhtin (1981) distinguishes the notion of social language from that of national
language, that is, the traditional linguistic unities such as English, Ru€dimese, etc.
A social language is “a discourse peculiar to a specific stratum ofys@quiefessional,
age group, etc.) within a given system at a given time” (p.430). As examdesiaif
languages, Bakhtin mentioned “social dialects, characteristic group behaviesspoél
jargons, generic languages, language of generations and age groups, tendentious
languages, languages of the authorities of various circles and of pashkinggas
languages that serve the specific sociopolitical purposes of the day” (1981, p.262).
Although people can be native speakers of only one national language, they speak not
only one social language, but several of them. Any national language cardle use
connection with several social languages, and a social language can invekéanarne
national language.

In Gee’s view, social languages are markers of the identities that orng enac
recognizes within particular Discourses. He states,

To know any specific social language is to krfmaw its characteristic design
resources are combined to enact specific socially-situated identities and social
activities.To know a particular social language is either to be alde

particular identity or to be able to recognize such an identity, when we do not
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want to or cannot actively participate” (2002, p.162, emphasis in the original).
In other words, the “grammar” of social languages signals or indexes onilys
situated identities, that iswhos-doing-whats-within-Discourse§2002, p.163). To
exemplify this point, consider an example used by Gee (1996, pp.66-69) in his discussion
of how linguistic structures and functions are related to the enactment of onals soci
identities.

Telling the same story to her parents and her boyfriend respggctiyeoung woman,
Jane, said to her parents at dinner: “Well, when | thought about it, | don’t know, it seemed
to me that Gregory should be considered the most offensive character,” but later to he
boyfriend she said: “What an ass that guy was, you know, her boyfriend.” Apgarentl
Jane used two different social languages, though both in English, to address her parents
and her boyfriend when talking about the same story. When speaking to her parents, Jane,
speaking as an intelligent daughter of an upper-middle class family, used maaé for
lexicon and school-like syntax to distance her parents from social and emotional
involvement. On the other hand, as a girlfriend being intimate with her boyfriend, she
directly referred to her boyfriend as “you,” used the informal parentheligsate You
know’ and vulgar vocabulary to create solidarity.

The example of Jane’s use of distinct social languages illustrates thginiyltand
social constructivist nature of identity. As mentioned earlier, people do not spgak onl
one social language, but multiple social languages. Different social lanqllgess to
enact different identities. As the example illustrates, Jane wasrendet different

identities (one to her parents and one to her boyfriend) by using different sogiaddes.
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Moreover, when looking into the whole chunk of language that Jane used to address her
parents, we can find her social language mali-voiced(Bakhtin, 19813-mixing a
form of everyday language and aspects of the social languages used in suthools a
academic work. Human beings, therefore, do not only use different social lasigoiage
address different people, but also mix various social languages to addressehe sa
people. The different social languages human beings use to address peopleeint differ
contexts and topics allow us to make multiple whos (we are) socially visible and
recognizable. Identity, therefore, is not a monolithic or unitary label, lbotligple and
fluid. In addition, being speakers or writers of several social languagedesign our
oral or written utterances to have patterns in them so that interpretersritaneat
situated identities to us. That is, one’s identity is not achieved through a cdynjpkste
combination of languages and other semiotic signs or artifacts. Ratherjedeart
socially, culturally, and historically situated and are constructed in tegtiagng process
of recognizing and being recognized within particular Discourses.xaon@e, Jane
addressed her parents the way she did because in this particular sociocultural group,
dinner had become a time when children display public-sphere and school-based
intelligence to parents. If the same social languages were used bynsofrean a
different social or cultural group from Jane’s at dinner with their parents, li toég
regarded as rude or distant. Identity work, therefore, is always situdkea particular
social, cultural, and historical contexts where the Discourse is embedded.

In short, Gee’s theory of Discourse and identity is an ideal lens for theaft&BL

students’ identity construction and enactment as they participate in scsaal-tnline
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language learning. First of all, the notion of multiple Discourses congicaur
understanding of context, seeing context not as discrete and self-contained, butgnvol
multiple Discourses and social practices that intersect in diversetavaljape ESL
students’ identity enactment online. Moreover, recognizing the political nathmega
different Discourses, Gee’s theory situates ESL students in a terlgdrefintext where
their home-based Discourse is usually in conflict with the dominant Discafrses
mainstream U.S. schools, such as school-based literacy practices or tiei@ttatacy
valued in U.S. universities. As Pavlenko and Blackledge (2004) note “identity becomes
interesting when it is contested or in crisis” (p.18). Thus, online learning be@me
interesting site to study ESL students’ identity work when we see the studenes
valued culture and school-valued culture contest and exert affordances as well a
constraints. Finally, Gee’s theory prompts us to see identities, rather theedasnd
predetermined labels, but as socially constructed in the negotiating pobcessgnizing
and being recognized within particular Discourses. Such a poststructysphsaeh to
identity provides us with opportunities to better frame the construction of idemtity |
connection to the sociocultural approach gaining popularity in L2 learning (Block, 2007,
Kramsch, 2002; Lantolf, 2000; Mentero, 2007). It also shares a common conceptual
ground with the existing literature on second language learning and identitsuctingt

In the following section, | will review this body of literature to examine lpogwious L2
researchers have informed us about the process of L2 learners’ identity ¢mmstruc
classrooms and factors that affect such construction.

Second Language learning and Identity Construction
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As indicated earlier, traditional research on second language acquisitictopésda
a correlational approach to investigate the relationship between langaawrde
production of linguistic forms and the stages of their language development.Hsom t
perspective, language is perceived as a self-contained system, ogridistiset of rules
or structures. L2 learning is, therefore, the acquisition of grammatical, pharadlagd
lexical structures, and learning outcomes are measured by learnetg'talplioduce
native-like forms of the target language. Factors that influence Li2#&fhing processes
or outcomes, such as motivation, anxiety and strategy use, are seen as dispositions
located within the heads of individual learners. Language learners, theregore, ar
idealized as “unitary” and “neutral” entities that exist outside thetgraf social
hierarchies or power relations of the sociocultural context where theywateditn (see
Kramsch, 2002; Kramsch & McConnell-Ginet, 1992; Norton, 2000 for the critique on the
traditional SLA research).

In the last decade, there has been a growing number of studies in the field of L2
learning and literacy research that draw on sociolinguistics and poststisttuwiaural
theory to examine how L2 learning is related to the process of leaarsty
(re)construction that is carried out in social interaction and regulated argee power
structures in society (e.g. gender norms, class differentiation, ethaicrdisation, or
nationalist ideologies) which learners might conform to, but which they may als
challenge. Drawing from the notion of language socialization (He, 2003; Ochs &
Shieffelin, 2000), a sociocultural perspective on L2 learning assumes thattlimfpriss

implicitly carry with them the speaker’s affective and epistemologiisglositions and
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therefore indirectly index contextual features, such as the norms, values and the
relationships among participants. Since language use indexes sociocoliteats; the
knowledge of a language includes, in addition to linguistic structures, a set oélcultur
norms and social values which language users draw on to produce and interpret the
language appropriate to the local discourse community so as to acquire mephbdtshi
When learning to speak a new language, therefore, L2 learners are rexsocdbd a

new cultural frame and restructure existing norms, values and ideolode®spect to
roles and interpersonal relationships (Pavlenko & Lantolf, 2000).

In this section, | review a variety of studies from the sociocultural pergpedtl 2
learning that have enlightened us on how L2 learners’ identity work is inhpteitried
out in the daily linguistic interactions in face-to-face classroom enceyiated discuss
how L2 learners’ identity construction is related to their languageitepand literacy
development at school. These studies will form the basis from which | frameseayck
guestions for the study of L2 learners’ identity construction in online langeagerig.

Language and identity construction within the context of classroom.

From a social constructivist perspective, identity isanptiori given or static
attributes such as age, occupation, gender, skin color, native language, and so forth.
Instead, identity is conceived as a process of continual emerging and becpingess
that reflects what a person is becoming and becomes through ongoing aetndties
interactions with other human beings. In the linguistic practices of timgdaye
classroom activities, learners’ identities are continuously negoaattdonstructed

through the social interaction with teachers, tutors, and/or peers.
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He’s (2003) analysis of the discourse in a Chinese heritage languageatas
reveals how teacher-student identities are socially constructed imib@ent-by-
moment linguistic practices in the classroom. Analyzing the verbal andarba}
exchanges between a focal student and the teacher in the immediate contegtarmlas
interaction, He found that although traditional Chinese values position the teatier as
indisputable authority of knowledge in the classroom, the prescribed expert-novice
relation between teacher and student was constantly ratified as welllesgdgththrough
their linguistic interaction. He notes, roles and identities in the social spéoe
classroom are not static, nor are they presupposed to the same degremed all ti
readily accepted by the classroom participants at all times. He’swagigble to show
that through their daily linguistic practices, teachers and students wetkéogo
(re)construct their roles, negotiate their social relationships and pdsio#ess’s social
status in the local classroom community.

Identity work in the classroom setting can affect the kind of learning appi&$
available to an individual learner. In a case study of a college-level baisingw
classroom, focusing on one student’s verbal exchange with the teacher, Hull,i@sse, F
and Castellano (1991) analyzed the participant structures in a serie®o$lesswriting
and found that classroom interaction constructed the case-study student as an
inappropriate talker—an identity affecting the learning opportunities distdiotthis
particular individual. Compared to the interaction with other students, the teacher
constantly rejected the focal student’s contribution and was reluctant twagtabn her

ideas in their verbal exchanges because the student continuously violateddtieriniti
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Response-Evaluation interactional routines in classroom talk. The mismateebehe
teacher’s expected interactional routine and the student’s linguistarmpearice affected
the student’s motivation to write as well as her participation in classroknTha cycle
continued as the student’s interactional patterns in class became not just angnnoyi
conversational style, but also an indicator, from the teacher’s perspective cofjhéive
ability.

The relationship between linguistic practices, identity construction, anmcetfests
on literacy learning is also shown in Willett’'s (1995) ethnographic study ofrestream
first-grade classroom. Willett studied how four newly-come immigranticdml were
socialized to become first graders in a mainstream U.S. classroom in thespybce
learning the English language. Analyzing the student-bilingual aid anchstsideent
interactional routines of the phonics seatwork in the classroom, Willett found the four
ESL students in this environment were not only attempting to learn the Englishdangua
but also to adopt behaviors that were appropriate to the social world of the classroom
culture. Specifically, the classroom ecology allowed the three E&Ligithe class to
imitate aid-student interactional patterns as well as syntactirésan their interaction
with peers in the phonics seatwork. Working cooperatively and quietly in the back of the
classroom, the three ESL girls were able to solve high-status acadekniwitis
minimal assistance from the adults in the classroom and therefore achipwostive
academic identity as competent learners. In contrast, seated betwwegirig, the only
ESL boy in the class didn't get help from his female seatmates or from lEpeebk

because these behaviors went against the male gender norms which encouraged
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competition rather than cooperation among boys and discouraged boys from seeking help

from girls. As a result, the ESL boy had to rely on the adults more freqtiesatiyhe

other three ESL girls to complete the academic tasks. Coupled with his wolds$sg-c

immigrant background, the boy was positioned as a needy student and problematic

learner. Willett noted that through the linguistic practices taking prac®utinized

classroom literacy activities, such as the daily phonics seatwork, thetiogants and

other members of the classroom were able to jointly construct their idsmatitd social

relations. These social constructions affected the learning tragsctdrithe four focal

ESL students. At the end, even though the boy scored the same as the girls In the ES

competency measure, he was not exited from the ESL track as the EStegajshe

teacher commented that he “lacked confidence” and had “need for longer support.”
Vann, Bruno and Escudero (2006) examine linguistic exchanges between a teacher

and her new immigrant students in a secondary “English Learner Sciensebofas

located in a community near a large meat-packing plant where some afdéetst

wished to work for after graduation. Using Goffman’s (1974) notion of frame, the authors

found that, in a classroom activity of dissecting pig, the teacher set up afbratime

activity to posit all the students as future workers in a meat-pack plant. Hpwete

subsequent interaction, few students, drawing on their life world knowledge, tried to

modify the teacher’s earlier frame to the science frame, recontextgahe activity not

as factory work, but like the work of a doctor. Nevertheless, their attemgxtdogtruct

their identity as science-oriented student was regarded as off-topic and diddwptihe

teacher. Vann and his colleagues’ study illustrates the powerful role te&everin
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socializing students into a certain identity by initiating frames fasctaom activities and
control the floor rights and topics. As students are encouraged or discouraged from
connecting with their own prior knowledge, from asking questions, or from sharasy ide
their potential to think of themselves as having the skills to be successful stgdents i
affirmed or disavowed.

The aforementioned studies indicate that as classroom participants acdcnd re
one another, they jointly construct their social relations (e.g., the hieraneatadnship
between teacher and student and the companionship among peers) as well aeformula
their identities in the community of classroom (e.g., “inappropriate talkawfhpetent
learner,” “needy student,” and “future butcher”). These constructions iptdbe
constraints as well as affordances in the subsequent negotiations and themtore aff
learners’ participation in the classroom community and the process of ledraibg
through differentiating an individual’s access to the material and symbadgroes at
schools. L2 learning in the classroom setting, therefore, is not merely adoourde
linguistic structures through exchanging information with other members in the
classroom community, but is also about (re)negotiating and (re)organizing acials s
position within the classroom community. From this perspective, the context of online
language learning is not merely a site where L2 learners gain egassao learn
linguistic structures in addition to the face-to-face classroom selttinnglso another
social space where L2 learners and teachers jointly negotiate thelmretationships and
construct their social identities. Social construction in the on-line context,queargéy,

might also give affordances and constraints to learners’ subsequent face-to-
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negotiations, and therefore affect their participation in the classroom cotgrandithe
L2 learning process.

However, one should be cautious about generalizing the findings of these studies to
the learning trajectories of all ESL learners, as the kinds of intamattoutines and
strategies these ESL learners used to construct their social relattbioeatities in the
classroom community were situated in the unique ecology of the local classroons such a
the gender norms and the reutilized phonic seatwork in the classroom Willett (1995)
studied, the particular teacher’s expectation and belief system in the stddl ef al.
(1991), and the interactional history established between the teacher and stuthents i
study of Vann et al. (2006). To understand L2 learners’ social interaction anityident
construction in online language learning, we, therefore, need a fuller perspective to
critically examine how particular interactional patterns taking piatee local online
context are related to the unique ecology and interactional history of thecheska
classroom.

Another implication this body of literature brings to the study of online language
learning is that although identities and social relationships are locallywctest in
classroom social interaction, such construction is profoundly shaped by the broader
sociocultural contexts in which the classroom community is embedded (e.qg., Hie soci
practices and the ideologies of race, gender, class, and ethnicity). A$ &lu(l1©91)
contend, the belief of the teacher they studied had its origin in the wider\samlof
attributing low-achieving students’ academic difficulty to their cognitisaloiiity.

Similarly, the gender norms pervasive to the wider U.S. society penetiateld$sroom
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discourse of Willet's (1995) study and shaped its participants’ perceptionspa pr
gender behaviors. The local construction of learner identities, thereforeyiiably
shaped by the broader social values and cultural beliefs about what counts asappropr
classroom norms and what social position ESL students are assigned to in the broade
social strata. In that sense, online learning is not a self-contained tcdotiex social
space embedded in broader sociocultural contexts. Hence, we should payretioeimbiv
local construction in online language learning is related to the beliefs are$\adlthe
broader sociocultural contexts learners participate in.

Institutional influences on identity construction in classrooms.

Linguistic practices in classrooms are not merely sites wherd salaigonships and
identities get locally constructed; they are also social spaces wharerkeare socialized
to a particular set of sociocultural values and beliefs, and therefore wheredahetol
become members of different socio-economic, gender, and ethnic groups withirtya socie
Analyzing the classroom discourse ida@ctrinaclass (a religious education class in
Spanish) composed of Mexican immigrants at a Catholic parish in Los Angeles,
Baquedano-Lopez (2000) suggests that the linguistic practices in classeraayli
events socialized the young children to their ethnic identity and their positiba i
broader society. In the Spanidbctrinaclass, the narrative of the apparitiorCGafr Lady
of Guadalupevas presented by the teacher as a way to construct the identities of dark-
skinned Mexicans with a history of oppression. Through asking her students to publicly
identify their ethnicity (e.d: who is from Mexico, how many afsare from Mexic6),

the teacher made her students identify themselves as Mexican. Fareusing the
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imperfective grammatical structure to access knowledge about the pasgdhert
helped her students to link the oppressed Mexicans in the Spanish colonial era with her
students’ current experience in the U.S. Finally, contrasting the skin color\dfgireof
Guadalupe with the Virgin of Carmen (e.g. “the Virgin of Carmen is white ladfitgin
of Guadalupe is a little datlke us), the teacher socialized her students with another
collective identity based on skin color. Engaged in the interaction of narrairyefsais
far, students were socialized to identify themselves as oppressed dadskiaxicans
in the Anglophone society. Baquedano-Lopez’s study was able to show how students in
thedoctrinaclass were socialized to a collective ethnic identity and reaffirmed the
membership in a particular community.

Although social institutions, such as schools, have the power to transmit and
cultivate certain sociocultural values and identities through linguistitigpeagn
classrooms, as human agents, L2 learners do not always comply with institub@isal g
Golden’s (2001) ethnographic study of adult Russian immigrants learningvabra
second language in Israel explored how L2 learners actively mobilize tiggiistiic
resources to construct their identities and their affiliation with membehe aflaminant
discourse community. Golden (2001) noted that the purpose for a state to teach a national
language to immigrants, Hebrew in this case, was to re-socialize themevecto the
host society and implant national identities within them. Since languaffemsa symbol
of cultural unity and a tool in the administration of a state, learning the naaogalage
is associated with nurturing national consciousness and identity. To tramsfiongrants

from the former Soviet Union to full members of the Israeli society through the
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instruction of Hebrew language, the teacher made efforts to divest the immigrant
students’ prior identity as Russian and re-socialized them to the Jevash-ldentity,
teaching them not only to speak, but also to think and act like an “authentic” [Eheeli.
students’ confrontation with the teacher in the classroom discourse, howevdgdevea
their intentionality of keeping a peripheral participation in the Israeiegowithout

giving up their identity as Russian. Thus, although linguistic practice in theratan is a
site for social institutions to impose the dominant values and ideologies on L2dearner
the social identities that learners choose to foreground in their life worideths
classroom have the power to reshape the institutional goals.

In a similar vein, He’s (2004) study of identity construction in a Chineseager
language classroom in the U.S. illustrates how daily linguistic practides iclassroom
can serve as a site where learners negotiate the values and idiatiteehools intend to
impose on them. Analyzing the use of personal pronouns in classroom discourse, He
found that although the goal of the heritage language school was to sociaindeists
into members of the heritage language community, students in the heritagegangu
classroom actively negotiated their identity as members of theirared@ytime school
(i.e., members of the American community) as well as members of thes€hamguage
school (i.e., members of the Chinese immigrant community). Referrimgnabers in the
daytime school aghey and members in the Chinese language schoala$ the
Chinese language teacher attempted to categorize the studentsssoleiybers of the
Chinese language school and distinguished them from members of Amerien Jow

students, however, re-negotiated their identity as both members of theeQmnagrant
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community and the American community by using batie’“and “they to refer to
members in their daytime school. The study showed that through the linguisticgzrac
in the Chinese heritage language classroom, these students negotiated with the
institutional goals, formulating their identities as Chinese-American.

The above reviewed studies suggest that schools are social institutions that
reproduce certain social values and ideologies through socializing its students i
particular identity categories. These social values and ideologigsaried in teachers’
cultural models of schooling and transmitted through their linguistic excharities
students in their social interaction. Nevertheless, linguistic practatesnly reproduce
existing social values or categories, but also are used to form new etmelggonships
and identities (Erickson, 2004). In the process of constructing and negotiating their
shared understanding, human agency makes it possible for classroom participants t
reshape the institutional values and social practices in which local inderesct
embedded. The studies of Golden (2001) and He (2004) inform us that although social
institutions, such as schools and the nation, have the power to exert a partiaflar set
sociocultural values and identities on their students through daily linguistiaatiger in
language classrooms, L2 learners do not always fully embrace thesedmphsss and
identities without negotiation or contestation. As human agents, L2 leartigedyac
negotiate the kind of affiliation they desire to build up with members of the targetla
as the native language communities. They make decisions about the kind of itemtity t
desire to enact based on the affordances and constraints of the situationas.context

Identity construction, therefore, is a continuous process of negotiation and struggle
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between the ways L2 learners desire to position themselves and the waygahe s
institution attempts to label them, rather than being deterministicaligrged by
institutional values or school mandates.

As mentioned earlier, social interaction in online language learning isinesien
broader sociocultural contexts, such as the classroom, the school, and the dueiety. T
relation between institutional values and the local construction of identity sraxess
discussed in this section, therefore, prompt us to consider how school mandates and
societal values shape social interaction in classroom, and thereforeigh@samtices in
the on-line context through the teacher’s linguistic practices, instrucgoaks, and
technological arrangements. At the same time, how L2 learners gctagtiate and
refine these institutional mandates in their social practices onlinel@terve our
attention.

Identity construction in the everyday life world outside the classroom.

Identity construction in classrooms is a complex phenomenon that is not self-
contained within the classroom context. Sperling’s (1995) analysis of the disakingg t
place when secondary students discussed the topic they were to write aboudtthladwe
the identities that these writers played in the classroom discussion weraiteat to
their classroom community roles (i.e., the roles that express studentshsg to one
another as they maintain the classroom community) or their rhetoricalirelethé roles
that expressed students’ connection to the writing they were about to produce), but were
also tied to students’ everyday life roles—roles that expressed students'toomter

events or people outside the classroom. As such, students’ life worlds outside the

33



classroom community filter into classroom discourse and shape how students proje
themselves in the classroom.

Some researchers in L2 learning venture into the multiple life worlds that L2
learners participate in outside the classroom community, examining how h2r&ar
social identities in the life worlds outside the classroom community affecatteess to
learning the L2 (e.g., Ehrlich, 2001; Goldsten, 2001) and how learners draw on diverse
discourses and identities in their life worlds to develop their own voices, which in turn
shape their L2 learning experience at school (McKay & Wong, 1996; Lam, 2000; Norton,
2000). In an ethnographic study of adult Portuguese female immigrants learnimg ESL
Canada, Goldstein (2001) found that the gendered social practices in whioh femal
Portuguese ESL learners participate in their local ethnic communiticted the L2
learning opportunities available to them. Within the family, Portugueseanwavere
expected to prioritize their roles as housekeepers, wives and mothers mvaglea
English. Even if an English class was offered at night, it was not accessibkse
women because they were threatened by the frequent sexual violencevagaiastat
night. In addition, some of them reported that their fathers or husbands did not allow
them to take an English class because of the presence of many other neesaime
classroom. Goldstein’s study was able to show that Portuguese femaledasird’
gender identity in their life world coerced them to participate in a sefrgscial
practices appropriate to the cultural norms of the local community, which, in turn,
affected the linguistic resources available for them to learn the Ichabls

Although human actions operate within the bounds of cultural appropriateness
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prevailing in the local community, human beings do not always submit themselves to
existing cultural norms and social values, as if there were only one right moael of, f
example, performing femininity, masculinity, student, age, and so on. Culture is not a
monolithic or static entity that uniformly exerts its influence across betnémbers and

the situations in which they function (Agar, 1996; Rogoff, 2003). Instead, human beings
reconstruct social classes, age categories, gender, and power relati@ystakk and

interact with one another. As human agents, L2 learners actively negdietté means

to be a woman, an immigrant, and a caregiver through daily interaction with other human
beings. In this regard, Norton (1995; 2000), and McKay and Wong (1996) have
illustrated how L2 learners mobilize multiple discourses and social igantititheir life
world to develop their own perception of themselves as L2 learners/users.

Based on data collected from diaries, written questionnaires, and interviews of
female ESL learners in Canada, Norton (1995; 2000) studied how and under what
conditions the immigrant women in her study created, responded to, and sometimes
resisted opportunities to speak English, and found that these women’s mobilization of
their social identities in their everyday life worlds played a key role ipisgdheir
perception as L2 users/learners. For example, one of the focal women RROAOM (
studied, although marginalized and silenced as immigrant, non-native speaker, and
service worker in her Canadian social networks, succeeded at some pointstggehall
the discriminatory practices of her Canadian landlord and the Anglophone teemagers a
her workplace by speaking from her social identities as adult and primagyvearef the

family. This case showed that under some circumstances, L2 learness &mdearn or
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use the target language was not deterministically restricted byistegxultural norms
assigned to a particular social category, such as a marginalizdd femagrant. The
case-study woman attended ESL class to enhance her language profoidmatyshe
could better perform the public tasks in her daily life; she actively usedrtjet t
language to claim her right to speak and exerted her power and agency rather than
subordinating herself to people with more material or symbolic power. L2 leamers
not passively enact a pre-given social identity and allow the existing galtias or
cultural norms to govern the agenda of their life. Rather, they mobilize among thei
multiple social identities to actively negotiate the social position thglyed® occupy in
the emergent social interaction including their participation in school-basedtzang
learning activities.

In a similar vein, McKay and Wong'’s (1996) ethnographic study revealed how L2
learners mobilize within the multiple discourses in their life world tagassieanings
and values to their language learning activities at school. Investidatinépcal Chinese
immigrant students’ L2 learning experience in a junior high school in the UcBaw
and Wong found that the focal L2 learners’ investments in the sKilistening, speaking,
reading, and writing were selective, and different skills had differenesah relation to
the multiple discourses that learners participated in outside the classroomugibynFor
example, to befriend his peers from diverse ethnic backgrounds, one of the reale cas
study students focused his investment in English learning specifically oraadratal
skills. His investment in writing was, however, minimal because he watarddis being

positioned in the model-minority stereotype. In addition, since he had enough satisfacti
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from his social identities as athlete and popular friend, he did not feel compelled to
develop academic writing skills to satisfy the social and academic schoolidie

valued by his parents and teachers. Apparently, L2 learners do not residegie asd
monolithic discourse, but mobilize among multiple discourses in their life worlddeutsi
the classroom to attribute meaning to their practices of L2 learning at sthegl

comply with some of the discourses and might contest others, depending on the social
relationships they desire to build up and the sense of self they desire to ptogect. T
multiple discourses outside the classroom can prompt L2 learners to placndiffe
values on their classroom activities as well as the kind of identities thieg tteperform
within the classroom community.

As the Internet has become part of the fabric of our daily life, Lam (2000; 2084) a
Black (2006) found that the online communities aggregated by same-interesetsenag
were newly developed discourse sites that shaped L2 learners’ identityicbastand
learning experience at school. In a case study, Lam (2000) examined the ethicograp
data of a Chinese immigrant teenager’s high school life and the discourse tiata of t
teenager’s written correspondence with other transnational youth sharimgrée s
interest of Japanese pop culture on his personal website. Lam found that although the
case-study teenager was frustrated by the negative identities prémides “broken
English” at school, on the Internet, he formulated a new sense of expressivity and
solidarity when communicating in English with his Internet pals. Throughbise of
linguistic features in the Web page (e.g., the use of deictic proyourandl to signal

affiliation with his audiences, and the use of imperatives theck it now’or “Must
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Visit” to signal his authoritative knowledge in this community), the case-study teenage
was able to reconstruct himself as a member belonging to this global onlimeuodgn

in English and manifested himself as a knowledgeable, valued menther community.
The new position he occupied in cyberspace gave him confidence in claiming himself a
competent English language user in the physical world as he stated that sk #ag|
much better after participating in online communication with his Internetlpaiss

study illustrates that the Internet provided the case-study teemdgggourse site to
reconstruct his identity as a legitimate English language speakexpadded his power
relationships with native/fluent English language speakers. Thus, the biotoeline-
offline and cyber-physical space can easily blur. Social interaotiline can shape

offline practices of identification and vice-versa.

As Norton (2000) states, “When language learners speak, they are not only
exchanging information with target language speakers but they are constantlyingga
and reorganizing a sense of who they are and how they related to the social pvb8H” (
L2 learners do not inhabit a social vacuum, but a world that consists of multiple
discourses, and they juggle multiple social roles. They consciously seléapgse or
realign existing social identities in relation to the social values and @uttorms of their
life world outside school, and selectively appropriate school-based languagedear
activities. L2 learning, therefore, is not a unidirectional process ahiasng into
existing social values and cultural norms, but rather a process of stwiwggie diverse
discourses exert power and also interact on the individual level to creatatater

contextually defined identities vis-a-vis the existing discourses.
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The above reviewed studies inform my study of identity construction in school-
based online language learning as | consider how the multiple discourses in which
learners participate in their life worlds can shape their social int@maantd identity
formation in the on-line context as well as whether on-line discourses have thiggpote
to reshape existing discourses in learners’ multiple life worlds.

To summarize, the studies | reviewed in this chapter support the notion that L2
learning in educational settings involve a process of identity constructiom,tha
process of becoming a particular kind of member in the classroom community as wel
a member of other social groups outside the classroom community. Within greahas
community, identities are socially constructed and negotiated throughri2aomal
interaction with teachers and peers. The kinds of identities that an individugiexmn
the classroom community have tremendous impact on his/her learning expeatences
school. Moreover, although social institutions, such as school, have the power to assign
learners to particular social positions and impose certain social values @amdl cudrms
through the cultural models embodied in teachers’ linguistic practicesatrizls
actively negotiate their social identities based on the kinds of relationshipse$iey to
build up with people in their life worlds inside and/or outside the classroom community.
Identities, therefore, are constructed and negotiated by the ways tlearb@rk desire to
position themselves and the ways others position them. Finally, L2 learnergyiceork
is not self-contained within the classroom community, but is nested in the multiple
discourses that learners live by outside the context of the classroom cCldie/alues,

cultural norms and multiple identities that L2 learners enact in their difldg/outside
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the school filter into classroom discourse and have the potential to shape the identity
work within the classroom community.
Toward a Nested-context Perspective on Identity in Online Language Learning

In light of the preceding review of literature on L2 learningidentity construction,
| suggest that just as classroom discourse is nested within the institutionat eoadt¢he
multiple discourse worlds outside learners live with outside school, so is ESL students
discourse online. That is, ESL students’ identity construction in the immediatiext of
online learning is nested within the existing classroom ecology, the irstaltialues,
and the life world discourses that ESL students live with outside school. Thus, in my
intent to understand the role identity plays in shaping ESL students’ partinipat
school-based online language learning, it is crucial to delve into the kind of instikutiona
norms that shape the curriculum enacted in the classroom, the kind of saying-being-
doing-and-believing that classroom interaction socializes the ESL studemtand the
kind of life world discourses that ESL students bring with to interpret tblegas identity.
Furthermore, influenced by the social constructivist perspective oftigdmierceive
ESL students’ identity enactment in on-line language learning as asiN&oonstruction,
jointly constructed in the social interaction of the participants through the lasaguages
are used to unfold their social roles. Finally, recognizing human agency, leaESIm
students, rather than being passive recipients of the dominant Discourses vatirexbla
or in their life world, are human agents who actively negotiate with and have théalote
to reconstruct the existing norms and values of their broader social spstgtt as the

face-to-face classroom, the school, and their life worlds outside school.
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In examining how ESL students’ identity is discursively constructed in the
participants’ social interaction online and its relation to the broader instityjtiona
instructional, and life world discourses, | will draw on Gee’s notion of Discourse and
identity. | will show how the ESL students | studied were socialized to takeeran
kinds of school identity that reflects the dominant Discourse of the institution, and how
the students, drawing on their life world discourses, negotiated with the idbatithe
school intends to socialize them into in order to accommodate their cultural and ethnic
self. Finally, I will frame the students’ identity enactment online a&glaation as well as
a reconstruction of the dominant Discourse valued at the school. The questions guiding
the study are the following:

® \What are the dominant norms and values that the institution and the instructor
attempt to socialize the ESL students into? How do the students respond and react
to the norms and values upheld by the institution?

® How do the diverse discourses that ESL students participate in within their life
worlds shape their development of student identity at school?

® How do ESL students enact their social identities through their discursive

practices of online language learning? How is such identity enactmertrat

the dominant values of the institution and the discourses students participate in

within their life worlds outside school?

In the next chapter, | discuss the methodology, including data analysis methodsgthat |

the groundwork for this study and describe the researched site and pasicipant
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Chapter 3
Studying Discourse and Identity in Online Language Learning

Design of the Research

To investigate how ESL students’ identity enactment in online languagenigasni
contextually embedded within the institutional and instructional contextelaasiwheir
complex life world outside school, | adopted a qualitative case study methodology
(Erickson, 1986; Merriam, 1998), looking in-depth at one college-level ESL class that
integrates on-line learning, selecting focal students among thepeldisspants, and
examining how the focal students’ role enactment online was related to the values
highlighted in the college as well as the students’ life world outside the collegdocus
on a small number of focal students in a case-study classroom allowed me to have an
“interpersonal focus of analysis” (Rogoff, 2003, p.58), foregrounding the phenomenon of
social interaction among the participants and positioning the cultural-ifstabsettings
as the background to the real-time interpersonal interaction online. Irutartgnce the
research questions guiding the study concerned understanding not only ESL students’
social interaction in the local online context but also its relation with the broader
institutional context and the life world of the students, a qualitative approach was
appropriate because its principles allowed me to understand how the social phemomena i
the on-line context were locally constructed in participants’ emergemaations, what
the interaction meant to them, and how the locally constructed interactional routirges

nested within the broader contexts.
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According to Erickson (1986), qualitative research situates the “immexidtical
meanings of actions” (p.119) in the analysis of the wider social, cultural, doddak
context within which the local interaction takes place. Similarly, A§y88§) recognizes
both the local and societal aspects of social constructions and suggests the need for
gualitative researchers to connect the observed local patterns of actions to broade
sociocultural and historical contexts. Hence, an important part of qualitatiegalese a
“thick description” (Geertz, 1973) of the researched case, that is, a detailsisanfa
the local social activities situated within the broader social, cultural atutibéd setting
with reference to the interpretation of its participants. A qualitative lrasgfore, was
ideal for me to investigate the local construction of the class’s sociagtiter online
and its relation to the broader contexts where the focal students were situdgeitheyhi
participated in an online language learning event.

In addition, as discussed earlier, from a sociocultural perspectivecyitesning is
about acquiring distinctive ways of saying/writing-being-doing-and-valthiagallow
people to enact and recognize specific social identities (Gee, 1996; 2002). From this
perspective, each ESL student’s participation in the online learning aarmdtidentity
formation is a unique process since each student has acquired diverse Discserses ba
on their gender, class, and ethnic backgrounds. The focus on a small number of focal
students in a case-study classroom, therefore, allowed me to examineashshudent’s
L2 interaction and learning in its own complexity and specificity, discussing aokv e
focal student’s Discourses outside the online context interacted with th@gaeion in

online language learning, and whether there were commonalities thatass the focal
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students. In the following section, | report on the process of locating thetadge-s
classroom and identifying the focal students.
Selection of Case-study Classroom and Focal Students

To investigate L2 learners’ identity formation in on-line languagenieg, | located
a college-level ESL class in Southern California where online languagaigavas
blended in as a part of the ESL curriculum. The population of college-level EShtstude
was chosen for two reasons. First, in U.S. higher education, there is a tendegey to ur
faculty to incorporate online technology into school curriculum for economic concerns,
such as alleviating the shortage of classrooms and parking spaces (Levirya20m@yl,;
2002), on the one hand, and to accommodate students’ diverse learning styles by
providing them diverse communication channels to voice their opinions, on the other
(Maeroff, 2003). Hence, a study focusing on a college classroom can speak to the
increasing demands of online learning in U.S. higher education, especialljnas suc
courses are increasingly popular for promoting ESL students’ language¢eé&acond,
as mentioned earlier, in educational settings, ESL students strive to learnyrtbieonl
structures of the English language, but also the academic literacy valueeiican
culture. At the college level, ESL learners’ electronic literaqyarticularly critical to
their acquisition of academic literacy because academic literacy irubiv@rsities
intrinsically embodies one’s ability to retrieve information online and comaoate via
electronic media with peers or professors. Hence, the salient connectioderhaca
literacy and electronic literacy at the college level can allow me &rabfiow ESL

learners’ role enactment in online learning, which is inevitably relatéueir
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development of electronic literacy, affects their acquisition of membershigsin U
academia. Furthermore, since | was concerned about how contextual featar@s the
immediate online context interacted with social practices online, an E&ramben where
both online and face-to-face classroom meetings co-exist was chosemalbosvto
gather observational data from both communication channels and to get hard data to see
how the values and norms highlighted in the institutional and instructional contexts
interacted with the participants’ identity enactment online.

In deciding on the classroom site, | firstly wrote to 28 Chairpersons/Diseator
ESL programs at universities and colleges in Southern California, askingifor the
recommendation of ESL instructors who are known for their innovative instruction
incorporating networked technologies within their institution. The reputatiangbléng
helped to ensure that the case | studied represented a classroom ordiegadtacher
with a strong reputation for using technology well in ESL instruction. | gpiomeses
from directors of six institutions and had a pool of 13 instructors to choose from. | wrote
to invite the instructors to participate in the study and requested an initialentd¢o
meet with them in person to explain the study in further detail. Eight of the itasruc
responded to my request, five of them agreed to take my initial interview in person and
the other three agreed to take my initial interview via email.

In the initial interviews with the instructors, | looked for instructors who showed
interest in participating in the study and were open to the methods that | would use to
collect data, such as participant-observation, audio taping, and interviewing. tiaraddi

| also looked for instructors whose pedagogy allowed much on-line interaction among
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students as well as diverse forms of online communication, rather than just usirebthe
as a medium of homework delivery or drills and practices, so that | could gather a
substantial amount of diverse data that documented student interaction online. Through
this process, | narrowed my sample to two instructors and arranged to visaOD@ir

winter class before | formally collected data in the 2008 spring semedsgeclass visits
allowed me to get a general sense of the class demographics and an overvigindf the
of interaction generated by the instructors’ use of online technology wittEtGe

students.

Although both of the instructors whose classes | observed were equally enithusiast
in participating in the study and were open to my methods of data collection in their
classrooms, | chose to study Ms. Jofekiss for a number of reasons. Firstly, although
Ms. Jones used the web-based class forums as a platform to deliver/submit student
assignments as did the other instructor, she went further than the other in reghasting t
the students respond to their peers’ written work online and thus generated a greater
amount of online interaction among the students than the other instructor.

Another reason | chose to locate the study at Ms. Jones’ class had to do with my own
social identities and rapport building in the researched site. As a reseahchis an
ESL student with Chinese heritage in U.S. schools, | found myself developinggestron
bind with the dominant Chinese ESL students enrolled in Ms. Jones’ class. For one thing,
the shared language between me and the Chinese-speaking students in hiedpeldge

overcome the English language barrier that is said to hinder the communication and

* All names are pseudonyms.
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rapport building of many ESL speakers. Moreover, our shared identities as ESLsstudent
attending U.S. higher education and recent Chinese immigrants in U.S. societhhenade
Chinese ESL students in Ms. Jones’ class easy to chat with. They would apprdach me
informal conversation before or after the class. Using these informal catoess | was

able to build rapport with them and gain trust to enter their world.

Nevertheless, the shared language and culture between me and the Chinese ESL
students did not necessarily guarantee me an insider account of the student&svorld.
the study progressed, | recognized that the Chinese ESL students and | vaect lalyvi
not only our national identities (e.g., Taiwanese, Chinese Mainlander, Hongkoreymése
Chinese Malaysian) that are (controversially) subcategorized undehthe group of
“Chinese,” but also our educational pathways in the U.S., immigration experiences,
career goals, etc. Thus, the process of making sense of their worldliveagrscess of
“making the familiar strange” (Spindlers & Spindlers, 1982) to me.

Participants in the study included Ms. Lander, the coordinator of the ESL program
Ms. Jones, the instructor of the case study classroom, and six focal studéms. In t
selection of focal students, | used a representative sampling, choosing studenisres
representative of the classroom population and provided contrasting charasteristi
terms of gender, ethnic backgrounds and academic abilities. Such a representat
sampling, although not able to fully account for the diverse voices of the students in the
case-study classroom, made up a fair microcosm of the variety of students in the
classroom studied, and, therefore, gives readers a sense of whahifease-study

classroom was like to students of different social roles in that settingolitweihg table
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illustrates how the representative samples | chose mirrored the clasgrdpmcs.
Table 1

Selection of Focal Students

Class Demographics Representative
Samples

Gender female 10 4

male 5 2
Academic Above average/average Data not available 3
Abilities

Below average 3
Ethnic China/Taiwan 10 4
Backgrounds Other Asian Countries 3 1

Central America 2 1

Before selecting the focal students, | immersed myself in the @tasdor four
weeks in order to get a general sense of the classroom culture. In ordentoyerif
observations, | also spoke with the instructor, asking her to name students who were
more/less academically capable and students who were more/lesy smtred in the
classroom. A few students who did not wish to participate in the study as intexsiewe
were excluded from this pool. Finally, two male students who Ms. Jones said were less
academically capable but socially active dropped out of class in the midtk of
semester, and, therefore, were not able to participate in the study asuddeats
although their interaction in the classroom did inform my initial analysis afléssroom
context.
Sources of Data

In conducting this study, | spent the 2008 spring semester (from February 2008 to

June 2008) gathering data. | observed and audio recorded Ms. Jones’ class. | observed
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and documented the class’ online forums. | interviewed the ESL coordinator, the
instructor, and the focal students. | gathered institutional and instructional ddasuie
addition to collecting data in these formal settings, to get a sense of the saiftiemts
class life at the college, | followed the students to different places orusasych as the
quad, the transfer center, the cafeteria, the library, and the LearnistpAss Center. As
soon as | noticed that the Learning Assistance Center was the placewangref the
students frequently spent their time on campus between/after classdedltstatay at
the Center two to three hours after each classroom visit, typing up my fie] note
tutoring the students, observing their activities at the Center, or simply gamgiand
chatting with them casually. My observation and interaction with the students at the
Center were documented as remarks in my field notes and they provided another data
source to triangulate with the data | collected in formal instructiotihge and
interviews, which | will describe in detail below.

Participant observation in classroom meetings.

| observed the case study classroom in spring of 2008 from 7:00 a.m. to 8:45 a.m.
three times a week for sixteen weeks. Being present in the classroondat@ie
observe and experience firsthand what the class participants actually daichimdtiseir
daily interactions. Whenever | observed the face-to-face classroonmgseétook
chronological field notes to document as much as | could the details of the dssly cla
lessons and interactional patterns, including the topic or the theme of eacbssom |
and the students who were speaking during each lesson. Since the study is about the

students’ participation in the online learning activity and its relation with treder
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instructional context, | was particularly attentive to the class coniargaat was

relevant to the students’ activity in the online forums of the class, such as thetor&r
introduction of the online forums to the class, and the topics that crossed over between
the online forums and classroom conversations. In addition to documenting the daily
class lessons chronologically, | also made side notes on classroom everitsoilngiht

were relevant to language use or identity socialization as well asaetcavents that
reflected a particular pattern, such as lessons with similar goalsfeh&ctional routines

in the classroom, and the kinds of classroom behaviors got promoted or discouraged. |
reviewed these field notes extensively in the process of data collectioriaddnethem

to develop initial interpretation and analytical categories.

In addition to taking field notes, | also digitally recorded the classroowityauti
order to document verbatim what was said, and how it was said by the classroom
participants. Such discourse data was crucial to understanding the socibcultura
underpinnings of the case-study classroom, given that the theoreticaldirimeestudy
emphasizes the relationship between language use and identity construcezhoB&he
patterns and analytical categories shown in the field notes, several sectioas of
classroom conversations were transcribed for data analysis, palyitailarelevant to
the class online forums or representative of the interactional routinesabsise

Participant observation in the class online forums.

In addition to the face-to-face classroom meetings, | also got pemfissn the
course instructor to log on the online forums of the class as a guest and theasfatde

to observe the interactional process and browse the students’ written produnctiens i
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online forums of the class. While browsing the online forums of the class, | took notes on
recurrent interactional patterns (e.g., students who were particuladly aod the

cliques as well as solidarity built up among students) and linguistic featugesuse of
emoticons, and oral-like or written-like language features) that idigivant to the

students’ self representation online. These notes were kept and stored in chcahologi
order for later data analysis. | collected a total corpus of 143 thread#tehwext

produced by the course instructor and the students in the class online forums. Among
them, 72 threads were produced by the focal students and the instructor, and these were
screened out for close analysis in terms of the number of threads produced lmcaklch f
student and the linguistic features that reflected their identities onbrstofie and

classify the class online forums, | printed out the entire online writtes, t@xd also
electronically stored them to keep them in their original formats.

Interviews.

Interviews were important data for this study since qualitative ocbsassumes that
actors’ own meaning interpretation is the basis for understanding their waslddvised
that researchers should be more flexible in the conduct of interviews, following the
interviewees’ lead and letting them tell their stories, rather thanrsge@e conversation
away from the interviewee’s topic of interest (Agar, 1996; Swidler, 2001). For exampl
in her study that investigated how people talked about the meaning of love in their
marriage, Swidler (2001) not only covered the basic questions that she preparkdfahe
time in the interview, but also pursued topics of interest to the interviewee. In inguch t

way Swidler did her basic interview, | used a semi-structured approach teieews
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in my study. | wrote interview questions ahead of time to help me gather the
interviewees' life histories as well as background information about their ESL
teaching/learning experiences and about general issues related ty idemi#tion and
online learning that previous research on these topics suggested would be important. At
the same time, | pursued the topics that my interviewees considered impmtteari
probing them in depth and discovering the meanings that interviewees gave to their ES
teaching/learning experience in general, and to their participation in the éorums of
the class in particular. In addition, | conducted the interviews at diffene@$ turing the
study in order to see if the interviewees’ perspectives evolved over timeoried f
interviews were digitally recorded and all the verbatim recordinge wanscribed for
data analysis.

| interviewed the six focal students, two to three times each. Each interstiesv la
for about fifty minutes. The interview protocol covered questions about the students’
previous English language learning experiences, their social life in.$etbleir
academic/career goals, their access to and experience in using ndtemrkauters, their
comfort level in communicating via computers, their perspective on attendiri€Shis
class in college, their attitude toward learning ESL online and offlineSeth data
revealed how the interviewee perceived his/her ESL learning experience onin
formal classroom instruction, and also the interviewee’s life experiencesarces
outside college that shaped their life in the college. In the interview, |fatseed the
interviewees a segment of their text productions in the online forums and asked them t

recall and provide rationale for these texts. For example, | asked them withtdse to
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write about a certain topic and respond to a certain person. Such recall technique allowe
the interviewees to interpret their social interactions online and sengnheans to
triangulate my own interpretations of their textual productions online in the protes

data analysis.

In addition to the focal students, | also conducted three formal interviews with the
course instructor, Ms. Jones, since teachers have a primary role in shaping’students
social and academic identities in classroom literacy events (Hull, £981; Lewis,

2001), and their beliefs about teaching and learning usually shape the ways coarputers
used in the classroom to achieve a particular teaching agenda or socialogynami
(Sandholtz, Ringstaff & Dwyer, 1997; Warschauer, 2002). In the interviews with Ms
Jones, | focused on understanding her teaching experience, teaching philosophy, the
curriculum design of the ESL class and rationale for it, the instructional gftawanted

to achieve in face-to-face instruction as well as on-line instruction, and how she
perceived her role in the ESL class. | also asked her to comment on each adithe foc
students based on their academic and social competence in the class. Sutdwdata al
me to get a sense of her social and interactional expectations of thendidiss a

curriculum that she intended to deliver to the class.

| also interviewed the coordinator of the ESL program about the official alaric
structure of the ESL program, ESL students’ educational pathway in the college, and the
kind of technical resources available to ESL teachers and students to condaigi#barti
in on-line learning. Such data allowed me to situate the researched classiéosal

students within a broader institutional context. In addition, this interview revémed t
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formal, intended, instructional goals promoted by the institution, reflecting the aons
values underwritten by the college. By examining how these formal, intended,
instructional goals were negotiated by the teacher and students in theiirgecaaition,
| was able to learn the dominant Discourse of the college and how such Discourse
shapes/becomes shaped by social interactions taking place in the classrooen and t
online forums of the class.
Document collection.

| gathered background documents related to the college and the ESL class under study.
These documents included: printouts of the college web pages, published statistical data
about the college from a national data base, the college newsletter, catategues,
course ads, faculty recruitment ads, the faculty handbook, the course syllabus, course
materials, activity sheets, evaluation sheets, etc. | also gathersdearning guidelines,
and brochures that the college distributed to the students when | followed them to the
library, Transfer Center, and Learning Assistance Center. Ansaanaliythese documents
allowed me a glimpse into the values highlighted in the college and the ideologies
embedded in the ESL curriculum of the researched institution and classroom. Such an
understanding provided me with background information to contextualize the online
forums of the case-study classroom by giving me a sense of the institutome and
instructional goals, and therefore allowed me to examine the social irderactine in
relation to the institutional and instructional contexts.
Impact of the Researcher’s Social Identities on the Research

The researcher’s presence in participant observation and in interviews laadsan
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impact on the kind of data that get collected and the kind of story that gets told (Agar,
1996; Nespor, 1997). As Page (2000) points out, “qualitative research . . . is no less a
social construction than the cultures it studies, and the mediating influeree of t
researcher is therefore ineluctable” (p.26). Hence, it is suggestedsiatateers should
be reflexive, constantly monitoring and disciplining the impact of their social and
physical characteristics (e.g. age, gender, ethnicity, the instithiggrrépresent, etc.) on
the kind of data they are able to collect as well as the focus of analysis theg, @mbs
explicitly stating how they come to their interpretations of informantaats in
representing research (Hammerseley and Atkinson, 1995). Given the impatdhe
researcher’s reflexive stance, | consciously reflected on how my stemgities affected
the relationship | developed with the participants in the research process, hmeophe

| studied positioned me in their world, and how the research context shaped or was
shaped by my presence in the field.

As | entered the field as a graduate student from a renowned university,and spe
English as my second language, my academic identity drew the instructor and the
students to interact me in specific ways. The instructor appeared to peneeasa role
model to her ESL students, and thus frequently put me in contact with her students for
academic purposes. For example, although | declared my preference tomaainta
observer role by sitting on the side and observing the class recitatioruprvgook
quietly, the instructor would put me in the position of participant in the classroomgaski
me to verify her points in the class, oversee students’ group works, and give feaaback

students’ oral presentations. | was also asked to work along with the instructarg helpi
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the students to edit the essays that went into their writing portfolios in selassal ¢
periods. As a result of my participation in the classroom, rather than pegceiei as an
outsider, the students saw me as an instructional assistant, a tutor, a part of the
authoritative structure in the classroom. To make my presence lessnimgdo the
students, | had to turn down Ms. Jones’ request of assigning grades to students’ work.
When helping the students edit their essays, | tried not to be picky about their
grammatical errors as most teachers are, and constantly remindedhahémade
grammatical errors as they did. When working with them in groups, | would fthew
lead, careful not to make my opinions sound “bossy” or take control over the discussion.
Despite these efforts, | still felt the students’ uneasiness when hddbritkem with a
notebook and a recorder on the desk. Hence, rather than naively claim that the classroom
| observed was a neutral setting or my observation unbiased, | acknowledgg that m
social identities shaped the classroom context and the ways that the classroom
participants interacted with me.

My social identities also affected the kind of data | collected and mrigtision
of the data. As mentioned earlier, my ethnic identity drew the students muitarsi
language and cultural background to approach me for informal conversation. Coupled
with my academic identity, many Chinese students, particularly those wittadamic
goal of transferring to universities, would voluntarily talk to me before er akass,
asking about my educational experiences in U.S. universities, about university
application, strategies in mastering academic writing, and future ptan¥Yhile | was

happy to share my academic experiences with them, as a researchely lduscaéd the
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guestion back to them in an attempt to understand their concerns and difficulties as they
learned English and learned to become students in a U.S. college. It wasftresa! |
conversations that led me to see the tension that ESL students had to struggle with
between fitting into the academic discourse pervasive in U.S. college classandm
maintaining their connection with home-based communities—a theme that ewentuall
emerged from my data analysis. In sum, my academic and ethnic identitieaced
not only how the informants positioned me in their worlds, but also how | made sense of
their world.
Data Analysis

In trying to understand how ESL students constructed their identities as they
participated in online language learning and how such construction was related to
the Discourse of the institution and the Discourses the students participdteil lifet
world outside college, | relied on Agar’s notionfidme resolution{1996, p.35) to
identify themes and analytical categories in the field notes, interva@sdripts, and
documents, attempting to map out the norms and values highlighted in the institution and
in the students’ homes or communities as well as the students’ reactions to these
Discourses. In addition, using discourse analysis, | analyzed what was gead
classroom and in the online forums of the class to reveal the process of identity
construction in the classroom, students’ role enactment online, and the extent to which the
online interactional patterns reproduced and/or recreated in-classtioterac

Thematic analysis.

In qualitative research, data collection and analysis are interwovethom
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beginning of the research study. Agar (1996) suggests that researchetkesfield with
an originalframe(i.e. a hypothesis) and then seek to validate and modify the original
frame based on a strip of data collected in the field. During the proceds @inddysis,
the researcher contemplates the meaning that the strip of data sugdestsldies the
original frame according to wherever the data lead. After a framesolved, the
researcher should juxtapose it with several frames and look for the commonitaeme t
holds these frames together. In other words, the researcher should ctéidatrda
multiple sources that lead to one theme so as to validate the content of the theme and
enrich the scope of its application. Through such constant validation, faletficetd
modification of hypotheses with data from multiple sources, we, the researatesable
to come to a closer understanding of what makes the local actors’ world viewdestnsi
them and give a valid interpretation of the research participants’ meantagsysthe
research representation.

In my study, | followed Agar’s concept bhme resolutioncontinuously modifying
my hypotheses in the process of data analysis to allow new themes to gorarties
data. For example, informed by previous studies on ESL students’ identity formation, one
of the frames that | brought with me into the field was that L2 learnersidiggoractices
online are related to the broader sociocultural contexts beyond the immedibet ©f
on-line communication. That is, students’ identity online inevitably interacksayithe
teacher’s instructional goals as well as social and interactionattatipes, b) values and
norms highlighted in the institutional setting of the college, and c) leatifiensorlds

outside the classroom. Hence, | studied the field notes, interview transaripts, a
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collected documents, and then coded them into these three categorieATug&gti 5.2
software designed for qualitative data analysis. After reexaminenddta that went into
each of the categories, | developed further subcategories to capturamas,fand
looked for themes that held these new frames in a piece. For example, | studiaithe
coded in the category ofstitutional valuesand then subcategorized them iotdlege
mission, faculty/students’ perception of the college, stated ESL curriculum goals, and
ideal student dispositionStudying the data sub-coded in each of these categories, |
found the themeromoting college transfgrarticularly salient across these categories.
My subsequent analysis of the curriculum enacted in Ms. Jones’ classroorp@oaless
with such a theme. Thus, | started to see the kind of values and norms underwritten by the
college, and the kind of student identity that the college intended to shape the students
into.

Following a similar procedure, | classified what the students said in theiew
into previous educationmmigration historysocial networks outside collegandfuture
career plansand then started to sgender expectatigeconomic statysandsocial
affiliations emerge as important themes across categories that shaped their student
identity in college. This way, | was able to untangle the kind of Discourselantity
that students in the case-study classroom were invited to take on, and how the students,
guided by the discourse of their life world outside college, reacted to the dominant
Discourse of the institution.

Discourse analysis.

Discourse analysis was another analytical tool to help me understand ESitstude
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social relations and identity enactment in the classroom and online. From a Bakhtini
perspective, the meaning of words does not solely reside in the dictionary, but is
negotiated in real-life speech communication and situated in social, cultural, and
historical contexts (Bakhtin, 1981, 1986). Language, therefore, is not an abgstach
bearing unitary meaning within its phonological, syntactical and sensnictures, but
a social object that human beings use to accomplish social acts (Barton, 200dtaBazer
& Prior, 2004; Johnstone, 2002). In real-life speech communication, speakers/writers do
not just use unitary language to produce information. They speak/write with specifi
audiences in a particular social occasion and their utterances axes &lased on the
anticipated responses of their listeners/readers. On the other hand, listaders/do not
just passively receive information. They actively shape the specific forfaaguage use
by being present in the speech event with particular social roles and proeedigntk
in specific ways. Thus, language is always imbued with social functions andtcahtex
features. As suggested in Chapter 2, Gee (2005) further elaborates on thisltswaloc
perspective on language, suggesting that human beings use language tduatiatess
and to build tasks. Social tasks that human beings can accomplish through language
include making things significant in certain ways, enacting a cedantity or role,
signaling the sort of relationship they have or want to have with listenelersea
conveying a perspective on the nature of social good, and building connections or
relevance.

To examine how language was used to convey social goods and values in the

classroom, | used inquiry tools suggested by Gee (2005), stybeasf social language
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andDiscourse modéo uncover the specific kind of institutional values and student
identity that the college and the instructor sought to convey to the students. | dlso use
Gee’s notion ofConversatiorto examine the procedures and interactional routines used
by the instructor in the classroom, seeing them not only to convey the beliefs of the
individual teacher, but also as echoes of pervasive beliefs of the U.S. educattomal se
To examine how social relationships got built and identities got enacted in the online
forums of the class, | analyzed thétten and oral language featuré€hafe, 1982) in
the students’ written texts online to show how the students used different language
varieties to enact multiple identities in the online context. | looked into the studsmts
of politeness strategig®rown & Levinson, 1987/1999; Holmes, 1995/1999) when
interacting with their peers online to show the communicative norms createdaed va
by the students. | noted the language that reflected the students’ knowledge and
observations in their life worlds outside the classroom context to show their enaofm
lifeworld identities (Sperling, 1995). | also paid attention to the students’ ssdojaict
referencego structure their relationships with readers. My aim was to understand how
the ESL students negotiated their identities and found a balance of subject position
through complying with and resisting institutional and classroom norms as they
participated in the online forums of the class. In the following section, | diviefa
description of the institutional setting where the case-study classroatedand a
portrait of students participating in the study as focal students.
Overview of the Case-study Classroom and the Focal Students

The institution.
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Rose Hill College(RHC) is a public community college located in an affluent city
north east of Los Angeles, serving about 43,000 students each year. The student
demographic of the college consists of 33% Hispanics, 31% Asian Pacifiddsda 18%
white, and 6% African American. Forty percent of the students are older tharetbe ag
25. Like most of the public community colleges in California, RHC adopts an open-door
policy, admitting students with a high school diploma or equivalence. It offers-lowe
division college classes that lead to university transfer or an assogate @s well as
vocational certificates and non-credit community classes.

The ESL program at RHC is housed under the Language Division of the college.
The program provides five levels of required reading and writing courses iroaddit
variety of recommended courses that aim to develop ESL students’ Englislgreadin
speaking and listening, pronunciation, vocabulary and grammar in academic gsdegs
below for the ESL sequence chart). All of the ESL classes offered bwatigpage
Division carry college creditsbut only credits earned in two of the most advanced

required courses (i.e. ESL33A and ESL 33B) are transferable to UCs or CSUSs.

REQUIRED RECOMMENDED COURSES
Reading & Writing | Reading Listening & Pronunciation
Speaking

LEVEL 1 ESL 420 ESL 460 ESL456 | e
LEVEL 2 ESL 422 ESL 432 ESL 446 ESL 246
LEVEL 3 ESL 122 ESL 132 ESL 176 Level 1
LEVEL 4 ESL 33A* ESL 415 ESL 136 ESL 146
LEVELS5 ESL 33B* Engl 130 ESL 106 Level 2

Engl 1A - Engl 133

® This is a pseudonym.

® In addition to the credit ESL courses, RHC alsavjfes free, non-credit ESL courses. These nonitcred
ESL courses are housed under the college’s Comynkdiication Center, which is a stand-alone building
5 miles away from the RHC campus.
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| Freshman English |

* = Transfer Credit, CSU, UC

Figure 1.The ESL Sequence at RHC

A self-identified ESL student takes an ESL placement test upon thecutaditon,

and is advised to take a required reading and writing course appropriate to tiesit cur
language proficiency. In addition to the required course, ESL students can atstatpt t
one or several of the recommended courses corresponding to each level of the required
courses. Students have to progress through the required ESL courses listed in the ESL
sequence with a grade of C or better, and then are eligible to enroll irdsharfan

English class.

In addition to the regular ESL sequence, a special curriculum calledl&®k B
developed with the purpose of giving ESL students a more intensive language learning
experience through the learning community approach (see below for thefdaSit
Blocks). Each level of ESL Blocks consists of a required reading and writimgecthat
is paired with two recommended ESL courses. Students who choose to take a Block class
are required to co-enroll in the three ESL classes and spent 1.5 to 2.5 hours five days a

week with an instructor and the same cohort of student peers for an entireesemest

LEVEL 1 LEVEL 2 LEVEL 3 LEVEL4 LEVEL5
ESL 420 ESL 422 ESL 122 ESL 33A ESL 33B
Grammar & Grammar & Grammar & Reading & Writing| Reading & Writing
Writing Writing Writing
ESL 460 ESL 432 ESL 132 ESL 136 ESL 106
Reading Reading Reading Speaking & Speaking &
Listening Listening
ESL 456 ESL 446 ESL 176 ESL 403 LIB 1
Speaking & Speaking & Speaking & Basic Library
Listening Listening Listening Skills Workshop Research
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Figure 2: The ESL Blocks at RHC

Both ESL Blocks and the regular ESL classes are required to follow th&Same
course guidelines that explicitly state the course objectives and outliceutse content
that the instructors have to cover in each level of ESL courses. The only déferenc
between a regular ESL course and an ESL Block are that students enrollingSh an E
Block get more intensive exposure to English language learning and are immeased i
integrated curriculum that covers a variety of language skills, rather thedy fecusing
on reading and writing. Moreover, according to Ms. Lander, the ESL coorditrese
students have a better chance to formulate an ESL learning community thraugigwo
with the same instructor and cohort of student peers five days a week for a period of
sixteen weeks.

The class.

The locus of the study was the spring 2008 Level 4 ESL Block taught by Ms. Jones.
Ms. Jones was a white Californian in her forties. She had a bachelor degree in
Photography and embraced her artist identity enthusiastically. Upomggedti bachelor
degree, she taught English as a foreign language in Japan for threaryéansjoyed her
EFL teaching experience in Japan so much that, upon returning from Japan, she decided
to pursue a Masters degree in Teaching English as a Second Language) atatteak to
teach ESL in several different universities and colleges around the southéom@alit
the time of the study, she had been a full-time ESL instructor at RHC since 199% Duri
her teaching career at RHC, she acquired another Masters degreeautibrsf

Technology and was interested in integrating technology in her ESL teadhiogghl
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she didn’t claim herself as a tech-savvy person or a computer geek.

The spring 2008 Level 4 ESL Block consisted of a four-unit ESL33A—ESL reading
and writing, a two-unit ESL113—Advanced ESL Vocabulary Workshop, and a three-unit
ESL 136—American Culture through Speaking and Listening. Students choosing this
Level 4 ESL Block class had to concurrently enroll into the three courses taudist by
Jones, and attended the class from 7:00 a.m. to 8:45 a.m. on Monday, Wednesday, and
Friday, and from 7:00 a.m. to 9:40 a.m. on Tuesday and Thursday for a period of 16
weeks. In the spring 2008 semester, there were fifteen students enrollind @véhd
ESL Block. Most of them were recent immigrants who had been in the U.S. fdrdess t
five years, and many hadn’t had prior schooling experience in the U.S. Ten of them we
females and five of them were males. Thirteen of them came from Asiatries,
predominately from China, and two of them came from El Salvador. The predominance
of Asian in the student demographic in the case study classroom was not unusual in the
ESL program at RHC for the college’s location is close to a large Chinese ethnic
community in East Los Angeles. In addition, among the Chinese community, RHC is
known as the springboard to public California universities, and, therefore, atteagts m
Chinese students cutting cross the district boarder to attend.

A typical day for this class consisted of several mini lessons in which Ms. Jones
aimed to teach English reading and writing to the ESL students. In teaclting Ws.

Jones usually lectured on the stylistic organization of academic essggsronar rules,
had the students practice these structures, and then reported their anckvershea

whole class. In teaching reading, Ms. Jones read short essays from the texibotks w
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students, including topics on the African-American experience in the U.Ss, stres
management, the Earth Summits, Native Americans, the Great Depressracetizrse
Seabiscuit, and cross-cultural communication. While reading these essayands
explained vocabulary new to the students; provided social, cultural, or historical
background on the issues presented in these essays; and asked comprehension questions
based on the texts they read. At times, Ms. Jones intermixed these mini lessons wi
vocabulary/essay quizzes or the students’ oral reports on projects that they abnducte
outside the classroom, ranging from interviewing people from countries othehénan t
own country of origin, to presenting the result of their library research on andesig
topic in PowerPoint.

WebBoard in Ms. Jones’s Level Four ESL Block.

In addition to the routinely face-to-face classroom meetings, Ms. Jonezedja
electronic forums for the class to interact with each other online. These famiines
were delivered through WebBoard of RHC, an online communication platform that
allowed for asynchronous threaded discussions with designated participantst In othe
words, the online discussion board was only open to users with a username and password
authorized by a conference moderator at the RHC campus. In the conferentatedini
and moderated by Ms. Jones, all of the students enrolled in the 2008 spring ESL Level 4
Block were required to participate in the assignment forums by responding t® topic
initiated by Ms. Jones and responding to at least one of their peers’ online vextte

In the spring 2008 semester, Ms. Jones initiated five assignment forums on the

WebBoard. Each forum started with a message in which Ms. Jones announced to the class
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the topic for the student to respond to. Topics under discussed in the forums were usually
related to a theme that the class read from the textbooks or discussed in thefdaee-t
classroom meeting, including: 1) an exciting experience that one has hadn&r&zing
an important historical event from one’s country of origin, 3) what one does when one is
in stressful situations, 4) expressing one’s opinion of marketing an athlete, ands5) one’
concerns and solutions to environmental pollution. Ms. Jones usually asked the students
to write a paragraph of fifteen to twenty sentences long and include in their wriling
the grammatical structures that she recently taught in the class, sasheds and
adjective clauses, time clauses, and conditional sentences. The students Hatba wee
reply to Ms. Jones’ initial message and were required to read and reply tst at lea
student peer’s message with a short, but thoughtful, comment. Their responses to the
initial message and comments on the writing of student peers were gradedJonbts
based on the depth of the content they wrote as well as the accuracy and cymiplexit
syntactical structures they used in their writing.

The focal students.

In this section, | first present a synopsis of the focal students, whom keselested
on the procedure mentioned earlier in this chapter. Then, to form a portrait dbealch
student, | describe in detail each student’s immigration and previous education
background, educational goals in college, their student role in the Level 4 EXl,. &idc
Ms. Jones’ comments on them.
Table 2

Synopsis of the Focal Students
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Name Gender Academic  Ethnic Background/Home

Ability Language

Charlene F High Malaysia/Mandarin,

Cantonese, English
Virginia F High El Salvador/ Spanish
Sheena F Below Taiwan/ Mandarin
Sarah F Average China/ Mandarin
Vincent M Below China/ Mandarin
Mathew M Below China/ Mandarin

Charlene Hong

Charlene was a twenty-six-year old female student coming from MaRagsighter
of a Chinese immigrant in Malaysia, Charlene attended Chinese schools irsilslalagy
was capable of speaking fluent Chinese Mandarin, Cantonese, and Malay, tak offic
language of Malaysia. After high school, she went to an art college in Kualpur for
one year and then decided to study abroad in Australia, hoping to get a bachelor degree
there. Unfortunately, a financial crisis hit her father, cutting off imantial supply and
forcing her to go back to Malaysia with the degree unfinished. In 2004, hoping to
continue her undergraduate education in the U.S., Charlene came to stay with her sister
who was a permanent resident in California. Nevertheless, with her majestater
vacillating, Charlene decided to look for a job in the design field, trying to figure out he
interests from her working experience. Since then, she had been workingimgprint
companies as a graphic designer for Chinese ethnic business. In 2006, she married her
husband, who emigrated from Hong Kong with his family at the age of two and was
working as a police officer for the City of Los Angeles. With her mgei&harlene was

able to turn her immigration status into U.S. permanent resident status. Exempt from
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illegal working status, Charlene got a raise in her salary and was catteatdouble-
income-no-kids life with her husband in the city of San Gabriel, which is a part of the
Chinese ethnic community in Los Angeles. Charlene’s social world in the dsS. w
multiple and usually required her to cross different linguistic territohieschool,

although English was the official classroom language, Charlene was seetidseo®

her Chinese-speaking peers due to her Chinese heritage. At home, her communication
with her husband was primarily in English with a mix of Cantonese. Nevertheless
Chinese Mandarin was the primary language she used at work and with hes sibting
relatives living in the Los Angeles vicinity.

At school, Charlene as a highly motivated student who always wanted to perform
with excellence in every course she took. She started her student life at RteéGah of
2007, right after she adjusted her immigration status. Her goal was to getcmmfes of
Art degree from RHC and then transfer to a design program at one of the CSU campuses
Charlene took her ESL learning as seriously as all the other coursesishkdmat RHC.
She was placed into a level 5 ESL course (the most advanced level) upon her
matriculation in the fall 2007. Nevertheless, she chose to start from a lowlde &ive
course because she was worried that her English language couldn’t nregirthes
standard of the level 5 ESL. In addition, she voluntarily enrolled in the Level Four ESL
Block in the spring 2008 semester, hoping to maximize her English learning through
intensive exposure to ESL classes. Being a straight-A student, Chex|ggted to be as
excellent in the ESL class as she had always been in all the other coursaktakerhat

RHC. Nevertheless, she had encountered difficulties not only in advanced greahmati
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structures, but also in mastering the organizational structures of expesisays. When
| interviewed Charlene early in the semester, she was so concerned algpatiéseshe

got from her first two in-class essays that she not only frequently askieelidirom the

ESL tutors at RHC, but also hired a private tutor to help her editing the essays and
homework.

From Ms. Jones’ perspective, Charlene was “the best academic studes#,in cla
who “stood out among the other students” in terms of her writing ability. She even
predicted that Charlene was one of the few students in the class who were going to do
well in level 5 ESL and get transferred to a university. According to Mss,JQtarlene
started out the class weaker, but after the initial stages, she prdgmebsea stronger
student, particularly in her writing skills. Ms. Jones attributed Charlene’'sqa®¢p her
diligence as well as to the fact that she married a native English gpmadké¢herefore
had an edge in using the English language to communicate her ideas. Although Charlene
was able to meet Ms. Jones’ academic expectations, there was still rdoen tior
improve in terms of meeting Ms. Jones’ social expectations. When Ms. Jonesesl/alua
individual students’ social behaviors in the mid-term evaluation, Charlene wdsigh
in regular class attendance, appropriate class/group behaviors, assigmmaetion,
and class preparation, but low in classroom engagement. It appeared thexi€tiaith’'t
meet the social expectation of Ms. Jones as she commented on Charlene as a “shy
student” and said she “would like to see her participate more in class” in our final
interview. Nevertheless, according to Ms. Jones, Charlene was able to obtaas HreA

final course grade for she “clearly had the top score in the class.”
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Virginia Granados

Virginia was a twenty-two-year-old female, emigrating fromaiv&lor in 2004.
She came to the U.S. to pursue a better life because the socioeconomic conditions in her
homeland were not optimistic. Prior to arriving in the U.S., Virginia finished high school
in El Salvador and attended a university there for a couple of months. Since her arrival a
the U.S., Virginia had being living with the family of her father, who was aceuabractor
in cleaning services. In addition to attending school, Virginia worked parformher
father in order to earn her own tuition and establish her tax record so that she could file a
petition for her mother’s immigration status in the U.S. Although life washtdog
Virginia had to make her living through a non-professional low-paying job whilarkge
in mind the well-being of her mother in El Salvador, she managed to deal with these
conditions along with her educational goals.

Virginia enrolled in RHC in the fall 2007 with the goal of getting an Astocia
degree and transferring to a university. Nevertheless, she dropped out of alldée clas
she registered for in the fall 2007 semester, including a biology course, a ma#) cours
and a level five ESL course, because she felt embarrassed and socially Imadjnya
her “English with an accent.” She said, “because all my classes ther@avkatino
speakers and they don’t know ESL students well, | feel uncomfortable, Ikieebluldn’t
communicate or something, and then my accent is not good.” It wasn’t until spring 2008
that Virginia regained her access to RHC, enrolling in Ms. Jones’ Level BiuBBck
with the hope of improving not only her writing skills, but also speaking and listening

skills in English.
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In Ms. Jones’ words, Virginia was an academically capable student who was
“smart,” “hard working,” “on top of things,” and who “takes on challenges, paatigul
with the writing,” but lacked “confidence to speak up in the class.” Although Ms. Jones
had no doubt of Virginia’s academic ability, she was concerned about the impact of her
family and cultural background on her persistence in higher education. Ms. Jones noticed
that compared to most of the Asian students in the class, Virginia had mere “lif
baggage” to carry as an immigrant student. On top of that, her interaction with other
Hispanic students led Ms. Jones to believe that Hispanic culture generallyt doédi’
focus on an individual's academic achievement as Asian culture does. Hendenkts
suspected that Virginia’s social and cultural background might endanger hatieaiaic
attainment.
Sheena Huang

Sheena was a twenty-year-old female student coming from TaipeinTai2807.
Prior to her arrival in the U.S., she graduated from a renowned college-p@pargh
school in Taiwan. However, she wasn't academically excellent in high satmbdidn’t
do well in the college entrance exam in Taiwan. Hence, her parents sent bdy to st
the U.S., hoping that their daughter would eventually get into a prestigious U.S.
university. Since her arrival, Sheena and her younger sister had been livirigeait
relatives in a wealthy residential area known as the Chinese Bevedydtitl were
financially sponsored by their parents in Taiwan. Nevertheless, like tihesstbmany
“parachute kids” (i.e., immigrant youth living in the U.S. without supervision from

parents), Sheena was going through psychological and cultural adaptation to twiag al
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overseas without the guidance of parents. She had trouble gettinghatlorgpr relatives,

and usually had to work from late at night to early morning in order to avoid contact with
them. Her social life centered around school and home. She hung out with classmates in
the RHC library and the Learning Assistance Center after clasddiitioa, she managed

a part of her social world in the virtual world. For example, she communicatedowith s

of her friends in Taiwan via online chat to keep updated on the news and pop culture in
Taiwan. She also spent much of her time after school reading novels on the internet
written by Chinese novelists.

Sheena started to attend RHC in fall, 2007. Her academic goal, her parents’
expectation as well, was to get into a four-year university, particutalyiversity of
California, majoring in Physical Science. Therefore, she perceived RidGransitional
stop where she could polish her English language skills to meet the acaddlageha
four-year universities and fulfill some of the General Education Requirerefaie she
transferred.

Having taken a Level 3 ESL Block before, Sheena enrolled in Ms. Jones’ Level 4
ESL Block with the hope of giving her English language skills a solid ground. Although
her test scores were fine, she didn’t appear to be an enthusiastic learnerasghe cl
According to my observations, Sheena didn’t always come to the class awake, lagrd neit
was she always actively engaged in the topics under discussion in classroorandgs. J
caught nodding off in class several times. Sitting next to her one time, | fourcdhaaret
no clear idea about what was going on in the class. When | probed reasons fd« bkr lac

engagement in the class, it turned out that her night-owl schedule had affectelddmotr
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work.

Ms. Jones commented that Sheena was a low-achieving student who “passed with a
C down there at the bottom” and was not very participatory in class. Rather than
attributing Sheena’s low academic achievement to her lack of lingamstipetence, Ms.
Jones regarded Sheena’s problem as lying in essays that didn’t show deep thought or
critical thinking. She also commented that Sheena was a “very quiet” jassjve”
student in the classroom. She said, “I didn’t see passion in her learning, it’s kind of like
I’'m doing because | have to do, I'm going to play it safe because thatg thatd know
about I'll pass.” At the end of the semester, Ms. Jones was pessimistic hbenaS
academic future, for her passive learning attitude could endanger mendear
opportunities.
Sarah Lieu

Sarah was a nineteen-year-old female student, coming from Zhg€jfang, in
January 2008. Prior to arriving in the U.S., she graduated from high school in China and
attended a university there for a year. Making much money from the accessory
manufacturing business in China, Sarah’s parents decided to immigrate to.thar U.S
they believed that their daughters could get a better education in the U.S. tinamain C
Thus, the family filed their immigration petition through an agent and chose fa like
City of Arcadia where many Chinese immigrants congregate. Saraf fulkgime
student at RHC and was financially sponsored by her parents. Her life worldedente
around home and school. She spent much of her time after class in the RHC library and

the Learning Assistance Center, meeting tutors, doing homework, checlailg, emd
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surfing the Internet. In addition to her life at RHC and with her family,IBalso kept
close relationship with her friends in China through online chat, emails, and social
networks.

As a newly-arrived immigrant student, Sarah’s goal was to get traddfeae
university. Hence, being able to take content courses and improving her Engjiséigan
ability were both important to her. In the spring 2008 semester, Sarah was taking Ms
Jones’ Level Four ESL Block and an intermediate mathematics class. Inghfole
ESL Block, Sarah was a hard-working and attentive student, but seldom voluntarily
spoke up in the classroom. Nevertheless, she was found to be very active in the online
forums of the class. She admitted that she felt more comfortable communiaisting
people online than face-to-face.

In Ms. Jones’ eyes, Sarah was “a good student,” but was shy in classroom
engagement. When talking about Sarah’s academic competence, Ms. Jonesiiasb sati
with the progress that Sarah had made in academic writing, and predicteddhat Sa
would be fine in the next higher level of ESL course. Nevertheless, she was concerned
about Sarah’s lack of interaction in the classroom. She commented that Sarah would have
been a better student “if she could push herself out of the comfort zone, and engage more,
and not very passively watching all happen.” Ms. Jones had no doubt that Sarah would
eventually master the academic writing genre through the training froeSthe
sequences at RHC. Nevertheless, she worried that Sarah’s lack of inteirattie
classroom might hamper her learning opportunities in U.S. classrooms.

Vincent Wang

75



Vincent was a 30-year-old single male student coming from Shanghai, i6hina
2006. Vincent graduated from a vocational high school in China, majoring in art and
design. After graduating from vocational school, he had worked for sevaralaga
graphic designer and film editor at companies in China. With his saving from work,
Vincent decided to study in the U.S. in order to improve his professional skills. Since
arriving in the U.S., he had being living alone in an apartment located in the Chinese
ethnic community. Besides going to school, Vincent also worked as a fregtapbéc
designer and children’s art teacher for companies in the Chinese ethnic coyrimunit
order to cover his living expenses in the U.S. and the pricy international student tuition.
His social networks were composed of student peers he knew from attending different
classes at the college and colleagues from work.

Vincent gained satisfaction at RHC from his achievement in vocational &kilhe
two years prior to the study, he had obtained a certificate of graphic desmgthe Art
Division of RHC, and earned a scholarship to take art courses at a renowned art college
in southern California. Unlike the other focal students who planned to transfer to
universities, Vincent's goal was to pass as soon as possible the RHC Geluesation
Requirements so that he could earn the RHC AA degree. With this degree)rredla
market himself in the job arena either in the U.S. or in his economically rapoiyng
homeland—China.

Although Vincent didn’t dismiss the importance of learning English, he petceive
enrollment in the Level Four ESL Block as primarily a fulfilment of the Gane

Education Requirements. He was observed to be struggling with mastering the
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grammatical structure of English and the written language genre tautet ¢class.
Nevertheless, he was one of the most active students in the classroom. He frequently
asked questions in the class to clarify his confusion about certain grammntaticialres
or homework tasks, and voluntarily answered questions that Ms. Jones asked the class.
However, Vincent admitted that he could have maximized his learning if he wése able
give his full effort to this course. He was constantly chased after by othogects,
course assignments, and tasks from work, and therefore could only afford to do just
enough work to pass the level four ESL Block.

For Ms. Jones, Vincent was a charming student who definitely had showed his
efforts to learn, though she commented that he as less academicallie ¢bpa others.
In our interview, Ms. Jones constantly complimented Vincent as an “interestirgnt
who got some good ideas in his essay, and he “definitely is working hard” to improve his
writing despite his essays showing grammatical errors, inadequate vogasutar
immature structure. Moreover, Vincent also satisfied Ms. Jones’ socedtaxipns as
she saw Vincent as “somebody who wants to engage more, but struggles with the
vocabulary” and “a student who is really engaged in the topic.” Perhaps in addition to
Vincent's effort to speak up in the classroom, the shared artist identitgdreiincent
and Ms. Jones also helped Vincent to draw Ms. Jones’ attention and won his classroom
identity as an enthusiastic learner. In our interview, Ms. Jones said “I gidigdesign,
too, and so | kind of understand a little bit about how we thinks than | might understand,
like Tammy’s accounting brain. | don’t understand the accountant’s brain but | amdierst

the artist’s brain.” Given this shared background in art and graphic design, Ms. Jones
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appreciated Vincent’s efforts in striving to articulate his ideas throwgtehue of
graphic arts rather than written texts. At the end, although Vincent got ai€ fasal
course grade, Ms. Jones was very impressed with Vincent’s writing portfaieas
commented that “it is by far the nicest portfolio... visually, it's stunning,uss |
stunning.”
Mathew Ma

Mathew was a 21-year-old male student coming from Qiengdao, China, in 2006,
right after he graduated from a high school in his hometown. He came to Los Aingeles
order to join his mother, who had emigrated from China five years before theagtidy
was able to legalize her immigration status with the assistance of mseoflber church.
The only child of the family, Mathew lived in the Chinese ethnic community with his
mother and father, who flew between Los Angeles and China to take care of hisdusine
in China. Although Mathew did not have a job, he devoted a lot of time doing volunteer
works for a Christian church located in the Chinese ethnic community. In fattewWsat
social life after school was closely tied to the church. In addition to regulazhchur
gatherings, he spent most of his leisure time in the church. He also taught Chinese
language to American-born-Chinese children in the church, and theref@elgance to
use some English after school. People he befriended were either fellow churbbrsmem
or teen-aged boys that he met through church members. Aside from the churcly Mathe
played sport regularly and met friends on the soccer field.

At the time we met, Mathew’s life had only minimal involvement with RHC kenli

his student peers who had been taking as many content courses as they could, doing
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homework in the library, and meeting tutors in the Learning Assistance (Odatbew

was indifferent to getting an Associate degree or gettingfaaed to a four-year college.
He had only been taking ESL courses from RHC, and was seen to vanish from the
campus right after the class finished. Although Mathew didn’t exclude the piogsibi
transferring to a university in the future, his primary goal at RHC wadtanee his
English language skills. From Mathew’s perspective, improving his Englishdageg

skills was critical to his survival in the United States for he expected ta lifee beyond
the Chinese ethnic community in the future. Hence, Mathew had been taking ESL courses
from RHC since he arrived in 2006. He started with taking free non-credit E&leslat
the Community Education Center of RHC, and then registered in a Level 3 ESatclass
RHC in fall 2007 and a Level 4 ESL class in winter 2007. He voluntarily re-took the
Level 4 ESL in spring 2008 because he felt that his English language ahsityot good
enough for a Level 5 course.

Although improving his English skill was Mathew’s primary goal at RHC, Mathe
didn’t appear to be an academically capable student or an enthusiastic learaer to M
Jones. At the end of the semester, Ms. Jones commented on Mathew as a failing student
who was “not academically ready for the next level” of ESL. AccordingdoJXdnes,
Mathew started this semester fine, but “he was not any stronger than wheis i’

He didn’t skip class a lot, but was always late to the class. He did come tagbevith
the homework done, but “he wasn't really always prepared or always awakgaigee
the class as much as he could have.” Ms. Jones didn’t perceive Mathew’s lack of

interaction in the classroom to be a result of his shyness, nor did she perceive his
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academic regress as a result of lack of ability. She suspected that Mathewal life off
campus, particularly his zealous involvement with the church, preoccupied his time and
energy, and therefore impaired his learning at school. At the end of the eeiiasthew
passed the class barely with a courtesy C.
Comment

As shown in the above narrative description of the focal students, ESL students
brought an array of linguistic and cultural practices as they entered U.S.ssdfadohg
their diverse linguistic and cultural backgrounds into account as they came tiateegot
their school identity and make meaning of their participation in school-based online
language learning required a qualitative methodology to form an ethnograpbumtc
that captured the students’ broader sociocultural contexts. In addition, disaualysgsa
was needed to bring the process of identity construction in the classroom and online up-

close. In the following chapters, | discuss the results of these analyses.
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Chapter 4
Discourses in Context: Rose Hill College and Ms. Jones’s Level Four EESk Cl
Gee defines identity as “being recognized as a certain ‘kind of person’ ima give
context” (2000-2001, p.99). He calls our attention to understanding identity from the
contextually specific ways in which people act out and recognize identitie
At one period of history, or in one society, certain combinations result in
recognition of a certain sort, while at a different period of history, or in a
different society, the same combinations would be unrecognizable or
recognized differently. ... Some institution or set of institutions, or some
group or groups of people, must work across time and space to underwrite
and uphold the ways in which certain combinations get recognized in
certain ways not others. (2000-2001, p.110)
In other words, one cannot form an identity or get recognized in any way unlesaréhere
people who recognize certain Discourses in certain ways. The interggtieen that
underwrites the recognition of certain Discourses is always contexsitatied.

In this chapter, | provide a description of the institutional and instructional tontex
in which the case-study classroom is situated. Such a description providesrainadkg
for us to understand the meaning system of the participants of the study, for tigiteds
on why certain Discourses (Gee, 1996)—combinations of saying-being-doing-and
believing-- are more valuable than the others in the case-study classnoom, a
consequently informs us how the participants appropriate the identity indexedein thes

Discourses through their interaction in the class as well as the online fasumdla
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discuss in Chapter 5 and Chapter 6.

To understand identity socialization that took place in the case-study clgdsroom
first look into what kind of institution Rose Hill College (RHC) is, and the norms,
traditions, and principles that underwrite the interpretive system of itsiparts. |
argue that although RHC claimed itself an institution of multi-functions, whichgesvi
academic transfer, vocational training, and community services to its egstilidents,
the discursive practice of the college and its participants suggest thgtfagil
academic transfer was the most salient and valued curricular functioecimatite
college. Underwritten by such an interpretive system, Academic Diseodiseourse
that invites the students to take on an academic identity by calling on them to regd, wr
think, and act like academics in North America do — turned out to be the dominant
Discourse for ESL instruction at RHC. Thus, in the case-study classroonglthe E
students were invited to write in a particular stylistic structures anthforocabulary,
acquire student dispositions valued in U.S. college classrooms, and think with American
cultural frames so as to get them recognized as “good student.” | suggessthat t
particular combination of saying-being-doing-and-believing not only muirtire
interpretive system of the college, but also reflected the beliefs and valuemotym
seen in the broader U.S. educational settings, such as the assumption about ESL students
first language culture as an barrier to learn English, about the assocfatiassooom
talk with students’ academic achievement, and about ESL as a means tasessimil
immigrant students. In the following section, drawing from institutional documents

interview transcripts, and my observation notes, | will illuminate thegrégve system

82



of RHC.
Rose Hill College as a Transfer-focused Community College

American community colleges play multiple curricular functions and serve a
multitude of students with diverse aspirations. Based on each state’s legjstathen
and Brawer (2003) categorized the curricular functions of American commungygesl|
into: a) academic transfer preparation, b) vocational-technical education, iduoant
education, e) remedial education, and f) community service. The multipieutar
functions are meant to serve the diverse student population that enrolls in community
colleges. Woodlief, Thomas, and Orozco (2003) state that among the more than 2.5
million students across California’s 109 community colleges, some students cibme wi
the goal of transferring to four-year college by taking lower division gialle studies,
some come with the goal of earning vocational certificates or developliggtskiork in
a particular industry, some come for basic skill remediation or study for izenship,
and still others, though they have completed Bachelor’s degrees, come backto fill i
courses in order to pursue new paths in their life. Hence, rather than completsing
on research and academic development as the other sections of higher education
institutions do, American community colleges are designed to serve the roitytipi
student needs by providing various curricular functions.

To align with the common missions shared by community colleges in the U.S., RHC
portrays itself a multi-functional institution, which provides academicstesinvocational
training, and community services to its enrolling students. On the school website, the

mission of the college is stated as the following:
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The mission of [Rose Hill College] is successful student learning. THegeol
provides high-quality, academically rigorous instruction in a comprehensive
transfer and vocational curriculum, as well as learning activities designed t
improve the economic condition and quality of life of the diverse communities
within the College service area.
At [Rose Hill College] we serve our students by:

e Offering courses and programs which reflect academic excelledce a

professional integrity,

e Challenging them to participate fully in the learning process by

encouraging them to be responsible for their own academic success,

e Fostering a creative learning environment that is technologically

challenging and intellectually and culturally stimulating,

e Recognizing them as individuals who may require diverse and flexible

learning opportunities, and

e Encouraging and supporting continuous learning and professional

development in those who serve our students: faculty, staff and managers.

Moreover, in the ESL faculty recruitment advertisement, the college ispeditas
follows:
[Rose Hill College] celebrates a dynamic community of learners

representing global diversity. Our college serves a diverse community of
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over 29,000 students who come from nearby high schools and far-off

continents. Whether from near or far, our students seek our offerings with

over 60 academic programs and 70 vocational certifications. High-school

students and senior citizens, newly arrived immigrants, and individuals

with advanced degrees, transfer-bound learners, and those seeking job

skills programs all find their place on our campus. We are proud of over

80 years of service to the community and look forward to®ac@tury of

continuing excellence and innovation.

Aligning with the common missions shared by the American community eslleg
RHC portrays itself as a multi-functional institution that serves stusdmsattempt to
transfer to four-year universities, adults who wish to develop vocational skillspeald |
residents who would like to enrich their life by participating in cultural anegational
events offered by the college. It is depicted as an institution that not onty offe
academically rigorous instruction, but also fosters intellectualieityadnd celebrates
cultural diversity. Despite this portrayal in its public statements, howevetistasive
practices of the college and its participants suggest that facilitathclg@ic transfer is
the most salient and valued curricular function enacted in the college.

Statistically, RHC is one of the top California public community colleges that
transfer the most students to four-year universities in California. DataGedifiornia
Postsecondary Education Commission indicates that in the 2007 to 2008 academic year,
among the 109 Californian public community colleges, RHC ranked among the top 5

community colleges that transfer the most students to the public four-yearsui@sen

85



California. Furthermore, according to statistical data collected bgahtornia

Community College Chancellor’s office, following the cohort of students frdr20a3

to spring 2006, 41.4% of RHC'’s enrolling students became transfer-prepared, higher than
the 35.6% state average, and the 30% rate achieved by a nearby community college.
These statistics indicate that RHC is doing an extraordinary job in trangfstudents to
public four-year universities in California.

While statistical data certainly have a role in telling what kind afutish RHC is,
from a deterministic world view, one can argue that RHC’s remarkable actaate
facilitating academic transfer has its roots in its location in aneaftlarea, recruiting
students of higher socio-economical status who tend to be more academicallgfalicces
than those of lower socio-economical status. Nevertheless, from a constuctivi
viewpoint, there is an alternative perspective to interpret RHC’s acheatem
transferring community college students to four-year universities. Ridneiperceiving
RHC'’s achievement in facilitating academic transfer as the salt oésocial
reproduction, | argue that through the discursive construction of the college and its
participants, RHC is also shaped by its participants as a particular kind toftiosti
Such discursive practices invite its participants to fashion themselves sufzartvays
to form and sustain their identity as members of a transfer-focused cotlak@g
facilitating academic transfer and cultivating academicalyable students a more
salient curricular function in RHC than the others, such as vocational training and
community services.

The discourse of RHC as a transfer-focused institution is constructed through
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various discursive practices by the college as well as by its paritsi First of all, the
college’s Transfer Center, which provides students with transfer-relatethatfon and
orchestrates various transfer-related activities on campus, such asrtveorékshops,
university representative visits, university tours, and transfer counsislikgpt highly
visible to its students, faculty, and those who are interested in enrolling tagecoll
Specifically, a half-page Transfer Center advertisement isglaceéhe fourth page of the
college catalogue, right next to enrollment instructions, a must-read sexrtsindents,
particularly newcomers. Moreover, on the college’s official websitiekad the Transfer
Center is brought to the immediate attention of its web visitors: When aggéssimain
page of RHC’s web site, a web visitor can get a direct link to the TransfesrGghich
is highlighted as one of the three “Featured Sites” on the main page alongewith t
Human Resource and the Online Learning System. Since the catalogue anih thag®aa
represent the college’s public image, placing the Transfer Center, ttzihehe college’s
Career Center or the Community Education Center, in the spotlight indexes ¢ge’soll
priority of serving transfer-bound students and boosting its public image asfartrans
focused college.

In addition to the high visibility of the Transfer Center, transfer-relatedties
appear to receive high profile on campus. For example, in the upcoming events listed in
the weekly campus newsletter, there were ten events scheduled between March 20, 2008,
and March 26, 2008, and four of them were transfer-related events, such as University
Representative Visits. Furthermore, while | was doing fieldwork on carmpitaessed

University Day, an event where university representatives around Calié@amia to the
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college, set up booths and tables at the quad in front of the college’s student center, and
met face-to-face with students who were interested in transferriogtgéar institutions.
Even though | was a visitor who was primarily interested in what happened in the
classroom rather than in academic transfer of the college, | couldn’t helptiné this
particular transfer-related event. The whole campus was decoratedhauitir Banners
printed with the slogan “Think Transfer!” Catchy posters that promoted Univ&ay
were seen everywhere at the campus. | also saw a large number of tajgnig) by
the booths, asking questions and obtaining documents and flyers prepared by the
representatives from varied universities. In a word, | couldn’t ignore\tbigt ®ecause it
appeared to be the hottest student event that | observed while | was at campus. While
such transfer-related events were meant to dispersing transfer inéornteathe students,
it is noteworthy that through giving these events high profiles at the satgucollege
calls for its students, whether enrolling with the intention of academic éramshot, to
think transfer, to think about transfer, and to think like a transfer-bound student would do.
In addition to its tacit discursive practices (e.g., the organization aflisite),

RHC is not shy from explicitly announcing itself as a transfer-focuséegeolo the
public and appears to take special pride in doing so. As stated in the web page of the
Transfer Center, RHC claims that it:

Has services and programs that help students transfer to four-year colleges

and universities. In fact, [RHC] is one of the top ranked California

Community Colleges transferring students to the CSU and UC systems.

Likewise, in the ESL faculty recruitment advertisement, RHC statesitbeving as one
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of the reasons that the institution attracts potential faculty:
[RHC] is continuing to build its tradition of excellence in its academic
programs, leading to high student transfer rate and the success of its
students in their four-year college and university experiences.

The college’s efforts to implicitly and explicitly project itsedfa transfer-focused
institution that offers rigorous academic instruction appear to be takenitgp by
participants. Within the Chinese immigrant community, word-of-mouth says RH@ i
springboard to prestigious universities in southern California. Such a reputation draws
many transfer-bound students from across the district’s boundaries in order to have the
opportunity that RHC promises of getting into four-year universities. As Chavléee
was enthusiastic about getting into a graphic design program at CSU, explaineato me i
our interview about why she chose to come to RHC rather than another community
college in her neighborhood,

| heard that [RHC] got higher credit than Lake (the community college

that serves her neighborhood). People say that Lake is easy to pass, so |

choose [RHC].
In a similar vein, RHC's reputation of transferring students to four-year sitiesrin
California attracted Sarah, who recently came from China with heryféongursue her
higher education in the U.S. Relying on an immigration agent who submitted thedamily
immigration petition and oriented the family to the education and living environment in
California, Sarah was advised by the agent to consider two institutions in souther

California as her gateway to higher education in the U.S. She said in the interview
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[My family and I] came here and wanted to find a college or university
Because | didn't take the test, like TOEFL and first we find the Southgate
CSU because they have an ESL program and then if you pass [their ESL
program] and get a good score, you can go to their university. And another
one is here (RHC). Here is, uh, how can | say, because here my agent told
me | can transfer to whatever university | want, so | chose to come here
rather than Southgate CSU.
As indicated in the statements made by Charlene and Sarah, students whiowse ser
about transferring to four-year universities not only recognize RHC assfdr-focused
institution that provides rigorous instruction, but also identify themselves abeneof
such a college.

RHC'’s reputation as a transfer-focused college is also taken up by the faculty.
Responding to a question about ESL services, Ms. Lander, the ESL coordinator,at RHC
focused on this reputation:

YC: Then, | would like know more about the students. How do the
students know about the ESL services provided by RHC?

Ms. Lander: | have no idea, they probably heard about it fromatheh

that would be an interesting question if you go back to [the students] and
ask them how they heard about us, because among the community
colleges, | think we have a good reputation, you know, hard, | mean
rigorous, | mean serious, | think we are a serious program, we’re just..

YC: Yes, | heard the transfer rate of RHC is really good.
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Ms. Lander: Yes. In fact, our district, the RHC district doesn’t include a
lot of the areas that the students come from. ... | really don’t know why,
we have a good reputation, but people that | know have been in [Lake
College] say [Lake] has a lot of Hispanic students. So like the Asians
who live down there, they don’t want to go there. They come here. So
here the ESL students that you see in classes are like 80 or 90 percent

Asians.

Interestingly, Ms. Lander, not only recognized RHC as a college with a gpathtion
in transferring students to four-year universities, but also identified hassalmember
of the kind of college that offers serious and rigorous academic programs as she
unconsciously used the first person plural in her statement “we have a good reputation,”
“we are a serious program.” As such, participants of RHC recognize and tdies up t
discourse about RHC as a transfer-focused college. Moreover, as they ithemielves
as faculty/student of the college that provides academically rigorousadinsh, they
corroborate and co-construct such discourse.
Gee suggests that

One cannot have an identity of any sort without some interpretive system

underwriting the recognition of that identity. The interpretive system may

be people’s historically and culturally different views of nature; it may be

the norms, traditions, and rules of an institution; it may be the discourse

and dialogue of others; or it may be the workings of affinity groups.

(2000-2001, pp.107-108)
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At RHC, the interpretive system at work is the discourse co-constructbe loygllege
and its participants that “we are a transfer-focused college that provatesnacally
rigorous instruction.” Underwritten by the interpretive system, certaith & practices,
values, and dispositions are recognized by the participants of the institutiameas m
valuable than the others, or taken for granted as the norms in the classroom. In the
following section, | will discuss, within this particular interpretive eysiof RHC, how
the curriculum goals of ESL are interpreted, and how such institutional dischases
the enacted curriculum in the case-study classroom so that certain kinduaQnge
are regarded as more valuable than others and certain combinations of studearetrait
regarded as the norms.
The Academic Discourse for ESL at Rose Hill College

Within the interpretive system that RHC is a transfer-focused irtitiinat
provides academically rigorous instruction, ESL is interpreted as a toarnsitFreshmen
English and college-level content classes, rather than other possibilitieassESL for
General Education Degree, ESL for vocational skills, or ESL for functideehdyy in the
U.S. In other words, the ESL curriculum offered at RHC is assumed and designed to
prepare ESL students for their future academic life in Freshmen Englisiokege-level
content courses, focusing on teaching ESL students to read and write college-level

academic texts as well as shaping them to act and thinkrlikerericard college student.

" In this chapter, | use "U.S." to refer to the geographic boundary of the Urited &t
America, and "American” to refer to white middle class Americans whaksEnglish as
their native language. Thus, the term “American college students” suggeststiaive
white-middle-class perception of college students, and the term "American

culture” suggests the mainstream cultural norms of the white middle classunS.
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As indicated earlier, Gee (1996) defines a Discourse as a partaulasination of
saying-being-doing-and-believing that allows people to enact andfgnize a specific
identity. He also argues that school is one of the non-home-based social institutions
where one develops one or meeeondary Discourseand the mastery of a secondary
Discourse means taking on an identity that transcends the family or primeatyzeog
group (1996, p.142-143). In this section, | argue that the ESL curriculum enactd@ at R
functions to socialize ESL students into an “Academic Discourse,” calirtgem to
read, write, think, and act like academics, and therefore inviting them to take on an
academic identity. In the following, | discuss the Academic Discamgzedded in
RHC'’s ESL curriculum through an analysis of the departmental documents and spoken
words of the ESL program administrator at RHC. | suggest that the AcadesnmuBie
embedded in the ESL curriculum at RHC is taken for granted by its participaatsskbe
it is situated within the interpretive system that “RHC is a transfaided college.”

The goals of the ESL curriculum at RHC were explicitly articulayetido ESL
program administrator and institutional documents, such as the college’s cataiodu
the ESL program’s faculty handbook. When asked about the overall curriculusrogoal
the ESL program, Ms. Lander, the ESL coordinator of RHC, answered withouitioesit

Since we are preparing students for Freshmen English and for other
college classes, and for transfer, a lot of what we do is geared toward the
universities. ... So basically the goals of the class are to learn thegwriti

skills for an academic setting, it's basically for academic settsugae
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teachers do something a little bit different, but basically it’s really the

standard expository essay, and to get them into class at college level, and

so more and more we’re doing library and Internet research, that's a

major focus of these classes, too.

Ms. Lander’s statement is undergirded and framed by the assumption & the
curriculum at RHC is “preparing students for Freshmen English and for othegecol
classes, and for transfer.” Such a taken-for-granted assumption implicrilgges
students enrolling in RHC with the intention of getting transferred, and margsalize
students enrolling in RHC with the interests of advancing their English lgagkals
for vocational needs or everyday literacy. As | will show in the next chaptelents
enrolling with an academic goal of getting transferred to four-year rares appeared
to respond to the ESL learning experience in Ms. Jones’ classroom differentlthtreen
enrolling with non-academic goals. Furthermore, Ms. Lander’s statgumoints the
institutional principle of an academically-emphasized ESL curriculumatheg to
develop ESL students’ academic identity through the acquisition of academiadangu
skills so that they will be able to succeed in college-level content coursaseiralgand
the Freshman English course in particular, a must-take course for all stwtdlentssh to
transfer to four-year universities. This curriculum principle is s#thaind taken for
granted within the RHC interpretive system. Hence, speaking from the position of a
departmental administrator, Ms. Lander was in conversation with the valuag/itigghl
by RHC and assumed that “learning the writing skills for academiogei$ the primary

and normative curriculum goal in every ESL classroom at RHC. Finally, dbeteef the
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view of “the standard expository essay” (which she later on defined as a figegpdra
essay with an introduction, a thesis statement, and body paragraphs with topicesente
a conclusion, and a fair number of transition words) as a taken-for-granted nawverfpr
ESL classroom at RHC. In responding to the institutional value system, whicighighl
transferring students to four-year universities, Ms. Lander’s discaitBe Academic
Discourse of RHC. It is a specific kind of language use (i.e., academic ¢p)qrad a
specific kind of student disposition (i.e., students of academic orientation) tHzSithe
curriculum is assumed to shape.

An examination of the catalogue description and the specific languagersistisde
in the ESL course guidelines available to ESL students and faculty at RtH€r fitaveals
the notion of Academic Discourse embedded in Ms. Lander’s assertions. éeteadin
the college’s catalogue and the ESL Faculty Handbook, all levels of the teg&ite
courses are portrayed as developing English language skills for acadepusgs for
students who wish to enter college-level content courses. The following isdlegoat
description for each level of the required ESL courses:

Level 1 Development of reading and writing skills for academic
purposes. Readings in short essays and fiction; written practice in
sentence patterns, paragraphs, and short essays.

Level 2 Intensive practice in basic English sentence structure for
students who wish to prepare for college-level work. Introduction to
spelling, punctuation, vocabulary development and English writing

conventions.
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Level 3 Development of grammar and writing skills for academic
purposes. Reading of low-intermediate fiction and non-fiction; written
practice in sentence patterns and compositions.
Level 4 Reading and composition to prepare students for college classes.
Practice in advanced sentence structure; methods of paragraph and essay
development; reading of college-level material.
Level 5 Readings in college-level texts including fiction and non-fiction;
methods of essay and annotated paper development. Designed to prepare
students for success in English composition classes.
Echoing the institutional value of facilitating academic transfer, théogata description
indicates that through all levels of ESL courses, furnishing ESL students witratliag
and writing skills for college-level academic texts is the primaryi@dum function.
Fulfilling the ESL sequences means achieving “success in English coimpatasses,”
as indicated in the catalogue description of the level five ESL.

In the ESL Faculty Handbook, the course guidelines outline the specific course
content for each level of ESL courses, and therefore allow us to delve into tbelgart
kind of words and deeds that ESL students are expected to acquire. For example,
according to the guidelines, the level 4 ESL 33A (the guideline that thetodye-s
classroom follows) is supposed to cover the following course content:

Reading and Vocabulary:

¢ Read college-level texts, both fiction and non-fiction;
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e Recognize the whole range of transition signals and understand

the relationships they indicate;

e use these library resources—the Reference Room, the on-line

catalogs for books and periodicals;

e understand inferred meanings;

e study college-level vocabulary.

Writing:
e Write academic essays of one to several paragraphs including

introduction, body, and conclusion;

e Use process techniques, including generating ideas, outlining,

and revising;

e Express relationships between ideas using coordinating and

subordination;

e Use a variety of sentence structures;

e Use generally appropriate academic English vocabulary.

Grammar:
e Use correctly all coordinating conjunctions, subordinating

conjunctions, and conjunctive adverbs;
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e Use correctly all tenses and verb forms, including perfects,

conditionals, and modals.

Success in level 4 ESL, then, means that an ESL student reads college-lsvel text
following a certain kind of thinking model (e.g. drawing inferred meanings from the
text), uses the valued vocabulary in this context different from informal or *daily
vocabulary, writes essays in a particular style and format identifiechdemic, uses
resources from the library rather than resources of any other kind to support their
opinions, and uses certain kinds of grammatical structures (e.g. compound and complex
sentences rather than simple sentences). These expectations, once agaimt, thighl
Academic Discourse embedded in the ESL curriculum at RHC, showing that \Wethin t
interpretive system that “we are a transfer-focused collegetain kinds of language use,
thinking models, and student behaviors are recognized as more valuable than others and
institutionalized as the norm. Hence, socializing ESL studentsetéd¢ademic Discourse,
that is, cultivating them to read, write, think, and act as RHC perceives academdg
becomes the primary function of the ESL curriculum at RHC.

Gee (2000-2001) points out that “some institution or set of institutions, or some
group or groups of people, must work across time and space to underwrite and uphold the
ways in which certain combinations get recognized in certain ways not o{dead-

2001, p.110). The above analyses show that there is an Academic Discourse embedded in
the ESL curriculum at RHC, attempting to shaping ESL students not only to read and
write in certain kinds of academic language, but also to think and act likeaen ¢exntd

of academic individual. This combination of words and deeds is recognized as the norm
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and standard because it is underwritten by the institution operating in the disbatirse t
“we are a transfer-focused college.” Situated within this discourse, the@&tulum at
RHC is interpreted as “preparing students for Freshmen English and for atagec
classes, and for transfer” and serves to socialize ESL students into tlerAca
Discourse through acquiring a specific way of language use and certain kinds of stude
dispositions. As we will see in the following discussion, the perception of Academ
Discourse penetrated into the daily practices in the case-study classhagimg the
curriculum that Ms. Jones attempted to transmit to her ESL students.
Curriculum Enacted in Ms. Jones’ Level Four ESL Block Class

The curriculum enacted in Ms. Jones’ Level Four ESL Block echoed the values
highlighted in the college by (a) furnishing the students who were underprepared in
English language skills with the academic language seen to meet the neeitkgyef
level courses, and (b) socializing the students who barely had classroomregeride
U.S. to the normative student behaviors and learning traits valued in U.S. college
classrooms. Yet Ms. Jones went beyond the institutional expectation to nurture ESL
students’ American identity through promulgating American culture tsttigents who
were foreign to the U.S. An analysis of the course documents, interview tpés\scri
classroom discourse, and field notes taken during the class sessionsthegealsemes
that portray the curriculum Ms. Jones attempted to transmit in her Level Baur E
Block— molding ESL students into a particular stylistic structure thasishasd to
represent the writing of the U.S. academy, socializing ESL students intodeatst

disposition that Ms. Jones assumed to be valued in U.S. college classrooms, and
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nurturing American cultural frames.
Molding students into stylistic structure.
In response to the Academic Discourse underwritten in the ESL curriculum
guidelines, Ms. Jones interpreted the development of students’ academic langisage ski
as molding them to write in a particular language variety, using desigtglistic
format, grammatical structures, and vocabulary so as to shape them intdemiaaly
capable student. When asked about the curriculum goal of the Level 4 ESL Block, she
explicitly stated:
This is an academic writing course. English 1A is academic writing, so
[the students] transition from level two to level three is kind of the
transition from just writing to a more academic writing, although in each
case, they are developing a topic sentence with supporting points, so we
are following academic formats from the beginning. ... The purpose of
the Level Four class is to help the students transition from writing
paragraphs into writing essays, predominantly narrative based essays ...
the idea here is that by the end of the semester, [the students] can write
an essay that develops a single thesis statement with multiple examples
and do it grammatically, you know, without too many mistakes, then we
have succeeded.

Situated within a system that privileges and promotes Academic Dis¢agkiding

English for academic purposes, Ms. Jones naturally took for granted that th&deve

ESL Block was an academic writing course targeting transition studentsstonten
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English but also appeared to take for granted that all students in the course hadcacade
goals. Hence, what Ms. Jones attempted to promote in the classroom was not written
English of just any kind, but a certain kind of written language which consists of a
particular stylistic format, grammatical structures, and vocabulary.

In Gee’s term, Ms. Jones promoted a parti@dalal languageso as to shape the
students into a certain social identity. As mentioned earlier, Gee slefiDescourse as a
particular combination of language use, acting, valuing, and ways of usingaireatel
expressive resources (1996). To foreground the role of language use in a Disceairse, G
uses Bakhtin’s (1981) conceptswcial languages a tool of inquiry to understand how
people build and recognize identities through language use (2002, 2005). According to
Gee, asocial languages a particular variety of language used to enact or recognize a
particular identity in a certain setting. Each social language has its stinctive
Discourse gramma+“the ‘rules’ by which grammatical units like nouns and verbs,
phrases and clauses, are used to create patterns which signal or ‘indeotectsdics
whos-doing-whats-within-Discourségp.41, 2005) Learning to read or write in a
specific social language is to recognize and acquire its unique gra@npatierns.
Mastering a specific social language is to appropriate a specifal gooup so as to
identify oneself or get recognized as a certain kind of person.

In Ms. Jones’ Level Four ESL Block, the social language that she attempted t
mold the students into is @tademic social languagehich consists of thBiscourse
grammarof a specific stylistic format, syntactic structures, and vocabulary gssghdwn

in the previous quote from Ms. Jones, she perceived the goal of the class as teaching t
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student to write in a specific stylistic format; that is “an essay thetlaies a single thesis
statement with multiple examples.” In the classroom, | observed thatittenst, from
time to time, were asked to practice and rehearse a distinctive tyyésticst
organization. The following excerpt shows one of the recurrent mini lessonscim Mhki
Jones attempted to teach the students this particular stylistic organihabiogit a
lecture.
Ms. Jones: [Ms. Jones turned on the smart board to show PowerPoint slides in
order to review the structure of a paragraph.] All right, so my question for you is
“Do you have trouble with your writing?” [Ms. Jones read from the slides.]
Students: Yes.
Ms. Jones: “Do you think you will never get it right? Do you have problem with
your grammar?”
Students: Yes.
Ms. Jones: “Do you not know what to write about?”
Students: Yes.
Ms. Jones: You know, the teacher gives you a topic and you're like..uh ~[Ms.
Jones did a puzzling face.] “Do you wonder what the teacher wants? Are your
ideas confused?” So you started with one idea but you ended up writing about a
different idea. Ok? So these are the problem. But, it's really not that hard, ok?
English writing is very much like a formula. If you can figure out the formula,
you got it, it’s really not hard, Ok? So you CAN be successful. You can write a

good composition. You can EVEN get an A. [Students laughed out loud.] But the
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key is to write well consistently. Some of you do well on one paragraph or essay
and then the next one you got a big problem. So you need to do the same thing
again and again. So, you need to make sure you have these things. “Does each
paragraph have a topic sentence that limits your idea?” [Ms. Jones reatidrom
slides.] Remember your book talk about controlling ideas? So when | ask you to
writ on Monday, be sure you have a topic sentence that has a controlling idea. You
want to SUPPORT that topic sentence with SPECIFIC examples. This is the
BIGGEST problem. Students, particularly ESL students are too general,g@u ne

to be very specific. Think about you're painting a picture with words, and if you
use general information, like painting a picture with only three colors. So, you
want to paint with lots of specific examples. And then you need to have a
concluding sentence. Now, when | talked about a transition sentence, that's where
we start to talk about essays, and right now we are just writing one paragraph, all
want, one paragraph, ok? But that one paragraph should be almost two pages long
in 33A. In one hour, you should be writing about one and half or two pages long.
Student 1: Skipping lines?

Ms. Jones: Yeah, skipping lines, yes, ok?

Students: Oh~ Wow!

Ms. Jones: So you will write in skipping lines. Now, the reason | alwaysitake t

to talk about the paragraph in Level Four is because an essay is just different
paragraphs and each paragraph in the essay has to have these different things, Ok?

Students forget that. All right, so topic sentence, ok? It’'s your point of visw, it
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your opinion about the topic, that's the controlling idea.
In this lecture, Ms. Jones delivered the message that learning to writelishEngans
mastering the formula of a type of expository essay (e.g., “Englisimgvis very much
like a formula. If you can figure out the formula, you got it, it’s really not Hakhich
consists of topic sentences, supporting details, and concluding sentences. Sudita stylis
formula was a part of the Discourse that Ms. Jones promoted in the classroom.
In addition to this formulaic essay organization, | also observed that Ms.spams
abundant class time teaching syntactic structures frequently seer&ddademic
register, such as passive voice, reported speech, adjective clauses, dndladses.
She not only taught these syntactic structures in lectures, but also prom=ediéngs
to use these compound and complex sentence structures in their writing, as shown in the
following excerpt when Ms. Jones gave instruction to her students on an essay quiz.
Ms. Jones: [Ms. Jones distributed a prompt on an essay quiz on Seabiscuit and
then started to read through the prompt with the class.] So, it says “you have seen
the movie Seabiscuit and you have answered the questions. Now, | want you to
write a paragraph that tells me what you THINK about the movie.” Now the next
part is very important, “DO not tell me the story.” Do not tell me the story. Do not
say, you know, Seabiscuit was this little horse and then it met Red Pollar, the
jockey, don'’t tell me the story, because that’s NOT the question. What'’s the
guestion? What you think about the movie, that’s the question, what do you think
about the movie. Now, you can like the movie or you cannot like the movie, it

doesn’'t matter, | don't care which one you pick, but you have to explain, if you
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like the movie, why do you like the movie, if you didn’t like the movie, why

didn’t you like the movie, it doesn’t matter which direction you go, ok? [Jones
continued to read from the prompt.] “Introduce the movie in the first couple of the
sentences, and write a topic sentence that gives your opinion on the movie.” So,
the first couple sentences you need to introduce the topic, and that’s the movie
Seabiscuit, ok? So, you can say the movie Seabiscuit is about a little race horse
and three men during the time of the Great Depression, you have to have
something to introduce to your reader, you just can't say Seabiscuit was a good
movie, because the readers of Seabiscuit will wonder what about Seabiscuit, ok?
Support your opinion, | like it or | don't like it, and you're not going to say | like
the movie or | don't like the movie, you will have to say the movie was
interesting, the movie was exciting, the movie was boring, the movie was
inspiring, whatever you want to say, but don’t say I like the movie, | don't like the
movie. Support your opinion, so if you think the movie was interesting, for
example, support your opinion with what was interesting. You should have three
to four reasons for your opinion. So, in fifty minutes, | want you to write a
paragraph that has 20 sentences, write in blue or black ink, someone used purple,
no purple, purple is my color, [The class laughed]. | want you to start with a
cluster, the pre-writing. Remembering your writing book? You have the pre-
writing with the cluster? You wrote like [Jones grabbed the textbook to show the
class what a cluster looked like] Remember that in the book?

Student: To brainstorming.

105



Ms. Jones: Uh-hum, brainstorming. So start with the brainstorming, so you have

to come up with what you think about the movie, and then your brainstorm will

give you examples about that. You want to try to use coordinating conjunctions,

we talked about that, and sentences with time clauses, should be past tense verbs,

ok? Now you have a little over an hour. You staple the pre-writing in addition to

your paragraph. | want you to make sure you do your pre-writing. [Students

started to work on the essay quiz for the rest of the class time.]
As shown in her instruction on the essay quiz, what Ms. Jones promoted in the classroom
was not just standard English in general, but an academic social language whistls cons
of a particular set dDiscourse moved hus, when giving the instruction, she emphasized
that, in the essay quiz, the students should start with topic sentences (e.g. “S&t, the fir
couple sentences you need to introduce the topic”) and then supporting that with specific
examples (e.g. “Support your opinion, so if you think the movie was interesting, for
example, support your opinion with what was interesting. You should have three to four
reasons for your opinion.”) She also encouraged the student to use some of the compound
and complex syntactic structures commonly seen in academic genresy(gygnt to
try to use coordinating conjunctions, we talked about that, and sentences with time
clauses, should be past tense verbs, ok?”). Finally, this academic social langoage al
consists of formal vocabulary as Ms. Jones prompted the students to use “interesting”
“exciting” “boring” and “inspiring” rather than “like” or “don’t like” in the ingiction
(i.e., “you’re not going to say | like the movie or | don’t like the movie, you will tave

say the movie was interesting, the movie was exciting, the movie was boringp\ies
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was inspiring, whatever you want to say, but don't say | like the movie, | donthike

movie.”) In fact, | have seen Ms. Jones frequently invited the students to distinguish

formal versus colloquial discourse in the class, and prompted them to choose more formal

rather than informal vocabulary when writing their class essays. Thaviof excerpt

shows one of the scenes when Ms. Jones prompted the students to choose formal

language in their writing while she gave a lesson to teach adjective<|aiftiesr

indefinite compound pronouns.
Ms. Jones: So, indefinite pronouns, [Jones read the example of an indefinite
compound pronouns from the textbook.] “Everyone who received my e-mail
knows about the party.” So, indefinites are like everyone, someone .. Now, when
you're writing, ok? We're speaking we can say somebody, anybody, nobody, but
when we’re writing, someone, no one, anyone, Ok? .. Conversation you can use
body, everybody should come to the party, not good for formal essay. Everyone
should come to the party. One is formal and one is informal. So, in your portfolio,
one of the things you need to work on is making the language more RORIM?
When you're writing, | want you to, you know, contractions? No contractions, no
anybody, ok?

As shown in this excerpt, keeping checking on the students’ understanding and

acceptance of her instruction with the adverb phrase “okay”, Ms. Jones emphasized the

importance for the students to learn to distinguish the difference between oraitsemd w

language use (e.g., “Now, when you’re writing, ok? We're speaking wsagan

somebody, anybody, nobody, but when we’re writing, someone, no one, anyone, Ok?”").
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She also stressed that colloquial language use, such as “everybody” and contraatons
not appropriate for written assignment of this class (“Conversation you can yse bod
everybody should come to the party, not good for formal essay.” “So, in your portfolio,
one of the things you need to work on is making the language more FORMAL, ok? When
you’re writing, | want you to, you know, contractions? No contractions, no anybody,
ok?”).
Ms. Jones appeared to perceive that mastering the specific styligtizatign,

syntactic structures, and vocabulary demonstrated students’ acquisiteatdefrac
social language, and therefore marked them as academically capdbéeiriterview,
she associated ESL students’ acquisition of the stylistic and linguistitusésigvith their
academic futures in college:

After level 5, students can directly move into English 1A. So, they have

to be basically prepared to go into native speaking class, and my job is to

help them with content, organizational structures, grammaticaitstes,

mechanics, all of it. Structure is important, it is not the only thing, but if

a students’ grammar is incredibly poor, it doesn’t matter if they have

great ideas, they are not able to communicate those ideas, so, they

wouldn’t be passing.

Embedded within the academic social language that Ms. Jones attempted to mold

the student into was the assumption that “to go into native speaking class” ang &ztuall
become an American college student, ESL students have to acquire this particular

language variety. Furthermore, as | will show below, for Ms. Jones, the process of
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acquiring the academic social language valued in U.S. academy, and bypiimplibe
process of becoming a capable student, inevitably involved adjusting and abandoning
ESL students’ first language socialization regarding the norm of langisagend the
thinking model interwoven with it.
Ms. Jones appeared to associate one’s thinking processes with writing styles
acquiring a different writing style, therefore, implicitly suggestec&r acquiring
another cultural way of thinking, while in the process dropping the thinking valued in an
ESL student’s first language. For example, during one visit to the classretimty
semester, | observed Ms. Jones deliver a lecture entitled “culturahgatfehought” in
a lesson aimed to teach paragraph organization to the class. The followingadgsr ex
of this lesson.
Ms. Jones: So, a good paragraph is a group of sentence that does these things. It
develops one idea, ok? One paragraph, one idea, that’s the controlling idea. It's
important to develop the main idea in the paragraph. It's arranged in a logical
order, this is VERY important, because your idea of logic and MY idea of logic
are not the same, and that’s probably the biggest problem for students, the way
you think in your language, that's how you were writing in English, ok? So even
if my Japanese skill is very good, | have lots of Japanese vocabulary, if Irwrite i
Japanese, and | follow the organization of American thinking, I'm going to NOT
do well, because the way of thinking in Japan is VERY different from the way of
thinking in the United Sates, and it's reflected in our writing. ...Now, this is what

| was talking about, cultural patterns of thought. [Jones drew the following
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diagrams on the board.]

Everyone else Virginia Ms. Jones

Ms. Jones: Asian languages, Asian culture is indirect, and what that iméans
example, when | lived in Japan, and | had a problem at my apartment, all my
neighbors were Japanese, they didn’t come to me and said, you know, Jones, we
have a problem with your cat. They went to my employer, [students laughgd] the
talked to my employer and he talked to me, worrying | might lose face, they

didn’t want me to feel bad about the situation, so they were indirect. Now, THAT
made me feel bad, that made me feel, | was very upset, because as an English
speaker, I'm very direct, ok? So, for many of you, most of you are Asian speaker
and it doesn’'t matter if it's Japanese, Chinese, Korean, Malaysian, the @ulture
very similar and they are indirect. So this is one reason why | like the stadents

put the topic sentence at the beginning or very close to the beginning of the
paragraph because what happens often is at the end when the student is writing a
summary sentence for the conclusion, they really write the topic senteai’se,

where they are clear and to the point, in the conclusion, but you want to put that in
the beginning. So English is kind of dumb, like you tell me what you think, you

tell me why you think it, and you tell me what you think again, that's kind of the
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formula, and | know sometimes students have trouble with that because it seems
So strange, it’s not like the way you were taught to write. For my Romance
languages, because | have some Spanish speakers in here, and | have an example
of this, you guys tend to do this [Jones pointed to the second diagram] and your
biggest problem is going to be the irrelevant sentences, going off topia)'#o yo
start on topic sentence, but then you will go kind of go off and some unrelated
connection and then you come back and then you go off the unrelated connect and
then you come back. ... So, that’s why it's not enough for you just to know
vocabulary and to know grammar, you can have perfect grammar and still get it
wrong because you're writing in your style, ok?

In the lecture, Ms. Jones not only associated writing models with thinking models, but

also asserted that there are different thinking models and therefore wigteégyasnong

speakers of Asian, Romance and American languages, with Americkespeore

direct in their thinking process and writing styles and Asian speakers moretiaahice

circular. As such, the students’ first language / thinking models were prdsettonly

as different from that of Americans’, but also as a “problem,” “uncleargl&évant,” and

“wrong”: “your idea of logic and MY idea of logic are not the same, and thattsapty

the biggest problem for students “; “if | write in Japanese, and | follow the aejem

of American thinking, I'm going to NOT do well”; “when the student is writing a

summary sentence for the conclusion, they really write the topic sentieaitewhere

they are clear and to the point”; “your biggest problem is going to be the imeleva

sentences, going off topic, so you'll start on topic sentence, but then you will go kind of
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go off and some unrelated connection and then you come back and then you go off the
unrelated connect and then you come back”; “So, that’s why it's not enough for you just
to know vocabulary and to know grammar, you can have perfect grammar and still get it
wrong because you're writing in your style.”

During my visit to the class, Ms. Jones not only delivered the “cultural patterns of
thought” topic as a formal lecture in the class, but also reminded the studdm@s of t
different writing — and thus different thinking -- styles among differeftices whenever
the class rehearsed the stylistic organization of an essay, as showroltothiad
excerpt:

Ms. Jones: Remember we talk about the way of thinking? [Ms. Jones drew the
diagrams that represent the cultural patterns of thought on the board.] Remember?
Students: Uh-hum.

Ms. Jones: The Asian one, so this is Virginia and this is everybody else, Ok?
Student: That’s you.

Ms. Jones: This is me. [Jones chuckled] So this one. Remember what we
were... I'm going to .. I'm going to chase the rabbit, which means I'm

going to go off topic, just for a minute. So, the way we think, Americans

tend to be much more direct in what they're saying as well as what

they’re writing, so we will stop chasing the rabbit, ok. Uh .. for Virginia

this is not such a big problem, but for everybody else this IS a problem

with writing an essay, and the reason it's a problem is because if you

notice that you're getting more and more specific and closer to the topic
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as you get to the en8o many times | have read students’ papers and the
last sentence in the conclusion is really the thesis statement, the main
idea. I'm like..WHAT! WHY is your thesis statement in the main idea, |
mean in the conclusion, why is your thesis statement in the conclusion,
because it needs to be at the beginning, ok? So, you wanna say your
thinking, give your reasons, say your thinking, and that’s kind of hard
for some people.

Ms. Jones’ lectures in the classroom implicitly transmitted to the students t
following message: in the process of acquiring the academic social l@ngiagd in
American classrooms, the kind of written patterns and thinking models that students,
particularly Asian students, were socialized into in their first langisg “problem” that
interferes with their learning of English. In impugning the “foreignnesshaf writing,
Ms. Jones also impugned the “foreignness” of their thinking, essentially seeing both not
only different from, but also in conflict with what is valued in American college
classrooms. Hence, Ms. Jones implied to students that in order to acquire the social
language valued in U.S. academy, learning to write as an American cstllielgat does,
ESL students have to abandon their cultural way of writing and of thinking.

Gee (2002) suggests that a Discourse is composed of not only distinctive ways of
using oral and/or written language, but also “of distinctive ways of benhgl@ng that
allow people to enact and/or recognize a specific and distinctive soctabyesi
identity” (p.160). My analysis in this section shows that, in Ms. Jones’ ESdratas, to

acquire the academic identity valued in U.S. academy, the students wereesbttahot
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only using the academic social language, which consists of distinctistytiganization,
syntactic structures, and vocabulary, but also acquiring a particular kinishkihg

model. Thus, to become a competent ESL user and a capable student in Ms. Jones’ Level
Four ESL classroom, the students were advised to drop their first language thinking
model.

In the following section, | will show that, in Ms. Jones’ classroom, Academic
Discourse embodied not only a particular way of communicating and thinking, but also a
particular way of enacting the student role.

Socializing ESL students into the student dispositions that were assumed to be
valued in U.S. classrooms.

As mentioned earlier, Gee’s notion of Discourse embodies not only language use but
also ways of acting and behaving. Ms. Jones attempted not only to mold the ESL students
into the social language and thinking model valued in the U.S. academy, but also to
socialize the ESL students who barely had a schooling experience in the U.S. to the
student behaviors and interactional dynamics that she regarded as valuable in U.S
college classrooms. Given this orientation, she repeatedly articulate¢ptetagion that
students coming to the class needed to be self-reliant learners responsitge fawn
learning. In my interview with her, when talking about the teacher’s role antuttenss’
role, Ms. Jones said:

| see myself as a facilitator and | do what | can to make the material

accessible to them, | do what | can to make my time accessible to them,

but ultimately they have to be responsible and they are the ones who
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have to do the work and do the learning.

The message that students need to be self-reliant in the learning pracess wa
communicated repeatedly in the classroom. For example, in a lesson in which Ms. Jone
led the students in reading a text that discussed a series of challendjest-tnaie
college students could encounter in their college life, Ms. Jones tried to deliver the
message that college students need to be self-reliant rather than dependirtgachtre
to deliver knowledge. The following is an excerpt of this lesson.

Ms. Jones: Who else can you go to or see when you get frustrated or confused?
Student: Teacher.

Ms. Jones: Teacher, teacher, teacher, teacher. | think | only talked to youo &b

far, come in and ask me question. That's I'm there Monday, Wednesday, and
Friday, that’s why | sit in my office and | work, just waiting for you to colive

have an idiom or proverb [Jones wrote on the board] “You can lead a horse to
water, but you can’t make it drink.” This is an expression we have, you can lead a
horse to water, but you can’t make it drink. You have to think like this, ok? So,
what does that mean?

Student: XXXX, so you have to in charge.

Ms. Jones: Right, right. So, you know, | can take my horse to where the

water is, but | can’t pour the water down into its mouth, and make it

drink, you know, | cannot cause it to drink, | can show it the water, | can

do everything possible so that the horse drinks, but | can’t make it drink,

right? So, for students we can use this expression because we have all of
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these things FOR you, and we TELL you about them, but | can’t make it

do it, ok? So, it's up to YOU to get the help you need. If you have

trouble with something, go and find out what you have trouble with.

Particularly before you take the test, ok? So, some of you, you have the

verb tense test and you didn’t do well on the verb tense test, so maybe

you should come and talk to me about verb tenses, right? Or what can

you do to improve. Or when | give you back your compositions, your

grade is bad, and then how can | make my grade better? So, it's up to

you. We say students are responsible for their learning, | can do some, |

have some responsibility, but you also have some responsibilitigraf? r

What else can you do to overcome obstacles?

The idea of being a self-reliant learner responsible for one’s own leamnittgs i
case initiating conversation with the teacher about self-identified probheassiot only
delivered in the classroom, but also instantiated in the course syllabus and in an
evaluation sheet that Ms. Jones used to assess students’ performance in theftiiedle
semester. In the course syllabus, Ms. Jones listed desirable student behat/gire
expected from her students, including attending class regularly and punculaitytting
homework on time, avoiding disruptive classroom beha¥jioever cheating and
plagiarizing, making contributions in peer/group work, and actively partiogpati
college-level class discussion. In the midterm evaluation sheet, Ms. Jonelseused t

following criteria to evaluate the performance of each individual student (em@sin

8 In the course syllabus, Ms. Jones defines disrefitehaviors include loud, rude, and/or aggressive
behavior, sleeping in class, or non-participation.
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original):

e Student isalways prompt and regularly attends classes.

e Student proactively contributes to class by offering ideas and asking

guestionsmore than onceper class.

e Student listens when others talk, both in groups and in class. Student

incorporates or builds off of the ideas of others.

e Studentalmost neverdisplays disruptive behavior during class.

e Student isalmost alwaysprepared for class with assignments and

required class materials.

These documents indicate that three major student traits were regaedsdratsal for
ESL students to present themselves as “students responsible for their fearning
attendance and promptness, being vocal and participatory in the classroom, and coming
to class with assignments done.

Of the three student traits valued in the class, being participatory and emgaged i
classroom talk was regarded as a particularly important student trait fohtss’ Level
Four ESL Block. When going through the list of desirable classroom behaviors in the
syllabus with the students in her first class meeting with the students, Ms. Jones
highlighted the importance of being vocal and speaking up in U.S. college classrooms

Ms. Jones: And then about active learning. Today is kind of like the first day, so |

talk the most today, but hopefully in the future | don’t have to, and so because this
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is a transferable course, 33A is a transfer level course, then you need to be doing
the class at transfer level, which is asking you to talk, ask questions, engsge, the
are important. ... Also most of the time, when we go over assignment, | will ask
you to go over stuff with your classmates. And if you don’t have your homework
done, and I’'m having you work in group, then you can't participate, you are not
able to share your answer, and there’s a reason | have you share your &nswer, i
you are able to explain why the answer is A when your classmatdsesayswer
is B, that means you understand it. So, being able to explain and talk about your
thinking, help you to understand, help you to do a better job.
The above excerpt shows that Ms. Jones regarded talking in the classroom as an
important indicator of students in charge of their learning and engaging in thadearni
process: “you need to be doing the class at transfer level, which is asking gtk &sk
guestions, engage, these are important” “; “So, being able to explain and talk about your
thinking, help you to understand, help you to do a better job.” Thus, in the classroom, |
observed Ms. Jones attempted to engage the students in classroom talk by directing
guestions to them or soliciting their opinion as shown in the following excerpt, which |
identified in my field notes as a scene that shows the typical conversational routine
between Ms. Jones and her students in a mini lesson. In this lesson, Ms. Jones had the
class watch a video clip entitled “An Ecovillage,” which described thstyife of an eco-
friendly village in Ithaca, New York. She then asked the students to iddwifgasons
why the residents of Ecovillage decided to become part of the community.

Ms. Jones: All right, what's one reason? Rachel, tell me one reason.
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Rachel: Uh, health environment.

Ms. Jones: Healthier environment?

Rachel: Uh-um

Ms. Jones: Ok, what makes the environment healthier?

Rachel: Uh, XXXX they grow flowers, and they .. they recycle for the enangy, a
uh..

Ms. Jones: Well, all those things were true, everything you're sayinggisand

that does make it a healthier environment, but the older gentlemen at the end is
the one who talked about the healthier environment, what does he say about it?
What made it healthier?

Rachel: Uhm..

Charlene: He said preventive medicine, like XXXX

Ms. Jones: Yes, preventive medicine.

Charlene: And less stress.

Ms. Jones: Less stress, right. So, what do you think a preventive medicine life
style? [long pause] What is preventive medicine? What does that mean, Cindy?
Cindy: It prevents from having sick or something.

Ms. Jones: So you get something BEFORE you get sick, right? So, you'tge goin
to prevent becoming sick. So, what do you think.. when you think of preventive
medicine, what do you think of?

Cindy: like vitamin C.

Ms. Jones: Vitamin C, ok, on regular basis you have to take vitamin C, what else
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is preventive medicine? [long pause] Ann, what else can you think of?
In a typical interaction with the students, Ms. Jones would start a questionndiretbi
a designated student, and commenting and elaborating on the student’s response, as
shown in her interaction with Rachel. Although, at times, students, such as Charlene in
this excerpt, chimed in the conversation voluntarily, Ms. Jones soon regained control of
the conversation by directing a question to another designated student, such as Cindy and
Ann. By initiating the topic and directing the floor, Ms. Jones was able to ordbedtiea
classroom conversation and engaged different students into a conversation.

In addition to engaging the students in classroom conversation, Ms. Jones frequently
had students work in group, asking them to complete tasks or discuss answers to
grammar exercise together. In group works, the students were encourageabowl
and discuss their ideas with peers. The following is a snapshot taking pladdsafte
Jones gave a lecture in PowerPoint slides to explain the grammatical nédpsrbéd
speech.

Ms. Jones: Now, you can take out your grammar book. [Students took out their
grammar book.] Look at practice 61, that’s page 124, ok? .. So, | want you to
work with your classmates and | want you to do that practice on reported speech
right now. Page 124, practice 61. So work together with a partner. [The class was
silent as the students working on the exercise. Ms. Jones first sat at her desk,
checking the students’ homework. A few minutes later, she started to cifttidate
classroom, observing the group work, and then made the following

announcement.]
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Ms. Jones: Work together, don't work alone, because you need to hear and
practice lots of talking. Try to talk about your answer and explain your thinking t
your classmates, because that's how you learn.

Ms. Jones’ assumption that being vocal and participatory in the classroom means
being a good student who learns reflects in part a belief shared by a lafdger mim
teachers in America that the primary means to increase student engagedeéegpen
learning is through classroom talk (Tateishi, 2007-2008). Such a belief, however, can be
in conflict with the linguistic behaviors of students from Asian cultures, who teseket
the teacher as an authoritative figure who holds the torch of knowledge andsdelioer
students, rather than relying on classroom dialogues to deepen their learning or
associating oral classroom talks with academic achievement (latitkv2000; Wang,
2006). In fact, their cultural upbringing prompts them to use silence as a segpettto
the teacher’s authority in the classroom or of politeness in allowing somiserane
opportunity to communicate their ideas (Liu, 2002).

The students’ cultural way of being student, however, was regarded as a pooblem t
Ms. Jones. Commenting on her experience of teaching a class of predominantly Asian
students, Ms. Jones said in the interview,

[Asian students] are usually good students, but in the classroom
environment, and that’s one of the things that we struggle with when we
teach ESL students who come predominantly from Asia, | think they’ve
just been so engrained that you sit there and let the teacher teach. ... So,

| think someone like Sheena would benefit more by engaging more in
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the class, but she seemed very passive.

Ms. Jones’ comments on Asian students reflects the model minority ster@otgnd996;
Chang & Au, 2007-2008), asserting that Asian-American students are devoted, hard
working, well-behaved, but quiet at school. Hence, while Ms. Jones acknowledged that
Asian students are generally “good students” who attend class regularkytenid s
homework on time, she also lamented that in the classroom environment, “they’ve just
been so engrained that you sit there and let the teacher teach,” evokingtaaehsian
students’ silence in the classroom indicated them as irresponsible learndonils saw
the students’ cultural way as a problem to struggle with in the classroom, aras als
indicator that those who seldom articulated their ideas or asked questions in the
classroom were passive students who didn’t engage in the learning processiedorkthe
didn’t take proper responsibility as students.

In sum, operating in the Academic Discourse upheld in this transfer-foclisge c
the curriculum enacted in Ms. Jones’ Level Four ESL Block embodied teaching not only
a distinctive model of language use and thinking seen as valued in the U.S. academy, but
also a specific way of performing the student role. In Gee’s wordshg isombination
of specific kinds of saying-being-thinking-and-acting that ESL studentsiméated to
enact. To get recognized as a “college student” at RHC and a “good student” in Ms.
Jones’ Level Four ESL Block, one had to represent oneself as an academic by not onl
acquiring a certain kind of language use, but also acquiring certain kinds of student
dispositions, some of which conflicted with students’ heritage cultural valuete Wost

existing literature on L2 students’ acquisition of academic discoursesf®cus
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predominantly on their acquiring distinctive features of academic writtelssBrajnd a
general set of skills and strategies for appropriating academic (®eg&sCanagarajah,
2002; Nam, Benedetti, & Kim, 2008 for a review of this body of literature), Gee’s theory
of Discourse allows us to expand this notion of academic discourse, focusing not only on
L2 students’ socialization as academic writers, but connecting this to tirgrtbmkers
and actors in North American college classrooms.

Nurturing the American cultural frame.

Transmitting the dominant cultural values of the target language andgstiapi
cultural/national identity of the target language in the process of leah@rgrget
language is not uncommon in many language classrooms (Baquedano-Lopez, 2000;
Golden, 2001; He, 2004). According to the notiosedond language socialization
learning a second language is not only acquiring the linguistic forms of the targe
language, but also a process of re-socializing into a different set of tuthunrzs and
social values, which brings transformation to one’s national, cultural or sociatieent
For example, Baguedano-Lopez’s (2000) analysis of discursive practicdsdtriaa
class composed of Mexican immigrants at a Catholic parish in Los Argleles that,
through linguistic interaction in the classroom, the teacher socialized thatsttmléhe
Mexican ethnic identity and affirmed their membership as dark-skinned Mexicdéhe
Anglophone society. Such identity shaping usually takes place implicitly ieihe
linguistic interaction in the classroom between the teacher who représeetgert of
the target language culture and the student the novice of the target langeia2@0G3).

Nurturing American cultural frames was a salient theme in the curriailivs.
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Jones’ Level Four ESL Block. Since the Block consisted of a three-unit coutedenti
“American Culture through Speaking and Listening,” developing students’andadral
language skills through discussion of American cultural and social isssesffwally
written into the course syllabus. During the semester, students were givarsvari
opportunities to learning about American culture through reading texts, watabings,
and interviewing native speakers of English. According to the courselsy/lidiese tasks
were designed to help students:

e Use fluent pronunciation, including correct rhythm, sentence

stress, thought groups, and linking.

e Demonstrate understanding of natural, fluent speech in movies,
radio and television programs, songs, and other recordings

dealing with or exemplifying American culture.

e Use paraphrasing and summarizing skills as well as reported

speech in the oral reports on American culture.

e Describe and analyze differing cultural views, way of life,
current events, and perspectives between the United States and

other countries.

The syllabus description indicated two curriculum functions of studying Aaredalture
in this class. On the one hand, in accordance with this Academic Discoursa)gtudyi
American culture was regarded as a medium to develop students’ languaderskills

communicating in academic settings, rather than in any other communicativgsset
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Therefore, the oral skills frequently used in academic settings, such emssaimg,
paraphrasing, and using reported speech, were highlighted. On the other hand, studying
American culture was described as a way to approach diverse culturacteespe

through “[describing] and [analyzing] differing cultural views, ways f&f, Icurrent

events, and perspectives between the United States and other countries”—a response t
RHC’s mission of creating a “learning environment that is technologica#lifenging

and intellectually and culturally stimulating,” and “[celebratinglyaamic community of
learners representing global diversity, ” as described in the collsgeomstatement and

ESL faculty recruitment advertisement respectively.

In the stated curriculum, the study of American culture was presemigg as a
medium for academic language development, and an approach to investigate different
cultural perspectives. However, in the classroom, | observed Ms. Jones attdmpting
socialize the students into American cultural frames (i.e., the maimstndéural norms
of the American white middle class), inviting them more fully to take on Amexialues.

For example, during my visits to the class, | saw the class watch the moveadrtext

about Seabiscuit, the racing horse. The following scene took place when Ms. Jones

explained the vocabulary “underdog” from the Seabiscuit story they read.
Ms. Jones: So, Americans were so excited over the underdog. Why do you think
that’s true? This is the heart of the Seabiscuit story, this underdog storyYoght?
saw the movie, so you know that Polar was an underdog, Smith was an underdog,
Seabiscuit was an underdog, the only one who isn’'t an underdog is Howard

because he has a lot of money, ok? What’s with the underdog story, why do you

125



think we like the story? Why is it so important to us? [long pause] Cindy, what do
you think?
Cindy: He, he, Seabiscuit was an inspiration for the people to become better, if.. if
they are given a chance.
Ms. Jones: Right, right, so, the idea with the underdog is if you're given a chance,
you can succeed. So, Americans have a very strong feeling of if | hase@ech
can be successful, if you give me the chance. So this idea with the underdog,
when you have people or animals who don’t have good chance to win, but yet
they win, and when they have a good story, maybe their life is difficult, and they
overcome many obstacles, so for example, ALL of you are second language
learners, you are underdogs in college, ok? Because you don’t have English as
first language, you don't have culture that will be in the classroom, so when you
go to college, you're an underdog. But ESL students do very well, because they
work very hard, so that’s the idea of the underdog story, ok? If you have lots of
money and private tutor coming to your house every day, then you would not
really be considered an underdog, but most of you were working, or you come
from working class family, you know, your parents were spending a lot of money
for you to come to school, that’s an underdog story.

In this conversation, using first person plural reference, Ms. Jones identifietf heran

agent of American culture (e.g. “So, Americans were so excited over thelagde.

Why do you think we like the story? Why is it so important to us?”), and invited the

students in effect to become “American” by associating themselveshaitiotion of the
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“underdog” who, in America, can succeed by working very hard-- “so that's taefde
the underdog story, ok?”. Through such discursive interaction, Ms. Jones not only drew
the students’ attention to a salient American cultural value, but also inviteddtaaapt
this value, to become “typical Americans” by fitting their non-Ameridacunstances
into this American underdog story.

In another class conversation, Ms. Jones attempted to transmit Amerticeai cul
frames to her students by implicitly suggesting that mainstreamigamezultural norms
were superior to or more desirable than those of other cultures. When theathaad
discussed a text on cultural diversity, in explaining the idea of cultural diveévsity
Jones juxtaposed the practice of American rodeo with the practice of Mdyacse
tripping, apparently to demonstrate differences in cultural traditions. Buthehéed her
students to perceive American rodeo as a more humane practice than Mexiean hors
tripping, not just a different practice, and the American perspective on humaalanim
relationships superior to the Mexican perspective. Following is an exceha of t
conversation between Ms. Jones and her students when discussing this topic.

T1 Ms. Jones: When we talk about cultural diversity we are talking about
having an understanding about different culture, ok? And having some
acceptance of different cultures. Now sometimes, that’s not a big deal,
ok? So, if..we are talking about .. So we have a large Hispanic groups in
the United States, southern California, particularly from Mexico, right?

We have lot of people are from Mexico. And cultural diversity would

say we want to understand their culture, we want to understand a little of
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T2

T3

T4

TS5

T6

T7

T8

T9

their heritage. So Cinco de Mayo is a big celebration, we have lots of
opportunities for understanding culture from food, dance, and music,
and that’s kind of the idea of cultural diversity. Now, there’s is a practice
in ... [Jones wrote “rodeo” on the board] Anyone knows what a rodeo is?
Students: Yeah.

Ms. Jones: What's the rodeo?

Student 1: horse striden?

Ms. Jones: The rodeo is they would jump and have a competition where

they might ride the cow, the bull, or they ride on the horse, like cgsybo

the American rodeo. Well, in the Mexican rodeo, one of the cultural

tradition is something that’s called horse tripping. So what the Mexican
cowboys would do is they have a wild horse running around and they
rode the horse on the front leg, so obviously the horse is moving, right?

And you're trying to catch it by the front leg that will be difficult to do.

But what'’s going to happen to the horse if you catch the horse by the

front leg?

Student 2: It's gonna fall.

Ms. Jones: It’'s gonna fall, ok? And from our little knowledge we have
about the race horses, what happen when the horse falls? .. It breaks its
leg. And when the horse breaks its leg, what happens to the horse?
Students: Got killed.

Ms. Jones: You have to kill it, ok? So, this is the cultural tradition within
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T10

T11

T12

T13

T14

the Mexican rodeo that they want to bring into the United States. Well,
horses are like dogs in the United States. You know, dogs are like we say
men’s best friend. Well, horse got that same kind of feeling in the United
States. Why do you think that’s true? ... Think about American history.

Student 2: Because of the history they had, the war, they go to places
with transportation.

Ms. Jones: Transportation, the whole idea of the west, right? So, the
tradition of horses in the east coast is very different from the tradition of
horses in the west coast. So, if you were to go and learn horseback riding
on the east coast, you don’t have as much western riding, the style of the
cowboy, you have more English style than you have around here. Here is
about western style, there’s a lot of romantic idea about the west and the
cowboy, so there’s a real relationship between the owner of the horse
and the horse, they’re partners, they communicate very well. So,
Americans see horses and dogs kind of the same idea. They're kind of
above the farm animals. But for the Hispanic culture, particularly in this
idea of the horse tripping, that’s just a sport to them. Or bull fighting,
what happen to the bull fighting?

Student 3: Killing them.

Ms. Jones: They ended up killing them, but what are they doing in the
bull fight?

Student 3: like stab with a sword.
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T15

T16

T17

Ms. Jones: They have a red cape and they have a sword, and they
continually stabbing the animal, right? And you don’t see that in the
United States. NO, NO, NO.

Student 4: kind of brutal.

Ms. Jones: It's VERY brutal. And so it’s not allowed in the United States.
Horse tripping for U.S. is also very brutal, because you're killing the
animal. If you see the American rodeo, an animal MIGHT get hurt, but
they do many things to try to protect the animals so that the animal does
not get hurt. And so when we go back this idea of cultural diversity, so
you have many Mexicans who want to bring that cultural idea into the
United States, and there’s a ka, ka, ka, resistance, because the Americans
say uh, uh, uh, uh, no, no, right? So, when you have cultural diversity,
some of it is easy to understand and accept, but some of it is like .. |
don’t understand that, | can’t understand that. So | CAN'T understand
why it’s fun to hurt an animal, and maybe have to kill the animal, or like

the bull fighting, | don’t understand that.

In turn one, Ms. Jones called on the students to identify themselves with her as

Americans in southern California, using the first person plural “we” to refeertself

and the students, and the third person plural “they” to refer to people from Mexico. Such

a linguistic move set a mood for the discussion that followed on the American rodeo

versus Mexican horse tripping, inviting the students to identify American rodeeo as

practiceand Mexican horse tripping #seir practice Furthermore, it potentially
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distanced the Hispanic students in the class (e.g., student 2) away from their ethni
identity by othering their own cultural practice of horse tripping.

In this discourse mood, Ms. Jones led the class to view the practice of Mexican
horse tripping as a brutal practice and suggested that animal lifereetiedtcarelessly in
Hispanic culture. In turn five to turn eight, Ms. Jones first juxtaposed Mexicag hor
tripping with the American rodeo. She then led the students to see the Mexican horse
tripping as an inhumane and cruel practice that not only breaks the legs of the horse, but
also causes the death of the horse. This notion was further reinforced in turngdwelve
sixteen when Ms. Jones led the students to construe Mexican horse tripping like Spanish
bull fighting, both practices being “VERY brutal,” involving “killing” and “contirllya
stabbing the animal.” At the end of turn eleven, she conflated Mexico horse trigging w
Hispanic culture, and denounced Hispanic culture for taking a brutal priloti¢erse
tripping as “just a sport to them,” suggesting that a careless attitude to f@mals
woven into the Hispanic culture.

On the other hand, Ms. Jones, representing herself as an expert on Ameudoan cult
used American rodeo to portray America culture as more humane than Hpéumie.
In turns nine to eleven, Ms. Jones, portrayed the American view of horses with positive
language, infusing the American perspective of horses with romantic siledsas
“men’s best friend,” “horses are above the farm animals” and “thereal @aelationship
between the owner of the horse and the horse, they are partners, they commuricate ver
well” and so on. Based on these romantic ideas of the American perspective sf inorse

turn seventeen, Ms. Jones defended American rodeo against Mexican horse tripping,
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depicting American rodeo as a practice that “an animal MIGHT get hurt, uddhe
many things to try to protect the animals so that the animal does not get hurtdhigls. J
not only suggested that American rodeo is a more civilized practice thanavidharse
tripping, but also established the contrasting values of human-animal relggionshi
between American culture and Hispanic culture. Furthermore, she conflatetiite
middle class American culture that she represents with the values tieat biall
people in the U.S. as she used “American” and “the U.S.” interchangeably in the
classroom talk. This premise allowed her to announce that some practices of othe
cultures, such as Mexican horse tripping, are not desirable or acceptabl&)is thar it
conflicts with the American values. In the five minutes classroom convarsMs.
Jones depicted American rodeo as a more civilized practice than Mexisarntingping,
and America a more humanitarian society than Mexico. The cultural waysesfca
were rendered as more desirable than the other cultural perspectives.

Although Ms. Jones occasionally showed interest in the students’ first language
culture in the classroom, such conversation usually was not brought into extended
discussion in the classroom or was marked as casually side conversatiored hoctiae
academic task at hand. For example, after giving a mini lesson on the use abcahdit
clauses, Ms. Jones asked some of the students to put answers to grammas exetfoese
board, and then went through the answers with the students.

Ms. Jones: [Read Mathew’s writing on the board.] “If | were fluent in Bhgli
would write a book.” “REALLY? [Ms. Jones spoke in a playful tongue and then

the students giggled] Ok~ What will your book be about?
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Terry: Ms. Jones. [Students laughed]
Ms. Jones: About me? [Students laughed out louder.] That will be a boring book.
Mathew: Uhm.. Uhm I'm going to write something about.. about my life in China
and the ..uhm .. the difference between my life in China and my life in the U.S.
Ms. Jones: Good, that will be interesting for people to read. Especially since
China is becoming more popular in the global stage. And then next one~ “If |
could see the future, | would do things better now.”
Although this conversation took place during a time of formal classroom instruction, the
students were engaged in a less serious discourse mood as Ms. Jones started the
conversation with a jocular tongue (e.g., “REALLY? Ok~ What yollir book be about?)
that incurred one of Mathew’s student peers to mock on his idea of writing a book in
English. Furthermore, even if Ms. Jones positively commented on Mathew'sibatult
experience and his first language cultural identity (e.g. “Good, thabeviliteresting for
people to read. Especially since China is becoming more popular in the glged),sta
she didn’t bring Mathew’s interest in writing a book about his bicultural experiatee i
an extended discussion, but veered away from this topic.
In another conversation taking place one day before formal class instrtastied, s
Ms. Jones asked Virginia about a practice of Hispanic culture.
Ms. Jones: Virginia, do you have a Quinceariera?
Virginia: Yes.
Ms. Jones: Yes, it’'s a question | have to check, because America maykentiffer

from El Salvador. Do people when they come to Quinceafiera, do they bring
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presents?
Virginia: Yes.
Ms. Jones: What kind of presents?
Virginia: Uhm~
Ms. Jones: My mother is going to a Quinceafera because my niece galk tavite
a Quinceafera, and my mother is like.. “I don’t know what do we do?” because
this is, you know, very cultural. Quinceafera, by the way, is the fifteenth birthday
celebration, and it's a big big party, almost like a wedding. It was United States
but I don’t know about El Salvador. So, the celebratidifteenth, right? and ..
Virginia: XXXX [Virginia seemed to recall the kind of presents she got.]
Ms. Jones: Some cultures, like the Jewish, they have a bar mitzvah, | can bring
cash.
Virginia: That sounds good, | think | like it better.
Ms. Jones: We got to find out what's the American Quinceafiera tradition becaus
it could be very very different. .. All right, if you brought me your journal, come
get your journal, so you'll keep working on it.
In this conversation, Ms. Jones recognized Quinceariera as a practice ofdisijtane,
and positioned Virginia, a Hispanic student, as an expert of this particutticera
implicitly affirming Virginia’s cultural identity -- “Do people wimethey come to
Quinceariera, do they bring presents?” “What kind of presents?” “my mother.isllike
don’t know what do we do?” because this is, you know, very cultural.” Nevertheless, Ms.

Jones also discredit Virginia’s expert position by stressing, at the bagiasiwell as the
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end of this conversation, that there’s an American Quinceafera, which could ndiffe
from that of El Salvador (e.g., “it's a question | have to check, becausecanneaybe
different from El Salvador” “We got to find out what's the American Quifieea
tradition because it could be very very different.”) Thus, although Ms. Jones did
recognize Virginia’s cultural identity and her cultural ways of lifegraall, it was the
American way of doing Quinceafiera that was brought to the center of their sairorer

The excerpts of classroom interaction presented in this section indicatierthegh
the linguistic interaction in the classroom, Ms. Jones attempted to nurturecame
cultural frames for her ESL students who are newcomers of the Americatysoci
teaching them not only to use English, and to focus especially on academic éisibotrs
also to think and act like Americans. As she implicitly touted Americaregashe was
also, implicitly, inviting the students to take on an American way of being, wleat Ge
would call an American Discourse or identity.
Conclusion

Gee suggests that identity is “being recognized as a certain ‘kindsohjgara
given context” (2000-2001, p.99). My analysis in this chapter shows that situated in the
context of the transfer-focused college, ESL curriculum was in conversatlothei
college’s value of facilitating academic transfer by cultivating E&ldents into capable
academics through helping them acquire Academic Discourse. Shaped by such
institutional values, a good student in Ms. Jones’ Level Four ESL Block was ptbgect
someone who acquires the academic social language and thinking model valued in the

U.S. academy, displays the student dispositions valued in the U.S. college clasatbom, a
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thinks with American cultural frames in mind.

In the meantime, the local process of identity construction in the classralzm is
shaped by the beliefs and values commonly seen in the broader U.S. societyotlaken-f
granted assumptions about ESL students’ first language cultures as a prolgamingl
English, about Asian students as silent model minority whose cultural waysmeme
conflict with American values, and about the association of classroom talktwients’
academic achievement all penetrated into the daily practices of tamolasand shaped
what it means to be a good student and a capable academic in Ms. Jones’ classroom.

Nevertheless, as literature in L2 socialization shows, although socitatimss,
such as schools, have the power to transmit and cultivate certain sociocultursbvaue
identities through linguistic practices in classrooms, as human agents, L2 Saaleot
always comply with such institutional goals. Golden’s (2001) study of adult Russia
immigrants learning Hebrew as a second language in Israel, fopkxdras shown that
although the school intended to transform immigrants from the former Soviet Union to
full members of the Israeli society, teaching them not only to speak, but alsokt@utlal
act like an “authentic” Israeli, these L2 students did not necessarily ctopattathe
teacher’s goal. Thus, the assumption that L2 students attend schools with thie goal
becoming full members of the target language community doesn’t aapals As | will
show in the subsequent chapters, the ESL students in Ms. Jones’ classroom were
simultaneously members of multiple discourse communities and they atréfessd to
the values and practices they participated in other discourse communities scisidle

to appropriate the kind of student and cultural identities that the school and the instructor
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invited them to take on. They actively negotiated and shaped these institutionally
expected roles. In the next chapter, | will depict how the ESL studentsddtddawing
from multiple resources and restrictions inside as well as outside thge;olieerpreted
their role as student and as ESL learner in a transfer-focused collegendamusiow the
focal ESL students aligned with and contested the identity into which the instructor

invited them to position themselves.
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Chapter 5
The Community College ESL Students
Community college ESL students are complex social beings. Their studery identi
usually intersects with the identities of their everyday life world—the kind of
sociocultural membership they are affiliated with outside the cotliegsroom.
Examining the social adaptation of nontraditional students in community collegks, su
as new immigrants, students with disabilities and adult students, Levin (2007) suggests
that we understand the college experience of nontraditional students wisisuingpéion
that “ 'college’ for students cannot be viewed or understood as the principal aryrim
community ... College is situated within the life experiences of students and the
environments they inhabit, as well as the community with which they interact on a daily
basis” (p.65). Indeed, for many ESL students in Ms. Jones’ Level Four ESL Block,
college cannot be viewed or understood as their primary community as it is footadi
college students. For example, most of the ESL students in the case-studyiidssed
with their families, located in ethnic enclaves, rather than in the college dotimsther
student peers, and rarely participated in social clubs or extra-curactildties on
campus as traditional college students do. In addition to attending college, cleases
of them worked for a substantial amount of time to undertake or share the financial
burden of their family. Several of them were married and had to struggle with the
dilemma of whether to priorities their identities in the family or schools&students
were members of multiple communities in addition to the community of the college

classroom.
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From Gee'’s point of view, Discourses are always multiple, and the different
Discourses that one possesses interact in complicated ways. In addition tm#rg pri
Discourse that one acquires early in home-based socialization, thereagseoér
secondary Discourses that one acquires within social institusoal,as religious groups,
community organizations, schools, workplaces, or governments. While some degree of
conflict and tension will almost always be present, for some people there arevadr
conflicts between two or more of their Discourses than there are for a¥ees. such
overt conflict or tension exists, it can deter acquisition of one or the other of the
conflicting Discourses. As Gee (1996) says, “true acquisition of mamstnaam
Discourses involves ... active complicity with values that conflict with one’s hante-
community-based Discourses, especially for many women and minorpi&g47{. For
community college ESL students, acquiring the mainstream school-basedifSesis,
theoretically, tension-filled because a different set of communicativeltoral norms
valued in their early socialization at home, previous schooling, and community-based
institutions may conflict with those promoted in the schools of the host society.

In this chapter, | argue that the community college students | studiedongsex
social beings participating in multiple communities and responding to divecseidiss.
They drew from the norms, values, and role expectations in their life world outside the
college to construct their college goals, respond to the kind of student identity tleey wer
invited to take on within the institution where Academic Discourse is the maimstesd
make meaning of their school-based language learning activities. That esthehil

students strove to appropriate the kind of student identity underwritten in the Academic
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Discourse, as human agents patrticipating in multiple discourse communitieslstney
attempted to accommodate their prior language and culture in the classroom ctymmuni
Their investment on learning ESL was selective and different languageveik
imbued with different meanings associated with the kind of student identity tiometia
which they desired to position themselves and the kind of membership they were
affiliated with outside the college classroom. In this chapter, | suggésiniherstanding
the community college ESL students whom | studied as human agents drawing from
diverse discourses to negotiate their school-based identities will help us msgete
their participation in school-based online language learning activitieslleaswie
multiple identities they enacted as they interacted with each other dnlihe. following
section, drawing from Gee’s notion of multiple Discourses, | will illusthate the
discourses that the focal students participated in their life world outsidelkbgec
shaped their college goals and their enactment of student identity at RHC.
Students’ Perception of Education and Future Opportunities

As discussed in the previous chapter, Academic Discourse is the mainstream
Discourse that is valued at RHC, and complicity with the Academic Diseaneans to
perform student identity in a distinctive way of saying-writing-being-aaidimg. In this
section, | attempt to understand the focal students’ perceptions of their studetyt identi
and the motivation that drove them to comply with/resist Academic Discdumegh
their perception of future life opportunities and perceptions of higher education in the U.S.

When listening to the focal students talking about their college goals, theatemtapt

to college life at RHC, and their future opportunities, | found their perception of
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education was in many ways under the influence of the socio-cultural icetigietook
on in their life worlds outside college. Thus, in Ms. Jones’ ESL classroom, while the
students were invited to take on an academic identity underwritten in the namstre
Discourse of RHC, they also managed to meet the role expectations irfehearlds
outside the college. In the following, I look into how the focal students drew from the
discourses in their life worlds outside the college to help construct their cgblate
and thus their student identity. | suggest that students’ adaptation to the kind of student
identity underwritten in the Academic Discourse were shaped by the peetaiions
and social practices they participated in their life worlds outside college.

Sudents with the academic goal of getting transferred.

For community college students, college goals might be getting transfeored i
four-year universities, getting credentials for vocational training io&gsion, or
getting basic skills remediation to fulfill life functions. Since, as inéidan the previous
chapter, RHC is known as a transfer-focused college, many of the students,at RHC
including those enrolled in Ms. Jones’ Level Four ESL Block, had the acadeahiofgo
transferring to four-year universities and getting a bachelor’s degreertNeless, their
motivation to do well at school and the value they perceived in a bachelor’s degree had
different meanings for students of different social and economic backgrounds.

For younger students who were financially supported by wealthy parents, the
aspiration of obtaining a bachelor’s degree tended to be tied to parental expgecta
Graduated from a renowned college-preparation high school in Taiwan but not

academically excellent in her prior schooling experience, Sheena, fopkexavas sent
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to continue her higher education in the U.S. by her parents, who were upper-middle clas
professionals in Taiwan. When asked about her college goals and future ldeaShél,
YC: You just told me in our previous conversation that after you finish the
study here at RHC, you are going to transfer to a four-year university.
Sheena: Yes, | want to transfer to a university. | like Physical Science
want to be a scientist. My parents also think it is a good career. ... If |
study in Taiwan, because of my (previous academic) grades, | can’'t go to a
good university. | can’t become a scientist. So they sent me to study
here. ... Now, my mother is paying for my tuition and life here. They are
expensive! So, | have better study hard.
Coming from a professional family, Sheena’s goal of getting a bachelegree and
becoming a science professional could be interpreted as, in addition to détidalf an
act of meeting her parents’ expectation, an obligation tied to the fact thattioer &unid
living expenses were costing her parents a great deal of money and in this sense
represented a sacrifice her parents were making for her. In a simila6aeah’s college
goal was tied to family expectations. Like Sheena, Sarah wasn’t acatlgraicellent in
China. She emigrated to the U.S. from China with her parents, who expected their
daughter to “have a good education.” When asked about her college goal, Sarah said,
Sarah: | plan to go to a 4-year university, but | still don’t know which
university | will choose.
YC: And do you know your major, which area will you probably pursue?

Sarah: Probably business because my family is running a business, they
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open a company about accessories. So, | can help them.
Sheena and Sarah’s perception of education as a means to meet parental expgectations
not uncommon in the literature documenting Asian immigrant students at U.S. schools
(see Lee, 1991; Lee, 1996). According to Chang’s (2003) narrative history of Chinese
Americans, in the last decades, a large number of immigrants from Chinan;Taivda
Hong Kong were professionals or from families with high social and econortus sta
their homeland. Sparing their children from the cutthroat academic competithgirin t
homeland was often cited as the most popular reasons for Chinese emigransito atte
U.S. schools, along with achieving economic success and avoiding the political
corruption or instability of their homeland. Coming from upper-middle class &snili
who were willing to pay for expensive tuitions and living costs or endure the diffgulti
of emigration in exchange for a better education of their children, Sheena and Sarah
perceived earning a bachelor’s degree in the U.S. not only as personal grouith or se
advancement, but also as a reward to the sacrifices their parents had made, for them
showing a sense of being “in debt” to their parents when talking about their life in the
U.S. and college goals.

YC: It must be difficult for you to leave all your friends and relatives in

China and move to the U.S.

Sarah: Yes, especially for my parents. | think they made a very big

decision. It is also a turning point to them, because their English is bad,

especially my mom. She can’t understand English, totally can't sitaohe}.

The only purpose they are here is for me and my sister, | mean they give
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up so much just for our education.

Notably, Sarah and Sheena both mentioned their parents when speaking of their
college goals and their life in the host society; their sense of self app@cstiyn
shaped by the Confucian cultural values which highlight the place of family in an
individual’s life and stress paying back the benevolence of the parents asitherhas
of filial piety (Gao, 1996). In that sense, the Discourse valued in their home conmasunit
drove them to appropriate enthusiastically the academic identity reflected b
appropriating Academic Discourse in Gee’s sense of the word. For exdoiblief them
were observed to spend much of their time after class in the LearninggAssi§ienter
to complete course assignments or see tutors for help. They also voluntaigchsor
me several times, asking me to help them edit their course essays atdawadnts of
transfer requirements, and were curious about how | overcame the lingangstoltural
barriers in the university. In addition to Ms. Jones’ ESL class, they also taok ma
academic courses, such as Math and Biology, to get transfer-ready. In M&cld@ses
they were observed to attend the class regularly and submit course assignmaergs on t
Although both of them were brought up in a heritage culture that stresses students’
obedience to teacher’s authority and therefore seldom actively bid fibodhéo talk in
the classroom as Ms. Jones expected a good academic student does, when prompted to
respond to Ms. Jones’ questions, they usually did not deviate from the acadensiotopic
the interactional routines that Ms. Jones orchestrated, as the followingteafe
classroom discourse show.

Ms. Jones: What can you infer about the relationship about people to nature? ..
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Sarabh.

Sarah: Um.. they accept things that happen.

Ms. Jones: They accept things that happen instead of trying to fight them, ok?

Students: Um hum

Ms. Jones: Good. What else about nature? .. Ann.
Even when they were not able to respond to Ms. Jones’ question correctly on the first try,
they were able to do so in the subsequent interaction, presenting themselves as
academically capable in the classroom -- as shown in the next excdgsssbom
discourse.

Ms. Jones: What's ANOTHER reason? .. Sarah, what was a reason?

Sarah: Uh.. preserving the land and having house.

Ms. Jones: Um.. No, that's not a reason that they gave. .. That's true, that happens,

but that’s not one of the reasons that one of those people gave. ..

Sarah: Uhm~ they can share things like..lawn mowers.

Ms. Jones: Ok, they can conserve and share. Conserve resources and share, like

the lawn mowers.
In the above excerpt, while Sarah actively presented herself as amacdiyecapable
student by voluntarily giving Ms. Jones’ question another shot, Ms. Jones not only
allowed her a chance to do so, but also elaborated on Sarah’s idea in her congment (e
“Ok, they can conserve and share. Conserve resources and shahe, léwet mowers.”).
Such an interactional pattern corroborated Sarah’s identity as an acaltiecapable

student in the classroom. As such, Sarah and Sheena appeared to be willing to invest in an
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academic identity both in and out of the classroom in order to achieve their calédge g

of getting transferred. In Gee’s words, the young wealthy Chinese stuidentarah

and Sharon, drew from both the home-based Discourse and the dominant Discourse of
the college to enact their student identity in the classroom. Thus, while takihg
academic identity, they were also aligning with their cultural normsllifdftheir social

role as daughters in the family.

Seeing school success as a way to repay familial sacrifice, not nmeaelyod self-
advancement, is not unique to immigrant students of Confusion heritage culture. For
example, Suarez-Orozco (1991) found similar psycho-social motivation among recent
immigrant students from Central America, who associated education watttglar
expectations and future life opportunities, and therefore strove to do well at school.
Nevertheless, my study shows that the socioeconomic status of immigrantstude
appeared to play a role in shaping the students’ college goals and experience. For
example, Virginia, who emigrated from El Salvador in escape of the poor eiconom
conditions and social violence of her homeland, appeared uncertain about her college
goals and had to struggle with the work-school dilemma.

YC: Why do you come to RHC, what is your goal, what is your plan?
Virginia: | would like to get an associate degree or maybe transfer to a
university, but sometimes | feel it’s too hard, too difficult. ... Sometime |
feel like I'm dreaming too high or something. Sometimes, you know, the
self-esteem .. sometimes the self-esteem is not enough. Also I'm thinking

about to work because of the money. Most of the time, it’s very
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important. ... | saved some money for the years that | didn’t study, and |
pay for my own tuition, but if | need some money, [my father] will lend

me the money, he’s good. Also, I'm working because | want to bring my
mom here, and | need to show | can do a job and | can help her, to bring
her, you know, to have that record to show that | can pay tax and
everything.

YC: Is it hard for you to work and study at the same time?

Virginia: Yes, it's hard. The hours that | spend working, | could use them
doing my portfolio or resting or something, so | feel better to come back to
do more homework. Yes, it's difficult.

Unlike her wealthy young student peers who were financially supportediby thei
parents, Virginia’s college goal and student identity were shapedadny alifferent
socioeconomic background. Getting a higher education was not a privilegergnaigVi
was born into, but something she had to work hard to earn. She had the goal of getting an
Associate degree and even of transferring to a four-year university, butaheiél
constraint and family history prevented her from “dreaming too high,” and s$hidel
goal of getting a bachelor’s degree too hard to reach. As such, Virgioli@ge goals
and experiences were highly socio-culturally embedded. On the one hand, in alignment
with the U.S. Discourse about college and success, her cultural norms prompted her to
perceive a higher education degree as a means to develop skills for a professiorl job a
bring financial security. She, thus, strove hard to align with this Discoyrse

appropriating the academic identity valued in RHC: she was seen to attend clas
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regularly, submit homework on time, and achieve high grades in Ms. Jones’ class.
Although | seldom saw her articulating her ideas voluntarily in Ms. Jones; tlasce

heard that Ms. Jones told the class that if they needed a good writing exanyple, the
should “read Virginia’s summary, it's good.” In addition to ESL coursesjiaglike

Sarah and Sheena, also enrolled in many other academic courses and courses aesigned t
help first-time college students develop study skills and adapt to academi@dithe

other hand, financial constraints and family duties became overpowerahgnisun

acquiring the academic identity that RHC attempted to socialize her mdrdinia said

in the interview, her work and family duties had interfered with her school work.
Although I saw her a few times studying in the Learning Assistance rCsinéeusually

had to leave the college by noon for her afternoon work or house chores. When many of
her student peers tried to book as many office visits as they could with Ms. Jonés to edi
their final course essays, Virginia could only afford one office appointment vath M

Jones on top of her course hours and work schedule.

According to Gee (1996), while some degree of conflict will be present in the
Discourses that one participates in, for some people there are more ovetsconf
between two or more of their Discourses than there are for others. When ovéct confl
exists between two Discourses, it can deter acquisition of one or the other of the
conflicting Discourse. Thus, Virginia was caught in overtly conflgiiiscourses and
one of them was severely interfering with the acquisition of the other. While she
perceived appropriating an academic identity would advance her future lifdwoppes

in the U.S., she also had to respond to the socioeconomic constraints in her life world
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outside college. Despite her working hard to reach her college goal and aperiyariat
academic identity, at the time | drafted the manuscript, | heard frorhearfotal student
that Virginia drop out from RHC for unknown reasons.

In addition to parental expectations and socioeconomic conditions that ESL students
have to deal with in their life worlds outside the college, gender exmectdtthe
students’ home community can also affect ESL students’ college experieesegelher
intention of getting a bachelor’s degree, Charlene, a married female stfitl@anty-six,
was reserved when talking about her college goal of getting transferred.

YC: So, what is your goal here?
Charlene: My goal, | just want to get an AA degree for now.
YC: So, after that, do you intend to transfer?
Charlene: Um .. | .. I want to transfer, but because of my age, | don'’t
know.
YC: Because of your age? Why is that a problem to you?
Charlene: Because now | am still working, so | might need a longer time
for my AA degree. So by the time | go to the university, | might be 30
years old. ... Because | don’t want to go to school if | have kids, any kids.
And people say it's better for you to have kids before 30, so | try to
complete my study before 30.
When | asked why she hesitated when telling people about her goal of obtaining a
bachelor’s degree since she had proved herself a competent student by maintahing a

GPA in her transcript, she said,
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IR %3k R4 £2bachelor’s degree FAAqE T HCREIM, K& %.. Bl
TEREIE T, ARNRIRBL R SAGARIRAVEERS, AR ETR I A S8,
AT LA R IR N F b B8 kit 2 & —HAA degreest i T, 14
TS USSR AL AR BR G = A N AF28 = BEREAS, FA 1At
Y, PR TS h B A R, TR, T e
degreef “E, (I really would like to get a bachelor’s degree, but | feel

ashamed if | tell people about it and can't reach the goal eventually.
Because | am married.. and because of my age, | feel I'm at a staaler t
than everybody else. So, | just tell people that an AA degree is good
enough for me. Because my mother and sisters all tell me it's better for a
woman to get married before 28, considering things like giving birth. But
when | saw their life centered around their children after they gave birth, |
told myself | don’t want to be like that. | want to get the degree before |
give birth.)

It appears that gender expectations of immigrant women’s home communities ca
commonly affect their learning experience at school. For example, in addtteipale
Portuguese ESL students, Goldstein (2001) found that, expected to prioritize theasroles
housekeepers, wives, and mothers over learning English at school, the female Bertugue
ESL students were restricted access to attend ESL class at schdwrlen€’s case, the
home-based gender expectations of women getting married at a “de'sagdland the

responsibility of child care sharply interfered with her sense of cofjegks as she was
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uncertain about her college goal and unconfident of whether she was abléntbereac
goal (e.g., “l want to transfer, but because of my age, | don’t know.” “Because | a
married.. and because of my age, | feel I'm at a slower track than evemfisedSo, |
just tell people that an AA degree is good enough for me.”)
To counter against the gender discourse valued in her home-based community,

Charlene had to work extra hard in order to align with the academic ideaitiigd at
RHC. At the time we met, she not only had completed many academic courséh to ful
the transfer requirements, but also had maintained a 4.0 GPA in those courses. In Ms.
Jones’s class, she took as many opportunities as she could to present herself as an
academically competent student, such as going to Ms. Jones’ office hours éer @avi
improving her English, attending class, and submitting homework on time. In the earlie
academic term, | noticed that Charlene, like her Chinese peers Sarah amal Sélelem
voluntarily spoke up in the classroom unless she was prompted to do so by the instructor
as shown in the following interaction taking place on March-18e third week of
instruction

Ms. Jones: All right, next question on page 26 was “complete the following

statement with expressions to ask about alternatives.” What did you put for 3A ?

[long pause] Charlene, what do you have?

Charlene: If | can't take the placement test on Friday, will it be podsiltéke it

another day?

Ms. Jones: Good, then next one, for 3B, Sarah, what do you put for 3B?

Nevertheless, when Ms. Jones commented that Charlene “rarely contribuéss toyc

151



offering ideas and asking questions” in the mid-term evaluation, Charlene, who sai
the interview “I just don’t feel comfortable speaking in the class. | thinknbinsupposed
to talk too much,” stepped outside her comfort zone and started to speak up in class.
When speaking in the classroom, she always adhered to the academic topic at hand and
was responded to positively by Ms. Jones. For example, when Ms. Jones wasa giving
lecture on how to convert direct speech into indirect speech, using the examples she
wrote on the board (e.g. “He will come” changes to “He said he would comé.” “Al
tickets must be bought in advance” changed to “He said that all tickets had to be bought
in advance”) Charlene raised her hand and asked a question.
Charlene: When do we need to add “that™?
Ms. Jones: Uh, “that” is optional in a noun clause. Ok, so that’s a good point.
Sometimes, | have it and sometimes | don'’t. .. Um, she’s talking about optional.
So, if it helps you to remember you're singling a noun clause. So, a noun clause is
a group of words with a subject and a verb that’s acting like a noun. So, in the
sentence, noun can be the subject of the sentence or can be the object. So, here,
it's acting as the object, right? “He said”, what did he say, “he would”. Mow,
can use the word “THAT” to indicate the beginning of the clause. So, he said
THAT he would come. And here you could say “He said all tickets had to be
bought in advance.” It's optional. Ok? But that's a good thing to point out, thank
you.
In the above interaction, to appropriate the academic identity promoted by MsinJones

the classroom, Charlene not only had to deviate from the proper student behavior valued
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in her heritage culture—listening and abiding to what the teacher says--byavibjunt
initiating a topic in the classroom, but also raised a question that was retetfant t
academic topic at hand. Her academic contribution was corroborated by Ms.slehes a
not only complimented Charlene’s idea (e.g., “that’s a good point” “that’s a bouagltd
point out, thank you”), but also turned Charlene’s question to a contribution that
deepened the class’ understanding of the academic topic at hand by directing ¢he whol
class to Charlene’s question (e.g., “Um, she’s talking about optional”) and addrbssing t
guestion explicitly to the whole class. Hence, while the gender expastati her home
community were a strong influence on Charlene’s perception of whether sheb&ould
able to achieve her academic goal, these influences were intereatsgpyropelling her

to work harder in the moment in order to get recognized as a good student and get
transferred to earn a degree before her “biological clock” ran out. A§1G86) says,

“true acquisition of many mainstream Discourses involves ... active complitity

values that conflict with one’s home-and community-based Discourses, dydecial

many women and minorities” (p.147). Thus, Charlene, a female minority student
participating in two competing Discourses, worked extra hard in order to atlugiire
mainstream Discourse of RHC.

Although the goal of getting a bachelor’s degree can threaten the gender
expectations of her home community, Charlene’s persistence in taking on aniacadem
identity can be understood from the value she attached to the higher education she
received in the U.S. Like the other focal students, Charlene acknowledged that a

bachelor’s degree could advance her future career and increase her inchaqes Rere
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important than the instrumental value, Charlene perceived a sense of tina cult

approbation that a bachelor’s degree would bring her. She said in the interview,
Gz AP BRI BB AN ARGE, B S sk BBE, B 2 hmiE
BEFTIOERR, AGGHEHTE TSR E, e e B,
HESRAMAMTE FRARSF, ABJE b iEahambl, MMaa R L ., W]
REAEIE A 2 T Ak degree AT AFRsE —EARAREL,  [KIZF5EM5

fEE At E, degreel AR RIR M, KA LRl MARERE,

it

diploma@ R &, IRFkKIE BB Sdegree i BRI, BIBEZ A

A master, PhOWmiE, FeoUIk, ohitht 2 A masteftERY, .. SRELIREA
paneEI, FRFESRZ M ERARE, HErOAZ2RMEERA LEess

N —FER, K2R % ERER AT LB BIR SR L R, HEs
IBHH. (I feel embarrassed about not being able to finish my

undergraduate education. Some of my high school classmates were not
economically affluent, they had to work, they were pregnant and had to
work part-time. It turned out they finished undergraduate education, but |
didn't. ... They were nice to me when we got together. But when we
talked, they all had a university life to talk about. Maybe | never have a
bachelor’s degree, so | really want it badly. | think a bachelor’s degree is
very common in the society. When | was a little girl (in Malaysia), a (high
school) diploma was common. But when | came to the U.S., | found a

bachelor’s degree is common. Many people have degrees in masters or
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Ph.D. My husband and his sisters all got masters. ... Then when | started
to go to college, | found going to college acculturates people and makes
people more knowledgeable. That makes me feel like I'm different from
people who have never attended college. | have learned so much at
college.)
Charlene’s perception of higher education reflected the value of education in
Confucian society, which venerates book learning as a worthy goal iranskl|f
honors scholars as the highest social hierarchy (Chang, 2003; Wang, 2006). Thus,
in Confusion heritage culture, education represents not only the path to skills that
bring financial security or success, but also social status as well askult
approbation. For Charlene, attending college advanced her social status and
acculturated her into certain dispositions that make her a member of tHe socia
networks surrounded by family members and friends of degree holders. Hence,
Charlene was willing to transgress the gender expectation of her home coynmunit
to pursue a bachelor’s degree for she perceived not only the monetary value but
also the socio-cultural values attached to the degree.

My analysis in this section suggests that, under the influence of their heritage
culture, students who enrolled at RHC with the academic goal of getting
transferred to four-year universities perceived attending RHC as a pdthwa
obtain the values conferred by a degree in higher education in the U.S. Hence,
they enthusiastically appropriated the academic identity undemvittiéne

Academic Discourse, even if such apparent complicity might have codflictie
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their home- or community-based identities. Nevertheless, as | will shatem |

when | discuss the students’ ESL learning experience in Ms. Jones’ classroom
their appropriation of an academic identity was not without negotiation.
Furthermore, rather than forming a collective college experience ufiergs

with academically oriented goals, the values they attached to higheriedwsat

the tension that they had to struggle in order to acquire the mainstream Discourse
of the college were not all the same, but were shaped by the social idemtities i
their different life worlds outside college.

Students with non-academic goals.

Since community colleges are recognized as legitimate sigesrénuing
vocational training and community education, some of the students in Ms. Jones’
class did come with non-academic goals, such as advancing professiosal skill
and polishing language skills for daily literacy. For example, Vincent, an
international student who previously worked as a graphic designer and film editor
in China, clearly enrolled with a vocational-oriented goal of advancing his
professional skills. At the time we met, Vincent had finished a certificate
graphic design from the Art Division of RHC and was trying to fulfill the Galner
Education courses required for an Associate degree of Art (A&dpfyom RHC.
Vincent's goal was to fulfill these requirements as soon as possible so that he
could get hired in the U.S. job market or in his economically rapidly growing
homeland—China. He perceived the academic courses required in General

Education, such as ESL, math, history, and biology, as simply a requirement that
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wouldn’t really advance his vocational skills. When asked about his goal at RHC

and future plans, Vincent said:
YC: R AIAELL = — FARTERHCHIF &A1 E? Sh & VR A Wi,
IRk & 24— {# AA degree. (Could you tell me what your goal is at RHC?
You just told me that you would like to get an AA degree, right?)
M: %, B EASHE AR, IE. .graphic desigit certificate kS 52k T, T
BERE 2l general educatioftiR 52T 1, M HZEPR, K2
ERFAR A T HARLEERAHG . B K. b e B R AL RN A
HE B, (Yes.Um.. | have completed a certificate of graphic design.

Now | just have to finish the required courses for General Education. |
have to finish them soon because the tuition is expensive and those
courses seem to .. they don’t seem to .. enhance my occupational skills

much.)

YC:9R1#%, &52degree” # /Kt & ~(So, after you get the degree, you
will~)

Vincent: 2 & N RAE LB B TAEE Hl— T, BEEEEEY, &
BI BB @0 e, edn - TAEREER, 2 % Tk Bl R4
TAE. BTG . Luig i ¥, (After | get the degree, | will try to get a job
in the U.S. I regard it as an internship and | can accumulate some work

experiences in the U.S. Then, | will return to get a job in my homeland. ..

In this way, it will be easier for me.)
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As a matter of fact, in addition to attending classes at RHC, Vincent alkedvas a
freelance graphic designer as well as a part-time art teach@hifogse ethnic business.
These work experiences outside college reinforced the satisfactiamniegl gom an
identity as a professional artist. Given his vocational-oriented god@t Rincent
commented on his experience in Ms. Jones’ class as the following:

Vincent: * G EFREFDIERIE,, ForeARMERRASMT,, an SR —E

AR H PRI, Bk v AR BRI A 2, S Jones

i
s
it

MER, ELELhAR, EIEAF. M HARAE * se ek, (EJRAR

=

B A B A S S AR, ERERR T

=11113
P

CEAG, RS
PRAYEE,, FRESMIZ AR * AURFEY,  (Um.. | think the

homework, | think the homework is fine for a student who just focus on
Ms. Jones’ class and on learning ESL without taking care of other course

work. But for students who have to take other courses, | don’t think they

will have enough time to devote to Ms. Jones’ class.)

YC: BRI S WE? (What about you?)

Vincent: #3m s, WA T, WRFALIFEIHFER, b

BRT Jones ZAMINRAHIER T AN, A ATREIE MRREH e = A91R

e, (BRBITER R % passE iRt 4 T, (It's too much for me. If |

don't have to take the other two vocational courses on top of Ms. Jones’

class, Ms. Jones’ class might help me to improve my English a lot. But

now, | just want to pass this class.)
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It appears that Vincent prioritized the development of his vocational skillshever t
development of academic skills, such as learning English for academigwie
expected that his college experience in the U.S. would advance his professianal skill
carrying the instrumental value of getting a better job and gaining finatamlity in the
future. Furthermore, similar to his other Chinese peers, Vincent perceiveddbléege
degree and work experience earned in the U.S. could have the symbolic value in the
westernized China, which gives higher social status to people who study in English—
speaking countries, such as Britain or the U.S. In fact, in China, there is a ggoaipg
of social elite referred as “sea turtle”, which is a pumaivai guilai, meaning “returned
from overseas” (Liu & Hewitt, 2008). Drawn by the rise of political influence and the
economic boom of China, those who studied and worked overseas are returning to their
homeland. Their identity as “bridgemen” and “modern citizens” usuallgdatgs them
as social elite in a rapidly westernized China. For Vincent as well as ehamg/Chinese
peers such as Sarah and Sheena, a better future didn’t necessarily lie.B fhieeU
better future might lie in his homeland where his education and work experience in the
U.S. not only could earn him a decent job, but also could assist him to climb up the social
ladder.

Given his perception on future opportunity and his vocational-oriented goal, the
Discourse that Vincent participated in within his life world outside cellegs in overt
conflict with the mainstream Discourse of RHC; therefore, he had to push abainst
Discourse promoted at RHC in order to maintain his own sense of who he was as a

student. He was conservative in complying with the academic identity that Ms.wase
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trying to shape, and, as he said in the interview, he just wanted to engage enough to pass
the class. In Ms. Jones’ Level Four ESL block, he was observed to be late or i@sent f
the class many times and submit homework late for obscure reasons. He wasnukewa
about advancing his academic writing skills and even got caught asking one of his
English-speaking friends to “help” him too much on his writing assignmentsough |
observed him speaking up actively in the class, he frequently evoked in the clasara jocul
and non-academic mood rather than an academic one or a deepened understanding of the
academic topic at hand. For example, when the class read a text ehi#tetlifig
Culture Shock” from the textbook, which described the different stages of cultgle s
that ESL students might go through when living in another culture. Ms. Jones used a
married couple’s transition from the honeymoon stage to the fighting stage resl@yya
to the different stages of cultural shock that foreign student might go through.Méhile
Jones was speaking to the whole class about the quarrels and fights that coaples
might have after their honeymoon stage, Vincent engaged a few of his Chiaesatpe
his table in a side-note on the academic topic discussed at hand.

Vincent: [speak softly to his student peesPA 3k & 45 [FlJE L4 (That's why |

think couples should live together before they get married) [students at his table

laughed]lFl &% SCEEE = (How do you say that in English?)

Mathew: < %13E (I don’t know.)

S1: FIRESE live together (It might be “live together”) [the group laughed louder]

Vincent: = — F * — | (Look it up, look it up in a dictionary) [Vincent tried to

look it up in his electronic dictionary]
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As Vincent engaged a few of his peers in a playful mood with a mix of Chinese and
English that deviated from the academic nature of the topic that Ms. Jonesgyeasng
the class in, their laughter drew the attention of Ms. Jones, who attempted tinttent
and her peers’ jocular mood into a teachable moment in the classroom.
Ms. Jones: What are you looking at, Vincent? [the class laughed]
Vincent: Uh, uhn, the word.
Ms. Jones: Which word?
Vincent: Uh, uh, .. about a couple, .. uhm.. before married, before they get married,
they live together. [the class laughed out loud]
Ms. Jones: There’s no word, we have no word for that.
Vincent: Oh, really? Nothing like they live together? [the class ladiglven
louder]
Ms. Jones: Well .. actually~ [Ms. Jones wrote on the board “shacking up”]
Shacking up.
S2: What does that mean?
Ms. Jones: This is a term, um, | happen to.. | like to listen to talk radio, not music,
but talk, and one of the them I listen to, the person on the show, she believes that
you should get married before you live together. She is a strong believer, of that
which is many Americans, uh, when | said many, that’s not necessaril{true.
because many sounds like 70%, that’s not true, it's more like 30 or 40% might
live with the person before they get married. Now, in her term, it's called

“shacking up.” [students chuckled.] Now it’s a slang term. You're shacking up
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with someone, you're pretending to be married, but you're not married. And so, a
little extra information for you.

As shown in the above excerpts of classroom talk, using Chinese, Vincent, first,
drew from his ethnic cultural identity to engage a few of his Chinese studesitpeaa
exchange that strayed from the academic topic at hand. Seeing Vincéid pedrs’
interaction as playful and disruptive, Ms. Jones attempted to turn their jocular nmod int
an academic mood (e.g. “What are you looking at, Vincent? “Which word?” “Bheoe’
word, we have no word for that.”). Nevertheless, Vincent's subsequestion (i.e., “Oh,
really? Nothing like they live together?”) overturned Ms. Jones’ acadeyarcla and put
the whole class into a jocular and non-academic mood. Pushed by \dropagstion, Ms.
Jones referred to a radio talk show to introduce “shacking up” as informglusgage
rather than formal academic vocabulary, and commented on her response to Vincent’s
guestion as “a little extra information for you,” that is, off the main acadtpic. Thus,
while Vincent did attempt to perform his student identity by participatnesngaging in
classroom talk as Ms. Jones expected, his participation frequently displayed i
playful student who responded with little regard to the academic task at hhed. W
asked to comment on Vincent in the interview, Ms. Jones said,

| think [Vincent] is also a less academic individual. He’s somebody who wants to
engage more, but struggles with the vocabulary. | think he is going to be in
trouble in the next level. ... He’s got some good ideas, and some of his ideas in
some of his essays were pretty interesting, but he couldn’t communicai it, a

defend it or support it adequately, and | think that’s going to get him into trouble.
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Hence, although Ms. Jones regarded Vincent as a student “who wants to mogaye

and who has “got some good ideas,” she also commented on him as someone bound for

trouble in an institution that values the Academic Discourse that fits annaicade

trajectory — even though as in the excerpt above, he was indeed developing kis Engli

vocabulary and making some effort to do so, such as wanting to look in a dictionary.
Vincent's partial compliance to the academic identity underwritten in the

college and classroom was shared by his young Chinese peer, Mathew, who

appeared to prioritize the goal of developing English for functional litevaesy

academic transfer. When asked about his college goals, Mathew said,

YC: Then what is your goal here?

Mathew: My goal is, first of all, polish my English skill, and secondly, I'niniy
to.., you know, to decide my major, and..if | could, I think I will transfer to

another university.

YC: Ok, so your goal here, do you want to get an AA degree?

Mathew: AA degree.. | don’t know .. but maybe.

YC: Maybe?

Mathew: But not now, | don’t even think about it. Right now my goal is to

improve my English skills.

YC: And trying to transfer to 4-year universities, or?
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Mathew: Right now is just only try to improve my English skill and decide my
major, that’s it. Because English is the most important thing now, you cannot live
in the United States without Englishtis 7. —Bf##(When you start your life

here,) the requirement is English skills, right? | don’t think | am going yoirsta
the Chinese community forever. I’'m going to move to another state. I'm
planning .. like maybe after | transfer to university. | don’t think | aimg to
stay here forever. So, | want to improve my English.

Although Mathew did not exclude the possibility of getting transferred to a
university in the future, he did not appear to be enthusiastic about getting himsglf read
for such transfer by taking transfer-required courses as the other tiamsherstudents
did. Since registering at RHC three years before, he took only ESL ceutisest
attending any other academic courses to fulfill the transfer requirenv@hile | spent
much time after the class in the Learning Assistance Center int@rgier tutoring the
students and typing my field notes, | seldom saw him studying or counselirgthee.
Sarah and Sheena even commented on him as a “weird guy,” who vanished from the
school right after class. In an untaped conversation, | asked Mathew whgrtietdleen
action to get transfer-prepared since he was 22 years old. Mathew told méthagtal
his parents expected him to go to a university, he was debating about it. In fpaitdok
more satisfaction from his leadership role in a church located in the Chinese ethni
community and said that he might consider devoting himself to a religious. Giresr
both of his parents were devoted church members, taking up a religious career was

regarded as another pathway for Mathew to fulfill his parents’ expectati@mppears
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that Mathew, like Sharon and Sheena, drew from Confusion cultural value to construe his
college goal, perceiving obtaining a degree in higher education as a way to éhitew
filial piety and fulfill parental expectation. Nevertheless, he had the lggeécanegotiate
with such home-based Discourse by foregrounding the role he took in the ethnic
community organization. Thus, as he said in the interview, rather than thinking about
getting a higher education degree or transferring to a university at thismtydre
perceived enhancing English language skills as his primary goal at RH@&mtoreach
out to the ethnic enclave and to be accepted in mainstream society—a goal, in fact,
shared by many immigrants (Tse, 2001).
Prioritizing learning ESL for daily literacy over academic ladgrathew

appropriated with ambivalence the academic identity that Ms. Jones invited take
on. In the interview, while acknowledging the importance of enhancing English
proficiency in his immigrant life, Mathew also complained about the ea$s¢ime and
grumbled about the heavy workload in Ms. Jones’ class. In the classroom, he was
observed to attend the class regularly and submit homework on time. When prompted to
answer questions about the academic topic at hand, Mathew usually was able to respond
properly as shown in the following excerpt, when Ms. Jones invited the class téyidenti
the reasons why people would like to move to an eco-village based on a video clip they
watched in the classroom.

Ms. Jones: Uh, Mathew, did you come up with a different one?

Mathew: Uh, they moved there because .. uh .. the community is small and there

are less people being there, and they get to know each other.
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Ms. Jones: Ok, so to get to know the neighbors, right?

Students: Uh, hum.

Ms. Jones: So, it was important for that lady, she said at least she knows the

people who live down her street and in this case she got to know them more.
Although Mathew was as capable of engaging in the interactional routinddshadnes
orchestrated as many of his student peers, when failing to do so at times, hamexs bl
for attending the he class unprepared or unengaged because Ms. Jones assumed him over
devoted to his church activities. For example, when the class worked on a task, learning
to infer meaning from a text they read, Mathew not only failed to display such an
academic skill; his lack of response to Ms. Jones’ question was read as an indication of
his lack of engagement.

Ms. Jones: So Mathew, what did your table talk about? [long pause] What can

you infer about the relationship between Native Americans and the nature?

Mathew: [Stammer]

Ms. Jones: Were you sleeping while your table was talking?

Students: [laughed]

Mathew: [reading a sentence from the textbook in murmur]

Ms. Jones: What?

Mathew: I'm not sure how XXXXX are related .

Ms. Jones: Did you do your reading?

Mathew: Yes | did.

Ms. Jones: Your brain doesn’t work right now?
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Students: (giggled).
Mathew: They're trying to explain~
Ms. Jones: Ok, “inference” means.. Hold on. We will come back question one
later, look at question three. Maybe question three is an easier question to start
with.
As the above excerpt shows, Mathew’s lack of response to Ms. Jones’ question was
treated as his lack of engagement in the class (e.g.,” Were you sleegmgauhitable
was talking?” “Your brain doesn’t work right now?”), rather than a sign of needing help
to master the academic skill of inferring meaning from texts. In theviete when asked
to comment on Mathew’s performance and interaction in the class, Ms. Joitedeattri
his lack of engagement in the class to his zealous involvement with the church, which
preoccupied his time and energy. She said,
At the term time when [Mathew] and | talked, he told me he was very active in
the leadership role in his church, which is a Chinese church, so he’s not.. so he
spent a lot of time, which is good, I'm not knocking his religion, his activities,
you know, but he needs to balance it out with school, and I'm trying to explain
him "I'm sure your pasture will understand that you need to devote more time to
your studies, uhm.. because you're a college student.” So, | don’'t know that
happened or not over the course of the academic term time when we talked, but
uhm.. he didn’t.. in my opinion, improved after the mid-term time, you know, |
think it was still a constant struggle for him to stay on top of things, and he didn’t

always come to class prepared. ... uhm, | don’t see his lack of interaction as a
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shyness issue, like | think Sarah is one of your people, right? and Sarah | think
she’s just shy, but, you know, watching Mathew interacting with people in other
situations, like the party or after class or something, so | don’t think that’s t

case with him. | think sometimes he didn’t prepare as well as he could have, and
so~ he may have come to class with the homework done, but you know, like “I
have done the homework,” but that doesn’t necessary really being helpful, well, |
put in the blank, so that’s just my impression with Mathew, that he is not a shy
individual, but he wasn’t really always prepared or always awake to engage the

classes as much as he might have like.

Nevertheless, when Mathew’s lack of ability to master an academic skilinterpreted
as an indication of his lack of engagement, it was not surprising to see Mathaweliist
from the academic identity that Ms. Jones attempted to socialize him into, otimgrie
the interview on some of the work Ms. Jones assigned to the class as “not really helpful
to improving [his] English.” In the middle of the semester, while the other ttuderds
who enrolled in Ms. Jones’ class with non-academic goals or whom Ms. Jones saw as
“less academic” dropped the class, Mathew found his way to learn Engiisiuiviully
committing to an academic identity by assigning the Level Four ESikBl®@ non-
credit course, relieving himself from the pressure of fully fitting ihebAcademic
Discourse.

My analyses in this section suggest that the socio-cultural identitieadbatst
undertook in their life worlds outside college shaped their college goals aritagps

in college. Under the influence of their heritage cultural values (e.g., the @mfus
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heritage cultural value regarding education and family obligation), the rpéettions
of son/daughter and married woman within the family domain, and the satisfactions the
students gained from their roles in public domains, such as in the workplace and ethnic
community organizations, appeared to shape their sense of who they are and their
reaction to who they are summoned to be in the college. These role expeciatidns
place constraints on students’ goal attainment (e.g., as in the casegroa\and
Mathew), but could also be turned into affordances that drive them to march on the
college pathway (e.g., as in the cases of Charlene, Sheena, and Sarah), depeheing on t
perceived values the subject attached to college education and the waysathes fit
with the cultural norms or role expectations in their life worlds outside cokeggsuch,
the community college ESL students whom | studied were members of multiple
communities. While they were invited to take on an academic identity in tlegeoll
classroom, they also attempted to accommodate the sense of who they wereifa their |
worlds outside college. The mainstream Discourse of the college and the Bescthat
the students participate in within their life worlds outside college coegkisttension
and intersected in complicated ways to shape students’ college goals aneherger
Students’ Investment in English Language Learning

Recent research in second language learning (Golden, 2001; He, 2004; McKay &
Wong, 1996; Norton, 2000) suggests that, although dominant social institutions, such as
schools, have the power to impose identity categories through teachers! cutideds
of schooling, interaction with students, curriculum design, material choice, and sb on, L

students are complex social beings who do not unidirectionally assimilate into the
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cultural norms and social positions that dominant social institutions attempgbaseron
them. As human agents, L2 students mobilize within the multiple Discourses offéneir li
worlds to negotiate with the mainstream Discourse of larger sociautiests and assign
meanings and values to their language learning activities at school. hgrlexan

McKay and Wong’s (1996) study, the Chinese immigrant adolescents enrollitg$ a
junior high school were found to draw from the gender discourse, model minority
discourse, and Chinese cultural nationalist discourse valued in their life worlds t
construe their school identity and their investment in learning English ol fthat
individual students’ investments in the skills in listening, speaking, readidgyiating
were selective, and different skills had different values in relation to tbeudses that

the student wished to foreground. Hence, L2 students’ investment in learning the target
language at school is closely tied to the kind of membership they desire &ieaffitih

both inside and outside school. That is, while L2 students perceive the difference in
language and culture as barriers they must overcome at school, they #&iso try
accommodate their prior language, culture, and identity by selectiveiyrigdnglish

and other cultural features of the American mainstream.

In this section, | argue that the community college ESL students | studesd we
human agents who participated in school-based language learning activities with
negotiation. While they perceived learning English as essential forfilh@ie academic
or career success, their investment in learning the English languageleaivs, shaped
by their perceived goals and the kind of socio-cultural group membership they washed t

align with outside the college classroom. Thus, in Ms. Jones’ Level four ESL Block,
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while the ESL students aspired to learn English as well as to learn to beoder@sin
American classrooms, and thus were willing to comply with the Acadermourse
promoted by in the classroom, at times they deviated from this particularragiabiof
saying-being-doing-and-valuing promoted by the instructor in order to acocdaten
their prior language and culture when learning ESL in the classroom. In thenapierc
| will show how communication via networked computers, while in the broader context
of performing school tasks, was especially conducive to such accommodation.
Students’ conformity to Academic Discourse.
As my analyses in the previous chapter showed, in Ms. Jonesfherv&SL Block,
Ms. Jones attempted to socialize the students into Academic Discourse iy ithetn
to write in a particular language variety, take on particular student disposarhghink
in particular cultural frames. Recognizing the value of higher education, mémg of
focal students tended to comply with this Academic Discourse for they yetdbie
English language and the American classroom culture as barriers they hacttonavin
order to achieve academic or career success. Conformity to AcadeociiBes was
particularly salient to students enrolled with the goal of academic trafssfsinown in
my analyses of the students’ interaction with Ms. Jones in the classroom invioeipre
section, students with the goal of academic transfer such as Sarah, Sheena,land Char
usually did not deviate from the academic topics or the interactional routinédstha
Jones orchestrated in order to enact the identity of a good academic student. Btetherm
these students prioritized the learning of written English and appeared t@Bssoci

learning to write English in a particular style with their acaddutiare in U.S.
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universities. Commenting on her learning experience in Ms. Jones’ class, &drah s
YC: So .. how do you like the class ESL 33A?
Sarah: | think it's useful. Ms. Jones is a good teacher, and she taught..
teaches us a lot of things, like grammar, writing skills. | think it's good.
YC: So, what do you think you are learning from this class?
Sarah: | think grammar and especially writing skills, like how to
organize an essay, uh~ paragraph with a topic sentence, and we need to
have specific examples to support our idea.
YC: Wow! You learn that well.
Sarah: Yes, because | think writing is very, very useful. In the future we
have to write an essay, a research essay, so writing is very useful,
important, especially for ESL students.
Sarah'’s orientation to writing is seen to be grounded in the academic endeavor. In a
similar vein, despite being rated by Ms. Jones as a low-achieving studentlest)e c
Sheena also associated learning to write in English with her futureraasluccess and
commented positively on the progress in writing she made in Ms. Jones’ class.
YC: What do you think you are learning from Ms. Jones’ class?
Sheena: Um~ writing an essay. .. This is a level 4 class. In level 3, the
longest paragraph | wrote, they just have 20 sentences. And then here in
33A, the longest | write are four pages now. It's twice longer than (what |
could write) in the level 3 class. So I, I think my writing skill is better than

last year. ... Also [Ms. Jones] gave us feedback. She checked and
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corrected our writing and asked us to rewrite. If | can write more again
and again, | can do better, and then maybe after | get into the university, |
can write a good essay the first time. | don’t have to revgotmany times.
It appears that students with the goal of academic transfer perceivednactiig kind of
academic written language use valued at RHC as a way to overcome theitinguis
barriers they would encounter in their future academic life. Thus, thexedtsrd to
master the particular kind of written language that Ms. Jones promoted in théslass
Sarah said,
Although some people think [Ms. Jones] is so strict, but | think strict is
good, it makes us improve. Although sometimes | feel stressed about
why does the teacher give us so many writing assignments, although |
complained, | know this is good for us to improve (our writing).
Likewise, Virginia commented on her ESL learning experience in Ms. Jdass! c
Sometimes, | feel it’s difficult, like yesterday [Ms. Jones] said, “you
cannot choose your topic (in the essay quiz)” At first, we thought we can
choose any of the topics, but then she said, “No, I'm going to choose the
topic for you and then you write.” | feel, “Oh, my god~" but then | said,
“It's a challenge to do things more difficult, at a higher level, because
we’re going to do that in other classes, and other classes won’t be easy. So
it's better to take some challenge.
For Virginia and her student peers who planned to transfer to four-year uniseesitie

investment in the written language variety promoted by Ms. Jones was perceawved as
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investment in the academic identity that they desired to align with.
While the students also showed their compliance to Academic Discourse by
attending the class regularly and submitting homework on time, a significafiomway
them to represent themselves as desirable students was speaking up iis gieadaas
shown in her classroom talk and course documents presented in Chapter 4, Ms. Jones not
only verbally encouraged the students to do so, but also highlighted such behavior in her
mid-term assessment and course syllabus. Being participatorysnodastalk was a
particularly important strategy for the students with non-academic goatder for them
to perform their student identity--for the reason that the written languaigéyvar
promoted by Ms. Jones didn’t match their future goals and, to perform their student
identity, they were less likely to rely on acquiring such written language.
For students with non-academic goals, although learning English at school wa
important in their immigrant life or career development, it was not nedgssssociated
with learning to write academic essays. For example, when asked about attgnlas
this class, Vincent said,
R 2 AR gk T R I DRIRY 58— IR e B pass— iR S 41
General EducatiofJif 52, R1%ZH (EEHENglishE Ly, mELLI#%
T A& et ATRE S,  (There are two reasons why | took this class.

First of all, | need to pass this class so that | can finish my General
Education. Secondly, | would like to improve my English language. |
might need it when | start to work in the future.)

Given the mismatch between the kind of English language skill that Vincenthaatde
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the kind of language variety promoted in Ms. Jones’ classroom, Vincent, although
recognizing the importance of learning English, didn’t appropriate the Kitigmvri
language use promoted by Ms. Jones as enthusiastically as his tbansfdrpeers. He
commented that writing essays was the most detestable task in Ms. Jasseahd
showed a little interest in sharpening his skill in academic writing:
WARAFIE MR B sl « KETKE T, FrilitEessay ik LikES
essay ... BLE R ANAFI, K2 FRE S i B S, PrCAE RIS A 5 sk
FHET, A AR S B[R BT TR, EAR SR R SO R,
Tk f245, T, (ERAERLBLEER, RATERRZE,
(I think this course is too much and too difficult for me, especially writing sssay
| hate writing essays in the class. ... Because | really carté well. | have only
a little sense of how to write a good essay. So, improvised essay is even more
difficult for me. ... For those who are good in English, they probably aren’t
bothered about writing essays as much as | am, but for me, my English is not

good; | feel it doesn’t matter if | study for it. It doesniake a difference anyway.)

Likewise, Mathew, while perceiving learning English as his primary g&at@t
tended to depreciate the kind of written language use that Ms. Jones wastrying t
socialize him into. Unlike Sheena, Sarah, and Virginia, who placed value on the hard
work that Ms. Jones put them through to improve their writing skills, Mathew
commented on his learning experience in Ms. Jones’ class as follows:

She [gave] a lot of things in a week, and sometimes she had us do two or
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three things per day. | think it's too much because we have to do

vocabulary journal, TV journal. | mean she [had] us write these two things

every week, and then she also [gave] us some assignments, like WebBoard

and some summaries, essays and grammar exercises. That’s too much for

me.
In addition to grumbling about the large amount of work, Mathew also perceived
improvised writing as “real writing,” and criticized the process-wgtapproach and
some of the writing assignments Ms. Jones designed to help students masterctiarparti
writing styles valued in the class as “not related to writing.”As Matbewplained about
the amount and the nature of homework assigned by Ms. Jones, he was actually
impugning her for focusing on developing a certain kind of written language use since
these assignments were designed to develop students’ writing skills emacaettings.
Hence, for non-academically oriented students, acquiring the writteralgadorms
promoted in the class was a mismatch with the value they placed on learning.Englis
And, as indicated above, rather than relying on writing essays in the dedifpranat to
meet Ms. Jones’s expectations for being students, they tended to rely on being
participatory in the class to do so. When asked about his classroom partichdaient
said,

YC: {REFFIRIEMs. Joned-itAUIRFEE, IREAFIRE —ER B HE2E S

1 N FAES 288 2 38 RS e 2242 1E? (Do you think you are a vocal or

active student in Ms. Jones’ class?)

Vincent: TG RAF, A2 E A RIETREER,, IR A e O s
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CRASHA G BRERMTIRZA, AT F IR, ... AR TRt R

S

Fomb A ELAOMRE! R 19 R RE A O R i B AN A B R I A

2ok EECE E IR A . LR, B8, (1 think I'm fine.

| don’t feel embarrassed about asking questions. | asked questions in the

class and | don't keep the questions to myself. | know I’'m here to learn, so

| don’t feel embarrassed about asking questions. Also American teachers

like students ask questions. So, | have no problem speaking up in the class.)
From Vincent's perspective, being vocal in the class had the social meaniegshgl
the American teacher and presenting himself as an active classrdanpaar and eager
learner. Thus, despite his heritage culture discouraging students from ingctiear
own opinion in the classroom and his oral language still showing major structwsl fla
and a heavy accent, Vincent was willing to take the risk of violating his ¢ectature
and losing face to speak up in front of the class. | noticed, in fact, that he was one of the
most talkative students in the class. Vincent also rated himself as makiagrogress
in speaking than in writing. For Vincent, an investment in spoken language was an
investment in student identity.

Students’ accommodation of their prior language and culture in classroom descours
Although the students conformed to Academic Discourse with the intention of

representing themselves as desirable in the classroom community, thaed|$o
accommodate their prior language and culture in the classroom discourséhesile
learned ESL and how to become students in the American classroom. The students’

accommodation of their prior language and culture could be shown by a) publically
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defying the cultural frame that Ms. Jones attempted to socialize therb)istoacting the
good student identity in their own cultural way, c) honoring their own cultural pesacti
in the classroom talk, and d) speaking in their first language in the classroom.

The students’ public defiance to the cultural frame that Ms. Jones attempted to
socialize them into can be shown in the interaction between Ms. Jones and Rodriguez, a
Hispanic student in the scenario of the American rodeo versus Mexican horse tripping
presented in the previous chapter. As shown in the following excerpt, while Ms. Jones
attempted to acculturate the students into the American value of men and animal
relationship, Rodriguez, stood up to defend the cultural practice of Mexican horse
tripping, and implicitly his heritage cultural identity.

Ms. Jones: So, when you have cultural diversity, some of it is easy to
understand and accept, but some of it is like .. | don’t understand that, |
can’'t understand that. So | CAN'T understand why it's fun to hurt an
animal, and maybe have to kill the animal, or like the bull fighting, | don’t
understand that.

Rodriguez: The power of the men with the animal. That's the whole big
picture.

Ms. Jones: | don't get it. So, it's hard for me to understand THAT. Because
in MY cultural bringing, because my personal idea and also my cultural
idea of animal and how animals are treated going against another culture
and how animals are treated.

One notices that as Ms. Jones attempted to acculturate the students into tharAmer
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cultural frame by devaluing the Mexican practice of horse tripping (&g.] CAN'T
understand why it’s fun to hurt an animal, and maybe have to kill the animal, or like the
bull fighting, 1 don’t understand that“), Rodriguez, representing himself antexipe

Hispanic culture, attempted to defend his own cultural practice by bluntiynde¥s.

Jones’ American cultural frame (i.e., “The power of the men with the aniinaf’s the

whole big picture.”) His intention, however, was not elaborated, but immedidtigex

in Ms. Jones’ subsequent response, which overlapped with Rodriguez’s talk (e.g., “l don'’t
get it. So, it's hard for me to understand THAT. ) Hence, while students’ publiacefia

of the teacher rarely took place in the classroom discourse, when it did ocas, it w
usually dismissed and silenced by the teacher as the above snapshot shows.

For the predominantly Asian students in the class, their heritage culture grompte
them to view the teacher as an authority figure who tells them what to do antsimpar
truths. A public defiance of the teacher is regarded not only as inappropdate a
disrespectful to the teacher, but also threatening to one’s own face. AZ00il) fotes,
in Confusion heritage societies, students are not expected to speak up in the classroom
and they ask questions only when they are required to do so. A good student is not
necessarily someone who is eagerly engaged in classroom talk, but rathey lsstener
and quiet absorber of the knowledge imparted by their teacher. Hence, instead of
speaking against the teacher or actively bidding for the floor to talk, the stsidents in
Ms. Jones’ class usually spoke up only when they were prompted by Ms. Jones, as shown
in many of the experts of classroom discourse presented in the previous sectloas, suc

the following:
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Ms. Jones: What can you infer about the relationship about people to nature? ..
Sarabh.
Sarah: Um.. they accept things that happen.
Ms. Jones: They accept things that happen instead of trying to fight them, ok?
Students: Um hum
Ms. Jones: Good. What else about nature? .. Ann.
In the interview, when asked if she considered herself an active participant Jomnés’
class, Sarah said,
| listen to the teacher very carefully, | didn’t distract her, but | am notsoper
who likes to talk, especially in English. Because | think | lack of confidence i
speaking English. Because in our class, all the classmates, except nnavhey
come here for a long time. I'm afraid my English is not good enough, and I'm so
shocking so | lack of confidence. ... Also in China, they tell us to ask question,

but it's not like an obligation .. we don’t do that often in China.

Sheena also said,

YC: What about in the classroom? Do you think yourself an active participant?

Sheena: Uhm .. | don't talk too much, but | listen to the teacher and the classmates

carefully.

YC: Why is that?
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Sheena: Um..sometimes | am not sure about the answer of the question, and I'm

afraid | am wrong.

In his study on Asian students’ silence in American classrooms, Liu (2002¥ietefitie
factors that were related to Asian students’ silence in Americaggeotlassrooms:
cognitive factors (e.g., prior learning experience, background knowledge, @l ment
readiness), pedagogical factors (e.g., teaching styles, participst@oocarse

requirement, and opportunities to speak up), affective factors (e.g., anxiatsgtiant or
risk-taking), sociocultural factors (e.g., facework, showing respect forsablyekeeping
silent, or the norm of being a good listener as a good student), and linguistic fagqrs
proficiency in the target language, communicative competence, or acceak) afd
Sheena’s talk about their inactive participation in the classroom talk irglibaie in

addition to teaching styles (e.g. “in China, they tell us to ask question, but it's nat like a
obligation .. we don’t do that often in China”), affective factors (e.g. “I thinkK &t
confidence in speaking English” "), and linguistic factors (e.g., “I'micfnay English is

not good enough *), sociocultural factors (e.g. “ I listen to the teachecaszfully, |

didn’t distract her” and “I listen to the teacher and the classmates ¢grbiiill don’t

talk too much”) were mentioned by both Sarah and Sheena to explain their student
performance in the classroom. Hence, while enacting the identity of good academ
student promoted by Ms. Jones, Asian students such as Sarah, Sheena, and Cloarlene als
drew from their heritage cultural value to perform their student identity—tathatc

silently accommodates their heritage cultural practice in the Ameriassrocom.
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Although most Asian students tended to enact their cultural identity througie silen
at times, their accommodation of the prior culture and language in theoolasaere
vocalized by subtly honoring/preserving their own cultural practices inrotasgalk.

For example, in a class task that required the students to report their findings on
interviewing people from countries other than their own country of origin, Tina, a
Chinese student, reported that she learned from her Korean interviewee thasKorea
celebrate Teacher’s Day and then asked if Americans celeleatber’s Day.

Tina: About the Father’s day and Mother’s day, which is coming, right? Koreans

have the same day, they call it the Parents’ Day, on NﬂagrSthe same day. And

also they have the Teacher’s Day, which is after the Parent’s Day, on Maly 15

don’t know if American has the Teacher’s Day.

Students: No, no, not in America. Only in China. [students snickered and spoke

simultaneously]

Vincent: In China, we have a Lady holiday.

Ms. Jones: Lady holiday?

Students: Yes, Yes, Lady holiday. Oh, Yes. We celebrate for womeny [man

students spoke at the same time.]

Ms. Jones: Ok, Lady’s Day.

Vincent: We also have a Children’s Day.

Tina: Yes, Children’s Day. We have an international Children’s Day.al¢brate

for children.

Ms. Jones: Children’s Day? No, we don’t have a Children’s Day.
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Students: [students laughed and talked indistinguishable]

Vincent: But | think it's the most common holiday, | mean the Children’s Day.

Ms. Jones: No, Japan has a Children’s Day.

Cindy: But you celebrate XXX Day, right?

Ms. Jones: No.

Cindy: We have that in Philippine. [Students laughed and spoke simultaneously]

Ms. Jones: Hey, hey, hey, let’s back to Tina.
As indicated in the above excerpt, while the students snickered at the fact dratahs
do not celebrate Teacher’s Day and only Chinese celebrate Teacher’srizantV
stepped in and proudly told Ms. Jones that “in China, we have a Lady Holiday” and “we
also have a Children’s Day.” Vincent's use of first person plural to evoke his ethnic
cultural identity was further corroborated by his Chinese peers, claimirsg Cteldren’s
Day. We have an international Children’s Day. We celebrate for childkéncent and
his peer Chinese students honored their cultural practices and implicitlyuherakc
identity. Their responses, although not bluntly disavowed by Ms. Jones as shown in her
interaction with Rodriguez in the Mexican horse tripping scene, were eased by
directing the class to the academic topic at hand as Ms. Jones announced “Hey,hey
let’'s back to Tina.”

Since language use is always tied to one’s representation of self, Sawdéctigng

codes from English to their first language in the classroom discourse canrpeetetbas
another way they accommodated their cultural identity. In this classroomyépwe

students’ code switching usually took place as “underlife” in the classroshoas in
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Vincent'’s interaction with his student peers in the “Shacking up” sceneghegdnted in
the previous section. In particular, Chinese-speaking students were found to speak with
each other in Chinese when they were put to work in small groups or pairs. The topic of
their talk could be related to the academic tasks at hand or simply teagingfleer.
They usually spoke in Chinese in soft voices and then switched back to English when
they noticed Ms. Jones was approaching. On a few occasions, when Ms. Jones went out
of the classroom in the middle of the class, the Chinese students would turn to speak in
Chinese with each other until Ms. Jones returned. For example, when Ann, a Chinese
student, was about to give an oral report on her interview with an Argentine, Vincent
interrupted her report and asked Ms. Jones a question.

Vincent: | have a question about the Armenian.

Ms. Jones: What about the Armenian.

Vincent: The Armenian is .. belong .. which country.

Students: [spoke simultaneously] Russia. They’re not a country. They ar@.orpha

Ms. Jones: [Tried to locate Armenia on a world map on the wall] Armehiere

is Armenia, right there, can you see? Green, green and this little yedloveen?

Right here.

Students: Small

Ms. Jones: Yes, it's a small country. They were kind of controlled by the Soviets

they were part of Soviet Union before. And then before Soviet Union, they always

had conflicts with Turkey. And so, recently, about last week, uhm..one moment,

hold that thought. [Ms. Jones went out the classroom to get a poster from the
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board in the corridor. |

Vincent: F T /R ! (1 saved you!)

Students: [laughed]

Ann: i,  FeafrER9ENE, (Thanks a lot, | was so nervous.)

Vincent: iZ24FMi, Sti21eiEnn, BMEEIR, #E A, (t's Ok, take your

time and just be yourself. We are in-group members and we will help.)
As Vincent and Ann switched the classroom language from English to Chimestgds
started to chat about their experience of giving an oral report in the classmes€ until
Ms. Jones returned with the poster to talk about the genocide in Armenia. One can notice
from the above excerpt that, speaking in Chinese, Vincent and his Chinese peeafg not
turned the classroom into an informal discourse site, but also affirmed threid gtlanic
cultural identity as he tried to comfort his peers and claim their in-grougershp.
Thus, while English was the legitimate language in the classroom and speagirgi
was supposed to be the discourse norm, students’ switch of code from English to their
first language when Ms. Jones was “absent” from the conversation not only iddicate
their nonconformity to the normative student behaviors highlighted in the Academic
Discourse, but also had the social function of accommodating their shared langdiage a
culture and affirming their shared cultural identity in the classroom contynuks
indicated above, however, such displays were kept “underground.”
Conclusion

As Gee (1996) suggests, Discourses are multiple and different Discourses an

individual acquires usually co-exist in tension; “[the] conflict is between kaho
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summoned to be in the new Discourse and who | am in other Discourses that overly
conflict with the Discourse.” (p.135) My research indicates that, under the irdgloénc
their heritage culture (e.g. the influence of Confusion ideology), the communéggeol
ESL students | studied were optimistic about the value of U.S. education intiaglita
their future economic, social, and cultural well-being, and therefore stroequoeathe
mainstream Academic Discourse of the college. Nevertheless, whilgaihstream
Discourse of the college has the power to cultivate a certain kind of studenttaiapos
the cultural norms and role expectations in the student’s life worlds outsidelggecol
which could be in conflict with the Discourses valued in the college, also exerted power
to shape how the student made sense of who he/she was as a student of RHC.
Meanwhile, given the perceived value attached to education anddppantunities,
the community college ESL students regarded learning English as anatsskaytation
they had to make in their college life or future career. However, students holifiengrdi
college goals placed different values in the kind of language skills in whichvdrey
willing to invest more. While students with an academic goal tended to investrmore
acquiring academic written language, seeing it as a way to aligrihei identity of
academic student, students with non-academic goals tended to invest more in spoken
language, seeing vocalization in the classroom as an alternative to tideifieselves as
desirable students. Although the students showed their compliance to Academic
Discourse through acquiring the valued written language variety or beinggetdry in
classroom talk, they also attempted to accommodate the social norms and cultural

practices of their first language and aligned with their cultural igewtiile they learned
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ESL in the classroom. Such norms and practices, however, were kept from thégeacher
gaze as much as possible, indicating students’ sense that they were ubbcoefies
academic context. As such, and as indicated at the outset of this chapter, tESRHC
students were complex social beings whose student identity intersedtademmultiple
identities in their life worlds outside the college. They were human agents who did not
passively assimilate into the values and social positions imposed by tharssitiaions

of the dominant groups in the host society. In the next chapter, | will iluminate how the
focal ESL students, as human agents negotiating with the AcademauBist¢hat Ms.

Jones attempted to socialize them into, had more opportunities to make meaning of their
participation in the school-based online language learning and enacteduhigite

social identities in the class online forums.
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Chapter 6
Students’ Identity Online
According to Gee and the poststructuralist view of identity, one’s ideatiges
multiple, contextually situated, and constructed in the negotiation proces®ghiang
and being recognized within particular Discourses. Gee (1996) also suhgesiset's
identity is enacted through a three-way simultaneous interaction among arialios
cultural group memberships, b) a particular social language or mixture of tham, c
particular context ( p.69). In this chapter, I first will iluminate howhteslogy was used
in the case study classroom to socialize the ESL students into the Ac&lscoiarse
valued at RHC, focusing on Ms. Jones’ academic expectations for the studemts. | the
argue that, situated in the context of Academic Discourse, the identiti¢selsitidents
enacted in the online forums of the WebBoard were explicitly multi-voicedngtkieir
academic identities as students and peers in the classroom community with the
sociocultural identities they played in their life world outside the collegeghermore,
the students aligned with Academic Discourse, reflecting their taEnés expected by
the instructor and also actively shaped Academic Discourse by enthgingeer and
their life world identities in ways that countered the communicative normsdvaiuhe
instructor. This interactional dynamic turned the WebBoard into a sgzae the
students’ life world identities co-existed with their student and peer igsntand were
recognized and affirmed in the interaction with peers online, showing the platentia
broaden the students’ L2 learning. The conversations with peers, largely unshéped b

Ms. Jones, allowed the students to pursue their own conversational strategies, ideas, and
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viewpoints.
Ms. Jones’ perception of the WebBoard

As literature on educational uses of technology in the classroom has sugggsted (e
Reilly, 1992; Sandholtz, Ringstaff & Dwyer, 1997; Warschauer, 1999) the existing
cultures of classroom and institution shape how technology is used in the classroom and
how teachers and students make meaning of their engagement with technology. For
example, one of the three cases presented in Warschauer’s (1999) ethnograpbic study
implementing networked computers in L2 writing classrooms shows thatgeslitinea
Christian institution related to a conservative evangelical Christianighineteacher, a
devoted Christian, extended the institutional culture and her personal belief inratder a
discipline into her use of technology in her L2 writing class. Thus, she had the student
take online quizzes that they had to complete during the first five minutes ofochaadp t
ensure that they were not late. She had her students use the World Wide Web, not to
search for information, but to take more grammar quizzes. She required the dtudents
use computer mediated communication in the classroom to exchange their writing, not
for the purpose of sharing idea with peers, but to check each other’s cornesibimcif
topic sentences.

In a similar vein, Ms. Jones’ use of the WebBoard reflected the AcadesnouRe
valued at RHC as well as the particular words and deeds that she assuactedrafl
good academic student in U.S. college classrooms. In the very figgtrasat forum, Ms.
Jones posted the following text as a prompt to initiate interaction in the class onli

forum:
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Subject: Assignment 1

Hello Everyone!

Welcome to the WebBoard. This will be our journal for the semester. From time to
time | will post a new topic on the WebBoard and give you one week to reply. |

will then grade that assignment based on content and grammar.

Your first assignment is to introduce yourself to you classmates and therawrit
short paragraph about an exciting experience that you have had. It could be a time
when you won something, went somewhere or did something. Be sure to tell the
reader when it happened and why it was exciting.

Your paragraph needs to be about 15-20 sentences long. After you have posted
your assignment, you are then to go back later and read what another student has
written and reply to it with a short response.

This assignment is due 12:00 on March 12th.

In the classroom, Ms. Jones read this initial message to the students and also tried t

communicate her expectations for the class online forums to the students. Sbéhsaid t

class:
Ms. Jones: When you log in, you will see it says assignment 1. So, your first
assignment it says “Welcome to the WebBoard. This will be our journal.” In the
past, maybe you have a journal in a blue book or something. This will be our
journal. From time to time, | will post a new topic on the WebBoard and give you
one week to reply. So, you have a week to do this. | will grade the assignment
based on content and grammar. So, you're writing like a little paragraph. So, topic
sentence, support, ok? So, it's not a chat room, Ok? So | don’t want you writing
like “I'm” or anything like that. This is not chat, this is an academictpracBut

what’s happening is you're going to get an opportunity to respond to each other’s
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writing, whereas when you write on a piece of paper and you give it to me, the
only one who could write back to you is ME. But you write here, your classmates
are going to read what you have written and they’re going to respond, Ok? So,
your first assignment is to introduce yourself to your classmates andititera

short paragraph about an exciting experience that you have had. So, we’re going
to read about horse racing. Horse racing is exciting, ok? The story ingxsdil

want you to tell me an exciting experience you had. Something you did that was
exciting. It could be a time when you won something, at somewhere or did
something, any kind of excitement. Be sure to tell the reader when it happened
and why it was exciting. Your paragraph needs to be 15 sentences, 15 to 20
sentences long. After you have posted your assignment, you are then to go back
later and then read what another student had written and then reply with a short
response, a short, thoughtful response, Ok? The assignment is due at 12:00 on
March 12". Now this does post time and date, so | know when it is posted, Ok?
So, if it's after 12:00 on March $2then it's late. Now, what you're going to do is
you are going to always, always, ALWAYS, use that button down there “reply”.
You're NEVER post a new topic, Ok? That's ME! | get to post a new topic.
You're gonna reply, in the beginning, you're replying to me. So the first time
when you’re answering the question, you're introducing yourself.

Terry: So, it's like chatting, right?

Jones: NO, NO, NO, NO. It’'s not gonna look like chatting. Because chatting

would be like “hi, Terry, how are you today.”
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Terry: So, right now, just reply it, right?

Jones: correct, just reply it.
As indicated in her classroom talk, although Ms. Jones perceived the class onlng for
as “our journal,” she defined the genre of journal as “assignment,” as shreddéeit so
throughout her talk , and “an academic practice,” in which the students would be graded
on what they wrote as well as the accuracy of their written structuges”(evill grade
the assignment based on content and grammar”; “This is not chat, this islameca
practice.”), rather than a conventional journal that documents the writesnaér
reflection or emotional engagement. Moreover, associating the topic underidiscuss
the online forum with an academic topic read/discussed in the class, Ms. Jomadympl
delivered the message that the class online forum was meant to engagddhts st
academic talk rather than casual conversation (e.g., “So, we're goegdt@alout horse
racing. Horse racing is exciting, ok? The story is exciting, so | waunto tell me an
exciting experience you had.”) Third, by stressing the due date of the assighiae
Jones manifested her expectation of students’ completing assignments on timeg showi
themselves as responsible learners (e.qg., “The assignment is due at 12:08roaXar
Now this does post time and date, so | know when it is posted, Ok? So, if it's after 12:00
on March 12, then it's late.”). Finally, in the online forums, the students were expected
to use the distinctive academic language promoted in the classroom, suclingdikeit
“a little paragraph” that contains topic and supporting sentences, and to avoicainform
language use such as contractions or casual chat room language (e.g. “Soysiong

like a little paragraph. So, topic sentence, support, ok?” “So, it's not a chat roor8pOk?
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| don’t want you writing like “I'm” or anything like that. This is not chatlt’s not gonna
look like chatting.”) These structural restrictions attempted to shape thentstud
discourse in the online forums as relatively formal and academic, considtethavi
academic language that Ms. Jones attempted to socialize the studemishato i
classroom.

Ms. Jones’ attempt to socialize the students into Academic Discourgghthrou

engaging them in the WebBoard was further illustrated in the initial gessaat were

posted at the beginning of each assignment forum to serve as a prompt for the’ students

responses in the forums. The following are two of the five initial messagddthdones

posted on the WebBoard, in addition to another one showed above:

Subject: Assignment 3

For this assignment, read the essay on pages 86-87 iDgstinationsook. It is

on Stress and Stress Management. Then write a paragraph to explain what you do

when you are in stressful situations. How do you handle your stress?

Write a paragraph with 15-18 sentences that answers the question above. Be sure

to include two sentences that have adverb clauses or phrases.
Reply to one classmate with a thoughtful comment.

Due at 12:00 noon on April 28.

Subject: Assignment 5

For your last WebBoard assignment, | want you to look at the list of
environmental concerns that we created in class. Which of these concerns
you the most? Why? What caou do about these concerns? (I don't
want government solutions - | want specific things that you can do.)
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Write a paragraph 12-15 sentences long that explains your thoughts on this
topic. In your answer use the language from page 190 ifathestrybook

to express your concerns and plans. Include one conditional sentence in
your response.

Reply with a thoughtful comment to a classmate.
Assignment due at noon on June 6th.

Reading these prompts, one notes that Ms. Jones attempted to duplicate the Academic
Discourse model valued in the classroom in the class online forums. For example, in the
prompt of Assignment 5, by asking the students to “look at the list of environmental
concerns that we created in class,” Ms. Jones implicitly told the studentisettiapic

under discussion in the forum was to be an extension to the academic discussion carried out
in the class, rather than a casual or spontaneous conversation as is more usmal in suc
electronic communication. Furthermore, by asking questions in a specifinsegtie

“Which of these concerns you the most? Why? What camlg@bout these concerns?” --
Ms. Jones implicitly privileged thinking and writing in the logical caeeet model

valued in the U.S. academy. Finally, since the class was learning to show rezsdais

or conditions in academic essays, by asking the students to include complex sentence
structures (i.e., “Include one conditional sentence in your response”) and uselibeke
language (i.e., “use the language from page 190 ifapestrybook”) in their written texts
online, Ms. Jones was implicitly shaping students’ academic thinking through their

academic writing.

From Ms. Jones’ perspective, the assignment forums were designed to correpond wi
the course goal of developing the students’ academic writing by providing the stadtént

more opportunities to practice academic language and engage in academmgthinki
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Therefore, the topics under discussion were thematically related to a texapaoértd
meant to engage the students with the kind of logical thinking models valued imacade
settings. The language that the students were encouraged to use in thipaniisevas
formal in vocabulary as well as syntactic structures to reinforce the kindtterw

language use valued in academic writing.

Ms. Jones’ use of technology, moreover, reflected not only the Academic
Discourse underwritten by the institution, but also a cultural belief perviasive
many classroom teachers in America that classroom dialogue deegansgje
(Tateishi, 2007-2008). Guided by such cultural belief, Ms. Jones perceived the
WebBoard as a venue to engage the students in dialogue with each other as she
said to the class in the above excerpt of classroom discourse: “What’s happening
IS you're going to get an opportunity to respond to each other’s writing, whereas
when you write on a piece of paper and you give it to me, the only one who could
write back to you is ME. But you write here, your classmates are gonegd
what you have written and they’re going to respond, Ok? * and required the
students to” Reply with a thoughtful comment to a classmate” in her prompts for
the online forums. In the interview, when asked about the goals that she expected
to achieve through these online forums, Ms. Jones said,

The assignment section gives them an opportunity to post their ideas and

respond to their classmates; this gives them an audience to their writing.

Whereas they are only writing in class on paper and give it to the teacher,

the teacher is the only audience; this way they are writing to the
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classmates. ... This is an opportunity for them to practice the concept of
the audience, because everybody can read it and it also gives them an
opportunity to practice. So one of the things that | try to teach the students
is that their audiences. When they’re writing their essays, it's each othe
and that’s what they should be aiming at, they shouldn’t be aiming at
trying to please Ms. Jones, it should be you're writing for your classmates.
So the WebBoard gives them the sense of audiences, and the fact that
people are reading their writing. ... Because | think students can learn
from each other. And | think [the WebBoard] gives some opportunities to
see examples of writing and they have a purpose for their writing, this
gives a purpose to what they are doing. ... Also | had noticed in the past
that students were replying back and forth to each other. So they would
reply to what the person wrote and then they might ask a question and that
person would reply back to them and then they started this dialogue,
which is great and | want to encourage the dialogue.

This belief appeared also when she communicated her expectations to the students i
the classroom, implicating the students’ enactment of an academicallgdqoesr
identity:

Ms. Jones: And when you reply to another student, so let's say Terry wrote
something and she said she had an exciting trip to Japan, ok? She tells you
that was exciting. And | think Yeah, | went to Japan, too. And | had a good

time and it was exciting. So, | am gonna reply to Terry. So you’re gonna to
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do reply two times. One time, first time, to me, second time to at least one
student. You can reply to more than one student. So you can dialogue back
and forth by replying. Now, | am looking for what | call a thoughtful
response. So, if | just go like, “Wow! Kevin, sounds great!” Hun, there’s
no thinking in my response there, right? Your response doesn’t have to be
a paragraph long, but it has to show that you're looking at what they wrote
and you're responding to what they wrote. Not simply, “Yeah! Cool!”
Now because this is academic writing, and not a chat room, | don’t want to
see “I” written like that [Ms. Jones wrote “i” on the board] or “You”
written like that [Ms. Jones wrote “u” on the board], ok? It's not a chat
room.
Ms. Jones’ talk in the classroom showed that while she encouraged the students to
engage with their peers in dialogue and write with the audience of peers in mind,
she also expected them to interact with each other and enact their peer identity i
a particular school-like way. That is, she encouraged the students to engage each
other in serious academic conversation by writing “a thoughtful response” rather
than friendly casual exchanges (e.g. “If I just go like, ‘Wow! Kevin, sounds
great!. Hun, there’s no thinking in my response there, right?” “It has to show that
you're looking at what they wrote and you're responding to what they wrote. Not
simply, ‘Yeah! Cool!”), and avoiding informal language (e.g., “Now because this
is academic writing, and not a chat room, | don’t want to see ‘I’ writtenHidke t

[Ms. Jones wrote “i” on the board] or ‘You’ written like that [Ms. Jones wrote “u”
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on the board], ok?”)
When | probed her in the interview on the notion of “thoughtful response,”
Ms. Jones said that in addition to responding to what their peers wrote about as
she said in the classroom (i.e., “After you have posted your assignment, you are
then to go back later and then read what another student had written and then
reply with a short response, a short, thoughtful response, Ok?”), she also expected
the students to note their peers’ written structures when the students @ateract
with each other. She said in the interview,
The students, they all know who the A students are in class. ... They know
who are the better students, and so they can look at.. if they do this, | don'’t
know, some of them have, and in the past | had students come in, you know,
said “Oh, that was really well written” to another student. But they don’'t do
that often, it could be something that | could be more directive abduwdo...
want them to look for things like “do you have topic sentence?” “are you
supporting it with specific examples?” To make them more focus on the
writing and the organization of the writing, because those are the things that
seem to be a little bit of the weakness still as we come to this semehkter wi
the writing.
Hence, in conversation with Academic Discourse valued at the college and the
American cultural belief that students learn through verbal interaction,ntieki
identity with their peers that Ms. Jones encouraged the students to take on in the

online forums was primarily academic in nature. She expected the students to
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interact with each other in formal academic language, and engage wWitbteac
in serious academic discussion, even though WebBoard was a medium that
otherwise would have invited more casual conversation.

The Students’ Identity Enactment in the WebBoard

As mentioned earlier, a sociocultural perspective on language and larguaig |
does not perceive language as neutral or context-independent. In other words, there is no
such thing as language (e.g., English) “in general.” Rather, people usédfia speal
language(e.g., variety or register of English) to fit certain social purposes. Mateove
people learn not only one social language, but many different social languages in the
primary and secondary socialization. As Gee (1996) states, “None of us spewas,a si
uniform language, nor is any one of us a single, uniform identity. The differeiat s
languages we use allow us to render multiple whos (we are) and what (doereay)
socially visible.” (p.68) That is, when people speak or write, they often mix together
different social languages—a practice Bakhtin (1981) calkdroglossiaBeing
speakers or writers of several social languages, we design our orétemn wtterances in
a heteroglossic mixture, making our multiple identities visible and recedjmza given
time and space.

In this section, drawing on the notiorsotial languageandheteroglossial lay out
the multiple voices that the students drew on to enact their sociocultural identitie
through the discursive practices in the class online forums. | argue that, although, in
accordance with Academic Discourse, Ms. Jones expected the students to peziform t

student and peer identities in the online forums in certain ways, the students, as human
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agents, did not always act in accordance with the expectations of the instriaetor. T
enacted multiple facets of their identities, representing themselg@isdents writing to
meet the instructor’s academic expectations, as compassionate peehaxgdggrsonal
experiences and common interests, and as social beings responding to the unique
sociocultural membership of their life worlds outside college.
Students’ enactment of the student identity.
One of the identities that the students enacted on the WebBoard was academic,
meeting the academic expectations of Ms. Jones. This identity enactaserdflected in
the students’ language choices and their sense of audience in the online forums. Although
the students’ written texts online didn’t always manifest them as mataderaa writers
who mastered the kind of academic writing valued by Ms. Jones, structural and
organizational aspects of their language use in the assignment forumas/ébBoard
were indeed a concern to them. When talking about the writing process inigimenzsg
forums, students with academic goals, such as Virginia said,
Um-hum-~ | start with free writing, what comes to my head, what is in my pocket
and then | make it the way | want to present it, and then | revise it, | check the
grammar, | add things, more information, or | check, especially the topic sentenc
because sometimes we miss, we forget to put the topic sentence. Andvadtier |
everything, | then elaborate the main idea of my paragraph and then make sure |
include the topic sentence.
Virginia intentionally made sure that her language use in the online forums comveyed

sense of academese. Her choice to use formal academic languaged it perception
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that writing in the online forums is a formal academic act, a way to repiesself as a
valuable, academic student to Ms. Jones by choosing to use the kind of language valued
by Ms. Jones.
Enacting their student identity through using formal language structuhes in t
assignment forums was also a concern for students with non-academic peaksn of
his writing process in the assignment forums, Vincent said,
YC: R HB A JEARE 8 /E 3, /R PIwriting processe~ (How do you
complete the assignment? What is your writing process?)
Vincent: g 28 se O AN EFE < , G EfEm LE—E, B &MU
%, e, storammaft /BRI EEE, BLiEdk A CEW, RBREW
e bR TR Ewordth e —,  Ehan = AR R ATE RS, Rtk
e EREA) AR, . TR A AR TR AR AL, i i
)RR G OF — TR L R SRR A T LA R B, (1 read her
instruction first and then | write on paper. After | write, | will &
making sure there are no grammatical errors. When | revise, | pay
attention to major grammatical errors and then try to make the sentences
look good. ... So the revision is to make sure the sentences look tight or
combine some simple sentences into complex sentences. Anyway, just to
make the sentences look good.)

Vincent's concern about the grammatical accuracy and syntactic comptekis

writing process illustrates that, like students with academic goaistdrgionally chose
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to meet Ms. Jones’ academic language expectations and values. In his attenabiet
the sentences look good,” Vincent tried to make his student identity visible tohs, J
even though he himself did not have high academic goals. Rather, he fit his digtourse
the social and cultural expectations of the moment, and these were authorized by the
teacher.
Thus, not only did the students’ language choice online reflect their student,identity
the students explicitly said in their interviews that they perceivedgriii the online
forums as an academic task directed not to their peers, as Ms. Jones had suggested to
them it was, but rather directed to the instructor, as academic tasks andabesditicat
goes with them usually are. When asked about their sense of audience in threeagsign
forums, the students said,
YC: When you are writing on the WebBoard, who do you think you are
writing to?
Sarah: Um~ the teacher, because she will evaluate our assignment.
YC: What about your classmates? Have you thought about them since they
are going to read your assignment?
Sarah: | don't care about them. | don’t care about what their opinion is
because Ms. Jones is going to be the one who gives the grade. So | care
about her.

In responding to the same question, Virginia said:
Virginia: When I'm writing, | just think about how to do it well, then when

| revise it, | think about the teacher is going to check, but before that, | just
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think about write as best as | can.

YC: How about your classmates? Do you think about them when you write

or after you revise?

Virginia: Hum~ sometimes, sometimes, but not too much, to be honest, not

too much.
Mathew also said:

YC: Un-huh. When you write, you have an imagined audience in your

mind, right? Who do you think your reader is when you write in the Web

Board?

Mathew: Oh, yes. Ms. Jones. Because she got to give me a grade. You

know, actually..in Chinese, assignment is for teacher.
The students regarded the instructor, rather than the student peers, aaltaedience.
In particular, Mathew’s instant response to my question of audience (i.e., “Oh,ses. M
Jones.”) suggests that he knew without doubt that Ms. Jones was the primary audience
that he had to target on in the online forums for she was the one grading his work. Thus,
while Ms. Jones perceived engaging the students in dialogues with their peefsya® a
deepen learning, the students interpreted their participating in the online faums a
another academic task that was teacher-driven and aimed to demonstratedotiée t
that they were learning. The peer audience was essentially eclipsesiaartbeption of
performance.

Furthermore, as indicated in the literature on L2 learning (McKay & Wong, 1996,

Norton, 2000), L2 students’ investments in school-based language learning actreities
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selective, and different language skills are imbued with different mear@pgnding on
the subject position the student wishes to align with. In the previous chapter, ysisanal
of the focal students’ investment in their ESL learning in Ms. Jones’ classroom als
shows that students with academic goals tended to invest more in acquiring the kind of
academic written language promoted by Ms. Jones than students with noniacadem
goals who tended to downplay the acquisition of such academic skills.

Looking into the students’ interview talk and the frequency of their partanpati
the WebBoard, this study further indicates that the kind of student identity that indlividua
students wished to align with and the value they attached to their participatienciags
online forums shaped their investment in this school-based online learning activity.
Perceiving writing on the WebBoard as completing an academic wagsgnment,
students with academic goals ( e.g., Charlene, Sarah, and Virginia) appearié on
the WebBoard with higher frequency than those with non-academic goals (&lgeym
and Vincent). The following Table summarizes the number of threads the tiodbahts
posted in the assignment forums of the WebBoard, with Matthew and Vincent posting
approximately forty percent less than either Charlene, Sarah, or Virginia.
Table 3

Numbers of Threads the Focal Students Posted in the WebBoard

Students Charlene Sarah Mathew  Vincent Sheena  Virginia

Total Threads 15 16 9 9 10 14

For students with an academic goal, participation in the WebBoard wakerkgar
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doing academic practice which helped them to sharpen their skills in writteisheng|
When asked about what she thought she learned from participation in the WebBoard,
Charlene said,
| can see how other students write. | can know their level. If | think they are not
very good, and then at least | know | am not the worst in the class, and | kind of
know the standard of 33A. ... And maybe when you look at other classmates’
writing, then you can see, maybe you know how to fix the problem, and then
when you know they are making mistakes, actually you already got the
knowledge because you know how to fix thém(% /R & 2 it FO S 7 R ik & 15
IREEAF AR R IR CACEE M R, OB EEEE AF AR Midea
FRINFEAAEEE, RGNS gha BA5H8, th el LLER 750
Wik, NP A RFEAEDHTAYRIREE, sLERAZH, IRAE, BIRetE ik,
(It's like when you can discern the mistakes that the other students made, and you
can point it out, you kind of know you master this. ... Also I learn different ideas
from the other students. When | read how other people think and write about the
topic, | started to realize that there’s another way to address this topidiiSesne

| learn new vocabulary. That is, when the other students use a word, and | don’t

understand, then | will look it up in the dictionary.)

When asked what she learned from writing and responding to her student peers in the
WebBoard, Virginia said,

Oh, to write and to express better idea. | mean sometimes we want to say
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something or write something, and we cannot explain them in English,
maybe in our language it’s easier, but in English it’'s hard to explain that,
even if we have the right idea, we cannot explain in [written English]. So,
it helps me to learn to express my ideas in English.

Sarah responded to the same question as the following:
| think Ms. Jones wants us to practice writing and read other people’s
assignment in English. | can also learn something that I lack of from my
classmates’ writing. ... Because some of them, especially Cindy’s
assignment, because she uses a lot of words that | can’t understand, and
then I will look up some of the words.

Fitting Ms. Jones’ conceptions of the WebBoard, Charlene, Sarah, amiaVirgi
perceived that the online forums helped to enhance their English languge kil
“when you know they are making mistakes, actually you already got the knowledge
because you know how to fix them “ “it helps me to learn to express my ideas ishHEngli
“I think Ms. Jones wants us to practice writing and read other people’s assignment in
English”), to learn from their peers (e.g.,” | learn different ideas flwother students”
“Sometimes | learn new vocabulary” “I can also learn something thakldf from my
classmates’ writing”). For Charlene, who struggled with the competinguises of
home and school, and was particularly eager to bid for an academic idemntiityp@kion
in the WebBoard also allowed her to check her academic status in the clasH (e.g
think they are not very good, and then at least | know | am not the worst in the class, and

| kind of know the standard of 33A").
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Although attending RHC with an academic goal, Sheena’s perception on what she
learned from participating in the WebBoard was more restricted toraxgptéchnical
skills, such as learning to type and putting pictures, rather than a sensaiofjléam
peers or enhancing her written language skills. When asked what she thoughtrste
from participating in the WebBoard, Sheena said,
Sheena: Ah, | learned to type. Because | type very slow and | have to atch t
keyboard, | can’'t watch the monitor while I'm typing. But after pagti can
type faster and maybe in the future, in the UC, some people use their notebook to
type notes in the class, so | have to type faster. If | can’'t, how can | use the

notebook to type class notes in the class.

YC: So, besides typing, is there anything you learned from reading arg\oiti

the WebBoard?

Sheena: Oh~ um... yes, because we can put pictures on the web board, but | can’t
put pictures on my other writing assignment, like the homework | typed at home, |
can't put the picture on it. It's strange, | think it's strange. But if tevte

assignment in the WebBoard, | can put pictures, | will try to make it

beautiful. ...Because I'm not very good at explain what | see in words, so the
picture helps me to show why I think this place is beautiful, or explain why | like

this.

It appears that, although Sheena mentioned participation in the WebBoard helped her

learning to type in English—a literacy skill that she associated withdagtemic future
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(e.q., “maybe in the future, in the UC, some people use their notebook to type notes in the
class, so | have to type faster”), she didn’t construe her participatioaragtefrom her
peers or see it as an opportunity to push herself producing more written text it Bsglis
her other transfer-bound peers did. Perhaps not surprisingly, she was moedresber
participation in the WebBoard as she produced only enough threads to meet Ms. Jones’
minimal requirements.
For students with non-academic goals, participation in the WebBoard was

interpreted as simply an act of completing a course assignmenttrethexssociating it
with an academic future or the kind of English they valued. For example, wheh aske
what he thought he learned from participating in the WebBoard, Vincent cosanent

YC: HRRBAF IR Tt activity R mm /R EL B8 8 7, 2258 [#Hassignmertt

T 224178 57 2 (What do you think you are learning from the Web

Board or the assignment?)

Vincent: Wi .. i85 /EJ8 e, T RmE, S, BA K KHPRE, i

ihZgrade —{Hgrade IEMEHRPERLME, sbEA —MEEEIENR
i, aRARiZ A grade EEFTREE HEUR T, S, (HRRA
grade’® L, AGELEHPE,  EIRYAPE LA U AR BRI !
BRI &k FUEE,  Heandti S+ R — & A grammar

WHEVR SEATEE, 35 L fEAEpUSHURIE! BT LUAR IR S INBE 7], Py LASE fiél S PG
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kg,  FembsE © e —E/EZEmMI(Um ~ what should | say. | don't

know. | don’t have too much feeling. | think it's an .. This is an assignment,

just writing! It is an assignment focusing on writing. | think | am just

doing an assignment. Why do | say so? Because she (Ms. Jones) said she

would grade us. Once grading got involved, she put pressure on us. If

grading didn’t get involved, in my opinion, it might be more relaxing. But

if you have grading, then what | wrote was not a matter of chatting. The

whole event (of writing on the Web Board) was not just chatting. For

example, when she wanted us to pay attention to grammar or things like

that, she was pushing us and giving pressure. So, | just regarded it as an

assignment. )
One can notice that Vincent hesitated as he began to comment on his learnirepegperi
in the online forums (i.e., “Um ~ what should | say. | don’t know. | don’t have too much
feeling. I think it's an..”). His hedge seems to reflect his doubt about what hegzonld
from participating in the WebBoard. He also revealed his attitude toward the online
forums by commenting that writing in the online forum was “an assignment, just
writing!” and his participation in it was “just doing an assignment.” He blamgedJghes
for dismissing the conventional notion of “chatting” in the online forums for she graded
their work online and stressed “grammar or things like that” in their online laagisay
He was not willing to buy into a discourse that turned a chat-like forum into an dcadem
one.

Mathew shared Vincent's perspectives.
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YC: So, how do you feel when you post your assignment in the WebBoard and
have your classmates read it?

Mathew: Uh, nothing. | never think about it. Just to finish an assignment.

The purpose is just to finish the assignment.

Unlike Charlene, Sarah, Sheena, and Virginia, who valued their participation in the
online forums as an act of shaping an Academic Discourse and by implication an
academic identity, Vincent and Mathew downplayed the importance of cultisatoinga
Discourse or identity. They regarded participation in the assignmemnt f@s “nothing”
but to “finish an assignment,” and therefore invest just enough to meet the course
requirement, doing only what they were asked to. It is not surprising that, among the
focal students, they posted the fewest number of threads.

Students’ enactment of peer identity.

Despite enacting their student identity in the online forums by stressing thfe use
formal language and perceiving the instructor as the primary audience afrties
texts, the students also managed to enact their roles as peers outside deam@ca
Discourse, particularly when they responded to their peers’ initial writk¢adelressing
Ms. Jones’ prompt. Doing so, the students tended to interact with each other for social
purpose rather than academic purposes. Their online textual exchanges foogsed m
building solidarity and common ground than debating the validity of their viewpoints or
evaluating the written structures in their peers’ texts.

When asked how they decided who to respond to in the assignment forums, the

students indicated that common interests or shared experiences presentednitettite
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of their peers’ texts was the major impetus that drew them to respond. Talking alyout w

she chose to reply to Cindy’s written text in the first assignment, Cleastad,
% _EIREFreply Cindyf, [KZiiERose Bow] Rose Parade H %
EAE A, IRFR—EAREE, FAGE SR — A LR, R
et * w2 B 2B Eprizemit, FRBEAREARG * R ATERREINER T,
K% = YR IRLEA I LE B A5 IR e N A RErelate R (R, SRERAIRIERL S
SNE LA A R RRIwinneriERE, N —FRAY,  SRERGALE MM = A pE ]
W, AR RN T, IREARAEE A A AR s, BRI, AP RN
nereply 22, (For example, in the first assignment, | replied to Cindy’s message,
because she talked about Rose Bowl and Rose Parade, and | know about these. |
have been here for a long time and have always wanted to go to Rose Parade, but
haven't got a chance to. Also she said her daughter got the prize. | cavebeli
someone | know won a prize in the tournament of Rose Princess. | can’t believe |
know one of the winners. It feels so different. Many people talked about Xi Lake

or places in China, but | have no idea about those places, | have never been there,

so | can’t reply to those.)

In replying to my question, “How do you decide whose essay to reply to? “ Sarah said,
Um.. it depends on if it is comfortable for me to read their essay, maybe
like we have the same topic, like similarities, and then | can talk about it
more, | can reply more. If he or she said something I'm not familiar with, |

will not reply. ...
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YC: Have you thought about responding to your classmate by saying
things like “hey, Sheena you write really well, your topic sentenceas cle
to me” or commenting on their grammatical errors or essay structures?
Sarah: No, | don’t. To me, it’s just the content of the paragraph. | am afraid
maybe my opinion of it is wrong, because my English is not so well, |
might tell her the wrong thing.

Vincent also said,
YC: {Ri@ i #h B E R Ereplyafi? (How do you decide which
message to reply to?)
Vincent: B EER, BAEMER = 2, 18 MEEET AT ATHR 5
M, FREREASMAY « ATk, iRCERe, TokeE, g8
5], (I read what attracts me. It depends on the content of one’s writing,

and has nothing to do with his language structures or usages. | will read or
respond to messages that were appealing to me; that is the content that was
interesting to me.)

It appeared that what drew the students’ attention in the online forums was
indications of common ground with other students based on shared experiences or
common interests, the kind of appeal that any situation might spark, not only academic
ones. The students’ interpretation of their peer identity was reflected nohamhat
they chose to respond to, but also in how they chose to write in the responses. For
example, in responding to Anne’s first assignment forum, an online text that deéscribe
her trip to Xi Lake in China as an unforgettable experience, Sarah wrotegdedner
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Hello, Ann, | am Sarah. | am very glad to see your experience. | have been

to West Lake (you called it Xi Lake, it is the same) for several times

because | have been stayed in Hangzhou for one year. That is a very

famous resort in China and it is really beautiful. | don't know how about

the weather when you went there. The best time to visit West Lakeys rain

day, and you can walk along the bank of river, that is really nice!
One can notice that, in this exchange, Sarah used positive politeness strategrass(
Livinson, 1978/1999) to agree with and collaborate with her peers’ points. She attended
to her peers’ interest by complementing and exaggerating Ann’s exgeneWest Lake
(e.g., “l am very glad to see your experience” and “That is a very farasog m China
and it is really beautiful”). She asserted common ground with her peer by inchaiing
of them in the activity (e.g., “I have been to West Lake (you called it ke Liais the
same) for several times.”) She further elaborated on Ann’s idea lingfeesuggestion
(“The best time to visit West Lake is rainy day, and you can walk al@nigahk of river,
that is really nice!”). Sarah projected herself as a compassionate peattended to and
shared a common interest with Anne.

In another thread that Sarah wrote, in response to Vincent's writtemtexts
Assignment 5 where he wrote about using recycled paper as a way to solve
environmental pollution, Sarah wrote:

Hello, Vincent. | agree with you about saving paper. Nowadays, many
people like to type instead of writing on the paper, but the printers still

need a lot of paper. Therefore, reusing the paper is very important. | have a
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towel to dry my hand if my hand is wet and | think it is also a way to save
paper resource. Because of the popularity of the Internet, we do not need
to buy the newspaper, and we can read the news from the website, which
is another useful way to save the paper.

In this excerpt, Sarah started with an agreement with Vincent's viewpgnt‘(e
agree with you about saving paper.”) She confirmed Vincent'’s idea blyasmpg the
importance of reusing paper (e.g., “reusing the paper is very important.”)ednaulaged
his viewpoint by offering alternative practices to save paper. To assexiriearn for
Vincent's want, she depicted herself as someone who cares about saving papesrds V
did (e.g., “I have a towel to dry my hand.”). Finally, she used in-group identityensar
(e.q., “we do not need to buy the newspaper, and we can read the news from tleg websit
which is another useful way to save the paper.”) to include both of them into the same
practice of saving paper. Sarah’s consistent use of positive politeragsgist illustrates
that when addressing her peers, being friendly, confirming, and agreemganemon
interactional norms in the online forums of the WebBoard.

In effect, as | examined all of the seven threads that Sarah wrote in rasgurse
peers in the assignment forums, they all show a similar pattern in agnetsirand
collaborating with the interests of her student peers, except the following oreeavhe
slight sense of disagreement was shown. In responding to Virginia’s online text
Assignment 3, in which she wrote about doing activities that she really enjoyedssuc
listening to music, walking her dog, and talking with close friends, as her way of

managing stress, Sarah wrote the following text:
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Hello, Virginia, this is Sarah. | agree with you that listening to the msisic
good way to forget the worries, but | think you can only forget the worries when
you are listening to the music, so | am still trying to find another wayaa rel
myself. Like what you said, talking with friends and share your thoughts is a good
way to find the root of your stress and friends can give you some suggestions.
This is a good way to release yourself.
One can notice that although Sarah showed a mild sense of disagreement wih's/irg
idea (e.g., “but I think you can only forget the worries when you are listening to the
music, so | am still trying to find another way to relax myself.”), herglesament was
softened by partially agreeing with Virginia’s idea (e.g., “I agvéh you that listening to
the music is a good way to forget the worries “) and mitigated by corroboraérogiter
idea that Virginia had proposed (“Like what you said, talking with friends and gbar
thoughts is a good way “). Thus, although the students occasionally showed disagreem
when they interacted with each other in the online forums, their disagreement was
modified rather than boldly confrontational.

The tendency to confirm and agree with peers’ ideas in the class online fomims wa
also found in the textual exchanges of male students who were reported to be more
aggressive and argumentative in their verbal behaviors than females and tenddceuse m
bald disagreements (Holmes, 1995/1999). As | examined the four threads of responses to
peers that Vincent posted in the assignment forums, all of them showed a zattden
of confirming and elaborating on his peers’ ideas. For example, in the followiragl thre

Vincent responded to Sheena’s written texts in Assignment 5, in which she showed her
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concern about climate change caused by the green house effect, and referred to
decreasing the time of using air conditioners and taking mass transit amvailgsiate
global warming.

Hi Sheena, this is Vincent. | am also concerned about global warming and

greenhouse effect. In California the summer is very hot, but | don't always

turn on the air conditioner. Sometimes | open all my windows or use a fan.

| also try to go downstairs because it is cooler downstairs. | know someone

who always turn on the air conditioner and heater. He wears shorts in

winter and say it's cold, so he turn on heater. This waste so much energy. |

also agree with your comment on taking mass transit. This saves a lot of

energy. | try to carpool with my friends when | go somewhere. | think we

all need to do something small to save more energy.
In this excerpt, Vincent attended to Sheena’s concern (“I am also concernediabalut g
warming and greenhouse effect”) and agreed with Sheena’s viewpointo(‘dgise with
your comment on taking mass transit”). He also sought to build solidarity and common
ground with Sheena by showing how he tried to alleviate global warming by aagpool
with friends and reducing the time of using the air conditioner -- rather than being
competitive, aggressive, and argumentative as some have found in male orteracti

In a similar vein, Mathew’s textual exchanges also showed a pattern afhawpfir

and agreeing with peers, rather than being disagreeing or competitivielldvng is

Mathew’s response to Vincent’s written texts in Assignment 5 about negysaper:

Hi, Vincent, this is Mathew. After | read your paragraph, | do

216



strongly agree with your view of points. In our daily life, we can buy
thousands of paper by several of dollars. Therefore, people usually ignore
to save paper because of the low price and they might not realize that
paper was made by wood. The way you wanted to save paper is very
helpful. | agree with you about using recycle paper to reduce the costing
of forest, and | think that if people knew the importance of saving paper,
they will work hard to solve the problem. For example, people might use
computer in instead of paper. When people want to solve of this problem,

they will make a better life.

In the above textual exchange, using positive politeness strategies, Mathew
established solidarity and a common ground with his male student peer (i.e., “l do
strongly agree with your view of points”; “The way you wanted to save paper is
very helpful”; “I agree with you about using recycle paper to reduce the costing of
forest”). He also elaborated on Vincent's idea of using recycled paperetdhea
environment by offering alternative choices (“people might use computer in

instead of paper.”).

In fact, when | examined all of the four threads that Mathew wrote to
respond to his peers, all but one of them showed the pattern of overt agreeing and
confirming. The exception was the following, when Mathew responded to one of
his male peers, Larry, who wrote in Assignment 3 about fighting, boxing and

destroying house decorations as his ways of managing stress.
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Hi, Larry, this is Mathew. Thank you to share your experience. The waydbat
use to reduce your stress seems to be unique but useful. There is a thing that |
want to remind you that is violence will not work well every time, it will cause
some serious problem when you use violence to reduce your stress. It is so easily
to make people lose control of their mentally consciousness, then you may make
some grisliness aftermath. Think about it, | think you might want to change
another mild way to reduce you stress.
One can notice that using positive polite strategies, Mathew tried to mikigat
disagreement with Larry’s opinion by acknowledging his contribution (e.g., “Tyaunk
to share your experience”) and confirming his idea (e.g., “The way that yado reshice
your stress seems to be unique but useful”). Rather than baldly disagree withemgehal
Larry’s opinion, Mathew modified his disagreement in the form of suggestion and advice
(“There is a thing that | want to remind you that is violence will not work evedry
time”; “Think about it, | think you might want to change another mild way to reduce you
stress”). Vincent and Mathew’s use of positive politeness strategiesponaing to their
student peers shows their attempt to maintain solidarity and share commastsnigite
their peers in the online forums. Their transgression of normative genderdreha
suggests that being cooperative and confirming was a highly valued comnvenncatn
among peers in the online forums.
The above analysis of the students’ interaction with peers suggests that the
communicative norms created by the students in the online forum in different ways

overturned Ms. Jones’ expectations for their interactions. When the studentdedterac
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with each other online, it was what they wrote about, rather than how well theg; wr

that came to the center of the students’ attention. It was the norm of cooperation and
confirming that seemed more highly valued than the norm of being argumentative or
evaluative as is often seen in conventional academic genres. The studentsttesed wri
exchanges with peers as social acts that emphasized relationship andifrigresce,

while Ms. Jones focused on shaping for the students a certain kind of academicepeer rol
that was comprised of serious academic exchange, as human agents dractugt

peer needs and ways, the students modified the teacher’s expectations to accemmodat
their own. Doing so, they shaped a peer language repertoire comprised of pohtahes
other strategies appropriate to the interactive situation that they mer¢bamselves to

be in.

Students’ enactment of life world identity.

As indicated in the previous chapter, ESL students are complex social beings whose
student identity intertwined with the discourses in their life world outsidegeolla the
online forums, the students were found to write in multiple voices, using multiple social
languages to enact their multiple identities (Bakhtin, 1981; Gee, 1996, 2002). That is,
while enacting their identities in the classroom community as student andhgee
students, referring to the sociocultural membership that they weratettilin their life
worlds outside college, also simultaneously enacted their life world idemistitey
responded to the academic topics raised in Ms. Jones’ initial prompt. For example, in
response to Ms. Jones’ initial message in Assignment 3 that ask the studemiteta “

paragraph to explain what you do when you are in stressful situations. How do you
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handle your stress? “ Sarah wrote:

As the improvement of people's standard of life, people have lots of
entertainments to relax themselves, but stress still caattdided. For me,

as a student, | have stress from study. When | was in high school, | was
really stressful, because | had to prepare for the college entraaroe lex

had never had so much stress before. | thought | couldn't continue to study
if I didn’t find a way to relieve stress. Fortunately, my teacher told nie tha

| could write journals if | was upset. | wrote journals everyday and | found

| felt much better. | looked journals as my "closest friend" and wrote
whatever | wanted. Writing journals is a good way for me to relieve my
stress and listening to the music is another good way for me to relax
myself. Some people use drinking to relax themselves in order to keep
away from their annoyances. As for me, | use music to help me keep way
from the upset things. | like to listen to music and lie on the bed, then |
turn the volume up so that | can't hear any other voice except the music.
This atmosphere makes me feel comfortable and helps me to get into the
world of music. The light music is a good one for me because | can relax
my mind totally and sometimes | will fall asleep when listo the music.
After | get up, | will eat food that | like. The reason why | eat food is that
when | am eating, | feel very happy and content. The stress can be gained
as we getting older, so | should find some better ways to relieve my stress.
Handling stress is important but not difficult if you can find the way to
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relieve yourself.

In her response, Sarah simultaneously adopted three different voices and therefore
three different identities in her written text. Firstly, she enacted heeist identity,
writing to meet the academic expectation of Ms. Jones. Her student idesitparked
by third-person sentence subject (i.pgdplehave lots of entertainments to relax
themselves “) and written language features (Chafe, 1982), such as sequences of
prepositional phrases (e.gth& improvement of people's standard of)jfparticiples
(e.g., ‘Handling stresss important”), and complement clauses (e.g., “some people use
drinking to relax themselvas order to keep away from their annoyarigeblsing these
linguistic devices, Sarah was able to integrate more information in each itléa uni
produce formal-like texts and mimic the detached voice frequently seen irattenac
genre. Such linguistic behavior showed Sarah’s attempt to align with her sttty
by writing to meet the formal written language valued by the instructor.

In addition to the student identity, Sarah also enacted her peer identity. Her peer
identity was marked by oral language features (Chafe, 1982), such afirssipgrson
reference (e.g., “Whehwas in high school, was really stressful, becauskad to
prepare for the college entrance exam.), emphatic particles (dhgd hever hado
much stress before”), showing mental process (d.thptightl couldn't continue to
study) and colloquial usage (e.g., “I looked journals asaogest friend™; “really
stressful’). Using these linguistic features, Sarah conveyed a sense of involvement and
forged an intimate, personal relationship, essentially geared toward h&r pee

Finally, Sarah also enacted her life world identity as she wrote about beiasite
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solutions. By referring to her prior educational experience in China (e.g.,” VWwiesin
high school, | was really stressful, because | had to prepare for the aoilegece
exam.”), and youth culture (e.g.,” | like to listen to music and lie on the bed, then | tu
the volume up so that | can't hear any other voice except the music.”) Sarahenade
social identity as Chinese immigrant teenager visible to the clast’ 8aaatment of her
life world identity as Chinese teenager was recognized and affirynedripeer, Rachel,
who drew on their shared life experiences outside the classroom to respond t® Sarah’

initial written text.

Hi, Sarah. I'm Rachel. We had same experience about the college entrance
exam, and | think that is the big stress for a lot of students in China. |
remember the teacher said this is your only chance to get into a good
college and it is the only way you can better your future. We all knew that

meaning, it seemed a last warning before you took the exam.

Through the textual exchanges, Sarah and Rachel not only displayed their soctgl ident
as Chinese immigrant teenagers to the class, but also forged an affinybgrmd with

their shared social identity outside the college by speaking of the collegeanéxam

as an experience that is only known to and shared by the Chinese students in the class
(e.g., “l think that is the big stress for a lot of students in China. ... We all knéw tha

meaning”).

Sarah’s written exchanges in the class online forums illustrate that ioratilit

complying with Ms. Jones’ expectation, enacting their academic identitetadent and
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peers, the WebBoard was also a social venue where the students got a chanttesiio
life worlds exposed to and affirmed by the class, and build up non-academanstigds

with their student peers. As Sarah said in the interview,

YC: Is there anything that you think is important about your learning or

writing experience on the WebBoard that | haven’t asked you about?

Sarah: Um~ .. maybe through .. after | write in the WebBoard, | feel

maybe the relationship between our classmates become closer. ... Like

the first assignment is about our exciting experience, and we can share

with each other our exciting experience. Some of them are very funny. So

besides learning from [my classmates’] use of vocabulary, | also learn

more about their life, their personal life by reading their assignments.

Like Sarah, Vincent was also found to use multiple social languages and enact

multiple identities in his written texts online. For example, in responding to Mss’Jone
prompt in Assignment 5 that asked the students to write about an environmental issue of

their concern, Vincent posted the following text:

The world we live in faces many environmental issues. What most concerns me is
losing our forest and the idea of recycling. Our trees are being cut down siery fa
and not many people recycle papers. Trees give us cleaner air andysdtent
landslide. In addition, they provide food resources for wild life and a place for
them to live in. When we have less trees, we have less animals. | cannot stop

people cutting down trees, but | can recycle paper to use less wood and trees. If a
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paper is reusable, then reuse the paper. | always save wrong printed paper and use
them as note papers. Also, | always buy recycled paper at office supply fetio

my printer. | am a designer so | use a lot of papers. | use recycled papsr f

sketches and drafts, and | only use good paper for my final projects. | also use

both sides of the paper. When | buy paper towels | buy Bounty because their

paper is smaller. | don't need to use a big sheet to clean something. When | use
towels to dry my hands, | save them to clean the tables later. What | plan to do is
encourage people to do the same. Recycling paper feels like a small step, but |
think it is very important. If we all do the same, then our planet could be a lot

better to live in.

First, Vincent made effort to appropriate a student identity by imbuingsa ££n
academese into his written texts. For example, he used abstract senterute Gueje
“What most concerns nelosing our forest and the idea of recycling *), and written
language features, such as attributive adjectives (e.g., feageled pape€r), sequences
of prepositional phrases (e.qg., “l always buy recycled patpeifice supply stores for my
printer’), conjoined phrases (e.g., “Tregwe us cleaner aiandprotect us from
landslide), participles (e.g., fecycling papeffeels like a small step”), complement
clauses (e.g., “The worlde live infaces many environmental issues”), and passive
voices (e.g., ” Our treemre being cut dowwery fast). Furthermore, Vincent also
reflected his peer identity by conveying a sense of involvement and intimay/fiost-
person referencke, we,andusthroughout the text, and other oral language features, such
as emphatic particles (e.g., “our planet coulébat betterto live in “), and fuzziness
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(e.g., I don't need to use a big sheet to céeamething). Finally, Vincent made his artist
identity visible. As shown in his text above, speaking from the stance of a ddgigne
“l am a designer”), Vincent reported his practice of using recycled paptsketches”
“drafts” and “final projects” as ways to conserve resources. His lifedvidentity was
not only recognized by the classroom participants as | observed him constertigd
as “the artist” by the class, but also corroborated and affirmed as his ¢mg®nded to
and made comments on his online text. As shown in my earlier analysis of the students
enactment of peer identity online, when student peers, such as Sarah and Mathew,
responded to Vincent’s written text on Assignment 5, they agreed witkentinedeas
and collaborated with him to reinforce the practice of conserving paper reséwsces.
Vincent's peers confirmed and agreed with his ideas and practices, they not dnly buil
solidarity or forged friendship, but also implicitly affirmed Vinceritfe world identity
as an artist.

In a similar vein, Mathew'’s online texts reflected multiple identitiesekample, in

responding to Ms. Jones’ prompt in Assignment 3, Mathew posted the following:

Every stress in every different sides show dissimilar significations, &ededit
people will have their particular attitude with same stress. There alsoaary
different way to solve their different stress. Unlike in the movie, roles usually
went crazy when they got stressed; people who got really seriousistresklife
generally will do some mild action to release their lose control of emotiansal
Christian, so | always pray whenever | felt something which seemed tarbd fe
and stressful. No matter your religion is built on mentally or physicaby;ipg is
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the best way to reduce the stress for Christian. Before | became &a@htiplay
saxophone when | felt really stressed. When | play saxophone, there will be only
two things, saxophone and rhythm, in the world and there will not be more
thinking about my real life. Another way that | used to melt my life strefeseoke
became a Christian is by playing video games. | mostly asked my freptsyt

with me, then | could talk with them when | felt uncomfortable. Talking and
playing video game is a good way to melt the stress. On the other hand, every
time when | felt stressful, | would like to go out by myself. Sitting under ugehra
smelling fresh air, and touching the nature in a quiet environment could make
every muscle that in my body relax. While | was feeling the myatemature, |

can listen to light music, and take a deep breath before enjoying the pure colorful
world. Different stress will also cause different influence with each indaidu

Even though every stress seems badly, but after people bear the stress and finally
overcome it, they will realize that the life environment and the way that tleely us

to manage problem had changed. The environment may not have changed but the
way they think had already improved. Every time after | faced stress)lt

analyze the causation to cause this case. Then if next time | meet the same
situation, | will handle it much easier. Thinking after stress faded awsstpul

to avoid same thing occurring if it is evitable. Everyone’s different opinion on
same stress will cause many different results, and stress doesn’t rdeéhimbs.
occurring, it is a great opportunity to learn life experience. Tryinghtbdut your

suitable way to reduce stress is good for everyone who is in your life.
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One can notice that Mathew, like Sarah and Vincent, made use of different social
languages. First, despite numerous structural errors, Mathew imbued afsense
academese into his texts: third person sentence subject [efigrent peoplevill have
their particular attitude with same stress”), abstract sentence tsufdjes ‘Every stress
in every different sides show dissimilar significations”), and written laggueatures
(Chafe, 1982), such as attributive adjectives (e.g., “when they gotssroasstress” ),
sequences of prepositional phrases (e.g., “people who got serious streskfewéhtio
some mild actiorno release their lose control of emotignconjoined phrases (e.g., “ |
canlisten to light musicandtake a deep breatbefore enjoying the pure colorful world”),
participles (e.g., Talkingandplaying video games a good way to melt the stress.”),
complement clauses (e.qg., “they will realthat the life environmertnd the wayhat
they used to manage problérad changed.”), and relative clauses (e.g., “I always pray
whenever | felt somethinghich seemed to be fearful and stres¥fiurthermore,
Mathew also attempted to enact his peer identity by conveying a sense of iremivem
and intimacy in his written text through the use of first-person reference”(empstly
asked my friends to play with me, thiecould talk with them whehfelt
uncomfortable.”), emphatic particles (e.g.” | play saxophone whenretly stressed
“Then if next time | meet the same situation, | will handiauicheasier”), and colloquial
usage (e.g., “Unlike in the movie, roles usualgnt crazywhen theygot stresset].

Finally, Mathew drew from his religious practice (e.g., “| am a Chrissa | always
pray”, “praying is a best way to reduce the stress for Christian”) antl galiure (e.qg.,”

Another way that | used to melt my life stress before | became ai@hisby playing
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video games”, “Talking and playing video game is a good way to melt the stess”) t
address the academic task at hand, making his life world identities as devog@Chri
and teenager visible and recognizable to the class as he simultaneouslg bisact
student and peer identities in the WebBoard.

In effect, for all of the focal students, the online forums reflected a cozrgioom
of identities. That is, the students were able to simultaneously enacdheemic, peer,
and life world identities as they wrote to responded to Ms. Jones’ initial promph,wh
as shown in my earlier analysis, aimed to shape the students into AcadsooiarBe.
The following Table gives a glimpse of the discourses that each of the iodahtst drew
on that reflected these identities.

Table 4

Sample Discourse from the Focal Students’ Initial Written Texts Online

Academic discourse Peer discourse Life world discourse
Charlene Environmental Hi everyone, | am Many women like
conditions are very Charlene. | would like  shopping and buying

important to human to share my exciting new clothes. ... What |
beings in order for us tc experience with all of intend to do is to apply

live healthy and you. (Assignment 1) recycle goods as part of

happily; therefore, my life. ... For

people are very example, cutting out

concerned about pieces of fabric from

environmental issues. my old clothes and

(Assignment 5) making a quilt blanket.
(Assignment 5)

Sheena There are more and | can study in the public I am from Taiwan and |
more environment library or at school. |  speak Chinese. | like to
problems cause by the can also go to the beac read novels and watch
developing of or hiking in the Japanese cartoon in my
technology. What mountain. free time.
concerns me the most i (Assignment 5) (Assignment 1)

the climate change,
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Virginia

Vincent

which know as global
warming and
greenhouse effect.
Aassignment 5)
Seabiscuit was a very
famous racehorse
during the years of the
Great Depression. Evel
though he did not look
like a high-class horse,
he was able to achieve
greater popularity than
his overwhelming
rivals. Seabiscuit’s
popularity grew up
because of his
incredible speed and hi
owner’s opportune
marketing.
(Assignment 4)
Advertising athletes hau
been a popular method
both today and during
Seabiscuit's time.
Depending on how
athletes are advertised,
it could be good or bad
(Assignment 4)

Hello everybody, this is
Veronica. | hope you
find my writing
interesting and
informativeiz
(Assignment 2)

Be a teacher! | never
thought about that | will
be a teacher, | am still ¢
student. | feel so funny
when | received this
order. How can | teach
kids drawing?
(Assignment1)

Sometimes, | have so
much homework to do
that | do not know
where to start. | feel
overwhelmed and |
cannot concentrate in
any subject. When this
happens to me, | find it
very helpful to make
some time to walk my
dog.

(Assignment 3)

| am a designer so | use
a lot of paper. | use
recycled paper for my
sketches and drafts, and
| only use good paper
for my final projects.
(Assignment 5)
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Mathew

Today, people are in a Hi,this is Mathew. | | am a Christian, so |
new civilization come from Qingdao, always pray whenever |
because there are China. My favorite felt something which
numerous of high-tech sport is soccer, and I'd seemed to be stressful.
industry factories were like to play with you No matter your religion
built. As a result, guys. ... Here, | have a is built on mentally or
gaining in factories and question for you: Have physically, praying is
population need more you ever thought about the best way to reduce
water for every single the result of playing the stress for Christian.
city. What worries me  with fire when you were (Assignment 3)

most is the shortage of a child?

waters in the city... To (Assignment 1)

sum it up, these are my

three ways to save

water which are

recycling daily life’s

water, checking out the

faucet, and ways to

wash dishes.

(Assignment 5)

Examining the language listed in the column of academic discourse, one can note

the students’ formality, which fit the Academic Discourse promoted by Ms. .Jases

shown in Sarah’s enactment of student identity discussed eatrlier, the focatstude

academic discourse in the online forums was marked by the use of such wattemac

language features as abstract sentence subjects Eagrohmental conditionare very

important to human beings”), and other written language features such as noomalizati

(e.q., “There are more and more environment problems cause tgvihlepmendf

technology”), participles (e.g.Atvertising athletebad been a popular method”),

attribute adjectives (e.g., “he was able to achieve greater popularity ghan hi

overwhelming rival§, conjoined phrases (e.g., “Seabiscuit’s popularity grew up because

of his incredible speed and his owner’s opportune markgtisgquences of
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prepositional and prepositional-like phrases (e.g., “Environmental conditions are very
importantto human beings in order for us to live healthy and happipre-posed
subordinate clauses (e.ggven though he did not look like a high-class hohgewas

able to achieve greater popularity than his overwhelming rivals”), andveetdéiuses

(e.g., “What concerns me the most is the climate chavigeh we know as global
warming and greenhouse eff§cFurthermore, not only students with an academic goal,
but also those with non-academic goals, such as Vincent and Mathew, were found to learn
and use formal language features and writing styles associated wattathemic genre in
the online forums. For example, in Mathew’s academic discourse, despite the
grammatical errors he made, readers can still get a sense of asadenhe form of

thesis statements at the beginning of his written texts (i.e., “Today, peepteaanew
civilization because there are numerous of high-tech industry factories witrddai
result, gaining in factories and population need more water for every sing\&idy.
worries me most is the shortage of waters in the city.”) and conclusionsesidliiee.,

“To sum it up, these are my three ways to save water which are reayaiindgfe’s

water, checking out the faucet, and ways to wash dishes.”).

Reflecting their peer roles, the students drew on a broad spectrum of orajéangua
features, attempting to involve their peers and create a sense of friendlhreess.
discourse listed in the column on peer discourse illustrates informality andagtim
through the students’ use of second person direct addresski gvetyonel am
Charlene. “), and oral language features such as, first person refereggcékriever

thought about thdtwill be a teachel, am still a student.”), monitoring of information
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flow (e.g., ‘1 hope you findny writing interesting and informative”), exhortation (e.g.,
“Be a teacher!”), showing mental process (e.gwduld like to shareny exciting
experience with all of you. “), and colloquial expression (e.qg., “My favorite sport i
soccer, and I'd like to play witou guy¥). In addition, emoticons (e.g&), commenly
seen in teenagers’ chat room language, penetrate the students’ languagbeisaline
forums, despite Ms. Jones’ instructing the students to avoid using chat room language.

In addition to reflecting their student and peer roles, when writing on the WebBoard,
the students drew from their experiences and the knowledge they gained outside the
classroom community to address the academic topics assigned by theanstheit
written texts were often imbued with the non-school based identities they phetyesl i
home- or community-based organizations. As listed in the column ondid discourse,
Charlene referred to the female practice of “making a quilt blanket fromatlees” to
talk about recycling as a way to conserve resources. Her experiencesp@asded to by
another female student who appreciated and shared a similar interest witm€harl
Mathew drew from his religious practice (e.g., “I am a Christian, sodyswray”,
“praying is a best way to reduce the stress for Christian”) to talk about biseunay of
stress management, making his lifeworld identity as devoted Christiate\asid
recognizable to the class. Thus, in the WebBoard, the students not only defieate
classroom identities as student and peers, but also blended in the socioculturedsdentit
in their life worlds outside the classroom into the official online discourse.

Opening a space for the students to display and affirm their life world ieentiy

have affected their L2 learning experience. When asked how she felt whigpeths
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commented on their text online, Sarah said:
| think if someone read my writing, | will be happy if someone read my
assignment, and then give me a reply. Because someone..someone §£dé..uh
A NRERE THERSCE, Rt g @R e i,  RaEm ste A
WEINEN KB, INAA NE. A NEE# (Because when someone replied
to my essay, that means they read it seriously. So | feel happy and confitent. A
| have more motivation to write because | know someone is reading my work and
someone is interested in my work.)

Vincent also said:
AR R A Fecomment g RS H, BEAMEHER), B2 Acomment
R AFg,  UREL AT LD HNE A S EIRAYSCE,  HRiE ke Bl 7 sk
*, EEEREER, . EREERERREH. (When my classmates
gave me comments, | felt happy about it. | felt excited. | mean igstoibave

comments, then you know people like your work. In some ways, it even motivates

you to write. ... But the problem is | really don’t have time for this.)

Hence, when Ms. Jones, who perceived the WebBoard as a medium that spurred student-
student conversation, was willing to relegate some discourse control tadkatstin the
WebBoard, the students’ multiple identities were given a space to be affirmeeirby t

peers and “silently” approved by Ms. Jones, rather than being dismissed or hidden as
underlife as shown in my analyses of the various face-to-face classroots ieve

Chapter 5. Such an identity affirmation could turn to intra-personal motivation that drive
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the students along the way of learning the L2.
Conclusion

As illustrated in literature on technology use in classroom, the existires\althe
institution and classroom shape how teachers and students make sense of their use of
technology. Situated in the Academic Discourse, Ms. Jones used the WebBoard as a
venue to socialize the students into Academic Discourse and expected thes stuthd
on their student and peer identities in specific academically focused T¥aeystudents
partially cooperated with Ms. Jones’ academic expectations as, for eéxahgyl
concerned themselves about the formality and correctness of their langeagben
writing in the online forums of the WebBoard. Nevertheless, rather than eggathin
their peers solely in Academic Discourse as expected by the instthetor
communicative norms the students created through their interactions with one another
emphasized building solidarity and forging friendship. Furthermore, whiletiefietheir
classroom identities as student and peers, the students also reflectefi tiveirdi
identities by referring to the sociocultural membership that they widiatadl in their
life worlds outside college, making their life world identities visiblarnad part of the
online forums.

Gee’s view of identity allows us to explore the students’ identity enacimiiet
WebBoard as an intersection among the sociocultural memberships of the students, the
social languages they used, and the particular discourse contexts theywedee &n.

That is, situated in the institutional context of Academic Discourse, the studerg

found to use a mixture of social languages (e.g., formal and informal, acaaemic a
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casual, written and oral) in their written texts online to convey their ideban
communicate with one another. Speaking in multiple voices, they simultaneously
reflected multiple identities through not only what they wrote, but also how theg asot
they participated in the online forums. Moreover, although the institutional and
instructional contexts had the power to shape what and how they wrote, as human agents,
the students also actively negotiated in the online forums what it meant to be a student, a
peer, and a social being with their own sociocultural backgrounds. Hence, in MS. Jones
Level Four ESL Block, the WebBoard was turned into a site where the studelifsle
identities were recognized and affirmed and where the students could usé Englis
varied ways outside the Academic Discourse that the instructor promoted. ime for
showed them, in that sense, broadening the scope of their L2 learning.

In the next chapter, | will summarize the findings of the study, and dibeuss t

significance of these findings in terms of L2 research and educationat@rac
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Chapter 7
Conclusion

In discussing Discourse and identity in online language learning, | have prtpose
understand L2 students’ identity construction in school-based online languagegearnin
from a nested-context perspective, situating the students’ emergenttioteomline and
the meaning they attribute to the online language learning activity in loroade
institutional/instructional contexts as well as in social practices angraluttorms the
students participate in within their life worlds. Looking into the learning reaipees of
six focal students in the case-study community college ESL classroom, shave that
identity is central to understanding what knowledge and skills these students chose to
acquire and how in the process of learning ESL in this educational setting. lgcifi
through the focal students’ identity enactments in the classroom and in onlinagang
learning, the study illuminates how the students in varied ways complied with and
entered into the Academic Discourse that is mainstream to the collegdsaibw they
actively and individually tried to shape this Discourse through their iderdgigeers
and members of a life world outside the classroom. They did so in ways that sesnetim
countered the communicative norms valued by the institution and instructor. The online
context in particular provided opportunities for the students to shape complex identitie
and to express their multiple voices as peers and members of a world outside the
classroom as they used their new language, English, to communicate with one &mothe
this chapter, | summarize findings of the study by referring back to tharobsquestions

| sought to address at the outset of the study and discuss implications thatthis s
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brings for L2 research and educational practices.

Question 1: What are the dominant norms and values that the institution and the
instructor attempt to socialize the ESL students into? How do the students respond and
react to the norms and values upheld by the institution?

In this study, | have shown that, aligning with the common missions shared by
American community colleges, RHC claimed itself an institution of multitfans,
providing academic transfer, vocational training, and community services todéents.
Despite these claims, however, the discursive practices of the college padidipants
suggested that facilitating academic transfer was the most sati@walued curricular
function enacted in the college. Not only did the college itself implicittyexplicitly
project itself as a transfer-focused college, the faculty and mang sfutlents also
recognized and co-constructed such an institutional norm. As Gee @uair{000-2001),
“One cannot have an identity of any sort without some interpretive system umidgrwr
the recognition of that identity” (p.107). Underwritten by the interpretiveesyshat “we
are a transfer-focused college,” at RHC, ESL was taken for granted paripge
students for college” rather than for other possible functions (e.g. ESL fovaiskills,
ESL for vocational skills, ESL for personal growth). A “good student” aCRtHen, was
equal to aracademically capablstudent. As such, Academic Discourse turned out to be
the dominant Discourse for ESL instruction at RHC.

Looking into the daily practices in the case-study ESL classroom, thersliciyes
that, in conversation with the interpretive system of the institution, the E8tudum

functioned to socialize the students into Academic Discourse by helping thequteea
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a specific combination faying-being-doing-and-valuin@ee, 1996; 2002). In other
words, the students were socialized to use, not English in general, but an academic socia
language, which consisted of not only certain kinds of stylistic genres, sgntacti
structures, and vocabulary, but also a particular thinking model that is assumed to
represent the writing of the U.S. academy. They were also encourageddao thke

student dispositions assumed to be valued in American college classrooms, sucf as bei
participatory and engaged enthusiastically in classroom talk. In Gee®) ({@®&ds, the
dominant Discourse of the institution shaped the classroom curriculum, calling on the
ESL students to take on an academic identity that complied with the dominant value of
the institution by reading, writing, thinking, and acting as academics in Norénican
settings were believed to do.

While examining the values and norms upheld by the institution and its effect on
daily classroom practices, we should question what is missed and who is maioalize
privileged in such a value system. As Gee (1996) points out, Discourses ascalls
political. That is, while we forward certain viewpoints or values as “stanaard”

“normal,” we simultaneously marginalize viewpoints and values central to other
Discourses. A narrow focus on academic transfer not only dismisses thdeseozaal
functions ascribed to and undertaken by American community colleges bystisbur
excluding its workforce preparation and community service functions, but such a focus
also marginalizes the students who choose to enroll with purposes other than @academi
transfer. As my analysis of the focal students’ ESL learning expegencChapter 5

indicates, ESL students with the academic goal of getting transferceetitemcomply
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with the dominant Discourse of RHC with enthusiasm and hold positive attitudes toward
their ESL learning experiences at RHC. They were privileged in thegzrofe

appropriating the kind of student identity and language use promoted in the classroom for
such complicity aligned with their college goal and the value they perceivdughex
educational degree. On the other hand, students with non-academic goals were
ambivalent in aligning with the academic identity valued by the institutionaite
mismatch between their own goals for being in college, the kind of Engliskrahesd,

and the dominant Discourse of the institution. They were marginalized andrcatd@s
“less academic students” or “passive learners” by the instructor althioenglvere

excellent in their vocational or other social arenas outside the classroom,anetee

seen to be quite capable of using English to perform certain social functions
inside/outside the college classrooms. As such, the perceived colleganddhé kind of
sociocultural membership the students desired to align with appeared to nrezliate t
students’ reactions and responses to the dominant Discourse of the college.

The study also found that the local process of identity construction in threafass
was shaped not only by the dominant Discourse of the college, but also by the beliefs and
values commonly seen in the broader U.S. society. This finding is consistent with
previous studies on identity construction in classrooms (e.g., Hull, et al., 1991; Willet
1995), asserting that identity work in local classroom settings is ingvghbped by the
broader social values and cultural beliefs about what counts as normativecrtass
behaviors in U.S. schools. For example, Hull et al. (1991) showed how an individual

student’s violation of the IRE interactional routines in classroom discoursel tomhé&o
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decrease the learning opportunities distributed to her and became an indicattua, for
teacher, of her cognitive disability. The Hull et al. study suggestshihaliscursive
practices and identity work taking place in classrooms was shaped by th®oom
assumption of U.S. society that normalizes a certain kind of interactional routhree |
classroom and attributes low-achieving students’ academic difficulygiaitore
disability. In a similar vein, the study that | undertook shows that through verbal
interaction in the classroom, cultural beliefs commonly seen in U.S. educagtmas
such as assuming ESL students’ first language and culture to be a problamiirgle
English, acculturating ESL students into American cultural frames, aadiassg
classroom talk with students’ abilities and achievement, penetrated int@alassr
discourse through the instructor’s role expectations of students and perception of
normative classroom behaviors, and shaped what it meant to be a good student.
Question 2: How do the diverse discourses that ESL students participate in within their
life worlds shape their development of student identity at school?

Literature on identity and second language learning (Goldstein, 2001; Norton, 2000;
MaKay & Wang, 1996) has indicated that L2 learners mobilize within theptaulti
discourses in their life worlds—the sociocultural membership they arextfilvith
outside school--to assign meanings and values to their language learirig@et
school. They consciously select their school identities in relation to the sdored zand
cultural norms of the discourse communities they inhabit outside school. In accordance
with this strand of literature, this study, focusing on the population of communiggeol

ESL students, finds that the cultural norms and role expectations that the community
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college ESL students took on in their life worlds outside college shaped their college
goals, student identities, and investment in ESL learning. The focal studeatfwsd
to draw from the discourses valued in their home and in their community-based
organizations, such as proper gender behaviors, Confucian cultural values, and the social
identities they assumed in their workplace or religious community, to assign meaning t
their college education and to respond to the academic identity the college and the ES
instructor summoned them to take on. For example, since Confucian cultural values
highlight the place of family in an individual’s life and stresses paying thec
benevolence of parents as the basic virtue of filial piety, the young Chindsatst|
studied were found to incorporate such values to interpret their college eduesiog, s
going to college and getting transferred into universities not only asadselhcement
but also as a way to comply with the Confucian cultural values regarding thelr socia
identity as daughters/sons in the family. Thus, they strove hard to apprémaalemic
Discourse and to align with the identity of academic-oriented students, for such an
alignment not only defined who they were at school, but also their social rolerin thei
home-based community. When learning ESL, they valued and strove hard to acquire the
kind of academic written language use that was promoted in the classroom lagcause
investment in academic written language was perceived as an investnenaaademic
identity they desired to align with.

However, this study indicates that, while they may have enrolled withrsimila
college goals, community college ESL students did not reflect a common school

experience. Finding a balance in one’s sense of self appeared to be a moreateanplic
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task for older female students or those coming from lower socioeconomic Biatut®

the overt conflict between the dominant Discourse of the college and their home-based
Discourse, these students were found to suffer more tension as they strove tdattalign w
the academic identity that the college summoned them to take on. For examhéa Virg
had to battle with financial constraints while she enacted the identity of aenaicad
student. Charlene had to compete with her biological clock in order to strike aebalan
between the gender expectations of her family and her college goal., ldkhcagh Gee
suggests that Discourses are harder to acquire and often tension-fileolsewho have
come to them without previous knowledge, skills, and values from their primary or other
secondary Discourses, the stories of Charlene and Virginia suggest Hhatt ket

population of community college ESL students, not all the students go through a similar
process and equal amount of tension in acquiring the dominant Discourse of school.

In discussing the intersection of community college ESL students’ schodlident
and the discourses they participate in within their life worlds, the study fimtlhiman
agency played a central role in the students’ enactment of school identity and & proc
of ESL learning. From a social-constructivist point of view, while broaderlsocia
structures impose constraints on human actions, as human beings act on and respond to
the same constraints, they continuously alter and recreate them. In thssphagean
agency prompts people to negotiate with and recreate the existing cultural ndrms a
social practices of larger social structures (e.g., Golden, 2001; Norton, 200Gtutlyis
adds to this strand of literature by showing that, while the larger socieuses placed

constraints on them, drawing from individual agency, these community college ESL
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students tried to negotiate and reshape existing structural constrairggafgale, the
home-based gender practices of women getting married and giving birttesiable”

age appeared to interfere with Charlene’s college goal of getting traasfera four-year
university. Nevertheless, rather than being subjugated to the gendered sotiGdgcdc
her home-based community as shown in Goldstein’s (2001) study of Portuguese female
ESL learners in Canada, Charlene was willing to transgress the gendeagapef her
home community, working extra hard to acquire academic English and perform her
academic identity for she was propelled by the sense of cultural approbatian t
bachelor’s degree would bring her. In a similar vein, choosing to pursue a vocational-
oriented goal, Vincent and Mathew were hesitant to align with the acadienidy
promoted by the college, and deemphasized the acquisition of academic writing in the
ESL learning process. These stories suggest that ESL students do notriygecessa
subjugate themselves to the existing institutional norms or cultural valwergerf social
structures. As human agents, they actively choose the kind of affiliation thiey tbe
identify with and the kind of membership they desire to connect to. These community
college ESL students challenged and recreated the dominant values and norms of the
larger social structures.

Question 3: How do ESL students enact their social identities through their discursive
practices of online language learning? How is such identity enactment related to

the Discourse of the institution and the discourses students participate in withihféneir
worlds outside school?

According to Gee (1996), one’s identity is enacted through an interaction of one’s
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social or cultural group memberships, use of social language(s), and thelgadontext.
Situated in an institutional/instructional context which highlights Acadérscourse,
the community college ESL students participating in this study were found & use
mixture of social languages (formal language vs. informal language,iatiguage vs.
oral language, academic language vs. everyday language) to enacienmlgtipities that
reflected their memberships in the classroom community as well asfén@iotlds.
Situating the students’ interview talk and the texts written in the class doturas in
broader institutional, instructional, and life world contexts, the study indittaaggo
align with Academic Discourse and display a sense of academese, the studeted
their online identities in multiple ways: by (a) stressing the formafitheir language
and using language that contained written academic features, essdirgaliyng it to the
course instructor; (b) choosing discourse that contained oral languageSeaidire
positive politeness strategies to share common ground with their peers aach@ease
of intimacy and friendliness to their student peers; and (c) drawing fromd¢loesltural
memberships that they were affiliated with outside the college classcoaddtess the
academic topics assigned by the instructor. Their written textseonkre often inscribed
with the non-school based identities they played in home- or community-based
organizations.

The study shows that the students’ identity enactment online reproducdlsaas we
recreates the dominant Discourse of the college. That is, while situaficgdemic
Discourse, the students were found to not only align with Academic Discourse, gnactin

their academic identity as expected by the instructor, but also actinsgdgd Academic
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Discourse by referring to the sociocultural membership in their lifedsalitside
college and reinforcing friendship and affinity as they interacted with one anotther i
class online forums. As indicated in the above discussion on how, as human agents, the
students negotiated their sense of being a student within the college, findmghdr
students’ identity enactment online corroborate with this notion by showing thatndrawi
on their peer and life world discourses, the students participated in the Academi
Discourse with “negotiation,” and, thus rewrote the interactional dynamecglantity
expectations underwritten by the dominant Discourse of the college. As such, timsstude
turned the WebBoard into a site where their life world identities cstezkiwith their peer
and student identities as well as being recognized and affirmed by the lotagisigsthe
potential to positively affect their L2 learning.

The study also found that the identities that the students desired to affthate
mediated their investment in school-based online language learning agtivitie
finding echoes literature on L2 learning and identity, asserting idgiéyg a central role
in mediating L2 learners’ participation in language learning actiies reviews in
Block, 2007; Ricento, 2005). As the analysis of the students’ participation in the class
online forums shows, students with academic goals regarded the class onlng dsr
investment-inspiring, for they regarded participation in the online forums as h&ping
achieve their college goal by furnishing them with the kind of writtedig&ngkills they
needed in their academic futures and, therefore, were willing to engtdgeanline
forums with enthusiasm. On the other hand, for students with non-academic goals,

participation in the online forums was interpreted as simply an act of competimgyse
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assignment rather than developing the kind of English they valued. Their strategi
participation, therefore, reflected a student identity that downplayed thetanpeof
cultivating academic skills. Unlike other studies, however, this one showed how, despite
the students’ interpretations of academic investment, their participatiore chiowed the
versatility with which they juggled their identities as they used Emglis
Implications for Research

Looking into Discourse and identity in online language learning, this studs brin
several implications to research on online language learning and identityuctiostin
educational/classroom contexts. First, focusing on the construct of leammigyjdiee
study is able to show the process of identity negotiation in computer-mediated
communication, a communication genre gaining popularity in L2 classrooms, and the
central role identity plays in shaping L2 students’ participation in school-based onl
language learning activities. As L2 researchers interested in ¢etigeage learning
attempt to illuminate the interaction between contextual features anchipathonline
(Kern, Ware, & Warschauer, 2004; Shin, 2006; Ware, 2004), this study adds the construct
of identity into the sociocultural landscape of online language learning, and &nings
alternative perspective to understanding online language learning in thetsocai
second language studies.

Furthermore, linking analysis of interaction with a qualitative accounptoreahe
broader sociocultural contexts where L2 students were situated, thisvgtsdple to
avoid the pitfalls of many previous studies on online language learning by shbeing

L2 students’ identity enactment online as a reproduction as well as recredtien of
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values and norms of the broader sociocultural contexts. Adopting a product-oriented
approach, many previous studies in online language learning have asserted that online
communication has the potential to transform the traditional teacher-ctol@ssroom
dynamic by stimulating student-to-student interaction, facilitating rdeneocratic
participation, and decreasing teacher control in the classroom. This study, howeve
following students’ verbal interactions in different learning contexts, sigdeat the
medium itself doesn’t necessarily change classroom dynamics. paetyeof online
communication in transforming traditional teacher-centered classroommayaad
recreating the existing communicative norms of the face-to-faceratan has to be
understood in a holistic institutional/instructional context with referendeetsubject
positions that L2 students desire to identify with inside/outside school and the human
agency that L2 students draw on in learning and using their L2 in different learning
contexts. Without taking these contextual characteristics into conswtenatould be
misleading to valorize online communication in restructuring classroom coroationi
based solely on L2 students’ textual production out of context and generalize the
democratic interactional dynamics to all instructional settings. éJanore research in
comparable contextually-rich analysis is needed to bring a fuller pavspentonline
language learning.

The methodology adopted in this study also shows that language use playa a centr
role in understanding L2 students’ identity enactment, not only in face-t@lfssroom
interaction as many L2 researchers have seen, but also in the context of online

communication. By situating the students’ language use online in the
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institutional/instructional contexts and the life worlds that they partidpateutside
school, this study was able to find the multiple voices within the students’ licguist
practices and tease out the relationship between their linguistic psaatidehe multiple
identities they enacted online. Future research on online communication should pay
attention to the students’ language use in context in relation to the socialtioterac
online.

Focusing on L2 students’ identities as reflected in online communication, tlyis stud
extends L2 researchers’ understanding of identity construction to the onlingtconte
considering the effect of school-based online communication on L2 students’ identity
construction. In particular, this study propels L2 researchers to considendhef lsiocial
space that a computer-mediated community affords L2 students in negotiating the
identities and forming counter discourses against the imposition of dominantnécade
ones. Discussing the relationship between classroom identities and LAdearni
Canagarajah (2004) made the following observation:

Despite the fascinating theoretical advances we have made in [language
acquisition studies and literacy instruction], | sense a dilemma for
researchers when they study learner identities in classroom contexts.
Though they are theoretically attuned to representing the resistance of
students to unfavorable identities imposed on them, they don’t have any
evidence for such complex acts of negotiation in their corpi. In many cases,
they find that students appear to take on the unitary identities (shaped by

notions of deficiency, inferiority, and disadvantage) conferred on them by
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the dominant discourse. (ppl117-118)

Although, in her study, Canagarajah (2004) was able to find safedhousesiefined as
“a space where students could adopt more hybrid identities deriving from the
heterogeneous discourses they were competent in,” (p. 123) to engage inideitit/
negotiation, these safe houses are usually hidden as underlife in institutiorats;ont
such as asides between students, passing of notes, peer activities, mangieetimoks,
before classes begin, after classes are officially over, and uabéroiail exchanges with
peers. My analysis of the students’ accommodation of their prior languagalturd m
the discourse site of the face-to-face classroom community in Chapser$haws that,
in face-to-face classroom communication, the students had to hide their cutiral
ethnic identities in the underlife of the classroom (e.g., switching code only when Ms
Jones was absent from the scene) or they might risk the danger of losingdadkde.
response of the Hispanic student in the scenario of American rodeo vs. thaiViaxise
tripping). Moreover, when enacting the student identity in their own cultural way, the
students were categorized as “passive” or as “irresponsible leargels® imstructor,
who stressed the American way of learning through verbal interaction. Itrappat in
face-to-face classroom interaction, L2 students’ life world expergeand knowledge
tended to be unrecognized or disavowed by the instructor and they needed to counter this
situation.

Findings from the study, however, show the potential of school-based online
communication in opening up a safe house for L2 students to negotiate their identities in

official discourse sites. The students’ identity enactment in the class torlimes
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indicates that their deviation from Academic Discourse and their enaabiéatworld
identities were publicly recognized and affirmed by their peers, arahtlsil approved
by the instructor, who perceived the online forums as a venue to spur conversations
among students and, therefore, was willing to relegate some control over thesstudent
Thus, a pedagogical safe house was open, though not an intention of Ms. Jones, for the
students to reconstruct the classroom interactional norms, and negotiate tigiesde
Future research in identity construction in classroom contexts should note LZstude
identity negotiations in online communication, considering how social practices in
school-based computer-mediated communities affect L2 students’ schookagpsrand
identity.
Implications for Educational Practices

Findings of the study suggest that it is important for educational pracsttioner
recognize ESL students as complex social beings who are simultaneonsbgmmef
multiple discourse communities, rather than assuming them attending schbdlsewit
sole goal of assimilating to the target language community. Numeroussshadie
shown that L2 students are involved in multiple sociolinguistic communities andtstrive
maintain dual identities—learning English to join the new English-speaking aaitym
while also maintaining membership with their home language and culturestlitiys
also finds that the ESL students who participated in the study were clod&iedfivith
the home- and community-based organizations and referred to the values andspractice
their home culture to make sense of their school identities and school-based language

learning activities while they strove to learn ESL for their acadeareér future in the
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U.S. Thus, the common assumption that L2 students who arrive in the U.S. have the goal
of assimilating and losing their native language and culture do not apply, palgicula

the era of globalization when there are more and more communities thatrichnsce
nation-state boundaries and many immigrants are more affiliated to theseici@s

than to the nation- state (Block, 2007; Ricento, 2005). Educators need to understand that
the identities of their L2 students are deeply connected to their statesrdsers of

distinct, but interrelated, communities, and recognize the students’ distquistic and
cultural practices as valuable resources, rather than devaluing them asnatabl

Instead of seeing L2 learning as helping the students move from one discourse
community into another, it might be more helpful to view our task as adding to or
complicating the students’ language repertoire.

Focusing on how identity mediates ESL students’ investment in school-based
language learning activities, both online and off line, this study illuminates/ttz L2
students choose to learn and how they approach school-based language learnieg activit
are ultimately related to the identities and memberships that they iiageaffwith.

Hence, rather than using online communication as a means to impose or reproduce the
dominant discourse or learn the target language structures, L2 educators shodét cons
how to employ online communication in their language classrooms to help the students
critically reflect on their relationships with the multiple worlds thayabit. For example,

in a comparative study of using electronic media in four language classrooms,
Warschauer (1999) reported a case of a university-based ESL classroom inviHearei

electronic communication was used as a means to engage the students in drtbgues
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peers and the teacher to critically reflect on their relationships with.Beadademic
community with references to the academic communities of the students’ homsesount
Engaging in such dialogical interaction, one of the students, who was coping with
cultural differences between Japan and the United States in terms of shatpeated

from students, was fund to create her own understanding of what academic networking
means for her in her own social context and achieve a new understanding of hearole a
graduate student, combining the perspectives of her classmates, her teachersalf.
Warschauer (1999) notes the four teachers participating in his study useshetec

media in a variety of ways, “ranging from assisting students with lgegioeam to

helping them gain critical awareness of the context of their work. ... [Tteg]itatoo

often neglected, even in progressive classrooms (p.165). Nevertheless, it is ehgaging
students in critical literacy to actively reflect on their role refeghips with the multiple
discourse communities they participate in and analyze how social relateons
constructed in different sociocultural contexts that empowers L2 studentsstahesi
unfavorable identities ascribed to them and construct new forms of identity adatigpli

as English users and learner (Norton & Toohey, 2004).

As integrating online communication in L2 language classrooms andzaogiak
students into this new form of communicational media has become crucial when teaching
ESL in the electronic age (Warschauer, 2004; Warschauer & Meskill, 2000), ksugge
that L2 practitioners use online communication in ways that empower studentg, givin
them more control over the discourse and engaging them in dialogues to créttatly

on their role relations with people in their multiple life worlds inside and outsidmbkc
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and their associated discourses. For example, in the case of integratidgandein the

Level Four ESL Block, it was fortunate that Ms. Jones, who perceived online
communication as a medium that spurs student-student conversation, was willing to
relegate some control to the students in the class online forums, and gave més stude

safe house to enact the multiple facets of their identities, even though some of them
overthrew her role expectations. Nevertheless, instead of passively observing the
students’ online interaction and assigning grades to their online written téxis fwcus

on the language structures, Ms. Jones could have gone further to empower the $tudents i
she had perceived the diverse linguistic and cultural practices embedded urdé&masst
discourse online as rich resources and had actively engaged with them mgoeBahat
critically reflect on their relationships with the academic commuitid).S. vis-a-vis

their home countries or their life world identities vis-a-vis their acadafeittities at

school. Thus, L2 learning online could become not only an opportunity for gaining access
to the standard language or dominant discourse, but a process of developing critical
awareness and a process for self and social transformation.

This study, focusing on the population of community college ESL students, also
brings implications to the policy and practices of community colleges. Smeeiéan
community colleges undertake multiple social functions and enroll students withedive
educational goals, findings from the study suggest that community college sheild ha
broader and diverse curriculum goals to accommodate the diverse student populations
they serve, rather than solely focusing on the function of academic tramsfer a

marginalizing students enrolling with non-academic goals. Thus, in ESL depéstm

253



curriculum should design to target on not only academic ESL, but also vocational ESL
and literacy ESL to address the diverse needs of ESL students. Furthermoneyiaai
community colleges enroll a larger portion of student of older age and comingpir@m
socioeconomic status than the other sectors of higher educational aiganizéhe U.S.,
more structural supports and services (e.g., financial aids, and child cdradg be
provided to help ESL students with older age or lower socioeconomic status to navigate
their educational pathway as findings of the study indicates these stuwaehts face
more social constraints and struggle more in accomplishing their college goals
Limitation of the study

Focusing on the process of identity socialization and negotiation, the scope of this
study is limited to one ESL classroom situated in a particular community eolich
emphasized academic transfer as the institutional norm. A comparableshayted in
another institution which emphasizes curriculum functions other than academiertransf
can help to illuminate how Discourse interacts with the process of L2 studentsgyident
shaping and negotiation. Such a comparison may also illuminate how different dominant
Discourses of institutions affect the role expectations, interactionatpstand
linguistic practices observed in school-based online language learning.

Furthermore, the study could have advanced our understanding of identity
negotiation in classroom contexts if sociolinguistic data, such as code sgiictpeer
work or the interactions among the students before/after the classroom, wagmlaclim
and systematically analyzed. Given that the study is mainly designecwitfitérest of

exploring identity construction online, data that illuminates the students’ identity
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negotiation and contestation to the dominant Discourse in the face-to-fasreatas
mainly relies on my observation and description from my field notes. If discourse data
that documents the students’ social interaction in classroom underlife had tresedd
would have had more evidence for understanding the process of identity negotiation in
the face-to-face classroom.

Finally, the interpretation of the students’ life world discourse in this stliely re
exclusively on the students’ interview data, rather than data from multipleespauch
as following them to their work places or churches and documenting their astauiti
affiliations within these communities. Moreover, many of the focal studgmnisteel they
frequently participated in non-school-based online communities and organized their
affiliation with distant friends and family members through online networking tsatch
as Facebook, Friendsters, MicroSoft Network Messenger, and QQ Online chag Gett
access to their life worlds outside school and obtain hard data documenting their role
relationships and activities in these communities could have revealed a stronger
relationship between their life world identities and school identities.

Coda
One of the assumptions that qualitative researchers hold is that there are

particularities and universalities within each social institution (Erickson, 18&6ice,
findings of a qualitative study, rather than providing rules that can beajeadrfrom a
sample to a larger population disregarding the particularities of each satitaition,
seek to furnish readers wiithtellectual instrumentalitiegDewey, cited by Bellack, 1978)
and offer asurrogate experienc@Vehlage, 1981, p. 214) to indirectly guide readers’
interpretations of social practices in their own situational context. Alththeystudy is
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limited in its scope to a single case of a college-level ESL class anallansimber of
focal students, it is my hope that findings from the study can provide educational
practitioners and researchers who are interested in L2 learning, icemt#yuction, and
online learning a surrogate experience to think through the many complex rssalesd
in L2 learning online when it comes to their own practices. Rather than providimgex s
definitive answer to the effective use of online communication in L2 classrdoens
study aims to engage readers in active reflection on and reconstruction of smtiaépr
within their own situational context, draw their attention to the effect of igeartit
shaping student learning, and to the role broader sociocultural contexts play ngshapi

social interaction in online language learning.
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Appendix A

Transcription Convention
, segment between a chunk of speech
. end of a chunk of speech
.. short pause
... omission
? rising intonation on utterance
I exhilaration
CAPITAL emphatic stress on capitals
( ) English translation
[ ] transcriber’s note on speakers’ paralinguistic acts (e.g. plhygsitan, loud laugh,
chuckle, tones that show disappointment or disparage, and abnormal speech speed)
Overlap overlap speech
XXXX inaudible or illegible speech
“ “indirect speech

~ prolonged speech (e.g., O~h, w~ow)
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