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Abstract

Pedagogical research in Algeria often focuses mostly on classroom concerns, such as the
development of English language skills (listening, speaking, reading, writing), students’
motivation, autonomous learning, and anxiety. However, no research has tackled the issues of
‘learner identity’, ‘learner’s voices’, nor looked at innovative teaching approaches where these
two elements of identity and language voices can be enhanced. The lack of innovative
teaching/learning methods in the Algerian EFL classrooms may have limited the students’
opportunities to articulate their identities and voices in learning. The present research proposes
an investigated and innovative course that involves a range of autobiographical writing and
theatre activities for students of English at Bejaia University. It aims at exploring the effect of
this course on both the students’ identity and their language skills development. The students
were selected to participate in this study through purposive and opportunity sampling. Ten
sessions of autobiographical writing, designing theatrical scripts, and performing those scripts
onstage were undertaken. The participants’ life experiences, which revealed issues in regards
to their studies, English language learning, social relationships, culture, religion, gender, and
dreams, were present in their narratives. Those participants also contributed to semi-structured
interviews and diary writing. Inductive thematic analysis and idiographic-case-by-case analysis
were used in the analysis of the data. Furthermore, eight EFL teachers were interviewed to
provide data on the willingness of the department for innovation and the integration of this

course in the EFL teaching/learning program.

The findings of this study recommend the integration of the proposed innovative course in the
department of English based on the positive perceptions of the course by students and teacher
participants, and the elements it developed in the learners. The thesis also recommends a
teacher training to enhance their teaching methods and use new teaching approaches in their
classrooms, such as the use of drama. Finally, this study adds knowledge to the
reconceptualized model of multiple dimensions of identity (RMMDI, Abes et al., 2007) on
how identities develop in a multilingual context such as Algeria. This contribution emphasised
‘time’, ‘becoming’, and ‘multilingualism’ as additional meaning-making filters to multiple
identities. The study also contributes to understandings of learner identity development in
multilingual contexts through the triangulated process of multiple identities that it developed,
and the possibility of creating multiple communities (e.g. imagined communities and

communities of practice) that were explored in this research.



Chapter one: thesis background

1.1 General introduction

1.1.1 Thesis structure

The current thesis is divided into 11 chapters. Chapter one is an introduction to the thesis. It
outlines the aims, the objectives, and the research questions. Additionally, it highlights the
main features of the educational system in Algeria, as far as English language teaching is
concerned, and particularly the approaches used to teach English, mainly the writing skills.
Chapter two provides the theoretical framework and a review of the literature focusing on the
aims and objectives of the study and gives details of the main elements that form this research
study: autobiographical writing, interactive theatre, and multiple identities/voices, in the form
of organized sections. It also outlines the main theories underpinning this research. Chapter
three provides detailed information about the research design and methodology, and the
procedure I adopted to collect data, and the methods of analysis, along with the ethical
considerations. In chapter four, I report on the exploratory course I designed to collect data.
The course includes ten sessions of autobiographical writing and performance. Chapter five is
concerned with the data analysis and the coding process that allowed me to come up with the
emergent themes. These themes represent the findings of this research which are split into four
chapters (from six to nine). In these chapters, I present and define the emergent themes, and
give my interpretation supported with illustrations from the data. Chapter ten links the
discussion of the findings to the research aims and the literature review. Finally, chapter 11
concludes the thesis, and it presents the limitations of the study, the contribution of this research

to knowledge, and the research recommendations.

1.1.2 Teaching English and how it relates to this research

In the Algerian educational system, English is studied from middle school to the final stage of
secondary education, when it is completed with the baccalaureate exam. For some students,
English can be one of their choices at higher education, requiring them to study for a further
five years. However, most of those who opt for English join the university with a low level in
the four language skills (speaking, listening, reading, and writing). The issue then is how to
help them improve those skills throughout the five years they spend at university, which are
divided between the Bachelor’s and Master’s degrees. This is because the Algerian university

reforms have adopted the Licence, Master’s, and Doctorate (LMD) system (see 1.4). English
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students are required to have completed both Bachelor’s and Master’s degrees to meet some
job requirements, whereas the Doctoral degree remains optional and admission to it is contest

based, and only successful candidates get access to it.

Recent research on EFL teaching methods in Algerian universities (Benadla, 2012; Bouziane,
2016; Guerza, 2015) reveals that there has been an enormous shift from teacher-centred
methods to learner-centred ones. Traditionally, EFL and ESL classrooms were influenced by
the behaviourists’ teaching methods such as ‘the audio-lingual method’ and ‘the grammar-
translation method’ (Haley & Austin, 2014). For instance, EFL teachers in the Algerian context
exposed their learners to different traditional teaching activities (Benbia, 2013). However, they
mostly failed to produce competent EFL learners who could master the English language and
gain acess to its symbolic resources (see Norton, 2000). Audio-lingualism, for example, was
praised because it produced learners who succeeded in memorising English vocabulary and
producing correct grammatical sentences. This method, which is based on the behavioural
concept of reinforcement, turned learning into a mechanical process rather than making it
creative and collaborative (Bagheri ef al., 2019). Students of the audio-lingual classrooms learn
to repeat, read and recognise themselves as learners who must complete what the teacher gives
them as drills and dialogue-based activities (Bagheri et al., 2019). However, most of those
students did not show any interest in what they were learning. Likewise, the grammar-
translation method focused on detailed teaching of grammatical rules and the application of
those rules in translation tasks while it ignored the communicative side of learning (Koubci,
2019). These old methods did not view the student as a ‘social being’ (Norton, 2000), who
learns what he/she is interested in and through what helps him/her to become creative,
reflective, powerful, and more competent in the use of the language. Rather, students exposed
to traditional methods were passive and the teaching process more mechanical (Bagheri et al.,

2019).

As for the Algerian context, the failure of traditional teaching methods led decision-makers,
EFL researchers, and course-book designers to seek to improve the teaching of English in a
context where it is not socially used, and to help the students cope with globalisation and the
different technological changes worldwide (Boughandoura, 2012). Therefore, a shift to learner-
centred pedagogy has occurred. Accordingly, various new approaches were introduced to the
EFL classroom to promote change and innovation in the way English is taught and learned

(Benmostefa, 2014). Among those new approaches, Benadla (2012) lists ‘the communicative



approach’ (also called communicative language teaching or CLT), and ‘the competency based-
approach’ (CBA). CLT is concerned with the development of communicative competence
through integrating the learner in authentic tasks (Benadla, 2012). Following CLT, CBA came
as another new approach which is now applied in almost all educational institutions in Algeria
including middle, secondary, and university education. CBA aims at enhancing students’
critical thinking, problem-solving capacities and integrating the student’s daily life in learning.
Furthermore, other learner-centred methods are also implemented at the university level
including those which make use of ‘ICTs’ or ‘Information and Communication Technologies’,
that are adopted to promote learner’s autonomy (Guerza, 2015). The Algerian EFL teaching
reforms welcomed these new approaches to promote innovation and change in the learning

outcomes.

Nevertheless, Algerian EFL teaching methods still do not allow the learners to articulate their
own ‘voices’, and express their ideas in the classroom (Guerza, 2015). According to Miltra
(2006) the students’ voice is crucial in the language classroom either in EFL or in ESL. My
use of the term ‘EFL’ refers to students who are in the process of learning English as a Foreign
Language, as opposed to ‘ESL’ or English as a Second Language. Richards & Schmidt (2002)
note that foreign language refers to the kind of language which is not the mother tongue of a
given community, who use it neither as a medium of instruction in their educational institutions
nor in administration, media or government. They learn it for specific purposes, as for example,
Algeria uses English as a foreign language. In contrast, a second language refers to languages
learnt after the native one, that may be used in schools, administration, media, and government
(Richard & Schmidt, 2002, p.472). For example, in countries including/such as Ghana, Nigeria,
India, Singapore, and Vanuatu, English is used as a second and official language (Crystal,

1999).

Concerning the concept of voice, I use it to refer to students’ ability to give their opinions,
articulate their desires and needs (Prior, 2001), which possibly enables their ‘agency’, that is
their ability to promote some change in their learning (Vetter & Schieble, 2016). These
concepts can be considered as signs of learner identity development (see chapter two on the

concept of identity).

According to Kaur et al (2013) providing learners of English with the chance to interact in the
classroom allows them to build a learning repertoire based on reflection and use of cognition,

enabling their opinions, needs, and self-competencies to be seen and heard by the teacher, and
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their classmates. Ranson (2000) claims that when students are given a space to articulate their
voices, they can express themselves and their identities, and empower their self-understanding
and self-respect. Another study by Miltra (2006) shows that when learners’ voices are
considered and given appropriate attention, learners begin to construct their ‘sense of agency’.
A study by Fielding and Rudduck (2006) suggests that students who impose their voice in the
classroom can promote change and empower themselves in terms of becoming decision-
makers, responsible, reflective, and more interactive, and building their character. These
features give them self-empowerment and foster their identities in learning (Fielding &

Rudduck, 2006).

Taking this further, this research sets out to explore whether using theatre in the classroom can
be a good opportunity for Algerian EFL learners to bring their social experiences, dreams, and
future plans into this interactive space. This may help them to develop their multiple voices
and identities in language learning (Norton, 2000) and also help the development of their
language skills (speaking and writing). Therefore, in this study interactive drama techniques
including what is known as forum theatre (see 2.1.5) were used to encourage innovative
teaching methods in the Algerian EFL classroom. As I discussed above, learner-centred
methods are not fully and correctly applied by Algerian EFL teachers, and traces of traditional
methods are still present in the teaching process. Thus, the majority of Algerian EFL teachers
cannot meet the practicalities of the new approaches and innovate in their classrooms. The
concept of innovation is ignored in this context. In this thesis, I have adopted the terms
‘innovation’ and ‘innovative’ to describe the course that I designed to achieve the aims and
objectives of this study. The concept of innovation in the context of language teaching and
education covers the process of bringing new ideas, new methods/techniques and creating
change in the way students learn the language (Benmostefa, 2014). Likewise, 1 adopted
Benmostefa’s meaning of this concept in this thesis. [ used the combination of autobiographical
writing leading to performance as an innovative method throughout this research. However, |
should state that the proposed course of autobiographical writing and performance is common
and possibly applied in different educational settings of the world. Nevertheless, I named it
‘innovative’, not meaning that it is innovative to research on identity, but because the
techniques and the tasks the exploratory course introduced are innovative in the Algerian
context. Benmostefa (2014) mentioned that what is common in one context might be innovative
in a different one. Furthermore, I did not come across other researchers in Algeria who explored

identity and learners’ voices through the same method. The exploratory course might contribute



to an extended understanding of student identities as shown in the findings of this thesis (see
11.3.2). T also consider the exploratory course as a way of allowing the EFL students who

participated in this research to become fluent in English and achieve ‘linguistic capital’ (see

Bourdieu, 1991).

My focus in this research is linked to EFL cognitive processes, imagination, language voices
and identities, by using innovative methods to enhance both writing and speaking skills
amongst the students, and to help them impose themselves in the classroom, articulate who
they are, and to break the barrier between themselves and others (classmates/teachers). I
propose that this may help learners to enhance their identities in learning, and to realise their
capacities and desires. This may also empower them (Vetter & Schieble, 2016) and increase
their ‘power relations’ (see more details on this concept as introduced by Bourdieu, 1991 in
2.4) which might be involved in structuring their multiple identities, and prepare them for

future career work and leadership.

The background to my choice of the topic of this research results from my experience as an
EFL student at the university where this study took place, along with my experience as a teacher
trainee in both middle and secondary school education. These experiences granted me some
knowledge about the way writing is taught and learned in Algeria. Many Algerian educational
institutions, particularly universities, tend to restrict the writing courses to teaching the
grammatical side of English to assist EFL students to become good academic writers. However,
these students are not provided with the opportunity to become good English narrators or to
express who they are. They are not able to impose their narrative voices within an imagined
community, which they can structure in the classroom, and that gives them a space where they

can write and perform their talents in English.

Many students have talents in writing, and they might have a vast imagination and high
motivation towards self-expression. For instance, when I was at university, | observed some
students in the library writing diaries to develop and enhance their narrative skills in English.
‘Sarah’ (pseudonym) was among them. She was a third-year EFL student who kept a diary of
her university experiences that she gave the form of a life story. When I asked her “what are
you writing in that small notebook?” she answered: “I am keeping a diary of my university
days in English”. This inspired me to conduct this project. Additionally, I decided to carry out
this research to see if there are grounds for recommending to the Department of English at the

University of Bejaia (Algeria) an innovative course, which is based on teaching students how



to write autobiographical reflective texts and turning them into collective and autobiographical
scenarios for theatrical performance. This might be more motivational to the students to
enhance their level in English mainly in the productive skills (speaking and writing). In other
words, interactive theatre was used in this study to motivate EFL students to narrate stories and
extract from their writing samples characters that they can perform onstage. This helped me to
explore how these theatrical characters might have given the students multiple and imagined
identities. An exploratory course was conducted to realise this project (see chapter four). In
this research, I explore whether the exploratory course might be a good initiative towards
innovation in English language teaching at Bejaia University as it may offer EFL students a
space where they can empower themselves, share their social/personal experiences lived in
their social context, and enhance their voices in the classroom. This may help them build their
agency and develop multiple identities (see 2.2.2). Furthermore, the linguistic profile of the
students and their different social roles that involve being somebody’s daughter sister, mother,
wife, husband, student, and teacher (which all involve their use of different languages) have
increased my research interest in how identities develop and how they are given meaning by

these students in this context.

The participants in this research are multilingual. They speak Berber in addition to the usual
mix of Arabic, French, and English. I addressed this multilingual capacity in the research
questions (see research question ‘1’ below), as I believe that it may influence identity
development amongst the participants. In other words, the findings of this study may show a
change in terms of the multiple and imagined identities they may develop as related to the
different languages they use in different contexts (home, university, meeting friends outside)
which they also used in their narratives and performances during the exploratory course (see

chapter four).

Concerning the Berber language, Algeria is divided into two different groups who dominate
the population ethnically: Arabs and Berbers. Both groups also speak French because of French
colonialism. However, Berber is spoken only in the Berber regions including Bejaia, where I
conducted this study (Miliani, 2001; Benrabah, 2014). This multilingual capacity may provide
the participants with a vast imagination and rich repertoire of life stories and experiences that
they lived in different contexts where multiple languages are used. This multilingual ability
draws attention to the pluralism of identity. For instance, the participants in this research are

not only students in an EFL class, but also sons, daughters, friends, teachers, and some might



be husbands and wives. All these different roles where the use of various languages is involved
may lead to different identities that can be articulated in reflective writing and developed into
imagined identities within the students’ theatrical thinking. This may provide these learners
with the opportunity to bring into writing those reflective experiences in the form of
autobiographical reflective texts (essays, short stories, and poems). The project reported on in
this thesis created an innovative learning atmosphere, for example by transforming a simple
life story narrated in the classroom into a play, which can turn the learning of writing and
speaking into a more social and cultural task than just a grammar-based one. Additionally, it
can encourage learners to invest (Norton, 2001) in an imagined community of narrators and
actors using English. Therefore, interactive theatre techniques are used in this study as both an
‘imagined space’ referring to imagined community (see Norton, 2000) and an ‘enacted one’
referring to community of practice (see Wenger, 1998 in 2.4) that groups together different
EFL students from both third-year Bachelor’s and Master’s levels. Their cultural and social
experiences are brought into this theatrical classroom to be turned into what Gallagher and
Ntelioglou (2011) name ‘collective writing’, and then into what I call ‘collective scenario

writing’.

Some Algerian research studies in this area (Hamzaoui, 2006; Mokhtaria, 2012; Guerza, 2015)
have not tackled the concepts of students’ voices and identities in writing (both academic and
reflective) within EFL learning settings, and have not looked at other innovative ways to teach
productive skills such as theatrical performances. For example, Hamzaoui (2006) worked on a
similar aspect, that is developing Algerian EFL students’ narrative and cognitive capacities
through investigating their stories written in the three languages: English, French and Arabic.
However, she did not tackle the issue of identity or students’ voices in those samples, and how
they can be enhanced via interactive theatre. Furthermore, many researchers investigated
learners’ identity development in autobiographical writing (Zhao, 2006 &2011; Mathew et al.,
2006; Feuer, 2011, see 2.2.1), without considering identity development within both processes
of autobiographical writing and theatrical performance and the change that these two processes
can bring to the language classroom (EFL/ESL) and to shaping multiple identities in the
learners. Comparing my study to these, I have noticed that using theatrical techniques (such as
the forum or interactive ones) have been given little attention in EFL research. The studies
mentioned above are very close to my research, but three points make my research different
from theirs. Firstly, the linguistic profile of the students that involves their use of different

languages; secondly, the innovative approaches to teaching writing which include: cognitive,



socio-constructivist, culturalist, and theatrical; thirdly, the intended outcomes of the project,
which focus on developing an innovative autobiographical writing module that adopts
collective drama tasks, specifically theatrical plays which are based on a spontancously
occurring interaction from students standing as an audience during the performance of their

peers onstage. The latter is one of the features of forum theatre (see 2.2.5).
In this study, I attempt to explore the following research questions:

1. How do EFL students in Algeria make sense of their identities and what factors
contribute to the development of those identities? Are the identities they articulated in
the course in English parallel to those articulated in their other languages such as French

and Arabic?

2. What voices emerge from their narrative tasks and performances onstage, and how does

imagination shape their future identities?

3. How do both males and females in the study negotiate their gender identity in narration

and performance?

4. What is the effect of collective performance on Algerian EFL students’ language
development and cognitive processes? Do they perceive themselves as part of an

imagined community of actors?

5. What perception do current EFL teachers at Bejaia University have of interactive
theatre and autobiographical texts as a new course to be integrated in the EFL learning

program?

Thus, this study treats the research from three important angles: firstly, it aims to explore the
students’ multiple and imagined identities and language voices. This includes their investment
in their stories and collective scenarios using English, although a few sessions of the
exploratory course focused on writing and performance using French/Arabic/Berber (see
chapter four, in sessions 8 & 9). This enabled me to look at how multilingual abilities affect
their identities and voices while they tell their experiences in writing, in play performance, or
orally during the semi-structured interview protocol (see chapter three). Looking at their
narratives, scenarios, and interview transcripts allowed me to further explore the influences on

the ways they gave meaning to their identities and experiences in the Algerian context.



Additionally, it helped me to explore how interactive theatre techniques could help the students
to articulate their own voices and impose their agentic selves in EFL learning practices. Thus,
I adopted the poststructuralist approach following Norton’s understandings (1995, 2000, 2000)
as linked to identity development and language learning (see 2.2.8). I also adopted the
‘reconceptualized model of multiple dimensions of identity’ (RMMDI, Abes et al, 2007) to
explore the participants’ meaning-making of their personal identities (referred to as ‘core’),
which they themselves revealed in their narratives and speeches during the interviews, and how

these core identities interact with other facets of identity surrounding their core (see 2.2.1).

Secondly, it focuses on students’ language development as connected to their cognitive
processes. This includes exploring the way students use their cognitive processes such as
thinking, problem-solving, and imagination to produce a narrative and reflective text. The
reflective texts and play performances may involve the participants’ life experiences that they
encountered in their social context. Facilitating social interaction in the classroom, and using
socio-constructivist activities may help the participants to use their cognitive abilities and
articulate those experiences in writing. This connects to the socio-constructivist approaches of
Vygotsky (see 2.2.7), to the situated-learning practices introduced by Lave and Wenger (1991),
to Sawyer’s (2012) socio-cultural method (see 2.2.7.2), and to the epistemological tendency of

this research as described in chapter three.

Finally, I used interactive theatre as an innovative teaching method to offer the students a
discursive space where they could develop their language skills and interact with others and
express who they are rather than just articulating their identities in writing. Combining both
tasks of writing and performance emphasised social interaction and students’ voices in the EFL.
classroom (see chapters 6-9). Therefore, socio-cultural theory and other supportive theories
were adopted to underpin the literature and the ontological nature of this research (see chapters

two and three).
The aims and objectives behind conducting this study can be summarised as follow:

A. Research aims

This research aims to:

a. Explore the participants’ multiple/imagined identities articulated in an innovative and

interactive space (theatre).
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b. Identify the impact of autobiographical writing and theatrical performance on EFL

students’ English language skills development as connected to their cognitive processes.

B. Research objectives

a. Explore the students’ narrative voices expressed in their autobiographical texts and

performed in an interactive theatrical classroom.

b. Understand whether these students’ narrative voices and imagined identities in the
autobiographical and collective scenarios differ from their other language voices (French,

Arabic/Berber) and identities.

c. Use the findings of this research to recommend to the Department of English at Bejaia
University innovative approaches to the teaching and learning of writing in EFL

classrooms.

Based on the context of the study and its multilingual features, this chapter requires a brief
statement about the linguistic profile of Algeria and a summary of its educational system. In
other words, the sections below emphasize the notion of multilingualism, the university

educational system, and the place of writing in the curriculum of English in higher education.

1.2 Context of the study

This study was conducted in Abderahmane-Mira University of Bejaia, which is situated in a
Kabyle-speaking city of Algeria. The country is located in North Africa, and it is bordered by
the Mediterranean Sea to the North, Morocco to the West, Libya to the East, Mali and
Mauritania to the South, Niger to the Southeast, and finally, Tunisia in the Northeast
(Benrabah, 2005). Ancient contacts with the neighbouring countries, and the different
invasions that Algeria experienced-- including the Turks, the Spanish, and the Portuguese; and
later French colonialism -- have led to a linguistic diversity and cultural richness throughout
the country (Benrabah, 2014). Thus, Algerian people speak more than one language including:
Literary Arabic (also called ‘Alfosha’), Algerian Arabic (also called ‘Dajreja’), Tamazight
(Berber), French, and more recently English (Chemani, 2011, p. 227). However, English is
limited to the educational institutions where it is taught as a subject and not as a means for
teaching. However, all of these spoken languages form specialties on their own at higher

education. The use of these languages is summarised below.
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1.2.1 Local languages: Berber and Arabic

El Aissati (2005) states that the ‘Berbers’ are the original inhabitants of Algeria and of other
North African neighbouring countries. The Romans called Berbers ‘Numedians’, while the
Berbers identify themselves using the term ‘Imazighen’, which means free men, and their

native language is called Berber or ‘Tamazight’.

Generally, Berbers are located in the “Siwa oasis near the Egyptian and Libyan borders to the
Canary Islands in the Atlantic Ocean, and from the Southern coast of the Mediterranean to the
Northern areas of Mali, Niger and Burkina Faso” (El Aissati, 2005, p.60). El Aissati claims
that Algeria includes 25 percent of the Berber population in North Africa, while around 45
percent live in Morocco, mainly in the Rif area, the Atlas Mountains, and the Sous Valley.
However, only 1 percent of Berbers live in Tunisia, and a few of them in Libyan villages
including Jebal Nefoussa. Sharkey (2012) notes that the Berber population in Algeria is
characterized by its diversity. This can be viewed in the various Berber or ‘Tamazight’ dialects
spread throughout the country from the North to the Sahara in the South. The most widely
spoken Berber dialects in North Africa include: Tarifit, Tamazight and Tashelhit in Morocco;
and Kabyle and Chaoui varieties in Algeria. Kabylie is the principal Berber-speaking region in
Algeria including two-thirds of the Berber-speaking community followed by the Chaouias, the
Mzabs, and the Tuaregs (Chaker, 2003). For instance, Bejaia, where this study was conducted,
includes citizens who use Kabyle as their mother tongue. Therefore, the native language of
Algeria is ‘Tamazight’. However, Arabic was introduced when Algerians adopted Islam

(Benrabah, 1999).

In the 7 century, the Berber queen ‘Dihya’ was defeated in the Islamic invasion of Algeria,
which introduced classical Arabic to the country. Since then, the Islamic religion and Arabic
language were introduced to Berbers. They converted to Islam and learned Arabic, thanks to
the building of mosques, missionaries, and the use of classical Arabic, linked to the revelation
of ‘Quran’ to the Prophet Muhammad (Benrabah, 1999, p.33). This is how Standard Arabic
emerged in Algeria. Nevertheless, the Berbers still use their language and culture in the present

day even if they have converted to Islam (Hadouan, 1990).

Algeria then adopted Arabic as its official language following its independence in 1962.

Nowadays, Standard Arabic is widely taught in Algerian educational institutions including
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schools and universities and used in administrations, workplaces, government, and the media

(Chemani, 2011).

According to Benrabah (2004) Standard Arabic is what keeps both Islam and nationalism
attached. In this framework, he states that “the impossibility to dissociate language from
religion leads Algerian leaders to equate the Arabization of society with its Islamization”
(2004, p.63). Additionally, Arabic is spoken by almost 70 percent to 80 percent of the Algerian
population in their daily life. Nevertheless, the relationship of Arabic identity to speakers of
Arabic and other languages in Algeria, including Berber and French, has always been

ambiguous and complex (Sharkey, 2012, p.430).

1.2.2 Foreign languages: French and English

1.2.2.1 The place of French in Algeria

The history of the French language in Algeria goes back to French colonialism from 1830 to
1962, hence beginning in the 1830s, Arabs and Berbers in Algeria came into contact with the
French people. Therefore, many Algerians encountered French at various times in their
everyday speech. Throughout the colonization period, French colonizers did their best to
suppress the Algerian culture and languages and impose French instead. Though French started
to become an important language in Algeria, the population preserved its national languages
(Benrabah, 2014). For example, many Algerian writers appreciated French and used it as a tool
to express their thoughts against French colonialism in the country. Nationalist writers such as
Mohammed Dib, Mouloud Feraoun, Mouloud Mammeri, and Kateb Yacine published novels
written in French in the early 1950s, contributing to the advent of the seven years of the

Algerian Revolution that led to liberation from France on 5 of July 1962.

Following independence, French became a foreign language integrated in Algeria’s diverse
linguistic landscape (Benrabah, 2010; Hadouan, 1990). Chemani (2011) claims that Algeria is
nowadays considered as the second largest French-speaking country in the world. Moreover,
French is taught in schools starting from second year of the primary level up to higher
education, in which 95 percent of undergraduate and postgraduate university courses are still

taught in French.
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1.2.2.2 The place of English in Algeria

Chemani (2011) states that English is considered as the second foreign language after French
in Algeria. Since 1989, Algerian language educators and scholars have tried to introduce
English (Bouazid, 2014). However, Bouhadiba (2014) states that English flourished before the
1980s when Algeria was “heading towards socio-economic prosperity thanks to its tremendous
gas and oil revenues” (p. 884). Furthermore, Algeria’s relationships with the USA and Canada
supported an English reform policy in the field of education, and this has been demonstrated
in designing course books, and training teachers in English in addition to global technologies

(Chemani, 2011, p.131).

Chemani (2011) believes that competition between French and English as foreign languages to
be taught in schools began in 2000 when the policy of multilingualism was officially
introduced. This is because the importance of the French language in the educational, social,
and cultural fields had decreased (Miliani, 2001). English then became another important
subject taught in middle, secondary, and university education. In universities, English has
become a specialty where students are taught and trained to become EFL teachers after their

graduation.

1.3 The Algerian educational system

When Algeria achieved its independence in 1962, Arabic was declared to be the ‘de facto
language’ of the state. This new rule did not give much importance to linguistic change and
diversity in Algeria (Benrabah, 2007a). However, by 1976, Arabic was used as a medium of
instruction to teach foreign languages such as French, and this was known as the ‘Arabization’
of the educational institutions. Standard Arabic was then introduced into educational reforms
and administration (Chemani, 2004). Arabization emerged as a new policy to unify all the
languages in Algeria (Benrabah, 2004). This strengthened monolingualism in the country and
was considered as the only means of communication that fostered unity among Algerian people

in terms of language use and national integration (Benrabah, 2010; Sharkey, 2012).

The first sector to be Arabized was the educational system. Policymakers decided to introduce
Arabic into the curriculum. Hence many Arabic teachers from Egypt and Syria were brought
to Algeria to promote Arabic teaching (Saad, 1992, p.60). Some of these Arabic teachers

punished children who spoke Berber at school. These severe punishments did not damage the
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Berber identity of those children, but instead, it inspired them to cling to their Berber identity,
preserve it, and defend it by leaving Arabized schools (Sharkey, 2012).

Despite the spread of Arabization and the excessive use of standard Arabic in various domains
including education and work, more recently the higher education system has favored
multilingualism and this new policy has been adopted since 2000. This was the result of the
Bologna agreement, which was introduced in 1999, and was created to increase economical
and research cooperation between European nations. This was later extended to encompass a
few North African countries adopting programs such as ERASMUS (European Commission
Education and Culture DG 2010). Thus, Algeria used this agreement as a model in higher
education to facilitate for its students and scholars the exchange and recognition of Algerian
degrees globally. This reform has encouraged multilingualism in Algeria including the use of
French and English and has resulted in some changes in language planning policies through

decreasing Arabization, particularly in education (Saad, 1992, p.34).

In 2001, the National Commission responsible for educational reforms recommended that
French should be brought back into teaching as the first compulsory foreign language starting
from grade 2, which is the second-year education in primary school. It was also announced that
most scientific subjects in secondary school should be taught later in higher education in French

(Benrabah, 2007a, p.227).

Today, most scientific undergraduate and postgraduate courses such as Medicine, Technology,
Biology, and other scientific subjects in university education are taught in French. However,
English has recently been taught for four years of middle school, followed by three years in
secondary school. Furthermore, students who chose English as a subject of study in higher
education spend five to eight years learning English as a foreign language (EFL) under the

LMD system (License, Master, and Doctorate).

1.4 English language teaching in Algeria

Elsherif (2013) states that the story of English language teaching in Algeria began officially
with French colonial rule in the 1930s. However, its use in schools was not supported by any
well-stated teaching reform. Even after independence, the teaching of English in educational
institutions still depended on French policy in terms of textbooks, programs, and organization
(Elsherif, 2013). Later, the teaching of English in Algeria went through significant changes

(Bouazid, 2014). Globalization and the spread of English in the economy and education, in
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addition to the need for international communication, promoted a shift in the approaches to and
system of English language teaching. Furthermore in 1996, during the leadership of President
Liamine Zeroual, English was given more importance than French. Zeroual recommended that
all universities should start teaching English as the first foreign language, and he set up a new
reform whereby French was eliminated from official and media use, to strengthen Algeria
under the pressure of globalization (Edwards, 2002). Thus, English has become the dominant
foreign language in the curricula of educational institutions, and the only foreign language that
constitutes most undergraduate and postgraduate studies in Algerian universities (Elsherif,
2013, p.170). For instance, new approaches are used in the teaching of English. In 2005, the
communicative approach which focused on language competence and discourse rather than
just grammar was implemented in teaching English within schools and universities (Morandi,
2002). It aimed at allowing students of English to learn communication skills in the language
spontaneously rather than focusing on learning grammar, hence giving the teacher the role of
a facilitator and a learning mediator who shows flexibility in the teaching process rather than
being the instructor (Medjahed, 2010, pp.72-73). Nowadays, Algerian students learn English

at three stages:

1.4.1 Middle school stage

When students complete elementary school successfully, they join middle school education. It
is only at this level that they start learning English as a foreign language in addition to French,
which they have been taught since their second year of primary education. They spend four
years learning the basic skills of English which are: speaking, listening, reading, and writing.
In the fourth year of middle school, students pass an institutional exam known as the ‘brevet

exam’. Success in this exam permits them to join secondary school.

1.4.2 Secondary school (lycée)

This stage comprises three years of study. Unlike middle school, secondary school gives
students the choice between scientific, languages, and literature streams. Each stream includes
subjects such as Mathematics, French, English, Arabic, Tamazight (optional), Physics, Natural
science, Philosophy, Religious sciences, Sport, History, Geography, and other languages such
as Spanish or German that are taught only in language streams. Even though these streams have
similar subjects, the coefficient and the subject content differ. For example, the languages
stream is based on teaching students French, English, and Spanish while the literature stream

is based more on Arabic, history, and philosophical subjects. During secondary school
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education, English teachers focus on teaching their students more complex grammar along with
vocabulary. In the final year, students have to pass the baccalaureate exam to reach the
university level and to register in the field of their interest based on their grades in the BAC

exam.
1.4.3 University (higher education)

Recently, Algerian universities moved from the traditional teaching system to a new one that
covers the three cycles of Bachelor’s, Master’s, and Doctorate -- which was first launched in
2004 -- and semester-based courses. Students in the first year of the Bachelor’s degree pass to
the second year after completing successfully the credits of the two semesters in this year.
Moreover, gaining entry to the Master’s degree (M1) requires that the students gain 180 credits
during their Bachelor’slevel. The Master’s degree consists of two years study and passing to
the second year of the Master’s degree (M2) requires the full completion of credits of two
semesters during M1 (first-year Master’s). Each university semester ends with a final
examination and several continuous assessments such as assignments, homework, practical
tests, training reports, writing dissertations, and presentations (Algerian Ministry of Higher

Education and Scientific Research, 2012).

To study English as a foreign language, students should have completed their secondary school
education with an appropriate level in English. However, this is sometimes not the case,
because many students still get their baccalaureate with a low level of English mainly in the
writing examination (Abi-Ayad, 2013, p.140). Thus, EFL teachers make academic writing the
basic area of teaching for students who choose to study English. They focus on the grammar
and syntax of the language and aim to teach students how to write cohesively and coherently
(Bouziane, 2016). In addition, this field includes different modules in the curriculum, for
example, socio-linguistics, literature, origins, and evolution of language, phonetics,
civilization, pragmatics, media, and methodology of research, reading comprehension, and
other sessions for oral and listening development. All these modules are designed for both first-
year and second-year students. Moreover, students sit for marked assessments and tests related
to these modules and their attendance is mandatory. Later, in the third year, students can choose
between two to three specialties that include: didactics (education), literature and civilization,
socio-linguistics, and finally English for specific purposes (ESP). ESP is available in some

universities only. Yet, some English departments tend to merge socio-linguistics and didactics.

17



However, few amendments occur later in the program. According to Idri (2015) in the first

semester of the LMD year, students attend eight courses including, as she lists:

writing, speaking, grammar, initiation to culture/civilization, initiation to linguistics,
initiation to literary texts, human and social sciences, and finally methodology of the
university work). Additionally, six group sessions are also available that are: phonetics,
speaking, French, grammar, writing, and finally methodology of the university work.

(Idri, 2015, p. 261).

Generally, EFL students spend 5 years studying English at the university including Bachelor’s
(3 years) and Master’s (2 years) degrees; while, some students pass a postgraduate contest to
be selected to continue to the PhD degree which lasts from three to four years under the LMD

system.

1.5 The LMD system and the need for innovation

The LMD system refers to License, Master, and Doctorate degrees. Bejaia University was one
of the Algerian Universities that adopted the LMD system after it was launched by the Ministry
of Higher Education (Idri, 2015). Thus, a new philosophy of teaching under this new reform
has been adopted in the university curricula as far as EFL teaching is concerned (Mami, 2013;
Azzi, 2012). In other words, university teachers, particularly EFL ones, need to innovate some
of their teaching practices. This includes developing the components of their teaching and
learning programs instead of obeying those agreed upon or designed by the Ministry of Higher
Education. In addition, they need to shift to the use of learner-centered approaches instead of
teacher-centered ones and assess the learners regularly rather than exposing them to a single
exam at the end of each university year (Azzi, 2012). Though the LMD system has been
applied, EFL teaching approaches still require change and innovation to develop more useful
methods that may enhance learners’ voices/identities, language skills (mainly speaking and

writing), and cognitive skills in EFL learning.

In this thesis, I adopt two innovative processes (see 1.1.2) that may allow Algerian EFL
students to gain a self-positioning and language voices/identities in the classroom and develop
their language skills. This innovative teaching method may promote change mainly in the
writing module, which currently is based on grammar tasks rather than creative writing ones.
Abi-Ayad (2013) notes that EFL students are exposed to the grammar of English and to the

different practices that can help them write accurately and master the writing of the different
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types of sentences during their first year. This statement confirms that the writing program

focuses on grammar rather than the creative side of writing (e.g. narration).

1.6 Summary

This chapter introduced the different stages that English went through in the Algerian
Educational system. It provided a background of the different teaching methods used
traditionally and those that are used nowadays in English classrooms. This chapter also looked
at previous research that connects to the different concepts I explored in this study such as
voice and identity. The aims and objectives of this research were presented. Finally, the chapter
discussed the context of this study emphasizing the languages spoken in Algeria and the

English teaching situation.
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Chapter two: literature review

2.1 Introduction

This chapter presents the theories that frame this research, and the main studies in which it is
grounded. The study explores identity development as part of EFL students’ experiences in
language learning. It looks at them as individuals with social and cultural backgrounds
influenced by their socio-cultural contexts. To explore how this concept of identity is defined
and negotiated by EFL students, I have adopted the poststructuralists’ view that identity is
multiple, fluid, contradictory, and subject to change within interaction and throughout different
contexts, which are structured by power (e.g. Foucault, 1980; Weedon, 1987). I also refer to
Norton’s (1995, 2000 & 2001) main works on identity where she drew on the poststructuralist
approach and addressed the construction of identity in language learning, which involves power
relations (Bourdieu, 1991) and investment. I also refer to her use of ‘imagined identity’ and
‘imagined communities’ (Norton, 2000 & 2001) which fit this research. In combination with
the poststructuralist approach, I used a students’ developmental model of identity, named
‘reconceptualized model of multiple dimensions of identity’ (RMMDI) (Abes et al., 2007)
which was developed with students of the same age as my participants. It draws on different
identity approaches such as: social constructionism which views identity as being socially,
historically, politically, and culturally constructed; feminism which considers the socially
constructed identities as being experienced simultaneously and not hierarchically; and
postmodernism which emphasises the fluidity of identity (Abes et al., 2007). This RMMDI,
which is explored more in detail in section 2.2.1 below, views individuals as having multiple
social identities, but possessing a ‘core identity’ (i.e. personal identity) that connects to one’s
internal attributes that he/she values the most. The model focuses on the idea that there is a
core identity which is described as being in the centre (see figure (1) below) and surrounded
by multiple, and sometimes intersecting identity dimensions (e.g. race, religion, gender, social
class). Surrounding the core and its multiple identity dimensions (also referred to as social
identities) are influences from the social context such as family, friends, or stereotypes (Abes
et al., 2007; Abes, 2016). The important feature in this model is the one of meaning-making
that individuals use to understand how their social and personal identities are constructed, and
whether they consider the influences available in their social context as external factors which
may have little effect on their social identities, or as elements that may influence the

relationship between their multiple identities (Abes et al., 2007). The reason for my use of
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‘core identity’ as introduced by the RMMDI (see 2.2.1) is that the findings revealed that my
participants think that they have changeable selves, which they presented in their experiences
within their social context (e.g. one participant ‘Bilal’ described his core as being black, and
another participant ‘Walid’ described his core as being a traveller). I view these images of self
that the participants articulated in their narratives/performances as multiple core identities.
However, in other cases, I viewed their images of self as core identity facets/sub-core identities
surrounding their core which are changeable and sometimes imagined (see chapters six and
ten). Thus, I would argue that individuals (such as my participants) give meaning to their
identities through what they experience in their context. The latter leads to the fluidity and
multiplicity of their social identities, but there is always an image of identity as a whole, or as
changeable facets within a constant core identity, which is interactive with the context and
other social influences and, thus, accepts change depending on the way the individual gives

meaning to it. In this, Josselson (1996) claims that

...Identity is never fixed; it continually evolves. But something in it stays constant;
even when we change, we are recognizably who we have always been. Identity links
the past, the present and the social world into a narrative that makes sense. It embodies

change and continuity (Josselson, 1996, p.29).

This definition of identity reinforces the claim of the current study that identity is multiple, but
that there is a constant self in the individual which is also subject to change. Later in this
chapter, I present the main studies that reviewed ‘voice’ in writing and speaking and show how

their perspectives are relevant to this project.
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Self-Perceptions of Multiple
Identity Dimensions, such as
race, social class, sexual
orientation, gender, religion

Meaning-Making Filter
Depending on complexity,
contextual influences pass
through to different degrees

.!:::__

peers, family, norms, stereotypes,
sociopolitical conditions

Figure 2.1: The Reconceptualized model of multiple dimensions of identity (Abes et al., 2007,
p.7)

2.2 Section one: autobiographical writing, identity and the research
theories

2.2.1 Autobiographical writing and identity in EFL/ESL research

Recent studies (Hsieh, 2006; Park, 2011; Zhao, 2011; Hirvela & Belcher, 2001) of
autobiographical texts in terms of identity formation, and teaching approaches in higher
education, focus on ESL students’ identity in writing. However, little research exists regarding
EFL (see 1.1.2 on the distinction of EFL & ESL) learners’ identity in autobiographical texts,
where EFL learners narrate personal experiences in English (Yang, 2012). EFL researchers
have rarely tackled the issue of bringing motivational approaches such as theatre to their
classrooms (details on the importance of theatre as a motivational approach are explored in
section 2.2.5 below) to be used in combination with autobiographical writing tasks and explore
EFL identity within both processes (i.e. writing and performance). Yang (2012) explored EFL

autobiographical identity, but not the process of identity development as it emerges in students’
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narratives, and how it develops in theatrical performance into multiple and imagined identities.
In other words, she did not examine how students can be encouraged to design theatrical

scenarios from their stories and perform them onstage interactively (see Bland, 2014 in 2.2.5).

The gap this research aims to fill is to explore how interactive theatre allows EFL students to
identify themselves and articulate their identities in the academic setting, and identify the
factors that influence these identities in contexts where different languages are spoken, and
different ethnicities exist (see 1.2.1 on Arabs and Berbers). My use of the term ‘context’ in this
thesis connects to understandings of poststructuralists (Norton, 2000), socio-culturalists
(Holland et al., 1998), and developmental theorists (Abes et al., 2007). These shared similar
meanings of this concept, that it defines the social, cultural, and historical background of
individuals such as their relationships and interactions with their family, friends, and the
different tasks/roles they are engaged in. The identities they develop are socially constructed
and reconstructed within such contexts where interaction exists (see Abes et al., 2007 below).
For instance, Webber (2008) explored the identity development of a disabled student through
engaging her in theatrical tasks. Her findings showed how the student could invest in the
imagined community (see more details on imagined community in 2.2.8.1) where theatre was
used as a method to develop her identity. However, the application of this process to
multilingual learners within a multicultural EFL classroom has been rarely made and the impact
of performance on identity is under-researched. The need to explore EFL students’ identities
in the Algerian multilingual setting relates to the fact that these students have had fewer
opportunities to articulate their voices and identities in the EFL classrooms because of the
limited and conventional methods of teaching. The findings of this study, therefore, might
introduce innovative ways of teaching English in an interactive environment where EFL

students can communicate their thoughts, negotiate their identities, and articulate their voices.

To address this gap, I adopted the ‘reconceptualized model of multiple dimensions of identity
(RMMDI)’ proposed by Abes et al (2007, see figure 1 above), which is an extended model
resulting from Jones and McEwen’s (2004) study of college students’ sexual orientation
identity. The first model (2004) focused on ‘core’, that is one’s internal self (or ‘personal
identity’), as it is affected by ‘personal attributes’, along with intersecting and multiple identity
dimensions surrounding the core (race, culture, education, gender, social class), and as
influenced by different elements/experiences in the social context (family, friends). The

additional feature that was introduced into RMMDI (2007) emphasized ‘meaning-making’, or
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how individuals make sense of their identities (social or personal) based on different influences
in the context, and how the above dimensions interact with the core. The meaning-making filter
occurs at three domains of individual development. These are: ‘intrapersonal’, that is, the
identity a person perceives internally; ‘interpersonal’, which refers to the identities constructed
and as perceived in the context; and ‘cognitive,” which relates to how the person makes sense
of different experiences lived in the context (Jones and McEwen, 2004). It follows the
principles of developmental theories about students’ identity, the fluidity of identity, and how
it is socially constructed and reconstructed. Developmental theorists (Abes et al., 2007 & Abes,
2009) believe that students’ core identity might be constructed as they reflect upon the social
context and their interaction with the environment (family and friends). It is the different
influences in the context that tell them what it means to be a student (Torres el al., 2009). This
understanding of the multiplicity and fluidity of identity makes the RMMDI (Abes et al., 2007)
meet the poststructuralist view of identity. For instance, the more a social identity is salient in
the context, the more it becomes integrated in the sense of self (i.e. core identity), as noted by
Torres et al (2009). I understand from this that the multiple social identities surrounding the
core can be considered as part of one’s core identity or as the core identity itself. This core
identity is constant in the person, but it embodies change when the multiple social identities
and other external influences in the context affect the core depending on how individuals filter

the meaning of their identities.

The results of applying RMMDI to lesbian students showed that some of the participants made
the meaning-making aspect of their identities which is related to their core more complex. This
is because they considered their social identity ‘as the core’, which is influenced by multiple
dimensions from the social context. Abes et a/ (2007) refer to this type of meaning-making as
being ‘foundational’ in the way that it portrays the relationship between the context (social
identities) and the core. This meaning-making filter supports the fluidity of the core, which is
influenced by the social context. However, other participants in their study described their
sexual identity as being just part of their core, and not necessarily driven by the context. Thus,
they gave less developed meaning-making to who they are and focused more on who they are
not, considering what the context wants them to be. The latter meaning was described as being
‘transitional’ (Abes, et al., 2007). Abes et al (2007) referred to the latter as the start of

developing ‘self-authorship’ by the individual.
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In adopting the RMMD for my study, I looked at how performance in multilingual classrooms,
where two ethnic groups are present (e.g. Arabs and Berbers), can affect the multiple identities
students performed in the imagined community onstage, and I explored how their narratives
and performances introduced in English, French, and Arabic with the use of some Berber
words, may influence their perceptions of self and their socially constructed identities, and

what aspects from the social context may influence them.

The reason why I referred to poststructuralism and RMMDI in this research is that these
approaches view identity as a concept that develops in peoples’ everyday interaction in the
social context. This interaction which encompasses language is controlled by power relations
(Bourdieu, 1991), and influenced by one’s socio-cultural experiences, self-understandings (see
Holland et al., 1998), and imagination (Norton, 2000). Three theories were also used in this
study: socio-cultural theory, social constructivism, and acting theory (see 2.2.7 & 2.2.7.3). The
findings of this research might contribute to the RMMDI in terms of adding more knowledge
to the feature of meaning-making as it occurs in the EFL multilingual classroom and is

empowered in an imagined community of narrators and theatre performers.

Furthermore, apart from the RMMDI, key research studies of autobiographical texts and
identity development can be summarized in three categories: as a treatment-oriented tool; as a
way that may lead to political change in individuals’ lives; or as linked to research on gender

and language learning, and these are explored in the following sections.

2.2.1.1 Autobiographical texts as a treatment-oriented tool in psychology

Gellis (2011) believes that personal writing is considered as a way to encourage people to write
and express their feelings, daily problems, and experiences in their society. Sanousi (2004)
conducted a study on the role played by autobiography in women’s psychological health in the
Arab world. She ran autobiographical essay sessions, which included exercises and workshops.
Her research aim was to investigate the therapeutic effects of writing about life problems,
experiences, and dreams among women living in Kuwait. Also, White (2007, p.61) mentions
that “when people consult therapists they tell stories”. He states that individuals suffering from
psychological problems tend to create a narrative collaboration with the therapist through
writing and presenting their daily problems. Sanousi’s and White perspectives on
autobiographical writing can be applicable in language learning classrooms. Teachers can work

collaboratively with their students and push them to produce their life stories, to help them
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articulate their voices and identities. This process can help them to become more creative

through transforming their stories into theatrical scripts.

2.2.1.2 Autobiographical texts as a way for political change

Some researchers consider writing autobiographical texts as a process that may result in
political change in individuals’ lives, by looking at two contrasting terms: political
conservatism and political resistance. Lammers and Proulx (2013) have conducted two
experiments on the influence of autobiographical texts on individuals’ social and political life.
These researchers argue that personal life stories are tools that can lead to changes in people’s
political thinking. They suggest that writing stories about one’s life can help individuals to
make decisions regarding their status in the world. If we apply this to teaching and learning, it
might encourage learners to discuss with their teachers their social issues and dreams, and it

may lead to change regarding how teachers might respond to their students’ needs.

2.2.1.3 Autobiographical texts in gender studies and language learning

In terms of gender, Peterson (1991) argues that women are more productive in autobiographical
writing than men. Her belief, that there is a difference between male and female
autobiographies in terms of genre, led her to conduct an experimental study on gender
differences in autobiographical essays. Her sample consisted of two groups of male and female
students belonging to different universities and possessing different cultural and religious
backgrounds. Her analysis of both groups’ autobiographies revealed that women, in general,
wrote better autobiographies and scored higher than men. However, Peterson’s study did not
include the approaches to teaching this genre of writing such as interactive theatre. In contrast,
my thesis focuses on both male and female performances onstage and how they negotiate their
gender identities rather than focusing on the style of their autobiographies (see chapter eight).
My study also gives an insight into their identity negotiation through using different languages
(English, French/Arabic).

Another endeavour in this realm relates to identity construction. Crawshaw et a/ (2001), report
that telling stories about the self, and producing narrative essays, indicates that the individual
can impose his/her identity in writing. Eaken (1999, p.101) argues that “self-narration is in
itself a life-long process of identity construction”, thus one might construct multiple identities

in autobiographical texts. To extend this point, autobiographical writing is the most appropriate
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tool that may help students to form a range of imagined identities which might not be produced

in the real world.

Waterman et al (1977) conducted a study with a group of students who were involved in journal
and poetry writing. The results demonstrated that students who keep personal records regularly
developed facets of identity, while those who do not write autobiographical essays in their daily
life came into identity diffusion (i.e. identity loss; see Marcia, 1966). Additionally, this research
showed that every type of autobiographical writing may result in different identity facets,
which may not be developed in other literary genres. For instance, writing poems can develop
individuals’ ego identities. The study by Waterman et al/ (1977) provides a clear view that

autobiographical texts may lead to multiple identities in the individual.

As I mentioned earlier, the notion of developing multiple identities is supported by the
poststructuralist approach. Norton (2000) considers identity as a diverse, dynamic, and flexible
term, which develops in different discourses and interactions (Miyaharay, 2010). For instance,
in her study of five women immigrants in Canada, Norton (2000) explored identity and
investment in language learning, using interviews, observation, and diary writing. She looked
at the way social interaction with speakers of the target language allowed her participants to
learn English. She stated that learners do not always have the chance to speak to whoever they
chose. This is because their interaction with native speakers is always influenced by power
imbalances and changes in identity. She noted that identity refers to “how a person understands
his or her relationship to the world, and how that relationship is constructed over time and
space, and how the person understands possibilities for the future” (Norton, 2000, p.241). It
creates a link between the learners’ image of the future and their present actions and identities.
These identities explore the creativity, hope, and desire for their development (Norton, 2000).
Unlike humanists who argue that a person has a unique and fixed self, poststructuralists
consider individuals as being diverse, contradictory, dynamic, and changing over time and
space, and influenced by different social and historical aspects. Furthermore, poststructuralists
focus on the idea that identities are not only formed through social spaces, but they are also
negotiated by individuals who desire to invest and impose their voice and desires in the

‘imagined community’ (Norton, 2000; Pavlenko & Blackledge, 2004).

This is reflected in my research, relating to students’ desire to impose their language voices, to
gain self-empowerment in the target language, and develop their identities. Norton defines

‘power’ as “the socially constructed relations among individuals, institutions, and communities
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through which symbolic and material resources in a society are produced, distributed, and
validated” (Norton, 2000, p.241). Thus, in writing autobiographies, students may develop a
desire to access the resources of English. Bourdieu (1991) refers to the latter as ‘linguistic
capital’. Noting how students made use of particular language forms enabled me to consider
how power relations have played a role in their identity development referring to Bourdieu’s

approach (see Bourdieu, 1991).

2.2.2 Autobiographical texts from different researchers’ perspectives

Many researchers define autobiographical writing from different but overlapping perspectives.
Olney (1984) refers to it as “the individual history and narrative transformed by being lived
through the unique medium of the individual” (Olney, 1984, p.3). He argues that it is called
‘autobiography’ when individuals transform their life experiences into writing. The term ‘auto’
means self or is referred to in the text as ‘I’, ‘bio” means life, and ‘graph’ is writing, that is
‘self-life writing’ (Watson, 2010). The personal pronoun ‘I’ is an important element in this
study because it refers to students as individuals narrating about their ‘selves’ or their ‘core’
(see RMMDI in 2.2.1 above). Examining the use of this pronoun ‘I’ allowed me to locate the
students’ identities in the data. This was not a discourse analysis approach to the thesis, but

part of the phenomenological approach that I used to collect and analyse the data

Furthermore, Lejeune (1971) explains that autobiography portrays the life of the individual
which he/she narrates retrospectively, focusing on his/her personality and existence in the
world. He identifies three crucial elements of autobiography. These include: language form
(story/narrative tale, prose), the topic (the story of the individual’s existence in the world), and
the author’s status (his personality or identity and the type of tale which is retrospective).
Similarly, Sturrock (1993) suggested that autobiographies might be called ‘certificates of

experience’ which provide details about individuals’ life experiences.

Gusdorf (1991) used the notion of ‘mirror’ to define autobiography: “autobiography is the
mirror in which the individual reflects his own image” (p.3). He argues that in such a mirror
the real self concurs with the reflective self. However, Benstock (1988) criticized Gusdorf’s
view of autobiography from a more poststructuralist view, argueing that it does not support the
multiplicity of self in autobiographical writing where individuals reveal different self-images.
These forms of self-image change in their relationship with the real self and lead to different

identities. In other words, these forms of self-image give an understanding of the self that
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changes and develops in narration through time and space, and produces several identity forms

(Benstock, 1988).

Concerning ‘the self” in narration, Hall (2009, p. 19) explains that autobiographical texts deal
with the way ‘the self’ is created in a narrative essay that a person produces about
himself/herself in relation to ‘other selves’. For Hall, the topic of the story is a ‘relational self’
that articulates an aspect of identity. The latter is formed thanks to the connection to, and
interaction with, other selves. This is because identities do not come from non-entity, but from
the existence of others who give one’s identity a shape and ensure its creation. Each narrative
essay gives the person an identity, which appears within the experiences the individual
describes as having been lived in that particular story. Thus, autobiographies are not related to

the self only, but to other selves in the social context where these experiences emerged.

2.2.3 Related task-genres to autobiographical texts in this research

Autobiographical texts include several types such as biographies, autobiographical memaoirs,
autobiographical poems, diaries, stories, and fictional autobiographies (Waters, 2016). This
thesis adopted an exploratory course (see chapter four), which involved some of the above
autobiographical genres (diaries, poems, stories) designed in two tasks that I called the
productive task and the performative task. These focused on both narration and performance,
and were divided into two sub-tasks: self-productive in which the students produced
autobiographical reflective texts individually (narration process); and a community-productive
task in which they worked collectively in small communities of learners to produce scenarios
that they extracted from the stories they narrated; and a community-performative task
(performance), where students performed in groups the scenarios that they produced. These
tasks explained above were not part of their writing skills module. However, they were tasks I

adopted in the exploratory course which I designed.

2.2.3.1 Brainstorming technique in EFL classrooms

Cognitive theorists argue that students learn through knowledge retrieval and construction
(Gagne et al., 1993). To produce a piece of writing, students think, recuperate ideas, and link
their previous input to the new one, and this requires a high level of motivation. Therefore,
EFL researchers and teachers use brainstorming techniques to promote high levels of
motivation in their classrooms, mainly in writing (Rao, 2007). For instance, Berk (2009) used

videos from YouTube in college classes and examined the impact of these on students’
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cognitive capacities, to come up with a schedule that permits the use of videos as a
brainstorming strategy in education. Watkins (2011) states that YouTube is an effective
teaching tool in EFL and ESL classrooms that allows learners to develop their language skills
(mainly writing skills), and to become more reflective in the learning process. Thus, in this
study, I used some ‘TED Talk videos’ and other supportive videos from YouTube as a
brainstorming method and a reflective technique to facilitate both tasks for the students (i.e.

narration and performance).

2.2.4 Personal pronoun ‘I’ in autobiographical texts

In autobiographical texts, ‘I’ represents the identity and position of the narrator in the text/story
being written. As mentioned above, autobiographical texts focus on events and experiences
lived by the individual from birth to the present time, to which the narrator then gives the form
of autobiography through using the personal pronoun ‘I’. Bakhtin (1981) refers to the pronoun
‘I’ in writing (e.g. literary texts) as ‘the ‘inner self” or the ‘ideological self’ (see 2.3) and it can
take various positions in the text such as being authoritative or interactive. The latter involves
interaction with the ‘me’ and other characters in the text (Bakhtin, 1891). This interaction
marks the voices and identities of the author and of others in the text (I explore this point further
in 2.3). Watson and Smith (2010) state that the ‘I’ in self-life narration falls into four types
which might connect to this research. It is expected that EFL autobiographical texts display the
use of this pronoun, which might help in locating their identities in narration about the self.

Watson and Smith (2010) classify the four types as follows:

2.2.4.1 The historical ‘I’

The historical ‘I’ refers to the subject of the story being narrated and which is present in all
other types of ‘I’. However, it remains a character from the past that can be verified in
documents, records, or photos. According to Waters (2016), the historical ‘I’ does not remain

the same ‘I’ that the autobiographical readers view in the text.

2.2.4.2 The narrating ‘I’

The narrating ‘I’ refers to the author and the present-time narrator who is in the action of
remembering, narrating, reflecting, and interpreting his/her past events and experiences to the
reader. The narrating ‘I’ appears in various voices that the readers hear as if this narrating ‘I’
speaks to them directly. These voices differ according to the event that the narrating ‘I’ talks

about. Additionally, the voices of the narrating ‘I’ are always affected by certain factors such
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as differences in time, emotions, education, intellectual capacities, psychological, physical, and

ideological distance (Watson & Smith, 2010, p.80).

2.2.4.3 The narrated ‘I’

The narrated ‘I’ is different from the narrating ‘I’ as it characterizes the past character

(protagonist) that the reader meets while reading about past events in the authors’ life.

2.2.4.4 The ideological ‘I’

The ideological or ideal ‘I’ is the character who represents the world or who is given a place in
the world of life narration, because it refers to relationships with others in the story and
introduces various images such as good or evil and so on. It interacts within social groups and
is aware of the cultural as well as the spatial norms of time in autobiographical texts (Waters,
2016). As Eaken (1999, p.1) claims, writing autobiographically requires respecting some rules
of life narration and these embody the telling of truth, preserving others’ privacy, and revealing
a selfhood style while narrating. This also supports Bakhtin’s (1986) claim in his ‘ideological
approach to identity’, where he mentions that the self is always connected to others in the social

world and takes various positions.

The reason why I refer to these different types of ‘I’ is that in this study the participants’
autobiographical scenarios are based on personal stories they lived out in both past and present
times, but also on future events they imagine or desire to live out in the real community; the
person who they aim to become in the future. The stories narrated and performed by the
students might offer them different images of ‘self’” that can be analyzed considering the ‘I’ in

narration and their theatrical speech. Thus, multiple identities might be developed.

2.2.5 Interactive theatre as an approach in language teaching

Many educators and experts in the use of drama in teaching languages (Boudreault, 2010;
Bolton and Heathcote, 1998; Holden, 1981; Slade, 1958; Alington, 1961; Dodd & Hickson,
1971) praise the benefits of integrating drama and theatre in children and adults’ education.
Bland (2014) developed the uses of drama in young learners’ education (including primary and
secondary school students). She also developed the term ‘interactive theatre’ and implemented
it in higher education. Her project, based on collaborative work conducted in two German
universities, aims at enhancing experiential learning among student teachers through using

interactive theatre (Bland, 2014). Pinkert (2005) claims that theatre is a fruitful approach in
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foreign language teaching. This is because it promotes personal development, motivation,
social interaction, and language competence that can be applied in students’ future professional
life. For example, running a theatrical course in the Department of Applied Sciences helps

students gain a glossary of terms used related to business and industry (Geibert, 2014).

In interactive theatre, the characters and audience perform together at the same time on two
scales. The first scale is linked to the speech they use including meaning. The second scale is
related to the physical activity which is observable in them. It is the latter that refers to the
process of acting different roles onstage (Pinkert, 2005). My study adopted an interactive
theatre technique known as ‘forum theatre’ (Kore, 2014). I used this technique because it
allows the use of imagination, critical thinking, and problem-solving capacities. It serves as a
space where individuals can perform multiple roles such as being the narrator of the story to
be played, the audience who interacts with the characters playing the story, and the actors. This
drama technique is designed for achieving various needs including change in organizations,
creativity, and other needs in educational settings. It allows individuals to become critical
thinkers, creative actors, and it gives the chance for previously non-heard voices to be
performed and observed by others. Forum theatre is considered as a suitable learning space
where students’ imaginative and real-life experiences can be boosted and engaged. It lets them
make decisions about what they dream of becoming or plan to be in their future career.
Applying this technique in EFL learning may help students increase their cognitive abilities
through discussing, interacting, and acting out their personal experiences to the world. In turn,
this may enhance the plurality of EFL students’ voices/identities in the educational context

(Kore, 2014, pp.4-5).

The university where this research was conducted lacks drama teachers or a drama course
where the students can perform their theatrical plays. Therefore, to probe the aims and the
pedagogical objective of this study (see 3.3), I designed a theatrical course where I performed
the role of the drama teacher-observer (see chapter four) which is part of my data collection
process. This involved using the knowledge that I gained from reading major studies on theatre

(Booth, 1994; Zatzman, 2003; Pinkert, 2005; Webber, 2008). As Booth reports:

We must learn to use the tools of the theatre to help our students create not just their
own drama but produce their own culture; a culture where their experiences matter;
where their questions matter; where their voices matter (Booth, 1994, cited in Zatzman,

2003, p.45).
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This explanation also fits into the theories I adopted to support this study (see 2.2.7.2 &
2.2.7.3). The forum theatre techniques might support the students and encourage them to reflect
on their real world and the social environment in theatrical classrooms to recall their
experiences. It is theatre that helps students to build their own crossroads where different
memories, imaginary stories, and forgotten experiences can live, and which gives birth to the
performance of identity as well. These crossroads are connected by the power of imagination

(Zatzman, 2003).

2.2.6 Pedagogical link: theatre, autobiographical texts, and identity

Integrating collaborative and interactive drama tasks in education may allow students to change
the narrative pieces they produce into substitutional forms that they can perform for an
audience. These forms can report and perform social phenomena that are not possible in real-
life (Donelan, 2002, pp.4-8). Schweitzer (2007, p.23) created a ‘reminiscence theatre’ to
discover whether old people could remember events they experienced in their past. Schweitzer
conducted sessions of observation for a group of old women in Greenwich. Her results
demonstrated that these old women could tell lots of stories drawn from their memories, and
were able to use their bodies to play those events as if they were happening in the present time.
That is gestures and emotional behaviour are central to theatrical performance (see 2.2.7.3 on
‘acting theory’). The conclusion is that the stories recalled by these women can be transformed

into playable scripts to be performed in the theatre (Schweitzer, 2007, p.24).

Furthermore, the need to develop an identity, and recognize the self or ‘who we are’, can be
realised through autobiographical writing (Somers, 2008). As Somers notes, autobiographical
writing leads into three basic dimensions: organising recent experiences into a set of memories;
being able to forecast future events -- here I refer to the concept of imagined community and
the notion of becoming -- and making the most of others’ different experiences. These
dimensions are elements of the world we need to experience. Somers explains that the first
dimension promotes identity construction thanks to our memory which plays a role in telling
our life stories, and the recognition of ‘who we are’. The second dimension grants hope,
expectation, and organization of our actions. However, the last dimension serves as a source
for our formal learning and education (Somers, 2008). Telling our experiences is considered a
‘signifier’ for identity construction’ (Novitz, 1997). This perspective meets what Zatzman

(2003) notes about theatre:
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Drama educates through reflection, helping young people to retell, reshape, reinscribe,
as they figure out who they are in the world. And our narratives, these acts of retrieval,
can find theatrical form in the writing of monologues, which translate as central acts of

memorial and reciprocity (Zatzman, 2003, p.36).

Dramatic tasks that involve students’ narratives, help them to bring their voice and self-
empowerment into the classroom. Hence, they can make themselves visible to others, as
Thompson states: “I believe that the writing of a play is the writing of the self, and the acting

of the role is the acting of a deeper and invisible part of the self” (Thompson, 2003, p.31).

2.2.7 Socio-constructivist and phenomenological theories in education

This section emphasises the importance of socio-constructivist techniques in relation to
motivation in the language learning classroom. It also draws upon the methodological
understandings of Vygotsky about learning experiences, and how they can be applicable in
learning via theatre, following socio-cognitive and socio-cultural tendencies. The reason why
I refer to motivation in this study is that it forms an essential component of the exploratory

course | have designed to collect data.

From a socio-constructivist standpoint, the learning process is based on learners’ cooperation in the
classroom. This underpins learners’ motivation and encourages them to work and enjoy the subject
that they are learning. Motivation is often linked to individuals’ behaviour, and to the social
environment that surrounds them. Dornyei & Ushioda (2001) claim that motivation is “what moves
a person to make certain choices, to engage in action, to expend effort and persist in action”
(Dornyei & Ushioda, 2001, p.13). Weinstein and Dehaan (2014) state that motivation is linked to
individuals’ past experiences and hopes, which they use in their social interactions with others. This
interaction might involve features such as providing feedback, reacting to observable behaviours,
and the ways people’s views are expressed. Weinstein and Dehaan (2014) also define motivation
as a process that can “energize behaviour, generate and increase task engagement, and direct actions
towards certain ends or goals” (p.3). Collective work and social interaction between students and
teachers in the classroom develop students’ motivation at the level of their mental activities.
Vygotsky calls this ‘the Zone of Proximal Development (ZPD)’ (Karpov, 2014). The ZPD, for
Vygotsky, allows knowledge to be developed and processed (Macy, 2016, p.310).

Vygotsky’s understanding of learning and teaching processes recommends that teachers base

their instruction on stimulating learners’ intellectual capacities. For instance, they should
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engage their students in real-life concepts, experiences, and in creating problem-solving
situations (Karpov, 2014). Possibly, integrating some theatre techniques in the language
classroom may allow students to develop themselves, their cognitive skills, their motivation,
and develop imagined identities within an imagined community of learners (McNaughton,
2011; Boudreault, 2010; Desiatova, 2009; Duff, 2012; Duff, 2015). Vygotsky’s perspective
focused more on young children. However, the same learning strategies might be useful and
highly recommended for students of higher education. Also, the New London Group (2000)
claim that students learn within a social atmosphere, where a community of learners is created
(see Bandoura’s theory in 2.2.7.2 below). Learners, whatever their backgrounds and different

skills, learn better when they are engaged in collaborative learning.

These perspectives present instruction and learning in a socio-constructivist framework. Their
major focus targets motivation, social interaction, collaboration, and creativity within a
community of language learners. These are fruitful in drama classrooms, either individual or
social. The individual element refers to learners’ and teachers’ personal experiences, while the
social elements signify a collective work. This collective work associates both teachers’ and
learners’ shared experiences in a similar social and cultural context (Saebo, 2009). They are
linked to a continuous pedagogy, which is clarified in socio-constructivist and
phenomenological theories of language learning. Both theories agree on the notion that human
life experiences belong to the self, but it is the ‘social” and ‘cultural’ context that gives them
meaning (Saebo, 2009). I also used three inter-related theories to support the students’
autobiographical production and their performance onstage which include: socio-cognitive

theory, socio-cultural theory, and acting theory as explained below.

2.2.7.1 Socio-cognitive theory of learning: from Bandura’s perspective

As mentioned in 2.2.7, students’ learning processes are based on cognitive and environmental
affective factors that motivate them to achieve the goal of learning. However, learners might
not succeed in fulfilling the task if they do not create a connection between their cognitive
processes, their behaviour, and the social aspects affecting their learning (Bandura, 1986, cited
in Schunk, 1989). Bandura (1986, cited in Schunk, 1989) argues that there is a kind of
communication between individual’s behaviour, cognition, and environment. This
communication is common to the three aspects which occupy human performances of tasks.
For instance, ‘self-efficacy’ is one of these cognitive factors in learning. It refers to individuals’

beliefs in their capacities to accomplish an activity. If the person believes that he/she is unable
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to perform a task, his/her self-efficacy becomes low (Schunk, 1989). For example, when a
student is asked to perform a play in the class and he/she fails to do the task, self-efficacy might
be seen as one of the factors that hindered his/her performance. Here the teacher can be
considered as an influence in the environment. This is because teachers play a fundamental role
in increasing their students’ self-efficacy towards performing tasks. Teachers need to
encourage their students to learn rather than humiliating or punishing them if they fail to do the
task (Schunk, 1989). This interaction between students and teachers should happen
collectively, as is clarified in social constructivism (see 2.2.7 above). Furthermore, Bandura
(2001) considers the learned events processed in one’s cognitive processes as a group of
experiences, where social and environmental entities exist. Bandura (2001) claims that “people
are not just onlooking hosts of internal mechanisms orchestrated by environmental events.
They are agents of experiences rather than simply undergoers of experiences” (p. 4). This is
because individuals perform tasks intentionally using their mental processes such as thinking,
memory, and creativity. Bandura (2001) states that “The human mind is generative, creative,
proactive, and reflective, not just reactive” (p.4). Bandura and other social cognitive theorists
(e.g. Hardy and Carlo, 2011) also link individuals’ cognitive processes to identity, which they

consider as being changeable.

I found Hardy and Carlo’s (2011) understandings helpful because of the link between the
moralities of the individual and his/her identity. For instance, Hardy and Carlo (2011) note that
individuals have different cognitive ‘schemas’, which refer to their mental information and
which is linked to their relationships, experiences, or moral commitments with the situational
world. The interaction between these and the social world reinforces their moral identity
development. However, the perspective that fits this research is how they define moral identity
by linking it to imagined identity (becoming). In this, they believe that moral identity relates to
how individuals represent their ideal selves/behaviours and future desires (becoming). In other
words, moral identity involves the moral image/self an individual wants to become in the future
(Hardy and Carlo, 2011). The reason for referring to this explanation is because some of the
participants articulated moral images about themselves and how they think they will be helpful

individuals in their society (see chapter six).

In an EFL classroom, students write and perform their life stories through using their cognitive
capacities as noted by Bandura above. Additionally, students’ play performance is based on

constructing and reflecting upon their life experiences intentionally. What students perform
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and construct happens for particular purposes, already planned by the students who are
intrinsically motivated. This may embody their aim to enjoy performance in theatre, and to
develop their acting skills. Thereby, they can be agents of their constructed theatrical
experience. Bandura’s social-cognitive theory also emphasises the notion of “collective
agency” (Bandura, 2001, p.14). This implies group work between individuals, who
intentionally share similar social experiences (Bandura, 2001). This group work might be
useful in the EFL classroom where drama tasks are introduced because of the common socio-
cultural context between teacher and students. Collective work in theatrical tasks is a crucial
aspect for the success of the play performed. Therefore, every single participant’s presence in
the play, or as an audience watching the play, matters. This is what Booth (2003) argues in his

theory about collaborative work in theatre, that ‘everyone matters’, and he notes

I need for students of all ages to be shocked and surprised by ideas that can only be
shared in the safety of the theatre frame; I need the sounds of powerful language filling
their impoverished word world; I need for them to sense how they and those on stage
breath simultaneously as one; I need to witness the struggle of students of every age
participating in drama work, listening to each other as they interact, so that they begin

to see that everyone matters if the fiction is to become real. (Booth, 2003, pp.21-22)

2.2.7.2 Socio-cultural theory: motivation, and collective learning

Socio-cultural theory does not just focus on analysing individual’s cognitive processes, but it
explains how these processes are developed within social and cultural settings. The social
interaction which occurs between individuals in a common social and cultural environment
permits the individual to construct new experiences and develop a sense of self. For
sociocultural theorists (Sayer, 2012), human creativity results from group work, and this is the
case in classroom learning (Jaramillo, 1996). Sawyer (2012) notes that individuals learn how
to become creative, and use their mental processes in constructing their new or previous
experiences when they are learning collaboratively (social constructivism) rather than
individually (constructivism). For Sawyer, the aim of sociocultural theory is to examine
individuals’ learning that occurs in the group. Sawyer refers to collective performances within
a group of individuals, where creativity and innovation is present, as ‘collaborative emergence’.
The latter signifies a spontaneously occurring interaction amongst a group of individuals

working together as one community in situated social practices (Sawyer, 2012).

37



2.2.7.3 Chekhov’s acting theory: the role of imagination and emotions in imagined
identity development

Tait (2002) states that theatre provides individuals with a ‘social space’, where they can change
their emotions into imagined images for the audience. The theatrical techniques designed by
Chekhov in his theory of acting (1989) embody the above perspective. This theory built its
doctrines on many strategies while performing and creating a role onstage. These include:
‘imagination’, ‘the psychological gesture’, ‘quality’ and ‘the psycho-physical exercise’

(Solomon, 2002).

In my study, the participants narrated stories based on the social and cultural experiences they
shared in the context. However, I not only focused on the participants’ past and present
experiences, but I also explored their future dreams and desires, and the feature of ‘becoming’
(i.e. the person they desire to be in the future). Therefore, imagination and students’ desires are
amongst the concepts that I consider throughout this thesis. On this basis, I found that
Chekhov’s understanding of imagination onstage, and the emotional aspect of the performer,
fitted this research and supported the notion of imagined identity that I explored within EFL

performance in the imagined community (theatre).

Chekhov (in Solomon, 2002) claims that actors can imagine their feelings onstage and use their
bodies to visualise those imagined emotions using gestures and movements. These gestures
that reflect such emotions are what he calls ‘the psychological gesture’ (Solomon, 2002).
Chekhov argues that actors gain power onstage when they feel the character they are playing.
This feeling is observable to the audience through the gestures being used, which may shape
the emergent identities. Thus, these physical emotions are significant in introducing the social
and cultural identities of the performer (Tait, 2002). The participants’ performances onstage in
this research may have been underpinned by the use of the imagination and gestures that shaped

those imagined identities as they were developed.

2.2.8 The poststructuralist perspective

Here, | summarise important elements in language learning, referring to imagined communities
and language investment (Norton, 2001, Norton 2000, Pierce, 1985), symbolic capital
(Bourdieu, 1991), and identity development referring to Norton’s understandings of the

poststructuralist approach.
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From a poststructuralist standpoint, learning a foreign/second language raises various desires
in the learner (see Norton, 2000). This includes the desire to access the ‘symbols’, and the
social or cultural values of the target language. Getting access to these elements promotes what
Bourdieu calls ‘social capital’ that refers to the social aspects of the native speaking
community; ‘cultural capital’ that indicates the culture of the target language speakers; and
‘symbolic capital’ that refers to the symbols and language resources of the target language. The
latter may cover both social and cultural capitals. For Bourdieu (1991), individuals themselves
create their own decisions about what language they want to learn. Their desire to become like
native speakers through learning their cultural and social values, also learning the language
itself, are all elements that form ‘capital’. Additionally, succeeding in gaining these elements
gives what Bourdieu named as ‘legitimacy’, which signifies becoming similar to native
speakers, and sharing the same feelings of prestige as target language users (Bourdieu, 1991).
This ‘legitimacy’ in language learning might be gained within the native setting where the
target language is spoken. This was reflected in students’ written texts in this study as they
revealed their desires to write and speak fluently the target language (see chapter six). This has
to do with the investment of their hopes and imagined identities in an imagined community of
narrators/ drama performers. Becoming legitimate users of the target language helps them to
have increased levels of power that structure their identities in language learning (Norton,

1995).

2.2.8.1 Imagined communities and imagination

Learning a language in the classroom may help learners to contribute to their desired imagined
communities. In this sense, Simon (1992) points out that the classroom is a space for ‘human
possibility’, as it is in the classroom that both students and teachers negotiate different social
and cultural values. This human possibility draws students’ insights towards the future
(imagination), and brings up images from the past, that inform those imagined
communities/identities. Moreover, Norton (2001) notes that when language learners begin
learning, they may bring their investment into different communities that extend beyond the
four walls of the classroom. For instance, if the teacher does not offer students the possibility
to imagine their own world or community, they will not be interested in learning. Norton claims
that “a learner’s imagined community invites an imagined identity, and a learner’s investment
in the target language must be understood within this context” (Norton & Kamal, 2009, p. 303).
Norton and Kamal believe that learners cannot access the symbolic capital of the target

language or take part in an imagined community if they do not invest in language learning.
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Investment is the rope that links identity, imagined communities, and legitimacy to language

learning (Liu & Tannacito, 2013).

Norton (2001), and also Norton and Mckinney (2010) state that in language learning, students
have the right to imagine, create hopes, and think about possibilities. Learners can be members
of any language community thanks to imagination. In this, Norton and Mckinney (2010) note
that imagined communities “refer to groups of people, not immediately tangible and accessible,
with whom we connect through the power of imagination” (Norton & Mckinney, 2011, p.76).
Norton’s (2000 & 2001) along with Norton and Mckinney’s (2010) explanations of investment
allowed me, in this research, to interpret the participants’ language investment in the imagined
community of learner-narrators and actors. Additionally, they allowed me to investigate the
identities they articulated in both their reflective texts and their performance (see chapter 6-9).
This is because the activities performed by the participants reflected on their imagination in

relation to language learning. Norton (2001) explains:

This mode of belonging [. . .] is a creative process of producing new images of
possibility and new ways of understanding one’s relation to the world that transcend
more immediate acts of engagement [. . .]. Thus although these learners were engaged
in classroom practices, the realm of their community extended to the imagined world

outside the classroom—their imagined community (Norton, 2000, pp.163-164).

Imagination is an important element in this research. This is because students built their stories,
and theatrical scripts based on their past and present experiences, and future images that they
constructed in their minds through time, which display the individual’s relation to the external
world. They use them to invest in their imagined community, that they want to be part of. In

this sense, Wenger (1998) claims that:

My use of the concept imagination refers to a process of expanding our self by
transcending time and space and creating new images of the world and ourselves.

Imagination in this sense is looking at an apple seed and seeing a tree (p.176).

Imagination, in this understanding, is not far from real-life-situations that individuals
experience. Additionally, it embodies images that individuals form in their minds about real

events occurring in the social environment. Then, they create a link between these images in
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language learning and the real world. This creative process is called ‘situated learning’ (Lave

& Winger, 1991).

EFL students in this research created stories from their life experiences which become a
situated task in the learning process. Collective work and the imagination connecting these
students during their narratives and their theatrical performances onstage is what characterizes
such an imagined community, what others such as Webber (2008), call a ‘third space’ in the
boundaries of theatre. Esslin (1987, cited in Booth, 2003, p. 18) also defines theatrical tasks as
an imagined world in which people who perform are members. He argues that “drama
stimulates, enacts or re-enacts events that have, or that may be imagined to have happened in
the real or imagined world” (Esslin, 1987, p.24). Similarly, in this study, the students wrote
and acted real and imagined stories they wished to live out, and these real and imagined roles
collectively empowered their performance in the imagined community they constructed
onstage (see acting theory above). In turn, this imagined community that enabled them to
perform as one group through interaction might result not only in imagined identities, but also
in a ‘collective identity’. Melucci (1995) views collective identity “as a process refers thus to
a network of active relationships between the actors, who interact, communicate, influence
each other, negotiate, and make decisions” (p.45). Melucci claims that people who work as one
group and identify themselves using ‘we’, invest their emotions and use their cognition to
influence each other, but also remain different from each other. The collective identity process
that results from their groupness is also affected by their ability to involve their past and future,

and “their ability to recognize and be recognized” (p.45).

2.2.9 Performing gender identity: males vs females

In this section, I present the concepts of ‘gender identity’, ‘gender roles’, and male versus
female performances in theatre to explain how both male and female participants in my
research negotiated their gender identity. However, I would note that the majority of the
participants who attended the exploratory course were females (see chapter four). Nevertheless,
I looked at both males’ and females’ understandings of their gender identities and positionings

which emerged in the findings (see chapter 8).

I would reflect on Brewer’s (1999) views of the term ‘female’ as a ‘discursive space’, where
various notions such as race, class, sexuality, and gender, overlap. She denies the existence of

the term ‘woman’ as one that is limited to one space or classification. On the contrary, it has to
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do with how a female represents herself, or how she wants to represent herself in a society
where males’ positioning, race, and social class appear to be predominant. In this study, the
female participants’ representation of femaleness seems similar in meaning to Brewer’s (1999)
understandings. Furthermore, the term ‘woman’ refers to how women as groups interpret this
term and give their gender, voice, and identity in society to mark their existence in “social and
political structures” (Brewer, 1999, p.2). However, exploring ‘gender as related to both males
and females, Grady (2000) notes that the concept of ‘gender’ as an identity demands that one
looks closely at how we can understand the biological differences between boys and girls and
both the social and cultural expectations of gendered roles (Grady, 2000, p.80). Grady says
gender is a concept which “can be usefully understood as a socially constructed and highly
political identity category” (p.81). For instance, parents and teachers contribute to how boys

learn to be boys (men) and how girls learn to be girls (women).

Similarly, Hubbard (1998, cited in Grady, 2000) links the concept of gender to social
categories/roles. Both girls’ and boys’ roles are socially identified. Each tries to fit into his and
her category. However, we should make a distinction between gender roles and gender identity.
Goodman and Schapiro (1997, cited in Grady, 2000), claims that gender roles are linked to
both women’s (femininity) and men’s (masculinity) expectations and behaviours that they are
socially and culturally constructed; however, gender identity refers to “one’s psychological

sense of oneself as a male or female” (Goodman & Schapiro, 1997, p.115 in Grady p.83).

Linking the concept of gender to theatre, and focusing merely on women, Brewer (1999) states
that theatre is one of the techniques that females have historically used to negotiate their
problems and empower themselves in different spaces when they have been rejected. They
have used theatre as a way to make themselves known and heard in their society, and raise
awareness of females’ marginalization, Brewer notes that “Women’s theatre has proven to be
one of the most social forms of women’s cultural production; performances have often worked
as a form of group consciousness” (Brewer, 1999, p.3). Hence, women can use theatre to play
various roles including ‘mother’, ‘daughter’, ‘wife’, and show to the audience how their roles
differ from those of men and even from other women who occupy different cultural spaces. In
other words, theatre allows the feminist voice, emotions, and resistance to be known for others
to create change according to the ways they are perceived (Brewer, 1999). Concerning
emotions, Tait (2002) states that emotions form an essential aspect of performing social and

gender identities in theatre. Emotions refer to a cognitive and psychological interpretation
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within a social environment. In this connection, Tait argues “theatre replicates the ways in
which subjective interactions of emotions are imagined; theatre is also of imagination” (Tait,
2002, p.50). Women are more favoured with emotional experiences in theatre, which reinforces

reflection upon the self and gender identity within the social and cultural context (Tait, 2002).

Male and female students’ performances in this research are characterised by the different
imagined roles they choose to act onstage. These roles included those as mothers, sisters at
home, women at workplaces, wives, and sometimes women performing men’s roles. Male
participants performed like husbands, students, and employers (see chapters 6-9). This may

have strengthened their emotional and gendered identities (see Tait, 2002).

2.3 Section two: Different ideologies of voice in written and oral discourse:
hermeneutical, individualistic and social, and poststructuralist

One of my research objectives consists of analysing the narrative voices of the participants (see
3.3). Therefore, I looked at their different voices positioned in English, French/Arabic in their
narratives and performances. I also explored the link between these voices and the identities
they developed (see chapter seven). For this reason, in this section, I introduce the concept of
‘voice’ and the different debates that arose in previous research emphasising the perspectives

of voice of Bakhtin and Voloshinov’s (1981) and Prior (2001) which fit the current study.

In the hermeneutical approach, Bracken and Thomas (2004) state that understanding the
meaning of human voices depends on their experiences lived in various contexts incorporating
their talk and actions. These contexts can be social, cultural, political, and historical. Zhao
(2011) claims that researchers who explore voices or identities in writing from a hermeneutical
angle view writers as “unique human beings bringing with them complicated yet essential
sociocultural experiences” (Zhao, 2011, p.102). The entire focus of hermeneutical analysis of
voice consists of the way the narrators’ voices are shaped through the contact between the

individuals’ self-consciousness and the social factors affecting them (Zhao, 2011).

In this study, I adopted a case-by-case phenomenological analysis (see Smith et al., 1999)
which is another type of phenomenological analysis similar to hermeneutics (see chapters three
and five). I focused on the discursive features of the participants’ autobiographical stories and
scripts. However, the analysis was not just limited to the individualistic signs affected by the
sociocultural context, but also to the socially transmitted voices that emerged in the theatrical

scenarios (i.e. their interaction with others, see findings chapter seven). The participants’
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collective performances may reveal the pronoun ‘we’ referring to the group, which I also
looked at in the analysis. According to Atkinson (2001), the individual voice in written texts
is always tied to many features that people demonstrate about themselves, such as romantic,
personal, ideological, stylish, authentic, assertive, and literary qualities. These features of voice
may shape the individuals’ personal identities in writing. Providing the apportunity to EFL
students in this research to narrate their experiences in their social context and discussing those
experiences with their peers may foster their voices and ‘ideologies’ (Bakhtin, 1981). For
instance, an EFL student may find herself in a classroom environment where she desires to
speak English like native speakers and learn about its culture (i.e. linguistic capital and cultural
capital, see Bourdieu 1991). Meanwhile, she also finds herself in a society where the use of
English and knowledge of the target language culture is not well articulated, for example in
Algeria. She acknowledges that other cultural, linguistic, and religious codes are applied
affecting her ideological thinking (Bakhtin, 1981). This EFL student’s understanding of the
influences and the different environmental elements affecting herself and the group she
interacts with may increase her struggle in relation to ideology and voice. However, the
articulation of her voice through writing or speaking and the existence of the ‘other’ listening
to that voice, processing it and giving it meaning, is what make those voices continuous,
dynamic, in a struggle, and affected by relations of power. This argument resulted from my
readings of Bakhtin’s philosophy of voice that I present in the section below connecting it to

the classroom context to fit the current research.

From a Bakhtinian perspective, voice is discourse, and the latter represents “a view of the
world” (Morriss, 1994, p.97) and that humans are an image of voice, which also involves the
voices of the other(s). In written or oral discourse, people articulate voices that emphasise
topics related to their community. This interconnectedness makes their discourses social
(Bakhtin, 1981). In one analysis of prose, Bakhtin mentioned that “Every language in the novel
is a point of view, a socio-ideological conceptual system of real social groups” (Bakhtin, 1981,
pp.411-412). According to Bakhtin (1981) language is social and dialogical. By the ’social’ he
means that our discourses are in a dynamic process whereby others in the social world listen to
our utterances, process them, give them meaning, and respond. The response is then received
by the speaker and the meaning-making process occurs again in a given time and space
(Voloshinov, 1981). This process marks ‘dialogism’ that Bakhtin (1981) views as a process of
ideological interaction between a group of voices where each voice is distinct and gives a

different social meaning. A dialogic discourse is one in which the speaker (self/I) and the
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listener (the other) meet and interact dialogically. It happens that in such dialogical discourse,
speakers and listeners form an identity which is unstable and influenced by gender, ethnicity,
culture and sexuality, and the power structures inherent in these categories (Bakhtin, 1981).
This identity is multiple and changeable because it has developed from the different discourses
involved in the exchanges between two or more individuals. That is, these discourses involve
multiple voices of different speakers and listeners trying to resolve a problem (Bakhtin, 1981).
The latter enhances ‘ideological becoming’ which is defined as “...the process of selectively

assimilating the words of others” (Bakhtin, 1981, p.341).

Relating Bakhtin’s philosophy of language to the classroom context, Bakhtin (1981) believes
that learning is a social practice where different verbal discourses such as learners’ voices are
characterised by a dynamic dialogical process where multiple ideologies, struggles, and
conflicts are engaged in, understood and thus promote learning. When learners articulate their
voices, they self-evaluate and develop self-understandings and an understanding of others who
interact with them. This is what encourages their ideological becoming as defined above by
Bakhtin (1981); for how these voices come together and how personal growth occurs depends
on the type of discourse that dominates the classroom. With reference to the pedagogic
situation, Bakhtin (1981) mentions two types of discourse. The first type is named ‘the
authoritative discourse’, and it is mostly linked to the traditional classroom where the
talk/dialogue is dominated by the teacher. It is a single and non-selective discourse where
voices are limited and the struggle depends on the degree of authority (Bakhtin, 1981). For
example, authoritative pieces of writing introduce the ideas and voice of the author throughout
the text, while in social interaction, the speaker controls others’ thoughts and turns the speech
into one single voice (Bakhtin, 1981). Learning where the talk is authoritative results in passive
learners. The second type, however, is known as ‘the internally persuasive discourse’ which
relates to our personal thoughts and the way we construct our views about the external world
which are subject to change each time that a new interaction with others takes place. The
internally persuasive discourse enhances our self-consciousness and ideological thinking, and
so encourages the development of our ideological becoming. Bakhtin (1981) argues that the
internally persuasive discourse “is half-ours and half-someone else’s...it is not finite; it is

open...and able to reveal ever new ways to mean” (pp.345-346).

For Bakhtin (1981), our ideological becoming emerges from the way we develop our views of

the external world where different ‘ideological environments’ exist. The latter can appear as
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the classroom, the family, the workplace, and other social places where different community
groups gather (Bakhtin, 1981). It is this ideological environment that allows multiple voices to
develop and new interactions to happen, which then enhances our understanding of ourselves

and the social world.

From a sociohistorical standpoint, Prior (2001) claims that voice can be either personal or
social. He associates voice in oral or written discourses with social identities, the situated
production of personal and social identities, and with the ‘reinvoicing’ of the voices of others.
Individuals are surrounded by multiple voices that come from their culture such as those of the
family, neighbours, friends, school, and workplaces. Other factors are places where people
perform their religious practices, or those of any domain where they construct knowledge,
relating to age, childhood, race. Those multiple voices emanate from the person into his/her
social/cultural contexts. Also, Bakhtin (1981) believes that voice is associated with the social
and the situated and our voices are linked to the past, and to the present situation or context in
which we live, and to future discourses or situations (Voloshinov, 1981). We also identify voice
as a social term when we refer to it as a social practice performed in the group (Prior, 2001).
For instance, participants in this study were involved in group work that might be influenced
by others’ voices that Prior (2001) also defines as a ‘collective voice’, which is “defined by
sociocultural dimensions” (Prior, 2001, p.7). For Prior, every isolated word may offer multiple
voices, which are also signs of multiple identities the person shapes in everyday spoken or

written discourses.

From a poststructuralist standpoint, Brodkey and Henry (1992) state that voice refers to “the
relations between a discourse and its subject positions, as a notion that articulates the social
identities of the discursive subjects it represents in relation to discourse” (p.147). After a study
Brodkey and Henry (1992) undertook to analyse the written discourse involving a student of
architecture, his teaching assistant, and his professor, they concluded that voice is multiple. In
their findings, they listed six types of voice: the voice of architecture, architect, rhetoric of
architecture, architecture rhetor, of the writing teacher, and composition teacher. They state
that these identified voices can emerge differently in various languages, contexts or genres of
text and interactions. However, these voices reveal the self-positioning and agency of the
person in the sociocultural context (Prior, 2001). Cummins (1994) also claims that “voicing in

writing is a process of continually creating, changing, and understanding the internal and
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external identities that cast us as writers within the confines of language, discourse, and

culture” (p.49).

Another study by Rodriguez (2000) shows that in poststructuralist philosophy, our voices and
subjectivities are all formed in the language we are using, and cannot be understood separately
from the sociocultural context in which language is used. He claims that the narrator of any
autobiographical story is always revealing either directly or indirectly his/her voice and self-
positioning in the sociocultural context to the listener/reader. The individual’s voice is then
multiple and can result in multiple identities. Here, I reflect on ‘the dialogical approach to
identity’ adopted by Akkerman and Meijer (2011) to explore teacher identity, which was
proposed by Bakhtin (1986). Like the poststructuralists, Bakhtin (1981) views identity as a
fluid and multiple concept where the self is constituted of ‘multiple I-positions’. Each position
integrates multiple voices which change according to the context, the mood, and the behaviour
of the person (1986). These I-positions involve not just the internal self (called ideological
self), but also the social (Akkerman & Meijer, 2011). Bakhtin (1986) believes that the self is
relational and evolving. However, he also notes that individuals have what he calls the ‘" and
‘me’ positions. The ‘I’ is stable while the ‘me’ takes changeable positions and interacts with
the ‘I’ whenever it receives a new voice that it either processes and interacts with or rejects.
The interaction between the ‘I’ and ‘me’ enhances one’s ideological becoming (see Bakhtin,
1981 above). Our ideological self and ideological becoming are all influenced by the social
world and the different voices we hear in specific discourse situations or times (Voloshinov,
1981) and each situation shapes a dynamic identity in ourselves. This is because our dreams
and internal thoughts are filled with some of others’ voices that affect our I-positions (Bakhtin,

1981).

2.3.1 Voice, identity, and self-positioning

According to Ivanic and Camps (2001), both speaking and writing reveal the inner self of
individuals and the way they represent themselves and their voices. These voices are dynamic
and multiple (Ivanic & Camps, 2001). The self-representation that voice offers to individuals
is integrated in their own activity. This is why Matsuda (2001) disagrees with the view that
voice is tied to individualism only or to the target language culture, and argues that it is linked
to the writer’s own culture as well. For example, peoples’ clothes, laugh, way of walking, way
of staring at others in the eye, their views of others, are all elements that help others identify

the social group or culture to which they belong. In other words, they show their self-
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positioning and shape who they are because of the image they present of themselves in their
social activities (2001). Ivanic and Camps (2001) also state that self-representation and self-
positioning can be seen in the features of speech a person uses, such as the vowels, and
utterance of words which can be considered as signs of identity development in English
language use (2001). In this sense, Fox (1994) also states that we come to know about ourselves
the moment we are alive, but it is in the moment of writing that we learn about who we are.
That is, revealing our voice in writing not only ends in the notion of self-representation and
self-positioning or connects to other selves we construct, but it has also to deal with the

negotiation of our identities as they are socially and discursively formed (Matsuda, 2001).

Matsuda (2001) notes that voice and identity are not constructed in a unique language only, but
in every language, be that the person’s mother tongue, or his/her second language and foreign
language (SL/FL), all give the person various possibilities of shaping his/her own voice and
identit; this may also support Voloshinov’s (1981) claim that our voices are formed and change
within every type of interaction occurring in a given time and space. The type of interaction
may also cover the type of language, that is, our native language or any other languages we are
learning and using with others. This is because the linguistic elements that may exist in one
language might not exist in another. It is these language elements that result in changeable
selves, and multiple voices/identities in the individual, which are all linked to the sociocultural
context. In mentioning both identity and voice, Matsuda distinguishes between the terms. He

states that voice is not the same as identity, but one element of it.

Ivanic and Camps (2001) also argue that the uses of pronouns such as ‘she’, ‘he’, and ‘they’
reveal the self-positioning of the writer/speaker and may enhance social identity construction.
Broadly speaking, voice defines the narrators’ own standpoint on specific subjects, which is
empowered through his/her ‘self-authority’ or ‘presence’, and most of the time by vigorously
using the personal pronoun ‘I’ to show power in a piece of writing (2001). Ivanic and Camps
(2001) conducted a study with six Mexican postgraduate students in the UK to look at their
self-positionings and identities in writing. Their analysis showed that the participants
developed three types of positioning: ‘ideational positioning’, in which the writer talks about a
particular subject in his/her story; ‘interpersonal positioning’, which can be found in the
writers’ interaction with others in the story; ‘textual positioning’, in which he/she narrates the

story focussing on the format of his/her piece of writing. Ivanic and Camps (2001) found that
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the construction of identities and voices in those texts results from these three ‘macro functions’

or positioning in language.

2.3.2 Multiple identities explored in this study

Concerning identity, I sometimes refer to the social constructionist perspectives of identity,
which were criticised by the poststructuralists for their ignorance of power relations while
constructing identity (see Pavlenko and Blackledge, 2004; Bourdieu, 1991 on power). This is
because both approaches fit into this project. Here I refer to Ivanic (2006) who used ‘activity
theory’ to come up with elements supporting the social theory of learning and identity. She
considers social relations occurring in the socio-cultural context as parallel with relations of
power that poststructuralists emphasised. Ivanic claims that identity exists in the social
interaction between individuals, she labelled ‘subjects’, in their socio-cultural context. Both
subjects and language learning are located in this socio-cultural context because individuals
can be viewed in two ways. First, they are the subjects of the practices and ‘social affordances’
they possess in their socio-cultural context. Second, they are the actors performing those tasks

with agency.

In the sections below, I discuss the multiplicity of identity referring to some types that emerged
in this study -- social, imagined, and personal -- which might overlap with the participant facet
of identity as ‘EFL learners’, and how ‘agency’ is essential in building that multiplicity. Here,
I mention their status, referring to the data I collected during the exploratory course when some
of the participants negotiated the ‘learner identity’ that they formed during their transitions in
education (i.e. middle school, secondary school, and university). These academic settings
might allow them to develop multiple identities, as pointed out above, that can help them build
themselves academically and socially (see chapter six). In mentioning the university setting,
Huon and Sankey (2002) argue that “When students begin their first year at university, they
are required to recognize the way they think about themselves, as learners, and as social beings”
(p-1). Constructing that learner identity facet depends on the students’ ability to adapt to the
university environment (Briggs et al., 2012). Their social contacts with others might enhance

their multiple identities, their linguistic capital, and their agency (Bourdieu, 1991).

According to a study by Vasilopoulos (2015), revealing one’s linguistic capital (see Bourdieu,
1991) and self-representation in EFL contexts becomes a complex issue. Individuals put their

agency into practice when they decide which accent, genre, language codes to use in their
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speech. Being multilingual or bilingual offers speakers a range of identities that they can use
according to their social context and self-representation. It is in this social context that
individuals perform a range of social roles and develop different identity facets depending on
the social groups they interact with, and the duties and languages used in their interactions
(Vasilopoulos, 2015). Selecting the appropriate language to interact with in the context is one
aspect that allows for social identity construction. As Giles and Johnson (1981, cited in
Vasilopoulos, 2015) state, language plays the role of a social identity marker and is a means
for helping the individual to distinguish between himself and others, as people use language to
access the social group they desire to be part of (Vasilopoulos, 2015; Norton, 2000). This group
interaction fosters social identity (Golombek & Jordan, 2005). This is why Norton (2000)
recommends that language teachers should encourage their students to be aware of their right
to interact with each other as this fosters their role identities and positioning. Interaction can
be achieved through classroom tasks that the teacher designs and encourages the students to

become engaged in (Golombek & Jordan, 2005).

Furthermore, theories of social identity including ‘social identity theory’ (see Tajfel, 1981)
claim that one’s social identity is multiple as it includes various typologies or ‘facets’ (Hardy
& Carlo, 2011). Among these facets, Phinney (1996) lists ethnic identity which I also looked
at in my findings (see chapter six). The participants themselves talked about their ethnic
belonging and revealed features of ethnic identity (see chapter six). It is important to provide a
brief understanding of how ethnic identity is viewed and what recent research has discovered
about it. I refer here to Phinney’s (1996) perspective, which relates ethnic identity to one’s
psychological state about his/her ethnic group. Phinney (1996) believes that ethnic identity is
related to how the individual feels about and views his/her ethnic group either positively or
negatively. Ethnic identity is generally tied to the culture, values, and attitudes individuals have
about their group or the exploration they make to find out how they feel about their
belongingness (Phinney, 1996; Phinney & Ong, 2007). Some research studies that meet this
perspective (see Kulis ef al/, 2002; Romero & Robert, 2003) found that ethnic identity can
develop from individuals’ high/low self-esteem, and it can reveal both negative and positive
feelings of one’s ethnic group. It is these ethnic/cultural views formed by individuals that make
them see the similarities/differences that associate them with their community. This can meet
Wenger’s (1998) concepts of association/disassociation in understanding one’s identities,

which sometimes can develop into ‘identity of marginality’ as the person feels marginalized
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by his/her community/group because of the differences (of colour, speech, origin) that other

members note in him/her.

Further to social identity and ethnic identity, poststructuralists (Norton, 2000; Pavlenko &
Blackledge, 2004; Weedon, 1987) argue that people possess several types of identity and
multiple selves that change according to the time and place where they are negotiated. When
constructing these identities, or demonstrating self-empowerment in social interaction,
individuals use ‘agency’ as a means to control these tasks and invest in the language they desire
to access (Norton, 2000; see also Bourdieu, 1991). Ahearn (2001) defines ‘agency’ as “the
socio-culturally mediated capacity to act” (Ahearn, 2001, p.112). Duff (2012) states that this
notion of ‘agency’ is crucial in EFL settings because they allow the learner to imagine, accept
or refuse other roles or identities. This can be viewed in their use of language, contribution to

the social group, and any type of resistance during their interaction (Duff, 2012).

Concerning imagination, Pavlenko and Blackledge (2004) state that imagination underpins the
construction of a range of identities. This process is enhanced with the new vocabulary the
person uses to learn the target language. The involvement of his/her personal narratives in the
target language leads to the creation of new practices of self-representation. Thus, this promotes
the creation of new imagined communities (Pavlenko & Blackledge, 2004, p.17). Peoples’
narratives have an important role in their resulting multiple identities because narratives make
links between past, present, and future. This, in turn, helps in creating ‘an imaginary
coherence’, and a ‘self-positioning’ mainly in relation to past narratives (Pavlenko &
Blackledge, 2004). Norton (2001) used the term ‘imagined communities’ and ‘imagined
identities’ as key concepts in her work to ground students’ awareness of their right to use the
foreign language in the classroom dynamically. According to Norton, imagination is a “creative
process of producing new images of possibility and new ways of understanding one’s relation
to the world that transcend more immediate acts of engagement” (pp.163-164). In their study
on how a pronunciation course helps English language students to shape their identities as
legitimate speakers and pronunciation teachers of English, Golombek and Jordan (2005) state
that their participants not only developed multiple identities as legitimate users and teachers of
English, but they also used the resources that this course offered to form new images of
themselves. They identified these images as their imagined identities, and Golombek and
Jordan, argue that these may help them to use innovative teaching practices in their career as

novice teachers of English.
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24 Section three: The link between power relations and identities in social
learning practices

In this section, I explore my use of ‘power relations’ based on Bourdieu’s (1991)
understanding, connecting it to the concepts of: identity, investment, and agency in language

learning.

Social constructionists such as Lave and Wenger (1991) argue that language learning and
identity are situated in the social practices where the individual is involved. Their situated-
learning theory states that the human mind operates within the social activities being
performed. As Lave and Wenger claim “Rather than asking what kinds of cognitive processes
and conceptual structures are involved, they ask what kinds of social engagements provide the
proper context for learning to take place” (p.14). Poststructuralists (Norton, 2000; Norton,
2001; Norton & Pierce, 1995; Pavlenko & Blackledge, 2004) use the notion of power, and view
language as symbolic elements that are used by individuals to empower themselves and impose
their agentive, authoritative selves in the society, which are, in turn, features that embody
identity construction (Zhao, 2011). Both views support my study, as I argue that the
experiences individuals live in the social context are important elements to be integrated into
language learning. This would make learning a situated practice that allows students to develop
their identities (Lave & Wenger, 1991). However, this type of social learning requires the
individuals (agents) to know what they need the language for. In this study, it was revealed that
the participants want to learn English to access its symbolic resources and speak it like natives.
I believe that their attitude of speaking English like natives will empower them in learning and

enhance their identity development.

On the concept of ‘power relations’, Bourdieu (1991) states that all types of linguistic
interactions convey power relations, and every word or intonation the individuals use in their
daily communication can express authority and power. Power differs depending on the group
where this interaction takes place and the language being used. For Bourdieu (1991) not all
words express the same power relations as there are some words that might exist in one
language, but not in other. Thus, the power relations they convey are distinctive (see also
Matsuda, 2001). These relations of power occur always in social spaces because language is
an essential component of social life, and both language and social life are strongly attached

(Bourdieu, 1991).
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To develop his theory, Bourdieu (1991) uses the concepts of ‘habitus’, ‘field’, and ‘capital’.
He uses the term ‘habitus’ to define a set of actions that have been acquired by individual
(agents) since childhood. Such actions are expressed in walking, eating, and in every action
that reflects the social conditions where they acquired them. Habitus is shared among the
members of the same community. In language use, individuals develop a certain ‘habitus’ in
interaction (speaking) and in writing, which is not necessarily marking their linguistic
competence, but is a ‘linguistic habitus’ that determines their social identity and future desires
(Bourdieu, 1991). By ‘field’, he refers to the space where different actions, knowledge, and
other resources occur. These resources are what he calls ‘capital’ and this constitutes several
types that Bourdieu lists as follows: ‘symbolic capital’, which refers to the vocabulary the
individual uses in a given community to access their linguistic resources; ‘linguistic capital,’
which indicates the ability of the individual to use expressions to interact in a particular social
group (Bourdieu, 1991); ‘cultural capital’, which refers to knowledge and thoughts that feature
distinctive groups and classes within a given society (Zhao, 2011); ‘economic capital” which
is related to money, wealth, and other properties that individuals own (Bourdieu, 1991). These
capitals and the individuals’ habitus form relations of power in linguistic interactions, where

identities are negotiated, within the social community (Bourdieu,1991).

Power has also been viewed as an “interpersonal and dynamic” term (Vetter & Schieble, 2016,
p.43). Vetter and Schieble (2016) use the term ‘power positioning’, which is mainly shaped in
interactions and different situations. Individuals can possess more or less power depending on
how they are positioned in a group/context. However, poststructuralists argue that individuals
can position themselves in the world and have more power as agents by promoting change in
the world surrounding them, so exerting agency (Vetter and Schieble, 2016). Interaction, for
example, between students and their teacher in the classroom, may create a process of
empowerment and challenge the students’ symbolic power as they would speak the target
language with the teacher. This perception has reinforced my research aims as shown in the
findings (see chapters six & nine). This is because my participants articulated their desires to
access the symbolic resources of English, learn about the target language culture, and develop
themselves through learning. In this way, they brought their symbolic and cultural capitals to
the course, and probably enhanced their power positionings not just as language learners, but

as agents who seek to create change in learning.
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More recently, Darvin and Norton (2015) conducted a study of identity, language, and
investment and came up with a new model of investment that best explains the way identity is
reproduced in social interactions based on investment in the target language. However, this
investment is defined by other concepts that form sites of struggle asserting identity
construction in language learning. These include: affordances, capital, positioning, and most
importantly, ideology. In other words, investment forms the core of this model surrounded by
these concepts. Darvin and Norton state that questioning ideology can help researchers to
explore more closely the way power manifests itself materially in the practices of classroom,
workplace, or community. For both researchers, “language is an ideologically defined social
practice” (p.43). Blommaert (2006, cited in Darvin and Norton, 2015) also points out that
ethnic identities, linguistic interaction, positioning, and language power such as symbolic
power are controlled by ideological sites, and it is by understanding these ideological sites that
we can understand the nature of capital, whether symbolic or cultural and how it helps agents
to invest in language learning. Agents reveal their positioning in social and linguistic spaces
based on the volume of capital they possess. Symbolic capital facilitates the comprehension of
these ideological forces, and how investment and positioning are operating in them. Learners
who enter such social spaces already have their own material resources and linguistic skills,
that is, their own capital which they have as affordances to invest in those spaces. Providing
meaning to that social space and to the world, in general, is what makes their habitus. These
concepts of ideology, capital, habitus, and investment are interrelated as a complex site of

struggle in identity formation.

For Darvin and Norton “identity is a struggle of habitus and desire, of competing ideologies
and imagined identities. Governed by ideologies and possessing varying levels of capital,
learners position themselves and are positioned by others in different contexts” (2015, p.45).
They argue that desires in language learners allow them to mould their habitus and to form
their agentic-self, explaining that ideology is “dominant ways of thinking that organize and

stabilize societies while simultaneously determining modes of inclusion and exclusion” (p.44).

Norton (2017) claims that language learners are able to challenge unequal power relations
through reshaping their relationships with others, which then allows them to develop more
complex and powerful identities in the language community. When learners invest in a
language, they realise that they will acquire the symbolic and material resources of that

language and that this will augment their cultural and symbolic capital (Darvin and Norton,
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2015). The context in which agents are learning affects their identities; changing the context
will change their identities, and make the power structuring their actions more complex. Preece
(2016) pointed this out in his view of identity, grounded in the poststructuralist and
‘Foucauldian’ approaches, saying that it is constructed and negotiated in discourse, and situated
in the social context which is seen as a site of power which moulds the conditions for specific
identities to emerge. These identities include temporary roles that result from continuous
interactions in that context and with the locally situated culture and social categories (Preece,

2016).

The practices that my participants were involved in occurred in the ‘social field’, that is, the
theatrical classroom community they had created, which included linguistic interactions that
may unravel their habitus and their different types of capital (see Bourdieu, 1991). These
aspects revealed in their speech or writing may grant them creativity, imagination, and
authority to empower and position themselves in their imagined community, one in which the
actions they perform in the social space determine their roles of positioning. It is this
imagination and collective performance that may help the learners to create their ‘community
of practice’ (Wenger, 1998; Wenger-Trayner & Wenger-Trayner, 2015), in which language
learning happens collectively, and which Wenger (2015) defines as follows:

Communities of practice are formed by people who engage in a process of collective
learning in a shared domain of human endeavour: a tribe learning to survive, a band of
artists seeking new forms of expression, a group of engineers working on similar
problems, a clique of pupils defining their identity in the school, a network of surgeons
exploring novel techniques, a gathering of first-time managers helping each other cope.

(Wenger-Trayner & Wenger-Trayner, 2015, p.1)

It is in interaction and involvement within the social world/different communities that we come
to know our positions as affected by others (Vetter & Schieble, 2016). For instance, my
participants may have positioned themselves as EFL learners and as actors performing
theatrical plays onstage. This made them gain membership of the learning communities to
which they desired to belong, which are sometimes shaped as a community of practice, and in
other situations as an imagined community (see 10.2.2). Thus, their identities developed in the

exploratory course (see chapter four) are not just imagined but also enacted in their discourses.
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My use of both types of community in my research: the imagined community (using Norton’s
understanding) and the community of practice (Wenger-Trayner & Wenger-Trayner, 2015) is
purpose-driven. Both communities are overlapping but not identical (Xu, 2013). My focus is
mostly on the principles of the imagined community and the imagined identity because the
imagined community the imagined identity is forged. The latter is develops in the individual’s
imagination of social practices which are said to be previously constructed (Xu, 2013).
However, within a community of practice, real and practiced identities emerge. In other words,
imagined community and imagined identity are fundamentally enhanced by the human
imagination, while enacted identities occur in the human’s engagement (Wenger, 1998) with
different practices such as teaching (Xu, 2013). An imagined identity is denoted in the images
people give to themselves in the external world and of how they desire to be (Norton, 2001).
Here lies the concept of future identities that Norton (2015) states occur through investment in
language learning. For instance, studying abroad, educational career, and professional
opportunities are now amongst the imagined and future identities of language learners (Norton,
2015). The findings of a study conducted by Norton and her colleagues (2015) in the African
context revealed that students and teachers gain awareness of how to invest their digital skills
in language learning and increase their cultural capital and social power. One of the analysis
excerpts presented in Norton’s work consisted of a talk by a student who felt like a man when

she first used a digital camera saying

I feel very powerful like a man because I had never held a camera in my life. I have
always seen only men carrying cameras and taking photos in big public functions like
may be independence celebration, political rallies and wedding ceremonies. But now
as I move in the community taking pictures with my camera, I feel I am also very

powerful, like a man (Andema, 2014, p.91).

Therefore, teaching and learning English is perfectly defined in imagined identities and the
affordances given to both teachers and students in their social and virtual interactions (Norton,

2015).

I refer to communities of practice because they relate to my data collection. In other words,
some of the participants’ stories and theatrical performance revealed their experience as trainee
teachers, or novice teachers at private schools of English. Those experiences were performed
onstage (see 6.4.6). What some of my participants experienced onstage was a real teaching

practice. Thus, at a particular stage of my data analysis, in exploring the stories and scenarios
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related to teaching training experience, I considered Wenger’s (1998) perspective on
communities of practice, and Lave’s and Wenger (1991) situated learning, along with
investment and power relations. These perspectives reveal the interrelatedness between power
relations, identity, and communities where learning and collaboration are both imagined and

practiced as revealed in the research findings (see chapter 6).

2.4.1 Self-identification, identity, and language learning

Ivanic (2006) suggests that “identification is the key factor in learning, in language learning
and transformation of practices across contexts” (p.7). Relating identity to language learning,
she argues that identity is a progressive label of identification. She also emphasizes the notion
of ‘context’ as a non-separated term from the network of learning, language, culture, and
identity. She believes that identity and language learning are shaped by culture and ones’ social
context (see also Levine, 2011). She identified five dimensions of identity, and claims that
identity is ‘relational’; that is, it does not exist independently, but emerges with other elements
of the social practices in the context, such as the subjects’ social relationships and learning. It
can be ‘discoursal’ as individuals construct their identity through their discourses which
involve their identities shaped by address, attribution, or affiliation. For instance, the
‘affiliation’ form of identity relates to the way people use semiotic resources to shape their
identity either in spoken or written discourses. In this, Ivanic argues, identity is achieved

through social interaction (p.15).

Ivanic (2006) also claims that identification “is what makes identity work happen” (p.21).
Language in this sense is very important as an aspect that helps others identify themselves as
part or members of a social group or community. Individuals use personal pronouns as ways
of identifying who they are and what community they belong to. This is applicable to her
participant who works in a restaurant identifying himself as part of a community of practice
using ‘we’ instead of ‘I’. However, she considers identity as ‘continuously constructed’ as it
changes with each social activity that individuals perform (e.g. being students, waiters, or
teachers). In conclusion, she claims that learning how you should feel differently about yourself
and exploring a different meaning of who you are is in itself a type of learning (p.26). This is
applicable to communities of practice where learning is social (Wenger, 1998). This connects
to my research because of my participants’ social context, culture, ethnicity, and self-
identification in language learning as Hyland (2000) notes on identity as being attached to and

shaped by the context and culture within which we write (see chapter six).

57



2.5 Section four: identity from culturalist and constructivist
understandings

Holland et al (1998) view individuals as social and cultural creatures bounded with self-
understandings and identities maintained according to the social and cultural resources
surrounding them. These identities are not durable as individuals are a pivot for change. They
define identity as “self-understandings” (Holland et al., 1998, p.5). In this sense, identity is
constructed as an ongoing process where individuals interpret and reinterpret their life
experiences. This makes identity fluid, discursive, and most importantly shaped by the cultural,
social, and political contexts/groups surrounding them. The ability of individuals to
communicate in the group, understand how they affect others and how others change them, and
how they bring change to a particular group/context/field makes them powerful agents and

develops their identities (Vetter & Schieble, 2016).

Holland’s et al (1998) studies of identity, which they also call ‘senses of self’, are all drawn
from Vygotsky’s and Bakhtin’s approaches (constructivists and cultural). Holland et al (1998)
believe that constructivists focus on the social positioning that takes place in people’s
interactions. However, from a cultural perspective, a person’s linguistic behaviour such as
saying ‘please’ would be viewed as moral compared to constructivists who would take it as a
response to a social claim/ relation. A 35-year-old man was interviewed by Lachicotte and a
15-year-old girl was asked by Skinner about how they identify themselves (as mentioned in
Holland et al., 1998). Both of them revealed self-understandings reproduced from the cultural
resources that were available to them, although they were from divergent cultural worlds
(Holland et al., 1998). From these cultural resources and some social practices, identities can
be improvised (Holland et al., 1998). These identities are revealed in the person’s past histories
and present images supported by the social context. Holland et a/ (1998) view the different
objectifications that the people commit to in their social life (e.g. being a student, a black
woman, a mother, a waiter in a restaurant) as cores of ones’ proactive identities (Holland et al.,
1998, p.4). They note that identity “is a concept that figuratively combines the intimate or
personal world with the collective space of cultural forms and social relations” (Holland ef al.,
1998, p.5). This meets the RMMDI model (see 2.2.1 above) that our core identity interacts with

the social context.

Holland et al (1998) also argue that self-identification in the world is structurally defined

because it can be marked by gender, race, ethnicity, or other different non-vanishing elements
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of society. Identity can be understood at the level of four contexts. The fourth context seems
important here. Holland et a/ (1998) note “the fourth context of identity is that of making
worlds: through ‘serious play’, new figured worlds may come about” (p.272). Here, they refer
to imagined communities as an example of a figured world emerging from children’s play.
Some of the identities developed in this sense are improvised and this might be equal in
meaning to imagined identities. Bourdieu (1977a, cited in Holland et al., 1998) considered
improvisation as a central aspect predominating in human agency, and that all types of world
we build either imaginary, virtual, or cultural, are all socially defined (Holland et al., 1998).
Identities forged in the figured worlds are multiple, and can be figurative (they might be similar
to being imagined) and positional. In the latter definition, Holland ef a/ (1998) refer to the
social positions and rules a person takes or learns. Here I reflect on a story they tell about a
little girl, Shanta, who grew up in a Hindu community and engaged in an activity that she had

no right to perform. As Holland et al (1998) note

Shanta, was berated because she ventured into an activity to which she had no right.
Shanta was in the field where her older brother was plowing. As he steered the oxen
past her, she reached out playfully and touched the plow. Immediately her brother began
to hit and rebuke her. (Holland et al., 1998, p.126)

Although she did not understand this cultural norm, Shanta learned that because she is a female,
she was not allowed to do some activities that her brothers can freely perform. Holland et al
(1998) refer to this story as performing ‘positional identity’ which, according to them, has to
do “with the day-to-day and on-the-ground relations of power deference and entitlement, social
affiliation and distance-with social-interactional, social-relational structures of the lived world”
(p.127). It makes sense that a positional identity is constrained by how individuals view their
roles/positions in the social world such as the activities and spaces they have access to and
those they are restricted from undertaking. Habitus, for instance, is an overlapping concept
here. This understanding fits into my findings regarding Lina’s identification and social

position in her community (see chapter eight).
2.6 Summary

This chapter has provided detailed theoretical knowledge of the main concepts that I explore
in this study (i.e. autobiographical writing, performance, identity, and language voices).

Previous research studies on EFL/ESL students’ identity development (see Zhao, 2011; Yang,
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2014 above) did not look at some important elements raised in this research such as the
meaning-making of identity in a multilingual setting and the development process of EFL
learners’ identities as they are articulated in writing and visualised onstage through
performance. I adopted different methodologies and approaches to explore the research
questions and meet the promises of this research. These methodologies cover the combination
of two relevant approaches to language learning and student identity (i.e. poststructuralist
approach and the RMMDI), the use of forum theatre, situated-learning techniques, socio-
constructivist, and socio-cultural theories helped me to design the exploratory course and the
different tasks I delivered to my participants in every session (see chapter four). For instance,
I have adopted Sawyer’s method to explore students’ collective work, and how they
collaboratively invest in the community of learner-narrators/performers in English while
producing theatrical reflective scripts extracted from their autobiographical texts. Their
collective productivity onstage meets Sawyer’s concept of ‘collaborative emergence’ (see
2.2.7.2). Apart from using English, my participants were involved in multilingual writing and
performance tasks where some used French and others used Arabic with the addition of some
Berber words. I address this point through looking at Matsuda’s (2001) perspective (see 3.2.1),

which supports my research findings (see chapters six and seven).

As for the data, I used ideographic case-by-case analysis with 10 participants (see chapters
three and five) to delve into how they gave meaning to their identities and to understand how
others in the social world influenced those identities. I also looked at the stories they narrated
about the ‘self” and the performance of those stories collectively. Different brainstorming
techniques were used to support the students’ reflective abilities, imagination and encourage

their investment, and help them navigate their relations of power (see Bourdieu, 1991).
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Chapter three: research design and methods

3.1 Introduction

This chapter, which follows Creswell’s interpretive format (2014), states the problem behind
undertaking the stud and highlights the main aims, objectives, and research questions for
conducting the research. Furthermore, it links each research objective and the research
questions to what has been discussed in chapter two. This chapter also presents the research
paradigm, the approach adopted for data collection and analysis, and the different methods that
I used to collect data. It illustrates the main steps followed to find the participants and to get

them involved voluntarily in the study following some ethical considerations.

3.2 Statement of the problem and research rationale

This section summarises the gap found in the literature review undertaken for this study and
my methodology introduced to address this gap. It also states how the methodology chapter

and the next two chapters are structured.

As I discussed in chapter two, the topic of identity development in EFL/ESL narrated and
performed experiences is under-researched in the Algerian context. Another point is that little
research has examined the influence of using different languages and performing multiple

social roles on EFL/ESL identity development.

Considering the context of this study, I noticed that the teaching methods used by EFL teachers
may not always offer the students an interactive and social space to learn English. Teaching
English in this context may need innovative methods that allow the students to walk into the
classroom as social beings (Norton, 2000), with active and fluid identities that can be
recognised and developed in language learning. Therefore, to address this gap and tackle the
pedagogical problem identified in the research context of this study, I adopted an interpretivist
approach and designed an exploratory course that involves the use of autobiographical writing
and theatrical tasks. I chose the task of autobiographical writing because it encourages students
to write about themselves and to be self-reflexive about their experiences (i.e. to comment on
and analyse their written texts, even engage in critical thinking); while I chose the task of
writing theatre scripts and performing them in order to enable the students to act out these
experiences by introducing stage versions of themselves engaged with others who perform the

parts of those who contributed to them (e.g. family members, other students, teachers etc), so
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giving them a chance to relive a version of their lives. I believe these are further reasons to

support the view that the exploratory course I introduced is innovative (see 1.1.2).

I have divided my methodology outline into three chapters. First, chapter three introduces the
main points of the research rationale, research paradigm, and ethics (see 3.1). It also covers the
different data collection methods that I used in the exploratory course and how [ used each data
collection method. Second, chapter four, which is a follow-up methodology chapter on data
gathering used, introduces the practical side of the exploratory course and the data collection
process. Finally, chapter five, which is another follow-up methodology chapter on the analysis,
explains the data analysis process and how I approach the data. The reason for this division is
because I aim to report clearly every theoretical and practical step in my research methodology.
Additionally, the detailed information that relates to the exploratory course and the data

analysis is better presented using follow-up chapters.

3.3 Research aims and objectives

The major aim for conducting this research study was to find out whether EFL students in
multilingual higher education settings, such as Algeria, could articulate their identities in
autobiographical reflective texts, and then develop them collectively through interactive play
performance, a task that I named ‘collective scenarios’, which I followed throughout this thesis.
This embedded the different images and self-identifications EFL students give to themselves
in writing autobiographically, and how these images were turned into performable characters
that shaped imagined and multiple identities in the learners. This research also looks at the
social/cultural factors that may have affected these identities in the learning process. It also
aims to explore the effect of EFL students’ reflective texts and collective scenarios, along with
their performance onstage, on the development of their English language skills (speaking and
writing) as linked to their cognitive processes such as imagination. Here, I focus on speaking

and writing as presented in the findings (see chapter nine).

As previously explained in chapter one, this research has four objectives. Firstly, exploring
EFL students’ narrative voices and imagined identities in their autobiographical reflective
texts, and in their theatrical performance. Students who took part in this study produced
autobiographical essays, stories, drawings, and poems that reflect their life stories and
experiences in English and in other languages (French/Arabic). In these narrative samples, the

participants used the personal pronoun ‘I’ to articulate their voices and identities (see chapter
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two, in section 2.2.4). I focused in my analysis of the raw data on this pronoun in both narration
and performance, and how they made use of the I pronoun to express who they are, their
imagined identities, and their self-empowerment, as invested in language learning. I explain

the research methods and approach for analysis below.

Secondly, understanding whether the identities articulated in English are parallel to or different
from the identities articulated in French, Arabic, and sometimes Berber. To attain this
objective, two multilingual sessions were conducted in the exploratory course (see sessions 8
and 9 in chapter four). In these two sessions, the participants wrote their reflective essays in
English/French/Arabic during session eight, and used French and Arabic only during session
nine. Then, these multilingual narratives were transformed into collective scenarios. This
allowed me to explore their voices and identities while they interacted in their native/other
languages apart from English, and the way those identities were negotiated onstage in those
different languages. In addition, some of their narratives (stories and diaries) introduced some

passages written in French/Arabic, which I also considered in the analysis.

Thirdly, I sought to find whether the exploratory course, which I conducted during the data
collection process, allowed the EFL students to develop their language skills (speaking and
writing) and their cognitive processes, I also investigated the role of the latter in shaping those

imagined identities onstage.

Finally, this study has a pedagogical objective. It consisted of using the results of this
qualitative research to recommend to the Department of English at the University of Bejaia an
innovative teaching and learning module. This innovative module relates to the different
theories being discussed in the literature review chapter (see 2.2.7.2, 2.2.7.3). Many of the
aspects discussed in these theories, such as collective learning, creativity, imagination, social
interaction, motivation, and investment are emphasised in the different tasks performed by the

participants.

3.4 Research questions

Reflecting on the above objectives, the study addresses five research questions as presented

below:
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1. How do EFL students in Algeria make sense of their identities and what factors contribute
to the development of those identities? Are the identities they articulate in the course in

English parallel to those they articulate in their other languages such as French and Arabic?

2. What voices emerge from their narrative tasks and performances onstage, and how does

imagination shape who they are/their future identities?

3. How do both males and females in the study negotiate their gender identity in narration and

performance?

4. What is the effect of collective performance on Algerian EFL students’ language skills
development and cognitive processes? do they perceive themselves in an imagined

community of actors?

5. What perception do current EFL teachers at Bejaia University have of interactive theatre

and autobiographical texts as a new course to be integrated in the EFL learning program?

The above research questions draw upon crucial related theories and approaches. These include
the socio-cognitivist and socio-cultural theories, acting theory, and the poststructuralist
approach focusing on Abes, et al’s model (2007, see 2.2.1). However, some of these research
questions were amended, as shown above, based on the data analysis triangulation process (see
5.3.2.3). The reason for this amendment relates to my attempt to create a link between the

findings drawn from the raw data and the actual research.

3.5 Research design

This study is a phenomenological progect that adopts qualitative methods rather than
quantitative or mixed methods to collect and analyse the data. It is based on an interpretivist
epistemology. This is because I sought to gather data on EFL identity development in the
Algerian higher education context as affected by various dimensions of identity (see Abes et
al’s model 2.2.1). Therefore, quantitative or numerical methods were considered not relevant

to this study.

Recently, qualitative research has become more complex, and it is not easy to set a fixed
definition of it (Creswell, 2007). Qualitative researchers focus on studying events, stories, and
experiences of people as they occur in their social and natural contexts (Woods, 1999, cited in

Silverman, 2014). As Wood (1999) reports, “Qualitative researchers are interested in how
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understandings are formed, how meanings are negotiated, how rules are developed, how a
curriculum works out, how a policy is formulated and implemented, how a pupil becomes

deviant” (p.4, cited in Silverman, 2014).

Creswell (2007) states that “We conduct qualitative research when we want to empower
individuals to share their stories, hear their voices, and minimize the power relationships that
often exist between a researcher and the participants in a study” (p.40). Qualitative researchers
use interviews, observations, documents, listening to the participants’ voices, analysing data
‘inductively’, and interpreting them at the ‘micro level’. Silverman (2014) claims that “much
qualitative research is based on researcher-provoked data derived from methods like
interviews or focus study groups” (p.5). Qualitative researchers form their hypothesis after
collecting and interpreting data, compared to quantitative researchers, who set out to test
hypothesis (Silverman, 2014). Furthermore, what is more important in qualitative research is
that after the study, other interpretations by the readers will appear. This will open the door for
more inquiries and interpretations (Creswell, 2007). One of the most useful definitions of

qualitative research in this realm explains that

Qualitative research is a situated activity that locates the observer in the world. It
consists of a set of interpretive, material practices that make the world visible. These
practices transform the world. They turn the world into a series of representations,
including field notes, interviews, conversations, photographs, recordings, and memos
to the self. At this level, qualitative research involves an interpretive, naturalistic
approach to the world. This means that qualitative researchers study things in their
natural settings, attempting to make sense of, or interpret, phenomena, in terms of the

meanings people bring to them (Denzin & Lincoln, 2005, p.3).

This definition supports my research study from two angles. First, I explore EFL students’
multiple and imagined identities negotiated in their life experiences and their collective drama
performances, through adopting the reconceptualized model of multiple dimensions to identity
formulated by Abes et al (RMMDI, 2007) and the poststructuralist approach based on Norton’s
understanding (2000). Second, I analyse the elements they used to shape their identities in the
narratives and performances, which they produced collectively using imagination, critical
thinking, problem-solving, reflection, and social interaction. The analysis is based on socio-
cognitive and socio-cultural theories of autobiographical narratives and identity, and on

Chekhov’s acting theory (see chapter two). Therefore, 1 adopted the phenomenological
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interpretive approach as a research paradigm for this study to collect and analyse the data (see
chapters four and five). This design grants the researcher flexibility during data collection and
interpretation such as modifying the research questions or going back to the participants
whenever the researcher needs more clarification or some important issues are revealed in the
data. I reflect on the aspects my participants raised in the interviews which support this study,
thus I asked them to keep a written record of those aspects in the first part of the diary. I believe

that this technique enhanced the data collection process.

To come up with various themes and probe the objectives of the study, I adopted a thematic
inductive analysis approach, based on the guide suggested by Clark and Braun (2006) to
analyse the data. I gathered this data from the semi-structured interviews carried out with the
EFL teachers and the students who took part in this study, the diaries of part two, the field notes
from classroom observation, the theatrical scripts (see 5.3.2.1). Thematic analysis is, in parallel
to phenomenology, an interpretive approach to analysis. Combining both approaches may have
enhanced the research findings. As noted by Braun and Clarke (2006) thematic analysis is often
used by qualitative researchers because it permits them to be flexible when analysing the data.
Thematic analysis can be bound to several traditional approaches such as grounded theory and
interpretivism (Bernard, 2000; Boyatzis, 1998; Braun & Clarke, 2006). As Braun and Clarke
define it “Thematic analysis is a method for identifying, analysing and reporting patterns

(themes) within data” (2006, p.79).

I am aware of the limitations that may result from doing qualitative research, that is, because |
explore individuals’ personal life experiences, this may lead to subjectivity and invalid data.
This is what Silverman labels as “romanticism” in qualitative data gathering (Silverman, 2014,
p-19). However, the participants were people that I had not met before and most of them study
in different classes under one department (English). This diversity may have improved the

objectivity and validity of my findings.

3.5.1 Interpretive and phenomenological research paradigm

This research adopts the ‘interpretive phenomenological approach’ (IPA) (Frost, 2011) as a
model underpinning the qualitative procedures that I use to collect and analyse the data. This
approach draws its understandings from three sub-approaches: ‘idiographic’ that provides in-
depth analysis of texts written by people about their experiences, ‘hermeneutics’ which deals

with the interpretation of meaning appearing in human experience, and finally

66



‘phenomenology’, which looks at the way people give meaning to the phenomena in their

experiences (Frost, 2011).

Interpretivism has been used in several pedagogical research projects that look at students’ self-
identity in the classroom (Jackson, 2001). Interpretivists claim that human behaviour is
influenced by the truth that exists in the social world, and is also influenced by the attitudes
that the individual has towards this relationship. Thus, interpretivism denies the assumptions
of positivists, who think that every phenomenon in research on human behaviour can be
analysed using the same research methods. Interpretivists, on the contrary, praise qualitative
research methods, mainly observations, case studies, and interviews. This is because they allow
the researcher to gather data on peoples’ interpretation of their social environment (Willis,
2007). In other words, an interpretive and phenomenological model explores people’s in-depth
life experiences and their perceptions of the social world, and how they form their identities
within social interaction (Shinebourne, 2011; Sullivan et al., 2012). Phenomenology permits
the researcher to get an insight on how people experience the world from various angles, and
from a range of ‘personal-accounts’ (Lawthom & Tindall, 2011). These personal accounts may
reveal multiple identities. The term phenomenology signifies “an approach which explicitly
focusses on sense making and subjectivity where a person’s world is therefore one of personal

meanings” (Lawthom & Tindall, 2011, p.4).

Eatough and Smith (2008) note that interpretivism “endorses social constructionism’s claim
that sociocultural and historical processes are central to how we experience and understand our
lives, including the stories we tell about these lives” (Eatough & Smith, 2008 p. 184, cited in
Shinebourne, 2011). In other words, Eatough and Smith (2008) note that IPA is concerned with
what others say, that is, the ‘symbolic interaction’ between the participant that my study
focuses on during the theatrical activities. Thus, IPA draws attention to many sub-approaches,
which I found overlapping in my study. These include ‘experiential phenomenology’ that deals
with individuals’ experiences, and the meaning they provide to those experiences; and
‘discursive phenomenology’, which deals with understanding the way language allows
participants to create their social world through symbolic interaction (Frost, 2011). Both
symbolic interactions and meaning-making of the experiences that the EFL students encounter
to construct their identities were considered in this study. As Frost (2011) claims: “IPA
acknowledges that the understanding of an event or an object is always mediated by the context

of cultural and socio-historical meanings” (p.48). Further to these two points, IPA treats the
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individual participant not just as a simple human being, but as one who possesses cognitive
processes. This argument is clarified by Smith and Osborn (2003) claiming that [PA analysis
relates to cognitive paradigms. IPA has a theoretical commitment to the person as a cognitive,
linguistic, affective, and physical being and assumes a chain of connection between people’s

talk, their thinking and their emotional state (Smith & Osborn, 2003, p.52).

3.5.2 TPA assumptions: ontology, epistemology, and methodology

Firstly, ontology is about the researcher’s idea of reality and the nature of the world. It relates
to the objects that the researcher believes exist in the world, the reality of its existence, and the
“consciousness of experience” (Bainster ef al., 2011, p.11). In other words, it refers to the
nature of the research study. In this research, the ontological position is that each person has

an individual understanding of reality.

Secondly, epistemology refers to how people go about gathering knowledge of this reality. In
this study, the epistemology requires gathering data from individuals, such as their perceptions
and reflections upon the phenomenon (Willis, 2007; Shea et al., 2006). Creswell (2013) notes
that “with the epistemological assumption, conducting a qualitative study means that
researchers try to get as close as possible to the participants being studied” (Creswell, 2013,

p.20).

Thirdly, research methods in IPA follow an inductive logic and permit the researcher to work
flexibly with the data. In other words, he/she can add, modify, or change the research questions

throughout the study (Creswell, 2013).

In my research, I adopt qualitative methods that include: semi-structured interviews, participant
observation, text analysis (including diaries, stories written by the participants, and their
theatrical scripts). IPA uses these qualitative data procedures, mentioned above, for the deep
explanations they provide (Shinebourne, 2011). The table below (3.1) summarizes and explains
respectively how interpretivism and its phenomenological assumptions connect to this research

study:

Research aspects Connection to the study
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Ontology & epistemology

Different perceptions of knowledge:
Students used their cognitive capacities to process learning.

Students constructed and reconstructed their life experiences

within a social learning environment (group work).

Students developed a range of identities through constructing
different theatrical characters onstage extracted from their

experiences in the social context.

Methodology This research is based on an interpretivist epistemology, and
it used IPA to interpret the following knowledge:
Students’ production of narrative texts and the way they gave
meaning to their life experiences.
Students’ production of collective scenarios and performing
them.
Students’ collective performance and interaction.
Reflectivity Interpreting students’ work into research data, reflecting on
theories and approaches connected to the study.
My role as an active researcher who interpreted the
participants’ experiences (see Sullivan ef al., 2012)
Methods Collecting data through: interviews, classroom observation,

autobiographical reflective sessions (stories, scenarios, and

diaries).

Table 3.1: summary of IPA assumptions and the link to this research.
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3.5.3 Methods

3.5.3.1 Participants selection process

The number of participants who agreed to take part in this study was 23 EFL students.
However, some of them withdrew before the course began. The remaining number of
participants who took part in the course was 18. These participants belong to the Department
of English of Bejaia University. Three students were recruited from the third-year Bachelor’s
level; while, the rest of the students were Master’s from different specialties as indicated in the
table below. These students were aged between 19 and 32 years old, and most of them were
women. Only three men took part in the study. This is because, in Algeria, most higher
education students are females; especially in the Department of English, the overall number of
male students is about 15 as compared to about 200 females for each level. Most of the
participants were Berbers speaking Kabyle as their mother tongue. Two students were
originally Arabs. One of them, a female, was born in Jijel, an Arabic city of Algeria. However,
she spent 10 years of her life in Bejaia city, learned some Kabyle words, and involved herself
in their traditions and social practices. The other participant, a male, had a mixed background
history. He was born in an Arabic region; however, he lived for 17 years in Bejaia and fulfilled
his studies there, and this allowed him to acquire Kabyle. My participants were all multilingual,
speaking more than three languages. Furthermore, they shared the same religion in addition to

their multilingual and cultural profiles (see table 3.2 below).

I combined both ‘purposive sampling” and ‘opportunity sampling’ to select the participants.
Purposive sampling suggests that selecting the sample depends on some features that the
researcher needs to explore deeply in the relation to the participants. Thus, the selection is made
according to which sampling method meets these features (Frost, 2011; Shinebourn, 2011). In
this study, firstly, the participants had to be English students in the Department of English at
Bejaia University. Secondly, they had to be from Master’s and third-year Bachelor levels
because at these stages they are prospective EFL teachers, already with a Bachelor’s degree in
English language teaching or are about to achieve one, or are at the stage of starting their
teacher training at schools (as third-year Bachelors/Master’s). Their writing and speaking skills
can be well developed at these stages. Also, the multilingual features characterizing these

students were taken into consideration in selecting them to participate in this study.

However, the reason why I combined purposive with opportunity sampling was to enlarge the

number of participants and facilitate the way of reaching them in a short time. The decision to
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use this combination was made because of the pilot study I conducted prior to the main data
collection process. This led to the participation of other EFL students from different classes
and specialties in the Department of English at Bejaia University. Opportunity sampling is a
common technique used mainly in social research (Searle, 1999) and according to Jupp (2006)
it can be associated with many other sampling methods such as volunteer sampling and

purposive sampling.

To get in touch with the participants, I firstly designed a call for the exploratory course (see
appendix 2) that provided detailed explanations of the course highlighted in the information
sheet that I gave to the participants. The call explained that participation is voluntary, and
withdrawal is permitted at any stage during the study. Secondly, I collected the participants’
names and counted them to determine the number of those taking part. Finally, I created an
online closed group on Facebook. The latter holds the name of the exploratory course to ensure
that the participants follow the process in an organized way. This online group was created to
keep me in touch with the participants at the beginning of the course. Additionally, the online
group aimed to help the participants know more about the course through asking questions.
Thus, it was not used as a data collection procedure, but it connected me as a researcher with

my participants before starting the course. I closed the online group as soon as the course

started.

Participa | Age and | Mother Other City of | Level of | Speciality

nts gender Tongue languages | origins study

(pseudony

ms)

Bravest 19 Kabyle French, Bejaia Third year | Education

Female Arabic, (also called

English, didactics)
little of
Spanish
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Mimi 21 Kabyle French, Bejaia Third year | Education
Female Arabic,
English.
Mounia 21 Kabyle French, Bejaia Third year | Education
Female Arabic,
ithdrew
(wi English
)
Manel 25 Kabyle French, Bejaia Master 2 Education
Female Arabic,
English,
little of
Korean
Kika 23 Kabyle French, Bejaia Master 2 Linguistics
Female Arabic,
English
Louiza 23 Kabyle French, Bejaia Master2 Linguistics
Female Arabic,
English
Zahar 23 Kabyle French, Bejaia Master 2 Linguistics
Female Arabic,
English
Lina 25 Kabyle French, Bejaia Master 2 Linguistics
Female English,
Arabic,
German
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Nour 23 Kabyle French, Bejaia Master 2 Education
Female English,
(Withdrew Arabic.
) German
Rasha 22 Arabic French, Djijel Master 1 Literature
Female English,
Arabic,
German
Samar 23 Kabyle French, Bejaia Master 1 Literature
Female English,
Arabic,
Spanish
Jaja 24 Arabic French, Bord;j Master 1 Literature
Female English,
Arabic,
German
Aniya 29 Kabyle French, Bejaia Master 1 Literature
Female English,
Arabic
Kahina 24 Kabyle French, Bejaia Maser 1 Literature
Female English,
Arabic,
German
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Silya 24 Kabyle French, Bejaia Master 1 Linguistics
Female English,
Arabic
Salma 23 Kabyle French, Bejaia Master 1 Education
Female English,
(withdrew Atabic
)
Tiriza 22 Kabyle French, Bejaia Master 1 Linguistics
Female English,
Arabic,
German
Zina 24 Kabyle French, Bejaia Master 2 Linguistics
Female English,
Arabic,
German
Hanan 23 Arabic French, Bejaia Master 1 Linguistics
Female English,
(withdrew Arabic,
) German
Bilal 23 Male | Kabyle French, Bejaia Master 1 Education
English,
Arabic,
German
Palestinian
dialect
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Walid 24 Male | Arabic French, Annaba Master 1 Linguistics
English,
Arabic

Mourad 31 Male | Kabyle French, Bejaia Master 1 Linguistics
English,
Arabic

Table 3.2: participants’ information (pseudonyms).

3.5.3.2 Pilot study

Prior to the main data collection process, I conducted a pilot study with three EFL students
who did not take part in the current exploratory course. Two of these students were of Master’s
level, studying linguistics, and aged between 23 and 25 years; the third participant was a 21
years old student from the Department of Education. The pilot study took part in the
Department of English at the University of Bejaia. The main aim behind running this pilot
study was to test the feasibility of the current project and to see if EFL learners had any interest
in writing about the self and participating in theatrical tasks. Furthermore, the pilot study aimed
at testing the interview protocol and its practical side, and whether students face any difficulties
in comprehending the interview questions. The students were provided with consent forms and
a detailed explanation about the pilot study. Only one of the participants agreed to take part in
the pilot study interview, and written tasks, while the two others opted out of the pilot interview
and took part in the free writing task. This was because of their very busy timetable. However,
that was sufficient to test the tasks I planned for the course of the main data collection process
(productive task and performative task as explained in chapter four) and to test the feasibility
of the interviews. The results of this pilot study were not analysed in this thesis, but they might

be presented in conferences and research papers.

The pilot study interview took place at the university’s central library, and the participants used
both English and other languages such as French and Kabyle to answer the questions. However,
the pilot-written tasks which included free topics to be chosen by the participants, took place

in a closed study room. I gave the participants 40 minutes to spend on the written task.
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The semi-structured interview that I undertook with the third-year student, gave me an overall
view on the programme introduced to students in the writing module, and asked about students’
thoughts regarding theatre as a space for self-expression. The free writing task introduced the
style and the writing level of the students. This pilot study allowed me to confirm some aspects
that I tackled in this study such as lack of knowledge about theatre in the Algerian higher
education setting, and the need to give EFL students the chance to express themselves, and
articulate their multiple and imagined identities through self-expression in writing and

transforming these tasks into entertaining ones through interactive theatre.

The pilot study can be considered a good start towards reaching credible data. It provided me
with new ideas that let me modify the method of selecting my participants. Before conducting
the pilot study, I used purposive sampling only to select the participants, who were supposed
to be all Master’s with a good level of writing skills. After this pilot study, I concluded that
EFL students from mixed levels (third-year Bachelor’s or Master’s) need to have the chance to
take part in the study as this would allow me to gather more valid and credible data. Thus, I
combined both opportunity sampling with purposive sampling to enlarge my sample. In other
words, all EFL students from Master’s and third-year level Bachelor’s who were interested in
taking part were welcomed. I also modified my research objectives because I noticed the use
of imagination in the writing samples such as focusing on their cognitive processes. As a result
of the pilot study, I amended the fourth research objective of this research, which consisted of
recommending innovative methods to the Department of English. This amendment raised the
need to provide a theatre space that includes students from different classes and levels to allow
them to work collectively and to raise the sense of social interaction among a community of

leaner narrators and drama performers.
The aims of the study are presented as follow:

1. Exploring the multiple/imagined identities emerging from the participants’
autobiographical scenarios and their performance onstage and the factors influencing the

development of those identities.

2. Identifying the impact of autobiographical reflective texts on Algerian EFL students’

language learning development as connected to their cognitive processes.

The objectives of the study consist of:
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A. Exploring the students’ narrative voices expressed in their autobiographical reflective

texts/scenarios, and performed in an interactive theatrical classroom.

B. Understanding whether these students’ narrative voices and imagined identities in the
autobiographical scenarios/texts differ from their other language voices (French,

Arabic/Berber) and identities.

C. Exploring the role of EFL students’ cognitive processes, mainly imagination, in negotiating

their identities within an imagined community of actors.

D. Using the findings of this research to recom mend to the Department of English an
innovative course, based on writing and performance, to the teaching and learning of

English based on narration and collective performance.
The research questions were refined as shown in section (3.4) above.

3.5.3.3 Data collection procedures

3.5.3.3.1 Classroom observation
In general, observation is viewed as a successful data collection procedure adopted in
qualitative research, and is mostly concerned with ‘natural behaviour’ (Bainster, 2011). Its
major concern is dealing with individuals, objects, and cultures (Kawulich, 2005). Observation
involves several techniques that researchers use with relevance to their research aims and
research questions. In this research, I adopted ‘participant observation’, which is often
conducted by qualitative researchers in the field of education (Kawulich, 2005). Kawulich
claims that “Participant observation is the process enabling researchers to learn about the
activities of the people under study in the natural setting through observing and participating

in those activities” (2005, p.2). I explain the use of this procedure in chapter four (see 4.8).

3.5.3.3.2 Interviews

Interviews are among the data collection tools used to help researchers get deep answers
regarding people’s experiences. They help the interviewer to become more reflective in the
study (Noaks & Wincup, 2011). Noaks and Wincup (2011) list different types of interviews:
‘structured interviews’, ‘semi-structured interviews’, ‘unstructured interviews’, and the ‘focus
group’. Structured interviews are mostly conducted with a large number of participants, and
they can be adopted by a team of researchers. It does not allow more explanations and

flexibility or follow-up questions during the interview process. However, unstructured, and
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open-ended interviews are helpful for research studies in historical and biographical projects
as they are accompanied with participant observation (see Bloom & Crabtree, 20006).
Researchers who conduct semi-structured interviews always follow an interview protocol that
includes a list of open-ended questions, and additional questions that appear thanks to the
conversation between the researcher and his/her interviewee (Bloom & Crabtree, 2006). This
interview can be held either with one individual or with a group. Individual ones help the
interviewer to acquire deep data about personal and social life experiences compared to the
group where deeper explanations are mitigated (ibid). However, during the interview process,
the researcher is free to modify, or add other questions, and he/she can start from any question
in the interview schedule. Semi-structured interviews not only provide the interviewer with the
freedom and flexibility in asking the questions, but they also create a kind of dialogue between
both the interviewer and the interviewee. Another important point about semi-structured
interviews is that the researcher gets knowledge about the setting of the interview before
conducting it. Thus, he/she can be aware of the risks and the factors that may negatively
influence or disturb the interview protocol and the interviewee (Noaks & Wincup, 2011, pp .6-
8). Similarly, in this study, I adopted the semi-structured interviews with the participants (see

4.9).

3.5.3.3.3 Students’ solicited diaries

In this research study, I used ‘solicited diaries’ to gather data on students’ thoughts, feelings,
and perceptions about the exploratory course they attended. These diaries were divided into
two parts. The first part was a space where students could narrate more of their life experiences
such as producing autobiographical reflective essays, images, drawings, poems, or short
stories. This was considered as helping them to articulate their multiple and imagined identities
and narrative voices. Braun and Clarke (2013) state that “Diary keeping may encourage
participants to identify patterns in their experiences and enhance their ability to reflect on their

lives, which fits with the claim that diaries are potentially empowering for participants”

(p.151).

The second part engaged them in writing about their feelings, thoughts, and attitudes towards
how the exploratory course affected themselves and their imagination, along with their
cognitive and socio-cognitive processes (see chapter two). I have selected ‘solicited diaries’
because they are particularly used by qualitative researchers as an effective procedure to know

more about participants’ understandings, perceptions, emotions, and experiences. They get into
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in-depth explanations provided by the participants in the phenomena under study, and enhance

data collected through other methods such as interviews (Braun & Clarke, 2013).

Solicited diaries are broadly viewed as additional methods which can take various forms such
as notebooks, diaries in hard copy form, electronic diaries (including audio-recorded, online
typed ones), or a ‘scrap-book’ where the participants can make drawings or images (Thompson
& Holland, 2005, cited in Braun & Clarke, 2013). For instance, Holliday (2004) conducted
video-diaries to explore visual identity, and he found this to be an effective data procedure
(Braun & Clarke, 2013). In this study, I opted for the hard copy format, which I distributed to
the participants throughout the exploratory course. This written format kept them more engaged
than the online format, which may not have succeeded because of internet issues in Algeria.
Additionally, I asked the participants to record information on given aspects which I gave them
as reflective questions arising from the interviews (Holliday, 1999, cited in ibid). In other
words, to engage the participants and make the diary writing process effective, I provided them
with the necessary materials to fulfil this task easily. For example, I took the responsibility of
buying notebooks, pens, pencils, and other materials they may have needed to keep better
records. I also provided each participant with a list of questions to write about in the diary (see
appendix 9). Also, because of time limitation during the interviews, I designed reflective
questions to enhance my data regarding the students’ identity negotiation. Each participant was
given a different list of questions from others based on his/her talk in the interview. This
technique fostered my role as an interpretivist trying to delve into the minds of the participants
to find out how they give meaning to their thoughts and experiences in their multilingual

context.

3.5.3.3.4 Thinking-aloud writing as a data collection tool

The thinking-aloud method requires participants to keep talking aloud about any thoughts that
come to their minds as they perform the task. This provides the researcher with credible and
fruitful data (Charters, 2003; Gibson, 1997; Someren et al., 1994). It is, most of the time, bound
with an audio or video recorder which allows the researcher to record what is said, and it
requires an immediate transcription for the recorded protocol (Someren et al., 1994). This
method can be either ‘concurrent’ or ‘retrospective’ (Laine & Salantera, 2010). Furthermore,
the thinking-aloud protocol can be accompanied with a pre-interview and a follow-up
interview. This method was used by Zhao (2011) to underpin the thinking-aloud protocol and

to analyse the emergent identities of L2 creative writers using their cognitive processes in an
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online learning space. In my study, I used this method with five participants who attended all
the sessions in the exploratory course. I focused only on five because this method required
recording the students’ verbalized thoughts, and a small number of participants would facilitate
the recording process. The set of data I gathered adopting this procedure, during the last session
of the course, was not considered in the analysis and the findings of this study because it was

insufficient.
3.6 Strategies followed in data analysis

I followed IPA analysis focusing on ‘idiographic’ analysis as presented by Smith et al (1999)
and Smith and Osborn (2004). This method allowed me to delve into their stories and the
meaning they gave to their identities. Frost (2011) notes that “Analysis in [PA is an interactive,
complex and creative process that requires the researcher’s reflective engagement in a dialogue

with a participant’s narrative and meanings” (Frost, 2011, p.56).

The reason for adopting this method of analysis is that it focuses on interpreting meaning
arising from human experiences and reflecting on that meaning (Patton, 2002). The main goal
of IPA is to analyse the individual or group experiences in society, and the way individuals or
the group reflect upon or perceive those experiences (Forrester, 2010). This understanding is
parallel to what I aimed to explore in encouraging my participants to bring their life stories into
writing and performance. Simply, [ aimed at analysing the meaning derived from those stories,
and to see how my participants reflected and viewed themselves in those stories and what
influenced their identity development. These images of self might be multiple and imagined
identities (see chapter two). The ‘idiographic analysis technique’ means studying or analysing

the individual participant and forming an interpretation of his/her views and reflections.

Furthermore, the most important issue in phenomenology as a method of analysis in qualitative
research is the ‘essence’, because this approach “seeks to grasp and elucidate the meaning,
structure, and essence of the lived experience for a phenomenon of a person or group of people”
(Patton, 2002, p.482). The essence is also referred to as the ‘essential’ or the ‘invariant
structure’ (Creswell, 2013, p.82). It is then the basic element of the phenomena lived by the
participants, and which is under study. In my research, multiple identities are supposed to be
the essence. In this framework, Giorgi (2010, cited in Banister, 2011), states that
phenomenologists go through three basic steps in analysing their data to reach the essence,

which are: elimination, description, and looking for the essences.
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According to Creswell (2013), phenomenological researchers use similar strategies in
analysing their data. This includes ‘horizontalization’, which lies in identifying the main
sentences, paragraphs, or maybe ‘quotes’ that best give an interpretation of how the participants
experience the phenomena. Then, he lists ‘clusters of meaning’, which are developed from the
horizontalization process, and then developed into ‘themes’. These themes and clusters will be
analysed and applied to write a ‘description’ of the phenomena being experienced. The latter
is named ‘textual description’. After constructing a meaningful description, the same clusters
and themes are used to form a second description about the context where the experienced
phenomena took place, and this is known as ‘imaginative variation’ or ‘structural description’
(Creswell, 2013, p.82). Creswell claims that both structural and textual descriptions are then
used to provide a ‘composite description’, which clarifies the ‘essence’ of the study. This
strategy fits my research as I went through similar steps following Smith and Osborn’s case-

by-case analysis (see 5.3.2.2).

However, Husserl (1913, cited in Patton, 2002) states that before the ‘horizontalization’, there
is another important phenomenological step. The latter is called ‘bracketing’ (Moustakas, 1994,
cited in Patton), which consists of reading the data, asking phenomenological questions, finding
the statement that articulates the phenomena within the narrative piece, interpreting the
meaning directed by this statement, getting the interpretation of the participant on his or her
statement, inspecting the meaning of the statement, and finally providing a suitable definition
of the statement based on the meaning given to it. He also notes that during the organization of
the phrases being coded into clusters, a ‘deletion process’ needs to be applied. This consists of
deleting data that looks inappropriate, additional or repeated in the clusters. The remaining
clusters will be treated using ‘imaginative variation’ mentioned above. The various themes
sorted out will be expanded, and each theme will have its own description in relation to the
experience mentioned by the participant. The last step goes to the ‘composite description’
which is adopted to inductively provide the essence of that phenomenon emphasised in the

experiences.

Another crucial point here is that IPA permits the researcher to adopt three helpful tasks during
data collection and analysis. These tasks involve keeping a ‘reflective diary’, ‘trustworthiness’,
and ‘audit trial” (Forrester, 2010, pp.182-183). The reflective diary forms a record of the whole
research process including the research questions, objectives, data collection, transcription of

data, and analysis. Trustworthiness refers to the way researchers make their study valuable and
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reliable to the readers. The last task, which is an audit trial, consists of keeping field notes about
the methods used in the data analysis process and the main questions, reflections, and issues
emerging from the analysis (ibid, 2010). Likewise, I kept a reflective diary and notes on each
participant during my data analysis and what I observed in my analysis/findings throughout

this study.

Smith and Osborn (2004) insist on the use of ‘idiographic analysis’, which requires reading
and rereading the data before starting the analysis. This technique is often applied to semi-
structured interviews data. I followed this strategy in the analysis of the participants’ narrative
samples (see 5.3.2.2), and it helped me to come up with various themes from both their stories
and diaries. It also helped me to deeply analyse each of the participants’ experiences and how

their identities were negotiated in convergent and divergent ways (see 5.3.2.2).

3.7 Ethics

In this study, I considered my participants not as subjects, but as humans. To carry on this

project without causing any harm to them, key ethical issues were taken into consideration.

Firstly, I provided the participants with the information sheets (see appendix 35) and consent
forms (see appendix 36) that they signed before they took part in the study. These forms were
written in English and translated into Arabic and French to allow the participants to understand
the content of the work, its aims, and objectives. The information sheets highlighted to them
the data collection tools to be used, the way I would use them, and the benefits, and drawbacks
of using them. Therefore, participants have the right to agree or disagree about my use of any
research tool. For example, in the observation and interviews, I used an audio recorder. Thus,
I needed to get their permission to use such a tool. The data collection tools and other
documents such as participants’ diaries and autobiographical texts were stored and kept in a
secure and safe place at the University of Northampton, and they will be destroyed immediately
upon completion of this study. However, three participants (Bravest, Kika, and Rasha) asked
me to give them back their original diaries after fully completing this thesis. Therefore, the
diaries of these three participants will not be destroyed but returned to them. Furthermore, this
research has been granted approval by the University of Northampton research ethics
committee to use the research procedures mentioned above. I also adopted Birney’s (2015)
suggested ‘lifecycle’ for data management. This plan includes the writing up of data in field

notes or notebooks, storage of data in a secure place, storing the data in my computer, and
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checking it from time to time. This helped me to protect the data throughout the research

process.

My participants’ thoughts, needs, comfort, and safety during this research study were a priority.
As Langdridge and Johnson (2013) explained, regarding ethics in research, researchers must
show respect for their participants’ dignity and decisions. If a participant decides to withdraw
from the study, the researcher has no right to force him/her to stay or even to seek an
explanation from the participant. Additionally, the researcher should make every point he
includes in his or her study known and available for the benefit of the participants. Any
misguidance from the researcher may harm the participants, and then ‘deception’ occurs, and
makes the research unethical. The latter is crucial in studies that use participant observation.
Thus, in my case, the participants were informed about my use of participant observation.
Furthermore, the first session of the course was also an introductory session to inform the
participants about what would happen during the course. This initial session clearly stated to

the participants the use of the data collection methods and all the tasks involved in the course.

Secondly, during the interviews, the participants had the right to leave if they felt bothered with
the questions or if they considered that I was intruding into their private lives. They also had
the right to listen to the recording after the interview. I sent copies of the records to all of my
participants. Thus, they were free to modify delete or add whatever they thought important. In
addition, they were provided with a transcript of the audio recordings after each record I
transcribed. The original audio records were destroyed after completing this study.

Participants’ names and other personal information remained securely confidential.

3.8 Trustworthiness of the research findings

For all research, whether qualitative or quantitative, it is necessary to provide the readers with
convincing justifications that their endeavours are supplemented with trustful, accurate, and
reliable data (Williams & Morrow, 2009). Williams and Morrow (2009) argue that quantitative
researchers use terms such as ‘validity’, ‘reliability’, and generalizability of the data to justify
the accuracy of their findings. However, applying such concepts to qualitative research would
decrease their meaning. Therefore, most qualitative researchers adopt the notion of
‘trustworthiness’ as a substitute for the above terms (Lincoln and Guba, 1985). Williams and
Marrow (2009) suggest three elements for qualitative researchers to achieve trustworthiness in

their studies. These include: “integrity of the data, balance between reflexivity and subjectivity,
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and clear communication of findings” (Williams & Marrow, 2009, p.3). However, Lincoln and
Guba (1985) suggested other terms that cover Williams and Marrow’ s concepts. Lincoln and
Guba (1985) listed: credibility, transferability, dependability, and confirmability as elements

that underpin trustworthiness in qualitative studies.

To achieve credible results, the researcher needs to ensure that his/ her findings make sense of
what is targeted in the research, and he/she should ensure that the results answer the given
research questions (Lincoln & Guba, 1985). Integrity can be an aspect of credibility. It refers
to the ‘adequacy’ and ‘dependability’ of the data. To achieve this step, the researcher needs to
ask himself/herself whether the methods designed for data gathering are well articulated in the
research and whether they show clarity. Well established procedures and clearly stated data
analysis strategy make the research more credible and trustful. Other elements that can enhance
the integrity and credibility of the data include the use of triangulation, and data adequacy
which can be achieved through data saturation and redundancy (Williams & Marrow, 2009).
Complex and rich categories of data add more importance to the findings. The researcher also
can use the ‘member checking’ technique to ensure unbiassed findings, as recommended by
Lincoln and Guba (1985). For instance, an external supervisor, or a ‘peer debriefer’ (Alexander,
2004) can assess the phases of the research and provide critical feedback to the researcher.
Credibility can also be achieved when the researcher keeps reflexive reports on his/her
interpretation of the data. In other words, he/she should create balance between what the
participants say and his/her own interpretation for those talks (Williams & Marrow, 2009).
Researchers could forward their interpretations to their participants to double check whether
they mean the same thing to them as the researchers’ interpretation. Additionally, the findings
of qualitative research should easily be understood by the readers. This is why Williams and
Marrow (2009) argue that trustworthiness entails the qualities of communication, application,

and ability to interpret and discuss the findings.

In my study, I adopted the interpretivist paradigm, and four data collection procedures were
used. These include: semi-structured interviews, document analysis (students’ stories/ diaries,
scripts), classroom observation. The objectives and uses of these methods in the context of the
study were clearly explained and put into practice. Bias and subjectivity are difficult to avoid
in every research. However, I kept asking the participants about the meaning of every word |
thought might be used to underpin my work. This is among the interpretivist interviewing

techniques. I also kept writing down every change or new step I adopted throughout this study
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in the form of a reflexive diary. My participants own a copy of their audio records and written
stories. Thus, I provided them with copies of the data analysis, interpretation, and findings so
that they could check the credibility of my interpretation for their words. I also used different
data collection procedures to explore each of my research questions. Thus, this triangulation
feature may add more credibility to my study. Another important thing, during the fourth year
of my PhD, a new member joined my supervisory team as a second supervisor, who then read
my thesis when I completed the first draft. Her critical feedback may have enhanced the

credibility of my thesis and let me work hard to make it more solid.

3.9 Summary

In this chapter, I presented the research aims, the research objectives, and the research questions
that were addressed. I also provided a detailed description of the approach and methods that I
adopted for the data collection and analysis, and how they fit into this study. I have also stated
the way I structured my methodology chapter, breaking it into: chapter three as the main
chapter, chapters four and five as the follow-up methodology chapters. I have also defined my
participants and how I came to select them. Further to these points, I thoroughly explained the
process underlining the exploratory course of the data collection, and defined every aspect of
it in chapter four. Finally, I ended the chapter with the ethical considerations and

trustworthiness of the research.
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Chapter four: exploratory course (follow-up methodology)

4.1 Introduction

This chapter presents the procedures I used to gather the data. These included: two months of
the exploratory course, semi-structured interviews with the participants (students and teachers),
classroom observation, students’ solicited diaries, students’ stories, scripts collection. This
chapter also presents data from one thinking aloud-writing session, although eventually data

gathered from this method was not used for this thesis.

To probe the aims and the objectives of this study, mainly its pedagogical objective (see 3.3),
I designed an exploratory course (see appendix 22), that I named ‘Autobiographical Reflective
Writing and Theatre Practice’, which included 10 sessions. This took place in the Department
of English at Bejaia University from 10h to 12h (flexible hours) on Tuesdays and Thursdays
(that is once or twice a week depending on the participants’ availability). These sessions started
first on February 9", 2017, and finished on April 6%, 2017. This planning met the needs of the

participants because they were available only on Tuesdays and Thursdays.

The course covered two main tasks: productive and performative. The productive task
emphasized two sub-tasks: individually written autobiographical texts (self-productive), and
collectively constructed theatrical scenarios (community-productive). The community-
productive task consisted of group work; that is, working in small communities of learners to
write the collective scenarios based on the stories produced in the self-productive tasks. The
performative task consisted of performing interactive plays onstage (community-

performative).

Furthermore, I designed lesson plans for each session taking into consideration the above task
types and learners’ needs. Every lesson plan contained the following: time management, lesson
topic, lesson aim, lesson objective, teaching/learning materials, brainstorming techniques (a
warming up activity), teacher’s activities, students’ activities, and closure/summary of the
lesson. Each lesson lasted around two hours with some 30 minutes of extra time. I divided the
sessions according to the activities used. The aims and objectives of each session fit the current
research. However, the first lesson plan aimed to enhance students’ awareness of the
importance of autobiographical writing and theatre in EFL learning. During the exploratory
course, [ amended some of the classroom activities due to unexpected factors that occurred in

some of the sessions (see 11.4.3 on the limitations of the study).
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4.2 Teaching/learning materials of the course

I designed twelve sessions for this course. However, due to some limitations in relation to the
participants’ planning, I reduced the number to ten (see appendix 1), which seemed enough to
collect good quality data. I adopted a range of teaching materials including: a whiteboard,

whiteboard pens, laptop, projector, handouts, diaries, audio-recorder, and large papers.

To explain more, [ used my personal laptop and the university data projector to introduce videos
at the beginning of some of the sessions as a brainstorming activity (see chapter two). I also
used the audio-recorder for the semi-structured interviews, and the pre-and post-interviews
during the last session (see session 10 below). I used the university media room because the
University of Bejaia does not have a drama classroom for the performative tasks. Thus, the
media room, which has a large space for performance and data projection was used for the
safety and well-being of the students during their participation in this study. However, in some

other sessions where the media room was not available, I used a normal classroom.

4.3 Brain-storming activity

I used the brainstorming techniques to motivate the participants, and stimulate their cognitive
capacities; including their imagination, reflection, critical thinking, problem-solving and
interaction (see socio-cognitive theory in 2.2.7.2). The brainstorming techniques consisted of
videos from YouTube, using autobiographical story talks along with theatrical shows. For
instance, some ‘Ted Talk’ videos were introduced to provide the students with knowledge of
how to narrate their life stories, and increase their reflection on their own experiences, and
prepare them for the productive as well as performative tasks. Some of these videos could not
be used and I had to change the activity (see 11.4.3) or add other brainstorming ideas such as
asking reflective questions or opening a discussion with the participants. I provide more

explanations on the importance of brainstorming techniques in chapter two (see 2.2.3.1).

4.4 Teacher’s role

The lesson plans also emphasised my role as a teacher-observer during the exploratory course.
In every session, I motivated the students using videos, teacher-learner discussions on life
experiences, and I shared my life experience with them so that they might bring their reflexivity
into learning. In every session, I arrived 15 minutes before the participants to create a suitable

learning atmosphere that might motivate the students. For example, I moved the chairs and
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created various forms such as a circle, a rectangle, and small open circles in relation to each
lesson plan to facilitate collective work. A classroom diagram was drawn to describe the
classroom layout, and management to engage the learners in the productive and performative
tasks (see appendix 4). This may have enhanced a social learning atmosphere in the classroom.
Thereby, the students could ask me questions and interact with me, and with other students, in
a collective way to facilitate learning. My role in the course was facilitating, guiding, and
engaging the learners in the tasks. I also kept observation notes on the learners’ production of
writing samples and their behaviour, actions, body language, and talks during their
performance onstage. This observation technique is one of the data procedures of this study. In
other words, I played the role of an insider via the collective tasks and I tried to keep myself

an outsider whenever something new attracted my attention.

4.4.1 My role as an ‘insider’

During the exploratory course, I mostly played the role of an ‘insider’. I already know the social
context where the participants live and where this study took place, the culture, the traditions,
the ethnic divisions, and the educational reforms. This is because I grew up in this city, and I
studied at the same university. I also shared similar experiences with the participants. As
Kerstetter (2012) noted, being an insider means that the researcher knows the context of the
research, the social and cultural doctrines shared in that community in which he/she is a
member. Insiders do not face difficulties in involving their participants in the study because
they share common experiences (Kerstetter, 2012). I may say that [ was an active member of
the community of my participants, listening to their experiences and reflecting on the social

and cultural context we share collectively.

4.4.2 My role as an ‘outsider’

Although I classify myself in the category of researcher-insiders, I cannot deny that I felt myself
an outsider at some stages. This is because of the diversity and multiplicity of the historical,
social/cultural background of the participants. In effect, there were two participants with Arabic
origins (Rasha and Bilal). They attracted my attention and made me think of their background,
and perceive it as something new, and strange. Therefore, I kept an eye on them during the
sessions, and I tried to discover the representation of their culture and their self-understandings
in their writing samples and performance. In other words, whatever my knowledge on the
setting of this study, the role of an interpretivist granted me in some ways this outsider

character. In this, Erickson stated that interpretive research pushes the researcher to “make the
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familiar strange and interesting again” (p.121). Issues that I used to know and perform, or
maybe that I did not pay attention to when I lived in the context, were all appearing strange to
me. This might also be the result of three years of exposure to foreign culture during my studies

abroad and returning with different/new perspectives.

4.5 Students’ activities and roles

To analyse the participants’ multiple identities in writing and performance, I engaged them in
two types of tasks during the exploratory course. In these, they produced autobiographical
reflective texts such as essays, stories, poems, and drawings. This introduced topics that [ have
provided for each task. However, some tasks focused on free topics that each student chose to
write about. During the written activities, students did three productive sub-tasks. Firstly, they
wrote individually their own autobiographical texts, which I named the ‘self-productive task’.
Students’ autobiographical texts from childhood to their recent age were written outside the
session as homework because it needs time to undertake an autobiographical production
emphasising different periods from birth, childhood, adolescence up to their recent age.
Furthermore, this task was very reflective as I provided the participants with a sample of my
own life story to allow them to reflect on and think of their own. I also introduced a video on
how to tell life experiences onstage to motivate them (see session one below). However, other
autobiographical reflective tasks focusing on one memorable event were undertaken during the
sessions in a limited timeframe of between 20 to 60 minutes as individual work. Secondly, they
worked either in pairs or in small groups to create scenarios from those autobiographical texts
written in the sessions, and turn them into a play or what I called collective scenarios. I named
this activity ‘community-productive task’. Each group of students selected three to four stories
that they wrote individually and turned them into theatrical plays. They also interacted with

each other and discussed their samples collectively.

Thirdly, the students also worked in groups to play out the scenarios interactively onstage; that
is, there was always an interaction and a spontaneous involvement onstage from the
participants playing the role of an audience while others were acting out. I named this as ‘the
performative task’. I also provided the students with diaries which they kept throughout the
course to write their feelings and perceptions about it and to write more life experiences. Thus,
participants in this study played many roles mainly: student narrators, student
actors/performers, leaders of the classroom, and risk-takers onstage, while I played the roles

of: a researcher (insider and outsider), teacher, observer, guide, facilitator and sometimes I do
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classify myself as a student-participant as I lived those shared experiences/discussions with the

participants.

4.6 Task content and aspects

Before starting the course, I prepared lesson plans for each session. However, some of the
sessions’ content and topics that I planned before walking into the classroom, changed during
the practice. In other words, the participants selected the topics of their stories in most of the

sessions. Below is a brief record of each session’s content and activities:

4.6.1 Session one

This session took place in the media room and lasted for two hours. The number of participants
who attended was 14. This is because of the exams that were held in their department, which

made the rest of the participants miss the session.

I started the session by introducing myself to the participants and providing them with a
summary of my experience abroad. Later, I involved them in an introductory task where they
formed two lines facing each other and introduced themselves. Each participant told his/her
pair about his/her name, his/her speciality of study, hobbies, the reason why he/she participated
in the course, and his/her dreams. Meanwhile, I moved around them listening to their talks.
The second activity was introducing a video to the students. The video was in English and
lasted for 10 minutes, and it was about an Arabic comedian who narrates his story with theatre
and tells about how he became a clown. After that, the students took three minutes to discuss
the video in small groups and reporting their understanding to the whole class. When I noticed
that the students started to familiarize themselves with theatre and narratives, I involved them
in a writing task, which lasted almost 40 minutes. I suggested that they write a life experience
in relation to a theatrical play they attended in their childhood, or to narrate any life experience
they encountered during their childhood. Only three students opted for a theatrical event while
the rest preferred the second suggestion. This is because most of them claimed that they never
attended theatrical shows. During this activity, I asked the students to move their chairs to find

a comfortable space in the room to write their essays at ease.

After the productive task (writing), the participants exchanged their stories and spent three
minutes reading them. I later asked the students to work in groups of three or four and report

the stories being read to the whole class. When each group told the stories orally, I asked them
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to choose one story that seemed suitable to be turned into a scenario and write a script for it.
The students agreed on one story written by one of the male participants about his experience
when he travelled to the Sahara at the age of 12. Three volunteers wrote the script within 15
minutes and spent 10 minutes performing it onstage. At the end of the session, I provided the
participants with the diaries that I asked them to keep throughout the course. Throughout these
tasks, the students mostly used English in their group/peer interactions with some of them
switching to their native language (Berber) or switching to French. Both the written task and

theatrical play were written and performed in English only.

4.6.2 Session two

This session also occurred at the media room from 10h to 12h. All of the 18 participants
attended. I asked them to form a big circle and come in turn to the middle of the circle to retell
some of the experiences they lived recently. Each student spent two minutes reporting his/her
experience. This activity lasted for 50 minutes. Then, they spent 20 minutes writing down those
experiences told orally, in the form of autobiographical essays. Later, I divided the students
into six small groups and I asked them to share and discuss their essays. Most of the events
written by the participants revealed the different roles they play in real life such as being mature
students who are preparing their own assignments or projects, cooking for themselves in
student accommodation, doing the washing up, shopping, helping their little siblings during
the weekend or working. The latter role was introduced in an interesting narrative of one
participant (Louiza). Louiza said that she had worked in a travel agency with her brother-in-
law for three years, due to her English language competence which is needed in such a job.
Another participant used to help her sister in her job as a translator. Additionally, others talked

about their weekend trips to different regions of Algeria.

During the performative task of this session, three scripts were written and then performed
onstage. Meanwhile, I asked each group to title their play and write it on the large papers |
stuck on the wall. The first play lasted for 10 minutes, the second took 15 minutes and the third

one lasted approximately 10 minutes.

4.6.3 Session three

Because of first term exams, this session took place in a normal classroom instead of the media
room and only 10 participants (all were females) were able to attend. The topic of this session

was recalling childhood memories. I started the session by reminding the students and asking
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them prompt questions about their childhood, while I was sitting with them in a circle. Later, I
used my personal laptop to introduce a video by a Ted Talk speaker telling her childhood story
to the audience. Then, I asked them to discuss the video in pairs and to express their opinions
about it. After that, [ asked them to recall their own childhood, using reflective questions such
as what was their favourite cartoon/colour in childhood, the clothing style they used to wear as
kids, and so on. I then asked them to close their eyes for a while and remember their childhood
personality. This technique allowed the students to go back into their childhood and they started
to get involved in the task by responding to my questions. For example, I asked each one of
them what she recalled, and each student said different things such as “I/ am wearing a pink
dress, my mum took me to a traditional celebrity, women were singing and using the drum,
some women were dancing, I was following mum everywhere because I did not know the
others...I saw beautiful Berber dresses and jewelleries worn by the women there....” (Lina).
Another one said: “I remember it was summer and my dad brought a big lorry and took us to
an amazing place that was the sea, and it was my first time to be there. We played a lot and
enjoyed our time...” (Louiza). This task lasted for 15 minutes. Then, the students moved their
chairs in the room and started the productive task which was based on the stories being recalled.
This task lasted for 30 minutes. When the students finished writing, they exchanged their
samples and discussed them. I asked them to divide themselves into small groups and write the
theatrical script. The students spent 15 minutes writing the scripts collaboratively. Later, they
performed them onstage. There were three plays; however only two were performed due to

time limitation.

4.6.4 Session four

15 students (13 females and two males) attended the session. However, 10 of them attended all
of the sessions being held. The topic of this session was ‘EFL dreams: present, past, and future’.
I started the session by introducing a video of a Ted Talks storyteller who was reporting her
dreams (past and present). The video lasted for 10 minutes. The students started a discussion
about the video. Later, I asked them to move the table and chairs to form a rectangle that
allowed them to face each other to start the next task. I gave out small sheets of paper to the
students and asked them to close their eyes while keeping their minds focused on my questions.
After each question, they opened their eyes and wrote down the answer. The content of this
activity was writing down their dreams when they were children such as ‘what they dreamt to
be when they grow up’, ‘which country they wished to visit’. Then, they moved on to recent

dreams in their adulthood such as ‘did their childhood dreams change when they grow up?’,
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'what dreams do they have now?’, ‘if you were born in an English community will your dreams
be the same?’, ‘how did your dreams as a child and as an adult affect the person you are now?’
The last component was linked to future dreams, where students articulated what they want to
do, and where they dream to be in the future. Students kept listening and then opening their
eyes to write down their answers. This activity may have enhanced the participants’
imagination (see chapters six and nine). This task lasted for 15 minutes. After that, the students
did the writing task which took approximately 60 minutes. Participants worked individually
and wrote an essay about their dreams. Once they completed this task, they worked collectively
and reported their essays to others. In the 35 minutes remaining of the session, they worked in
two groups and designed a theatrical script from those essays being written. Two plays were

performed. Each play lasted about 10 minutes.

4.6.5 Session five

This session also took place in the media room and lasted for more than 2 hours. All of the 18
students attended (three males and 15 females). I shared my experience about an event I lived
through in the students’ union of Canterbury Christ Church University during my pre-PhD
training. The students discussed my story with each other, while I was moving around them
listening to their talks. During this stage, many of the students compared my story to their own
experiences through giving illustrations from real life. After that, I asked the students to select
a topic and write an autobiographical essay about it. Most of the students agreed to write about
their life experiences in relation to the ethnic issues and traditions of their community. They
may have chosen this subject because there was a student who came into the session wearing

a Berber dress.

The next task was productive; the participants spent 40 minutes writing an essay about a life
experience they encountered in their ethnic group. The main subjects or events that the students
wrote consisted of: racism, social celebrities, marriage in the Berber community, and traditional
myths. When they finished writing, each student came onstage bringing his/her own chair and
took a sit facing other students, and reported his/her story orally, while the others listened and
then discussed it collectively. During this stage, problem-solving, debates, and negotiations of

meaning were very noticeable in their talks.

The final task was community productive and performative. The students produced theatrical

scripts from the stories that were told. There were four groups of students. Each group designed
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their collective scenarios and performed them onstage. This session required extra time (about

20 minutes) to finish the performative task.

4.6.6 Session six

In this session, 17 participants attended (two males and 15 females). This took place in the
media room. I came before the students into the room and organized it to fit into the topic of
the session on social problems in Algeria. I stuck four large papers on the wall and put a pen
next to each paper. | also organized the chairs into four circles. When the students arrived, I
opened a discussion with them on the obstacles they faced on their way to the university. Many
of them mentioned traffic and lack of means of transport. I went further, tackling more issues
such as other social problems, while the students keep listing them. Later, I introduced a video
by Flag (an Algerian comedian) who performed a theatrical show in France reporting his bad
experiences in the Algerian society. The video was introduced in French with some uses of
Algerian non-standard Arabic and a few Berber words. The participants formed groups of five
and discussed the video referring to some illustrations of social problems they experienced in
Algeria. I moved around and recorded their conversations which were mostly in English. This
task took almost 10 minutes. I then asked each group to agree on a group leader to stand next
to each paper and list all the issues being discussed in their group. The students opened a debate
and negotiated these issues critically in English for 20 minutes. Therefore, I could not engage
them in the writing task; rather; I let them orally report their negative experiences. Following
this, I gave them the writing task as homework. Once the students completed the discussion, I
asked them to choose three negative stories and design a theatrical script. They worked in three
large groups and wrote their scripts. The three groups performed their plays onstage. Each play

took 10 to 15 minutes.

4.6.7 Session seven

In this session, I involved the students in free writing about the self in English. There were 12
participants (1 male and 11 females). I introduced a video about a person telling his
autobiographical story to an audience. Later, the students started reflecting on the video for
five, and comparing the events told by the storyteller with their own stories, and then they
selected a subject to write about in the productive task. The students spent 40 minutes of free
writing. Then, they exchanged their essays and worked in four groups to discuss the content of
their essays. I asked the students to choose between performing an individual short show

onstage similar to the video, or working in a group designing a theatrical script and performing
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it onstage. The objective for the individual show task is to delve into the way students negotiate
their identities while reporting their lives to an audience. Two groups of four students preferred

to write a script collectively, while three others performed a short show.

4.6.8 Session eight

This session was held in the media room for two hours. The number of participants attending
was only eight because of the exams. All were females. The topic of this session was narrating
university experiences using English, French, or Arabic. I opened the session by creating a
circle with the chairs. Once the students arrived, I started a discussion about university events.
Because of a technical problem in the data projector, I shared with them my own university
experience instead of introducing the video I had prepared in my lesson plan. This helped them
to reflect and start recalling events. Later, I asked the participants to sit individually and write
an autobiographical essay, drawings or a poem about their memories at university in 40 to 50
minutes. All eight female participants preferred essays. One wrote her essay and drew some
shapes to express her feelings. When they completed the self-productive task, they worked in
pairs and exchanged each other’s essays that were all written in English except for two samples
written in French and Arabic. They also reported them to the whole class. The next task was
performative. The students worked in one community of learners and acted out a play which
was written based on the autobiographical essays. The performative task lasted for 45 minutes,

and it was done in French, based on the story that the participants selected for performance.

4.6.9 Session nine

This session’s objective was to explore students’ identities while writing and performing in
other languages and to find out whether these identities differed from those developed when
they performed in English. Similarly, the media room was used and the session lasted for two
hours. Firstly, I opened a discussion in Kabyle and sometimes I code switched to French and
Arabic. I explained to the participants, who were seven females, that in this session there would
be no use of English. My talk was about life experiences I encountered. This encouraged the
students to become involved. I also introduced a video by Flag (in French) to allow the
participants to recall events in their native language. The participants discussed the video in
French and Kabyle (Berber). I then asked them to write an essay about any event they had
experienced using either Arabic or French. Four students wrote in Arabic, while the three others
preferred to write in French. Later, a discussion was opened in relation to the essays. The

students formed a circle and exchanged their stories which they reported to me.
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In the performative task, there were three students who performed a play in French after writing
the script collaboratively. This play was about one of the participant’s desire to build a tourist

agency.

4.6.10 Session ten: thinking-aloud writing procedure

In this session, which also occurred in the media room, I asked five of my participants --four
females and one male-- to take part in thinking-aloud writing tasks for two hours. The objective
in specifying five students instead of 18 participants was to be able to observe the students’
behaviour, mainly body language, and movements, and to facilitate the recording task. I started
the session by explaining this technique to the participants and providing them with a practical
example. Once the students understood the task, I conducted a pre-thinking-aloud semi-
structured interview that consisted of five to seven questions and lasted between five and 10
minutes with each student individually. After this interview, I involved the students in 20
minutes writing task, that focused on students’ life stories mentioned in the interview protocol.
The students went through verbalizing their thoughts while writing. Meanwhile, I moved
around them recording them. However, the students also used their own mobiles to record their
talks. Once the thinking-aloud writing task was completed, I asked each student to take his/her
chair and sit in front of us to retell their stories. Each time a student retold his/her story, I asked
him/her questions as designed in the post-thinking-aloud interview. The latter consisted of a
list of questions on students’ thoughts about the thinking-aloud task and its effect on their

identity.

The second thinking aloud task was standing onstage and verbalizing their thoughts regarding
the script they wanted to design for the play, that I audio recorded. Two students managed to
do this through writing down ideas in the form of a dialogue while they told their ideas aloud.
The latter lasted approximately 20 minutes. However, the data gathered using this method was
not included in the analysis because of the massive amount of data I gathered using the other

procedures. Below is the interview schedule.
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Figure (4.1): pre- and post-thinking-aloud writing protocol
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4.7 Diaries as a classroom activity

I used diaries as a data collection procedure throughout the course, and as an autobiographical
writing task. These diaries were divided into two parts. The first part was a writing space for
students to narrate their life experiences in the form of autobiographical essays, poems, and
drawings. The second part relates to students’ beliefs, attitudes, and thoughts about the course;
that is, keeping a record of what they developed during each session. I distributed 15 diaries,
and I had managed to collect 14 by the end of the course. Two of the diaries contained drawings
by two participants which they used as forms of self-expression. Those drawings were

considered in the research analysis.

4.8 Classroom observation

In this study, I conducted participant observation to observe the students’ behaviour and
interaction during the production and performative processes in the course. I went through the
three stages that Crang and Cook (2011) identify for participant observation. Firstly, getting
access to the group under study. Secondly, becoming a member of the group, sharing their
experiences, tasks, and views to delve into their world and way of perceiving it. Thirdly,
returning to my basic role as a qualitative researcher, I kept writing a report of what I observed
in each session. In other words, I performed the role of an EFL teacher and participant-observer.
I taught the students and guided them to reflect on their life experiences in writing and
performance based on their cognitive processes. Meanwhile, I took part in the learning process
and worked with students collectively, and interacted with them to explore their thoughts and
perceptions of who they are and how they imagine themselves while narrating their personal
experiences. I also kept some reflective notes throughout the exploratory course and
observation field notes on what occurred in each session. Adopting participant observation
throughout the exploratory course could support my data and provide me with more
explanations of the participants’ behaviour, interaction, and thoughts. Dewalt and Dewalt
(2002) state that participant observation makes the process of collecting and interpreting data
much easier and improves the quality of the data gathered using other methods such as

interviews. The diagram below gives a summary of the observation schedule that I used:
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Figure (4.2): observation schedule.

4.9 Interviews

During the exploratory course, I conducted semi-structured interviews (see chapter three) with
the participants and EFL teachers working at Bejaia University. These interviews went as

follows:

4.9.1 Semi-structured interview protocol with EFL students

I used semi-structured interviews with EFL students to explore their experiences and the
different factors contributing to their different desires, such as becoming like native speakers
of English. Furthermore, the semi-structured interviews probed their perspectives and thoughts
about the exploratory course. The semi-structured interviews took about 30 to 120 minutes. A
suitable room in the study building was used for the comfort of the participants. The interview

format covers an opening and four sections as is shown below:
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» Opening: this included explaining the aims and objectives of the interview to the
participants and initiating a social conversation with them to make them feel at ease. Bloom
and Crabtree (2006) note that “it is necessary for the interviewer to rapidly develop a

positive relationship during in-depth interviews” (p.316).
This makes the interviewee more self-confident and lets him/her trust the researcher (ibid).

» Section one: This section included general questions about the interviewee such as age,
gender, native language, other languages that he or she can speak, and his/her ethnic

background.

» Section two: this section consisted of questions related to the self, the participant’s
interaction with the social world. For example, his/her self-assessment of his/her character,
his/her feelings towards social interaction and articulating his/her image and identity,

telling his/her daily experiences to others, and his/her view on the use theatre in education.

» Section three: this section contained questions about the pedagogical side and language
learning. It explored the writing module introduced to the students, an evaluation of the
methods/approaches used currently in the teaching of writing, a self-evaluation of the
interviewees’ writing abilities, feelings of the interviewees towards personal story writing,
their thoughts on the productive and performative tasks they learned during the exploratory

course. In addition, they were asked whether they had performed any drama tasks before.

» Section four: this section was an overview of the exploratory course. It delved into student’s
perceptions of the teaching of autobiographical reflective writing via theatre. It also aimed
at answering the fourth research question of this thesis (see 3.3). However, I was more
flexible about following the interview protocol and asked new questions that arose from
the interview discussion with the participants mainly on identity and collective work. The
interview process occurred throughout the course. All of the interviews were recorded using
my mobile phone and an MP3 recorder. [ transcribed them using my Microsoft Office Word

2016.

4.9.2 Semi-structured interview protocol with EFL teachers

I interviewed eight EFL teachers at the department of English to gather more data on how
writing is taught, and whether EFL teachers are aware of their students’ narrative and creative

writing skills, and whether theatre is introduced into the learning program. Another important
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aim for interviewing these teachers was to see if there are grounds to integrate an innovative
module that offers a space to the students to allow them to narrate and perform theatrical

scenarios in English.
The interviews took 15 to 25 minutes, and included the two sections below:

» Section one: this involved questions about the teaching of English at Bejaia University in
general and the teaching of writing in particular. For example, the methods adopted to teach

writing and other language skills.

» Section two: this explored EFL teachers’ perceptions about including interactive drama
activities such as theatre and creative writing as basic elements in the curriculum of English

language teaching at the department of English.

4.9.3 Semi-structured interviews for the thinking aloud-protocol

[ used the thinking aloud procedure during the last session of the course, underpinned by a pre-
semi structured interview conducted face-to-face and individually during the thinking-aloud
writing session (see session 10 above) and post thinking-aloud interviews after the tasks.
Firstly, the pre-interview aimed at allowing the participants to share ideas collectively on which
story/theatre script they planned to think about aloud during the thinking-aloud writing session.
The design of this interview included open-ended questions on the story that the participants
wanted to narrate, their feelings towards the events happening in the story, the impact of this
story on their selves, what they learned from it, and which language they prefer to use in
narrating the story. Secondly, the post-interview was conducted after the thinking-aloud writing
session to support my data collection regarding students’ perceptions, thoughts, and feelings
concerning writing about themselves and acting out their stories in theatre (see interview
schedule in session 10 above). However, the data gathered using this protocol was not
considered in the analysis and findings of this thesis. This is because of the massive amount of

data gathered using other methods (see chapter three).

4.10 Summary

This study adopted an interpretivist paradigm and qualitative data procedures. Many
interventions were used in the exploratory course to collect valid and reliable data that could
supplement the project and meet the promises made in this research. In the previous chapter

(chapter three), I introduced the main methods I used to gather data. However, this chapter
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demonstrated these procedures not just as methods, but also as tasks adopted in the course. The

data being gathered were analysed and presented in detail in chapter five of this thesis.
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Chapter five: data analysis (follow-up methodology)

5.1 Introduction

This chapter demonstrates the methods of analysis and how they were applied to the set of data.
The chapter provides illustrations on the coding, the emergent themes, and some substantial
chunks of the participants’ voices. The chapter also explains how I broke down the emergent

themes that are described in the next findings chapters (6-9)

5.2 Initiating the analysis

I used different data collection methods (see chapter four) that include: the semi-structured
interviews with both EFL students and EFL teachers, the classroom observation field notes I
kept throughout the sessions, the autobiographical stories and theatrical scripts written by the
students during the 10 sessions of the exploratory course, and finally the 14 diaries I collected
from the students. However, [ have excluded the intended use of the thinking-aloud procedure
with the thinking-aloud interviews as they were not successful in this context (see 11.4 on the

limitations of the study). I also obtained enough data using the above procedures.

When I was collecting my data, I tried to remain active and flexible in my research to facilitate
the upcoming steps and make myself more familiar with the data I gathered. I started the
analysis by listening to the audio recordings and initiated the transcription task following the
verbatim style as explained by Powers (2005). I kept reflective notes on every recording in my
reflective diary (see quotes in Appendix 16). I also typed in my observation field notes to keep
my work more organized and avoid any struggles that I might face later with unclear
words/sentences. This was my first approach to the data. As Gibbs and Andrew (2008) note,

the researcher can start the analysis while he/she collects the data.

Later, I had to find an appropriate method to code the data. In this, Gibbs and Andrew (2008)
argue that there are different qualitative data analysis methods, but they all share a common
function. Gibbs and Andrew (2008) claim that data analysis needs the researcher to consider
two important tasks. First, being aware of the data categories he/she is handling. Second,
initiating the practical step through working on the large amount of data he/she has in hand.

They refer to these as ‘the practicalities of qualitative data analysis’ (Gibbs and Andrew, 2008).
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5.3 Approaching the data

5.3.1 Initial steps: transcription and reading the data

Because of the large amount of data that I had collected, I decided to analyse all of the
transcribed interviews because they represent the major data type. I also selected six diaries
from 14; 21 stories (written by 12 participants) from 60; and 10 scripts from 16 for the analysis.
This selection followed some criteria that included: participants’ full attendance in all of the
sessions; clear hand writing; the content of the text whether it is autobiographical or not. In the

latter, I looked at the pronoun used in their narratives (i.e. ‘I’, see 2.2.4).

The semi-structured interview transcripts of the student participants totalled 53 pages and
33294 words of 18 audio-recordings including my notes on the margin of each transcript. Each
interview took me around five to six hours of transcription. The transcription was done in the
verbatim way (Powers, 2005), for example, pauses, audible words, laughter, repetition were
taken into consideration. For instance, inaudible words were transcribed [inaudible], and
pauses as ..., while, repetitions were transcribed using the symbol ¢ ’, and laughter or coughs

were transcribed using brackets ( ). The excerpt below demonstrates this task.
Manel Trans01

I want to be a teacher since that I was in this University I decided to become a *_’ teacher of

English

The participant repeated the word ‘teacher’ in her talk. Therefore, I replaced it with © ’. Some
of the transcripts include the use of other languages such as French, Arabic, and Berber.
Therefore, I translated them into English mentioning in parenthesis that it is a translated
word(s). The semi-structured interviews with the eight EFL teachers were composed of 2483

words and their transcription lasted around one to two hours per recording.

The diaries, however, were all handwritten and range from 39 to 62 pages encompassing both
parts of the diary. The stories that I selected for analysis included four stories that were typed
on Microsoft Word and 17others written by hand. These stories ranged from 500 to 700 words.
The theatrical scripts included four samples in typed format and six others that were
handwritten or as printed copies. My observation field notes comprised a total of 4000 words.

The table below illustrates the data collection schedule:
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Students:

Semi- 18 interviews were conducted at the beginning of the course, during the

structured | course, and after the course with 18 student participants out of 23 because of

interviews | some withdrawals.
Initiating the transcription process, and keeping notes on the margin of each
transcript.
Teachers: (8) Interviewing more teachers (4).
Interviewing four EFL teachers at the | Initiating the transcription of some
beginning of the course. recordings.

Classroom | I kept field notes on students’ language development and behaviour during

Observation | performance.

Stories Handwritten/ Microsoft Word format. Some other stories were written outside
the sessions and e-mailed to me. The latter option was used to refine the
handwriting of the students and whenever session timing is too narrow and
restricted by other teachers’ competitive needs to use the same room. By the
end of the course, I could collect around 60 stories.

Scripts By the end of the course, 16 scripts were collected.

Diaries 15 diaries were distributed in the first | 14 were collected by April.
session.
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Thinking- I conducted one session only at the
aloud end of the course.

session
Data gathered from this procedure

was not included in this thesis.

Figure 5.1: data collection schedule

5.3.2 Applying the methods of analysis to the data

The stories, the first part of the diaries, and the theatrical scripts focused on the first aim (see
3.3). The second part of the diary, the observation field notes, and the students’ semi-structured
interviews were used to collect data relating to the second aim of this research. However, the
interviews also revealed issues on the students’ life experiences which contributed to exploring
their identity development. To analyse the data and reach the essence of the study, I adopted

two methods of analysis.

Firstly, I applied an inductive thematic analysis method to the transcripts, the diaries part two,
the observation field notes, and the theatrical scripts; as this helped me to generate themes on
the participants’ perceptions about the course and their language/cognitive development and
also of their life experiences and identities. To apply this method to the data, I followed Braun

and Clark’s (2006) inductive thematic coding strategy.

Secondly, I wused idiographic case-by-case phenomenological analysis of the 21
autobiographical stories, and the six diaries (part one). This method allowed me to understand
how the students gave meaning to their experiences and what factors contributed to their
identity development. I adopted Smith and Osborn’s (2004) guide and Smith et al (1999) to
apply this method (see 5.3.2.2).

5.3.2.1 Thematic part of the analysis

The first step in applying thematic analysis was finding a suitable technique that would support
the process. Therefore, I used the six-phase inductive thematic analysis method suggested by
Braun and Clark (2006) which they also applied to the data they collected in relation to their
exploratory study of sexuality, gender identity, and higher education.
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Braun and Clark (2006) define thematic analysis as “a method for systematically identifying,
organizing, and offering insight into patterns of meaning (themes) across a data set” (p.57).
Using this method will help the researchers to find common experiences and meanings across
the data and link them to the existing research questions, and also grant them flexibility in what
they need to focus on in the analysis. For example, looking at the semantic meanings, or general
meaning which is shared across the data, exploring a specific aspect in-depth within the data,

or analysing ideas and latent meaning that stand beyond the data (Braun & Clark, 2006).

Adopting this technique, I started first by reading all of the data. I took reflective notes on each
participant as a way to recognize and see what is important for the coding process. This has to
do with what Boyatzis (1998) stated about the abilities that the thematic researcher can develop
from the analysis that he calls ‘pattern recognition’. I also kept reflective thoughts throughout
the analysis. When I initiated the reading process, I did not go back to my literature review or
my research questions. I just put them to one side and listened to my data. As Holliday (2002)
notes, following the inductive approach lets the data guide the researcher who lets the ‘data
speak for itself’. This helped me to get deeply to the meanings that I discovered in the
participants’ answers, which sometimes were common and sometimes divergent. The way I
have approached the raw data was then inductive. As Braun and Clark (2006) argue, thematic
analysis is a flexible method because the researcher can approach his/her data inductively,
which is also known as the ‘bottom-up approach’, and here it is all data driven rather than the
deductive approach (also called ‘top-down’) where the coding process is driven by the existing
literature, concepts, and research questions. However, at the end of the thematic analysis, I
reflected on the theories I mentioned in the literature review and connected them to the
emergent themes, which made my analysis deductive in some ways. The second phase in my

analysis was coding and looking for units of meaning.

5.3.2.1.1 Coding the data

I started analysing the students’ semi-structured interviews where I reread each individual
transcript separately and checked the notes I kept during my first reading. I compared the notes
with the sentences, phrases, or paragraphs depending on the similarity/differences they share
within the same transcript and then with other transcripts. I considered the notes as a first trial
of encoding the data that resulted from my observation and what I saw beyond the talk of each
participant. I then reviewed my initial codes and gave each a name referring to the

passage/sentence that it describes. Some of the reviewed codes were presented as concepts of
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one or more words and some others as a phrase/sentence. Coffey and Atkinson also argued that
“Coding can be thought about as a way of relating our data to our ideas about these data” (p.27,
cited in Boyatzis, 1998, p.5). The codes reveal meaningful information about the phenomenon
researched in the raw data, as Boyatzis described “a good thematic code is one that captures

the qualitative richness of the phenomenon” (p.31)

The tables below demonstrate some excerpts from the students’ semi-structured interviews

with the reviewed codes attached in the right-side margin:

Excerpt Codes

Researcher: what does it mean to you to be a student of
English?

Manel: I can say that being a student of English means a

. .. o Influence of English speaking
lot for me, it means dreams and objectives in life that I

started to realize one by one. Before I study English at relatives
University I used to listen to my cousins who live in | Desire to speak like natives
America when they visit us at home I just say to their
English wow and ( ) I dream to speak like them. Now [ am
a student of English so I am trying my best to achieve this

dream of speaking like native speakers.

Table 5.2: transcript coding sample.

As illustrated above, I attached codes to the margin to describe Manel’s answer to my question.
['highlighted the phrases that I found important and contributing to this research. I attached two
codes to this passage. As Saldana (2016) argues, researchers can form more than one code for
one encoded passage/sentence. I used an open type of coding as described by Saldana (2016),
which made it easier and more flexible in case I needed to amend the codes throughout the
analysis. Another excerpt from Kika’s transcript revealed some similarities regarding the issue

of ‘influence’ that was repetitive in the data.
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Excerpt Codes

Researcher: how about yourself as an English student?

Kika: well when I was in primary and middle school was
not really caring about studies... I never got a gift or
reward at school. However, after the death of my father,
my mum supported me a lot so I took then my decisions | Death of her father
in my educational career so I did my best to become the
best in my class. Then in university I chose to study
English. I have been granted with a good University, but Mother’s support
I did not go there I chose Bejaia University to stay close
to my mum. When I choose English because I realized that | Taking the challenge
I like languages and because it is important and very
useful like if I want to go abroad I can with English. ....
unfortunately, when I studied English at Bejaia University
I was so disappointed because what I wanted and planned
to be in the past was now totally different. The level I want Choosing - English for - career
purposes/reasons for studying

English

to achieve is not what I got now. I lost my intuition ....I

lost many things.

Critical voice

Table 5.3: transcript coding sample.

In the above excerpt, I generated five inductive codes which connect in meaning to the codes
demonstrated in Manel’s excerpt. These codes revealed a factor that influences the participnats’
English language learning. The coding process let me observe many similarities and many

codes that were repeated in the transcripts.

I similarly continued coding throughout the raw data of the thematic part. Below is another
illustration from the diaries part two, where the students revealed their thoughts on the

exploratory course.
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Diary excerpt

Coding sample

Zina: It helped me to avoid fear onstage and in improving
my ability to work in the group. We learned how to work

in a team.

Overcoming fear

Collaboration

Kika: I had the chance to speak about my roots, traditions,

food, what I like, what I dislike.

Speaking about culture

Tiriza: [ am more confident speaking in English and started

to be fluent, I learned new words and gestures.

Feeling self-confident
Enhanced fluency

Learning new vocabulary

Louiza: 1 was shy and confused, later I got rid of this

emotion.

Overcoming fear

Table 5.4: diary coding sample.

In the second part of the six diaries [ analysed, the participants (Kika, Lina, Zina, Tiriza, Louiza,

Bravest) revealed mostly similar and repetitive codes as illustrated in the above table.

Reading my field notes during each session had also let me reflect on emergent issues that

connect with emergent codes from the diaries and the transcripts. The table below presents a

sample from the coding of the field notes:

My field notes

Coding sample

Session One: Introduction to the course

Date: 09/02/2017
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Time: 10 am-12 am
Location: Multimedia room
Notel:

I noticed signs of fear on the faces of some of them, and
some confusion or question marks in their faces and

behavior.

Fear at the beginning of the

course

Session (2): Writing about the self
Date: 16/02/2017

Time: 2 pm- 3:30 pm

Location: Multimedia room

Note 10:

I noticed two students from their behavior that were shy to
share their experiences using English because I saw one
hiding her face and the second one shaking. Thus, I tried
to engage them in the task through funnily talking to them.

Student Stress

Hesitation to speak

Session 5: Dreams

Date: 29/02/2017

Time: 2 pm-3:30 pm
Location: Multimedia room
Notel8:

High classroom interaction and uses of creativity and

imagination during students’ play performance. For

Creativity and uses of

imagination onstage
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example, using the perfume bottle as a microphone during

the play.

Table 5.5: field notes coding sample.

I also coded 10 theatrical scripts following the same strategy of analysis. Among the codes that

emerged in this category, I list the following examples:

Excerpts Codes

Script 7: Ethnicity
Zina: do I have to sit on the floor?

Manel: oh, my dear, I know you have not the habit to sit
on the floor, just try it okay. Then cross your legs as I am
o Ethnic traditions
doing it now.

(Manel, wearing a traditional kabyle dress sits on the floor

and crosses her legs showing to Zina how to sit as | Ethnic traditions

Kabyles.)

Zina: oh, I am sorry! but I cannot. I am used to sitting on

chairs. Do you often sit like this; you never use chairs?

(Manel goes to the kitchen to prepare tea, while she was

singing a Kabyle song).

Script (8): I am tired I want to travel!
Walid: I hate this University, I will leave... Decision to leave University

In the corridor, Walid met his girlfriend ‘Sylia’. Critical voice
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Sylia: what’s up with you Walid?

Walid: Sorry, I will leave this University, I will not carry | Male’s imagined

on my studies. Identity/becoming

Sylia: what! but why? Sylia feeling powerless to
decide

Walid: I hate studies and I am tired of everyday problems
and teachers are not good. I want to travel abroad and
discover new things and see people. I want to work and

build my career...
Sylia: you travel! How about me?
Walid: you come with me.

Sylia: you know I cannot come with you. My mum is sick

and my dad will not let me go
Walid: sorry Sylia [ must go

Sylia: but you promised me you are a liar.

Table 5.6: scripts coding sample.

The above illustrations show how I coded my data thematically using the inductive approach
(Braun & Clack, 2006). The third phase in this analysis was going back again to re-read the
codes and check their validity and whether they match the meaning in the quoted data. I then
ended up deleting odd codes, those that do not fit into my research such as ‘linguistic
identification’, and refining others, and sometimes coming up with new ones. The fourth phase
was then grouping the reviewed codes under clusters depending on their shared meaning. Braun
and Clark (2006) used a map to illustrate how the codes were grouped under themes. However,
in my analysis I felt more comfortable with using tables from left to right: codes, clusters, sub-
themes, emergent themes (see appendix 14). These concepts of codes, clusters, sub-themes,
themes are used in my study in a similar way to how Braun and Clark used them. Once the

codes were clustered all together I moved to phase five as explained below.
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5.3.2.1.2 Themes

The table below shows a list of themes that emerged from the grouping process of clustered
codes, emergent sub-themes, and initial themes. Finally, and the sixth phase, I ended the
process with the final list of emergent themes which also went through a reviewing process and

the deletion of odd themes as illustrated in the table below:

Emergent themes

Strategies and factors of influence to master English

Lack of females’ self-empowerment and the language obstacles

EFL writer identity: features and motives

A link between imagined identities and types of students’ future ‘becoming’
English productive skills development

Socio-contextual factors of meaning-making to students’ identity
Socio-situated and socio-cognitive abilities

EFL Language voices: verbal vs non-verbal

I-ness and Otherness

Cultural and ethnic roles in negotiating learner identity and the cultural capital
Articulated identities in two communities: imagined vs practice

Gender identity negotiation: males vs females

Multilingual writer identity between progression and repetition

Power relations’ impact on Identity in the imagined community

Table 5.7: list of themes
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5.3.2.2 The phenomenological part

I used idiographic case-by-case phenomenology to analyse the way my participants gave
meaning to their experiences and articulate their identities. As Smith and Osborn (2004) note,

this form of analysis is interactive and involves a close interaction between reader and text.

The stories of the 12 participants I analysed were included in both their autobiographical essays
and in the six diaries (part one). The reason why I used idiographic case-by-case
phenomenology with a small number of participants is that Smith ez a/ (1999) recommended

that idiographic phenomenology is useful and applicable to a small number of participants.

Smith et al (1999) used these terms in defining their method: notes, codes, themes, subordinate
themes, major themes, master themes, and subthemes/subordinates. I used the same concepts
that I mentioned in the thematic part of analysis to avoid ambiguity (codes, clusters, sub-
themes, initial themes, major themes). Following this method, I started reading each
participant’s autobiographical stories and the first part of the diaries separately. I continued
reading and re-reading the data from these two categories. Meanwhile, I kept notes in the
margin. This step is similar to what I did in the thematic part, but more focused on one
individual. I then went back to read those notes and compare them with the highlighted part
from the data to check if it describes the talk of the participants. This helped me to reflect on
new aspects, and therefore new notes emerged. These notes were then refined and turned into
codes. I selected Kika’s emergent codes to come up with initial themes and sub-themes, and I
used them to inform the rest of the analysis with other cases. Once I came up with sub-themes
from other cases, I then drew a table where I compared those sub-themes across cases to
identify convergent themes and divergent themes as is illustrated below. The convergent
themes indicated issues that are common amongst two or more participants. The divergent
themes refer to issues that are different/contrasting amongst the participants. However, I found
more convergent themes than divergent ones. I classified the identical ones together as
convergent themes and next to each convergent theme its divergent. Whenever a convergent
theme has no divergent theme, I then kept the column within divergences empty; when there

is a divergent theme I wrote it next to the divergent theme.

Connection between themes across cases
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Convergent themes

Divergent themes

(Zina, Kika, Mimi)

Death of a family member and its
influence on learner identity and self-

empowerment/development.
(Lina, Kika, Tiriza)

Faith as a factor in sense making of learner

identity.

(Tiriza, Lina)

Multilingual negotiations of faith.
(Kika, Louiza, Manel, Zina)

Education as a factor in learner identity

meaning making.

(Kika, Manel, Bilal, Rasha, Mourad,
Lina)

Shaping learner identity through the

Context (family vs social).
(Kika, Lina, Zina, Tiriza)
Family dominance over career choices.

Father’s dominance in decision making

(Lina)

Female’s resistance for studies against

parents’ severe rules.

Manel (see below example)

(Manel)
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(Manel)
Investment in learning.
(Mourad)

Performing multiple roles (social,

academic, professional).
(Bilal)

Interpreting racial image and other’s

perception.
(Mourad, Walid)

Cultural and religious meaning-making of
life experiences from a male’s point of

view.

(Manel, Tiriza)

Multilingual speaking identity
(Manel, Tiriza)

Uses of French and English to express

becoming/faith.
(Kika, Tiriza)

Criterion of Self-representation (ex:

drawing).

(Kika, Louiza, Manel Lina, Walid)
Achievements, affordances, cultural

capital.

Family support in decision-making and self-

dreams.
(Mimi)

Decision to study English to be different from
her family.

(Lina)

Call for female’s freedom.

(Thiriza, Lina)
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(Kika, Lina, Tiriza, Manel)

Female’s negotiations of gender identity
Emergent voices in text.

(Zina and Lina)

Decision-making and personal growth in

the residence.

Emotional self/ monument of sufferance

and dilemma.
(Kika, Manel, Zina)

Family interference in female marriage

decisions.

(Tiriza, Mourad, Manel)

Developing a teacher identity in practice.
(Tiriza, Lina)

Ethnicity and belongingness.

(Tiriza, Kika, Zina, Manel, Rasha,
Lina)

Becoming.

Gender identity from a females’

perspective.
(Zina, Mourad)

Making sense of learner identity through

poverty in childhood.

Giving meaning to life experiences in Arabic.

(Walid, Mourad)

Males’ positioning in personal decisions.
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(Mourad, Bilal, Zina)

Past identity.

(Mourad)

Males’ self-representation (issue of marriage).

Table 5.8: convergent themes vs divergent themes.

I looked for connections between these sub-themes and grouped them together. I classified

them under the initial themes that drive them. I went back to the initial notes and sub-themes

to compare them with the initial themes to check their validity. By doing this, one new theme

emerged and previous initial themes were refined. The new theme that emerged describes the

obstacles that one of the individual participants (Lina) faced. Finally, I connected the initial

themes with each other. Then, I grouped those with a common meaning under one final theme.

The table below demonstrates the final list of themes emerging from this idiographic case-by-

case phenomenological analysis:

Final themes

Initial themes and sub-themes

Factors influencing EFL learner identity

and the development process

Death of a family member

Poverty during childhood
Contextual factors: family vs social
Education

Two ‘identity cycles: past identity (poverty,

child exploitation) vs enacted-present

identity (teacher/student)
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Becoming (gendered becoming, Imagined

identity obstacles, imagination).

The triangle informing learner identity:

affordances, achievements, investment
Ethnic belonging and cultural factors
Racial image and others’ perception
Multilingual meaning-making of identity:
Language preferences

Multilingual negotiations of faith
Multilingual speaking identity

Giving meaning to life experiences in Arabic

Identification of self and writer voices
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Gender discourse of identity (males vs

females)

Family interference in career choices
Social roles as female

Female’s negotiations of gender identity
Family positioning over career choices

Female’s resistance to studies against

parents’ severe rules

Family = members’ positioning  and

interference in females’ decision making
Call for females’ freedom

Gender identity from a females’ perspective
Family interference in personal decisions
Monument of sufferance and dilemma
Males’ understanding of self

Cultural and religious meaning-making of

life experiences from a male’s point of view

Table 5.9: emergent themes from idiographic phenomenological study

Forming the final emergent themes from this part of analysis was done by checking what

themes inform the data and by looking at the richness of the theme in the interpretation process

as recommended by Smith ef a/ (1999).

5.3.2.3 Triangulation

Once I had finished both parts of the analysis, that is; the thematic one and the

phenomenological one, I wrote the emergent final themes from both methods in one Word

document. I went through a comparison, connection, and deletion process. I grouped themes

121



from the first method of analysis with their convergent themes from the second method to come
up with a chapter theme that informs a research question and a list of major themes and their
sub-themes to present them in the following findings chapters (see table 3 in appendixes).
Following this strategy, I amended my research questions as previously discussed in chapter

three (see 3.4).

I also broke down my findings into four chapters linking them to the research questions as is

demonstrated below.

Research | Chapter | Chapter theme

question
RQ (1) Chapter | The journey of learner identity in four processes: factors of
6 influence; obstacles and solutions; development stage; relations of
power.

RQ (2) Chapter | The self, the other, and emergent voices.

RQ (3) Chapter | Gender identity negotiation from two perspectives (male vs female).

8

RQ (4 & | Chapter | Perceptions on the course (students vs teachers).
5)

Table 5.10: Breaking down themes

5.4 Challenges encountered in the analysis

Coding the data was a very challenging stage in this study. Although my analysis started with
the transcription of the interviews, I found it somehow tough to deal with different data

categories and the large number of words in each category. Starting the reading and rereading
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of the raw data and keeping notes in the margin for each word, sentence, or paragraph that I

found related to the research questions/aims/theories put me under stress.

Discussing this process with my friend, who was doing her PhD at a different university and
who passed this analysis stage, helped me a lot to reflect upon and think up my own method of
how to carry on the analysis. Once I started the coding, I found the manual method rather than
using a data analysis software was easier in terms of clarity. Using different colours in the
coding and decoding the handwriting of the participants in some of the hand-written data made
it time consuming and more stressful. The reason I used colours was to facilitate the coding
process and easily group the codes that share common meaning. For example, I used the green
colour for codes that connect to the theme of identity, while I used the yellow colour for codes
that connect to the theme of language. I spent months coding and revising the codes before
proceeding to the themes as [ wanted to make sure that those codes matched the information in
the data. I always asked myself whether I was not biased with the coding and whether I was
doing it right. My supervisor was always there to answer my questions and provide me with
examples I reflected upon to carry on the task. Later, the task of coming up with themes
increased the volume of the challenge. I found a huge number of codes facing me. I just asked
myself how could I cluster all of these into meaningful themes. I then had to spend time reading
other researchers’ analysis and guides (Braun & Clark, 2006; Boyatzis, 1998; Smith & Osborn,
2004) which gave me some reflective ideas such as drawing tables/graphs to keep the whole
process organized. Therefore, I used tables where I classified all of the codes that shared a
common meaning into one column. I ended up with emergent themes, and from this stage, the

process started to get easier and clearer.

5.5 Summary

This chapter showed my analysis stages starting with the reading of the data, the coding, and
coming up with themes. It demonstrated the whole process, relying on concrete examples from
the data. It also highlighted my choice of the methods for analysis and how [ used them. Finally,
it illustrates how I amended my research questions and planned the themes to be covered in the

next chapters of the findings.
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Chapter six: the journey of learner identity

6.1 Introduction

This chapter presents the findings that relate to research question one as demonstrated in the

below table (6.1). It includes four major themes: factors of influence, obstacles and solutions,

development stage, and how power relations affect learners’ identities. I do not present the

fourth of these themes, ‘power relations’, separately as some examples taken from the

participants that illustrate it are also used in other major themes. Therefore, I reflect on it

throughout the other major themes I present to show how topics in this chapter overlap and

make sense.

The table below summarizes the major themes and sub-themes:

French and Arabic?

RQ1 | How do EFL students in Algeria make sense of their identities and what factors
contribute to the development of those identities? Are the identities they articulate in

the course in English parallel to those they articulate in their other languages such as

Major themes

Sub-themes

Factors of influence

Choice of language and desire to speak like

natives.

Socio-contextual factors.

Obstacles and solutions

Obstacles in learning.

Overcoming the obstacles (moment of

constructing EFL identity).

124



Development process Two ‘identity cycles’: Past, Present.

A racial image and other’s perception.
Future identity (becoming).

The triangle informing learner identity.
Ethnic belonging and cultural factors.
Multilingual meaning-making of identity.

Articulated identities in two communities:

imagined vs practice.

Multilingual ~ writer  identity  between

progression and repetition.

Relations of power Presented within other major themes/sub-

themes.

Table 6.1: summary of the major themes and sub-themes.

6.2 Factors of influence

This section discusses how the participants negotiate and make sense of their identities, and
what influenced them, making a link to the raw data. I used the following abbreviations as
codes referring to each data category: interview transcripts (TRANS), diaries (DY), stories

(ST), scripts (SC), field notes (FN).

I first looked at the different views and experiences of the students on how they started to think
of studying English, and the elements that contributed to the start of their learner identity
development. I would argue that planning to study English because of a specific factor might
be seen as a sign of shaping EFL learner identity as it went through different interrelated

processes affecting their academic decisions. This major theme is divided into two sub-themes.
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The first is linked to the language, while the second is related to the social context of the

participants.

6.2.1 Choice of the language and desire to speak like natives

Exploring the interview excerpts below from the transcripts of two of the participants (Manel
and Zahar), illustrate how they were influenced by their cousins who live in the English native
speaking context, and the excerpts of two others (Mimi and Bravest) who also discussed the

similar issue:
TRANSOI (Manel):

... Before I study English at university I used to listen to my cousins who live in America when
they visit us at home. I just say to their English wow, and I dream to speak like them. Now [ am
a student of English so I am trying my best to achieve this dream of speaking like native

speakers.
TRANSO2 (Zahar):

...because I used to talk to my friends in the UK and I speak with my cousins who live in
London, then I say oh I wish to speak like them. I then decided to study English. Although I am
a Master’s student, I feel that I need to improve my English. I have that dream to be like my

cousins speaking as natives.
TRANSO7 (Mimi)

English was my choice, I could have opted for another one, but I decided to choose English at

university to improve my speaking to be able to speak as native speakers do.

However, Mimi added in her story ‘A parcel of myself” that she chose English though she could
have opted for French as all her family members had done. This is because she felt a need to

be different from them as demonstrated below:
ST.05: ‘A Parcel of myself’

My decision to study English rather than one of the other languages I had access to at my
secondary school, had more to do with one trait of my personality, which is the need to be

different from my family members who all opted for the French language.
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The three participants share a common desire, which is mastering English and speaking it like
natives. Manel felt impressed by her cousins’ accent, and this might be the reason why she
opted for English at university. Zahar’s reason for choosing English is similar to Manel. This
let me feel that they started to construct their identity as a ‘learner of English’ before they
entered university where they then further developed it. Their EFL learner facet of identity
(Norton & Toohey, 2011) was not shaped on its own, but it might have been constructed from
that language contact Manel and Zahar had with native speaking relatives and their desires to
access the symbolic resources of English (Norton 2000, Ivanic, 2006) before they join
university. In other words, the participants revealed a strong desire to gain linguistic capital
(see Bourdieu, 1991), meaning that by improving their control of English they may improve
their position in society, and not only revealed that they want to learn the language but also that
they want to master it. The latter point portrays learning in the traditional language classroom
(see 1.1.2). This decision may have affected their agentic-selves (see Vasilopoulos, 2015).
Their desires to both study English and achieve a native-like accent seem socially driven
(Ivanic, 2006). Mimi, instead, made her decision to study English at university because of the
need to develop and experience something different from what her family members did. She
could have studied French in which she was fluent, but she chose English. Mimi seems much
more influenced by her own potentials and inner desires. She may have wanted to develop that
‘core identity’ (see Abes et al., 2007) in herself, which she feels is not unique with others
(social context). She also may have built that ‘self-understanding’ and identification based on
the differences she sees in herself as a member of her family (see Holland et al., 1998; Wenger,
1998). Thus, she gave meaning to her experience of choosing English in more cognitive and
intrapersonal ways. She relied on her cognitive attributes and her internal needs to give
meaning to her learner identity (see Abes, et al., 2007, in section 2.2.1). This EFL learner
identity facet seems to be a sub-core identity she shaped in this context. This EFL facet of
identity might be very salient to her core. The latter can be identified as a person who perceives
herself as different from others. However, Manel and Zahar were more influenced by the
context (relatives). In other words, Manel’s and Zahar’s meaning-making of their learner

identities seems interpersonal and intersecting with the context (see 2.1 & 2.2.1).

However, another participant, Bravest, was influenced by a native speaker within the English
academic context and not at an early stage as noted in the excerpts of the three participants
above. Bravest started to show interest in the native-like accent after her first face-to-face

contact with a native academic who gave a talk at Bejaia University.
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TRANSO5 (Bravest)

... I just attended a conference organized by our English Department and the speaker came
from the United Kingdom. I have spoken to her. I made the courage to talk with that native
speaker. It was really a great experience for me. I examined the way she speaks English and
compared her accent with mine. You know when we speak English as Kabyle people we are
always affected by our Kabyle accent. I listened to her accent, especially the ‘umm’ that she

uses in her speech. I have so asked her about the method to speak like her.

The sentences she used such as “I listened to her accent”; “I have so asked her about the
method to speak like her” show her interest in the target language and her desire to access it.
Her desire might be more interpersonal that shows an interaction between her sub-core identity

(a learner of English) and one of the dimensions available in her social context (education).

6.2.2 Socio-contextual factors

This sub-theme describes how most of the students were influenced by the context where they
live such as friends, family members, and teachers. These factors might have contributed to
shaping who they are and how they make sense of themselves and of their different facets of
identity such as being students. The aspects below and the selected narrative extracts support

this sub-theme.

6.2.2.1 Death /support of a family member(s)

One of the participants (Kika) revealed her emotional state after the death of her father when
she was in her final year at middle school. The factor of death seems predominant in her
narrated experiences. She may have used it as an aspect to negotiate her identity and give sense
to her academic character. The excerpts below illustrate how Kika gave meaning to herself as

a student of English:
ST.1: ‘The mirror of reality’

...a tear fell upon my cheek...I heard my mother calling me: AWAKKE! My dearest girl, you
are late! Papa! I once asked my mother how to write about our end? She answered me: oh! my

poor daughter when you will be able to understand the difference between LIFE and DEATH.

ST.2: ‘The story of my life’
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Iwas 16 years old; on Wednesday at 10:35, I could feel the fatal loneliness, the gloomy of our
house...instead of celebrating my success in the brevet exam, I will celebrate my fathers’
death?!l saw my dad as a corpse, no breath, no movement, no gesture ...1I stared at him for a
while then I recognized that I should not be frightened about the reality however [ would believe

in destiny ;believe that we live to die and die to live.

Kika expressed her pain and sadness due to the loss of her father, but she showed courage and
accepted the truth. Her mother then took the position of supporting her and might have shaped
in Kika the person she became now. The excerpt below that was taken from her
autobiographical story ‘the story of my life’ demonstrates how Kika perceives her mother as an

element who contributed to building her different identity facets as an EFL learner and teacher:
ST.2: ‘The Story of my life’

My mother is the one who knows my inner world, who guides my steps, who shows me how to
be a good student she holds my hand and wipes my tears after and before your death papa...she
told me always “don’t worry, I'm here inside of you my darling”. My mum was and still my
mum, my dad, my sister, and my world. Since she made me complete. Due to my mother, Today,
I'm 24 years old and I am proud of myself because I had realized my dad’s and mum’s dreams;
my mum is proud of me in the ground, my dad is proud of me in paradise. now I'm an English

teacher, I'm married to a very cheerful husband...

The sentences that Kika used in her autobiographical stories such as “I was 16 years old”, “I
saw my dad as a corpse”, “Since she made me complete”, “I'm 24 years old and I am proud
of myself because I had realised my dad’s and mum’s dream”, “I’'m an English teacher”, “I'm
married” show how she developed her identity from that middle school student who suffered
after the death of her father into a mature and complete person who got support from her mother
(she made me complete) and later became the teacher of English and the wife. These multiple
roles might be considered as changing and flexible facets of identity (Ivanic, 2006; Norton,
2001; Pavlenko & Blackedge, 2004) which developed throughout her learning journey. These
multiple facets were given meaning through events in the social context which are the death of
her father and the support of her mother. These social influences made Kika the person she

becomes now ‘an EFL student’ that she may have considered as part of her core identity.
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These contextual factors of death and family support were also revealed in the experiences of
other participants such as Mimi, Zina, Rasha, and Sylia. Compared with Kika’s experience,
Mimi described how the death of her mother turned her into a mature person and pushed her
forward to build her educational career relying on herself. Compared to Kika who got family
support to build herself, Mimi did not mention family support after she lost her mother. She
relied on herself to enhance her academic development. According to my background
knowledge, I would argue that parents play an important role in shaping that learner facet of
identity of their sons/daughters as this is part of their system of life and culture (see Holland et
al., 1998). However, in Mimi’s situation, it might be because it is her mother who died, thus,
she received no support from the remaining members of her family. The excerpts below

illustrated the image Mimi gave to herself using death as a factor that influenced her identity:
ST. 5: ‘A parcel of my life’

...the death of my mother was the experience that determined the person I have become
nowadays. I assume that if my mother was still here, I would never have developed the same
mental and psychological abilities. Thanks to the misfortunes that tied my life, I have grown
responsible enough to take care of myself, to take my own decisions, to have my own

perspectives about the life I want to have in the future, and also the person I want to be...

The sentences she used such as “I assume that if my mother was still here, I would never have
developed the same mental and psychological abilities”; “Thanks to the misfortunes that tied
my life, [ have grown responsible...”" showed a personal identity facet (‘core identity’) that she
might have developed, but also a thought of her imagined identities she desires to construct in
the future due to the same factor that controlled her identities (Norton, 2001). Possibly the
social and cultural resources that are available to the participants contribute to shaping their
multiple identity facets (see Holland ef al., 1998). Zina is another participant, who negotiated

her experiences through making a link to her family. Below is an excerpt from her story
ST. 10: ‘Short autobiography of my life’

In my second year at university, my father died. I lived in darkness and loneliness because the
person I loved let me alone. I suffered a lot from his death, every day I cry, but before they took

him to the cemetery, I took away the white cover on his face and I told him I love you dad and
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I will succeed in my studies if god wills and realise all my dreams that you and mum waited for

since I was a little girl...

The influence of the death of a family member in Zina’s excerpt is not shown as clearly as it is
in the previous excerpts. However, the last two sentences revealed a challenge in her voice that
she will succeed in her studies and realise her life dreams to satisfy her parents who waited for
her success. The link again between family issues such as death or support are salient and
intersecting with the way these participants negotiated and gave sense to themselves as students

of English.

Coming back to the point of family support in building what can be thought of as a student
facet of identity, Rasha, who was raised in an Arabic city and then moved to live and study in
a Berber city (Bejaia), showed how the social context influenced her dreams and career learning
mainly by her mother. She mentioned in her story that she studied English because she wants
to become a teacher and help other students and her society. Here she did not just link her
identity to her family, but also to a moral image. I then understood that she gave meaning to
her ‘becoming’, which I discuss below (see 6.3.1.1.2), and to her present identity as a student
of English referring to her social (family, other students) and moral (helping the society)

factors. For instance, she mentioned in her story:
ST. 11: ‘Free writing’

My family has made who I am today, with my family I knew life. My dream of becoming an
English teacher accompanied me since childhood. I want to be a great teacher so that I can
teach every student with all I have learnt... to be a teacher means I can do useful things to the
society. Although my mother tongue is Arabic, but I love writing in English thanks to my mum.

She pushes me to write and interpreted my feelings and what I lived before in concrete words ...

6.2.2.2 Educational mentors’ influence

Some other participants did not have the chance to speak to a native speaker before they entered
university. The thing that drove their interest in becoming a student of English occurred in
middle or secondary school during their contact with their English teachers, that I called
‘educational mentors’. In one of the participants’ narrated experiences, Kahina mentioned how

her teacher of English had a great influence on her specialty choice. She said that:

ST. 12: ‘My story with English’
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... I wish if I could study all modules with her because she created an enthusiastic feeling and
motivation inside me through her teaching. I liked her session, her module, I liked English in
her view. I will never forget her stimulus to realise my dreams. She has an influence on me, on
my personality, on my future, I will follow her steps in life. [ am sure I will succeed as she does.
This is why I have chosen Languages at secondary school and English at University, to become

a teacher of English.

Kahina’s experience at middle school marked her interest in studying English. Becoming
fascinated with the language itself might not be the reason she planned to study English at
university, but her English teacher boosted her desire to become a teacher of English (see
6.3.1.1.2). Many students used to choose their specialties at university due to an influence of a
previous teacher (mentor). This was also revealed in Lina’s story where she explained the

reason behind her decision to study English:
ST.14: autobiography

I have chosen English language rather than other languages because when I was at middle
school, I like the teacher of English. I was an excellent student. She knew how to attract us to
love English. The same thing at secondary school, my teacher encouraged me a lot to learn

English. From these two persons, I decided to follow my studies with English language.

Educational mentors can also be considered as factors that some EFL students in this study
used to give meaning to their multiple identities. By multiple identities I refer to their different
positions: a middle school student influenced by English teachers; a secondary school student
taking the challenge to study languages; a university mature EFL student; and a teacher of
English for some of the participants, a wife (Kika), social, cultural and imagined facets. In
addition to the different languages used by the participants in different situations/roles (French,

Arabic, and Berber), which might portray other multiple identities.

6.3 Obstacles and solutions

This major theme is composed of two subthemes: obstacles that the participants faced during
their journey to develop their learner identity; and then overcoming the obstacles. The obstacles

include different aspects as presented below.
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6.3.1 Obstacles

This sub-theme identifies the difficulties that might have hindered the students from accessing
the resources of the target language (see Norton, 2000; Norton & Toohey, 2011), which may
allow them to develop their EFL identity.

The first obstacle was noted in my interview with Bravest, who claimed that her English accent
is still affected by her native accent (see example above TRANSO0S5). Her sentence “You know
when we speak English as Kabyle people we are always affected by our Kabyle accent” reveals
the influence of the mother tongue in the learning process. I also observed this issue during my
interviews with some of the students and in the classroom observation stage. I noted this point

as 1llustrated below:
FN.2:

I only heard two students switching to Kabyle and French when they cannot express
themselves in English. The Kabyle accent seems outstanding in their use of English sentences

as well (Session One: Introduction to the course).

However, other students such as Lina faced difficulty in using English with fluent speakers

such as teachers. In this Lina said:
TRANS14

I do speak with close ones like my classmates without hesitation even though I do mistake [
carry on my talk then I correct my mistakes because it is in this way I can learn to speak.
However, when it comes to speak with others who has good level like teachers I heisted to

speak.

Lina felt more comfortable when using English with friends and classmates, but fears to speak
in front of her teachers. This interaction barrier between Lina and her EFL teachers might be
the factor that decreased the opportunity of articulating her identity in the academic context
and might have hindered her from accessing the symbolic resources of English, and from
engaging herself in classroom practice (see Norton, 2000) and from developing power relation
control (see Norton, 2001). This was also revealed throughout the data with other participants.

I would argue that this happened due to two other obstacles that emerged in the raw data. These
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include ‘lack of oral practice inside and outside the classroom’ and ‘teachers’ underestimation

of the students’ language abilities’.

Jaja, one of the female participants, revealed her need to use English outside the university
setting. When asked ‘how many languages she is fluent in’, she said that she used English just
inside the university. However, when she goes back home, the social context forces her to use
Kabyle, Arabic, and French, but not English. I would argue that the performance of different
identities by using different languages in different situations is frustrating for Jaja’s desire to

speak English more widely. Her excerpt below illustrates this point:
TRANS10

1 sometimes wish and try to use English as often as possible because we do not use it outside
this academic context which then hinders us from improving our speaking though we try that

but the context where we live pushes us to use Kabyle or Arabic not English.

The context then does not help the participants to use English as much as Kabyle, Arabic, or
French. Their EFL identity seems not articulated outside the academic circle. However, this is
not the case with Louiza, who had a friend (Juliet) from Uganda and speaks English as her first
language (L1)-she is studying economics at Bejaia University. Louiza spends hours with Juliet
inside and outside the university so that she can improve her speaking skills. The transcript
excerpt below demonstrates how Juliet influenced Louiza’s language development. I consider
this element as a factor of influence in relation to the language, but I preferred to present it in
this section to show the divergence appearing in Louiza’s data compared to the previous
participants. Louiza might have had more chances to increase her symbolic power and access

the resources of the target language (English) compared to other participants.
TRANSI15
Louiza

I do use English outside the University with my friend Juliet who came from Uganda. So, I am
using it every day with her. English is her first language, so I take the profit and I ask her to
speak with me just in English though I know that she Master’s French as well. This is because

I want to practise my English, so I feel lucky to have Juliet as a friend...
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Another difficulty that emerged from the data refers to EFL teachers’ underestimation of the
students’ capacities to access the resources of English and speak like natives. Some of the

participants pointed out this issue as shown below:
TRANS14 (Lina)
Teachers always underestimate our capacities and tell us you cannot speak like natives

This is compatible with some of the teacher participants’ reports in the interview transcripts
that I presented in chapter nine. This might also be connected to the fear to speak in front of
teachers that might be another factor that decreased students’ power control over their identities

in learning the target language and limited their positionings.

6.3.2 Overcoming the obstacles (moment of constructing EFL identity)

This clarifies the different strategies that the participants adopted to overcome the obstacles
above. By overcoming those difficulties to access the target language, the participants might
have developed who they are and articulated their identities. These have mainly emerged from

the interviews I conducted with them.

Some of the participants such as Bilal, Samar, Walid, Kahina use social media, BBC
channels/radio, and reading novels to develop their English. The excerpts below illustrate this

point:
TRANS16 (Bilal)

1 want to master English especially British one, so [ watch TV in English, I listen to radio in

English I write in English all what I do at home I try to do it in English...
TRANS17 (Samar)

... there is this lack of using English outside university so I try to use it at home through reading
in English and watching series of movies and videos and then I always speak with the MIRROR
() in English.

However, other participants use Facebook to chat with native speakers, L1 or L2 speakers of

English. For instance, Zahar, Manel (their relatives), and Kahina used this strategy. Kahina’s
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excerpt shows how she developed her English through chatting with her friends living in the
Middle East:

TRANS1S

1 usually speak with many friends on Facebook who live in the Middle East. English is their
second language. I learned many words from them that I am using now. Sometimes I feel like
I really want to live in a society where English is either their native or first language not foreign
language. I hate our case in Algeria because English is spoken only at University and just in

the English specialty.

Lina, however; had neither Facebook nor access to the internet at home. She used her stay in
the student accommodation to practise her language skills. She demonstrated her use of English
with other EFL students living with her. She also translates messages of her friends written in
other languages into English. This may have helped her to develop herself linguistically and

develop her social identity (Ivanic, 2006). This is demonstrated below:
TRANS14 (Lina)

well I use it more at University, but I do not speak at home as my sisters and brothers do not
use it and I have no internet to download videos in English. but in accommodation, I have some
friends who do not study English but they want to learn it so I always try to speak with them in

English also when one wants to send a message in English I do help them.

Lina also revealed how she developed her self-positioning in the target language through
getting in touch with teachers of English in a private school. This might have helped her to
overcome her fear of speaking with EFL teachers at university. This is revealed in her interview

transcript excerpt below:
TRANS14 (Lina)

1 went with my friend to apply for a job in teaching at private school, but they did not accept
us as teachers but assistant in administration. From this experience I had contact with teachers
then I first was afraid to talk with them in English because they master very well English so he
pushed me to speak saying do not fear just speak though I make mistakes. After time I could
talk with them in English.
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A similar thing emerged in Louiza’s story on her work in the travel agency where she used
English with professionals (see TRANS15 below). Some of the participants could bring their
social identities (from work or friendship in online/real life settings) into learning. Some others
could also develop their academic identities through working in the private school where

English is used.

6.4 Development process of ‘learner identities’

This section presents the way identity is developed in the students’ narratives and performances
as they referred to two cycles of their life experiences: the past (childhood) and the present
image. However, it also presents their future identities, which I named ‘becoming’ (see section
6.4.3 below). It also presents how they articulated their identities in writing and performance
during the course using English, French, and Arabic. The section also includes different sub-
themes where these elements were pointed out. I also refer to the fourth major theme ‘power

relations’ throughout this section as I already mentioned in the introduction.

6.4.1 Two identity cycles: past vs present

Most of the participants went through portraying their life experiences in the past and in the
present time, but also shedding light on their future. I first present data that connects to the past
and present facets of identity as they contain overlapping aspects. I later treat the aspect of
‘becoming’ that describes the future plans and imagined identities of the participants separately

(see Norton, 2000, Pavlenko & Blackledge, 2004).

6.4.1.1 Past vs Present

This sub-theme revealed the way the participants gave meaning to their past experiences
including childhood and ‘the who’ they have become today. It predominantly emerged in the
diaries and the stories of the participants. However, the interview transcripts and some of their
theatrical scripts revealed similar issues. I selected the narratives which best portrayed this sub-
theme starting with Mourad, Bilal, Zina, and Jaja story narratives as shown below. I sometimes

bring into each aspect convergent/divergent experiences of other participants.

6.4.1.1.1 Poverty

Poverty emerged as an aspect that defines one of the elements affecting EFL learner identity.
Looking at this element from my own experience in the context allowed me to understand how

the participants used it to give meaning to their experiences. The passage below is taken from
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Mourad’s autobiography. It illustrates how his identity as a student and later a teacher of

English was influenced by poverty during his childhood.
ST.12: Mourad’s autobiography

Unlike all children of my age, I lived a very hard childhood, born to a very poor family. My
father was an Imam and my mum remains home to cook and take care of us. My father’s salary
was not enough to cover all my expenses at school such as books. The only thing I had to do
was working to support myself. I thought this would help in my studies. I wanted to succeed
and become a professional to help my parents when I grow up. Therefore, I started work at age
of twelve; I used to work during the holidays, in farms, in construction workshops and in
different fields. I think this was what taught me how valuable my school was. I was a very
brilliant pupil who used to rank the first among his classmates, I remember those wonderful
moments when I see a shining smile in my parent’s faces for my best marks. This gave me

courage to work hard and pass to middle school.

In middle school, I found it hard to decide whether to opt for the literary or the scientific
stream, nevertheless, as I was good enough in literary subjects and since I hated mathematics,
I preferred the literary stream. I had a deep interest in foreign languages, the fact that
motivated me to make some extra efforts so as to have the opportunity to study English at
university. Eventually, in 2004 I became a student of English at the University of Abderrahman

Mira in Bejaia, and I got my BA degree after four years of hard work.

In this excerpt, Mourad articulated his childhood image and gave sense to it through the aspects
of poverty and employment. Poverty might have affected his academic situation and made him
decide to work during his holidays to support himself. He also may have formed that hard-
working child identity thanks to his parents’ satisfaction and encouragement whenever he
showed progress at school. The last paragraph from his narrative also clarifies his academic
journey and the decisions he took after each stage. He gave meaning to his EFL identity

referring to intrapersonal aspects that include motivation and personal desires.

Mourad compared his past/childhood identity, (which was being a child who suffered from
poverty and opted for employment at an early age to support his studies), with his present facet
of identity that he formed after those efforts and challenges. The excerpt below, taken from the

same narrative, illustrates his present identity:
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In 2016, after nine years, I decided to carry on with my master studies at the university of
Bejaia. Currently, I'm a master one student of applied linguistics and a teacher of English at
the same time. Praise be to Allah who granted me with my beloved parents, I strongly feel
indebted to my father and mother, who thanks to their teachings and guidance, I managed to

realise many of my objectives.

Using the narrating ‘I’ (see chapter two), Mourad may have articulated his present facet of
‘who’ he has become now: a student and a teacher of English. He also gave meaning to this
identity he developed and to the transitional stage he lived (joining studies again while
teaching) referring to his parents’ support (see 6.1.2.1 above). Mourad’s articulated identities
from childhood to the present time might be interrelated and driven by both the social context
and his intrapersonal attributes. Similarly, Zina mentioned in her diary how poverty affected
her learner identity. Her excerpt below shows the link and the convergence with Mourad’s

image of identity.
DY.4 (Zina)

... was happy because I achieved something exceptional as poverty was not a handicap for
me; I can say that this situation encouraged me a to go deeper in my studies... I entered to

study in secondary school...I entered University...

However, Zina may have challenged poverty and worked hard to become a university student.
She could shape her learner identity through challenging her capacities in studies compared to
Mourad who used both his learning capacities and employment to overcome that and form his

learner/teacher identity.

6.4.2 A racial image and others’ perception

In one of the students’ autobiographical stories, Bilal articulated a racial facet of his identity
referring to his childhood and how others in the society perceived him. Note, Bilal himself

introduced the term of racism, as it is shown in the following extract:
ST. 6 (Bilal): ‘A dark side of my life’

I always felt like I am well placed to talk about racism... Myself, I have been a victim of that
bad treating for years during my childhood even though I hate to call myself a "victim". Well,
the story began when I was born in 1993 in a north-African country. At that time, I did not
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realise that I was different from the majority of population in my country since I was too young
for that, and since I was surrounded by my father who is black and my mother who is white,
and then my father's family who were mixed and my mother's family who were purely white.
Then at the age of four, I started to go out, obviously, because no one is asked to spend his
whole life at home. (vou know, at a certain age you must get in touch with the world outside;
school, sport ... etc). And then, all of a sudden, I face the reality. I was the only one to be
different from the neighbours, classmates, my parents’' friends and amongst the community; in
term of colour obviously. It's like all hell flames were open. A black guy amongst a white
community. Sounds shocking, doesn't it? People started to call me by names related to my skin
colour and then started to laugh at me. I have faced lots of expressions. I can quote as examples
the followings: “What a black guy you are, you're black, you're not from here, comeback to

"

your country ...". This was certainly harmful at that time. Surely not physically, but
emotionally! when you are a child, this can be awfully damaging. You can't face them with the
opposite and try to change the truth. You are trying, but not quite. That was a truth and a sad
one. All you can do is pretend to be not hearing then whilst you are just absorbing all those

words inside you and turn it into a hate towards white people

Exploring this narrative passage, Bilal could articulate his past identity where racism was
featured as an aspect that he used to give sense to himself. He revealed two images: ‘the Black
child Bilal’ and ‘the white community’. The way he viewed his identity might be portrayed in
others’ perceptions of his skin colour and origins. However, though this may have affected his
character at some points, his mother marked the factor of support that might have changed his
view of himself. He used his mother’s support as another aspect to change the way he perceived

himself in his society. The below excerpt from the same story illustrates that:

the major support I had was from my mum; My dearest mother, who kept telling me that they
were jealous, and they could do nothing to me. Still, the biggest and the most influencing
expression she gave me was: " dear son, bear in mind that if someone treats you or judges you
based on a fact not an act, this person, then, is looking for that thing in you and they couldn't

reach it". And that was a dark side of my lifetime.

Bilal was the only participant who gave meaning to his identity during childhood through ‘race’
and how society viewed him. Though Bilal identified himself as Black and a mixed-race

person, he revealed his attitude towards becoming a white person. He might have developed
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both an imagined identity and a desire of becoming a member of an imagined community (see

Norton, 2000; Norton & Toohey, 2011). This is clear in his excerpt below:

Being a mixed-race person doesn't imply that I've got no preference for being part of a given
ethnic group. I would prefer if [ could belong to the blond community. (ST.7 Me, my race and
my ethnicity)

6.4.3 Future identity (becoming)

This sub-theme explored the students’ imagined roles, desires in language learning, and future
plans they articulated in both theatre performance and their autobiographical stories. The
theatrical course might have boosted their imagination and allowed them to articulate the
‘becoming’ aspect using imagination (see Norton, 2001).

6.4.3.1 Imagined social roles

This aspect emerged mainly from the students’ theatrical performance as they imagined
themselves to be somebody’s wives, husbands, mothers, and sometimes professionals. The
excerpt below is taken from one of the theatrical scripts performed by three participants. It
reflects on an imagined story told by Bilal who dreams to live in the native-speaking context.
Bilal performed the role of a husband, Sylia the wife, and Samar working in the till at a

supermarket. They imagined the UK as a setting for their story as illustrated below:
SC. 5: Dialogue in the supermarket

Characters:

A: Merkhoudja (from Algeria), the wife

B: Gambino (from Brazil), the husband

C: Jane (from the UK), the cashier

The following dialogue took place in a supermarket in the UK. The couple is looking for
something special to cook later on; apparently something so special that they could not find

easily!

A: Do you think that we’ll find the thing we call couscous here?
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B: No, I don’t think so! I bet there isn’t some, is there?

A: I'm sure there is...

B: I bet thereisn’t ...

A: Let’s ask the cashier, shall we?

The cashier has just finished talking on the phone, and then came to the couple

B: Morning miss, Err ... we've been looking for something called couscous, have you got an

idea where we can find it?
C: What was it? Couscous you said? I've never heard about it before.
A: It is that thing made of wheat, its colour is yellowish, and it has got the form of small grains.

C: Oh, I got you! You mean the small grains put in plastic packages. Many Arabic people ask
for it.

B: Yeah, that’s it!

C: It’s over there ... but can I ask you something, if [ may?

A-B: Yeah, sure!

C: you don’t seem like you're from here. Where are you from?

A: yeah, were not from here. In fact, [ come from Algeria, but my husband is not from there.
C: where is he from?

A: He is from Brazil.

C: Wow!! I could never guess that. What an impressive couple.

The play helped these participants to bring their imagination to the stage and play social roles
they had not experienced before. These roles might be considered as imagined identities
(Norton, 2001). However, this play may also be a reflection upon and visualization of Bilal’s
dream to be considered a member of a white community (see ST.7 in the above section).

Similarly, other participants such as Louiza, Zina, Walid, Lina, Kika, Kahina, and Rasha
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performed different social roles where they reflected on the social context. For instance, Rasha
narrated her story she lived at home being the most mature sister and daughter who performs
her mother’s role when she goes to work. Moreover, Louiza brought to stage the role of
becoming a mother and Lina like a father while Kika performed the role of a daughter reflecting
on a story Kika lived during her childhood. Louiza mentioned her attitude about the play in her

diary (part two) saying:
DY.5 (Louiza)

I discovered another person in myself, every person was talented and can do things they think
they cannot. I could perform and act as a mother. It needs lot of responsibility and duties to do
and be a good model to her kids, I played it and it was amazing to be a mum. This opportunity

made me live the moment of being a mum was really awesome.

These different roles performed onstage may have resulted in multiple identities in the students.
However, some of the participants negotiated their social roles from a gender perspective (see

chapter eight).

6.4.3.2 Imagined future career/academic roles

Apart from the social roles that emerged in the data, most of the participants articulated and
brought to stage their academic plans, dreams, and what they imagine themselves to become

in the future.

Most of the female participants revealed their desire of becoming a teacher of English and
completing a PhD degree to teach at university. For instance, Kahina wants to become a teacher
and kids’ storyteller. However, some other females want to write a book such as Zina, Bravest,

and Thiriza. The excerpts below illustrate this aspect.
TRANS09 (Zina)

I want to write a book concerning Kabyle ethnicity. I want to become reciter of Quran and to
memorize it [ want also to be a good wife for my husband and to be a good mum. I wish to be
a teacher and to get my PhD degree, but I want to achieve it abroad like in UK I do not want
to get it in Algeria. For me studying English in Algeria is not in its right context I should get
my PhD in England where I can improve my English and be like UK people. Also, because |

want to satisfy my dad who wanted me to be great in the future
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Zina revealed her desire to become a teacher and get her PhD degree abroad. This is because
she may have wanted to get access to the target language context where she can forge a native
academic identity, and have access to resources of the target language. She also revealed
imagined social roles such as becoming a good wife. Yet, the point which is most noticeable
throughout the data is the way the participants link their plans and experiences to their parents
as shown in this excerpt. Zina wanted to have a postgraduate degree and become a teacher to
satisfy her father. This family aspect can be taken as a major aspect of the meaning-making of

learner identity in the Algerian context.

Zina could develop this imagined identity/becoming onstage as demonstrated in the script

below:
SC.8 (I am tired, I want to travel!)
Part two (a): at university

Zina (as a teacher): good Moring students, today I will teach you how to write an essay. So,
first you need to divide your text in to: an introduction, a... (here Walid enters to class and

goes directly to his seat).

Zina: Hey, why you enter just like that

Walid: who are you? I do what I want

Classmates: Oh! Walid she is our teacher of writing expression.

Zina: first you came late and now you are shouting! All of you take a sheet of paper. You have

an exam
Classmates: exam! But madam you did not inform us!
Walid: I hate this University, I will leave...

In this play, Walid performed his experience at university and his desire to travel abroad.
Meanwhile, Zina performed the role of a teacher at university and this helped her to articulate

and make that imagined facet of identity (i.e. becoming a university teacher) visible to others.
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These future plans/desires to become a teacher and a researcher emerged in almost all of the
data. However, Mimi demonstrated a distinctive plan from the above participants. She
mentioned in the interview that she is not interested in teaching. She desires to use English in
different positions such as working in companies. This might be the reason why she is not
intending to develop an academic identity, but a more professional and social one. The excerpt

below illustrates Mimi’s meaning-making of her future becoming:
TRANSO08 (Mimi)

Actually, I don t want to be a teacher, but I wish to use my English in a different area like hotels
and companies. I really want to use English but not in teaching. I might work in companies

where English is used or [audible] I don’t know but not a teacher.

However, Manel and Rasha linked their future desires to a moral meaning as presented in the

excerpts below:
TRANSOI (Manel)

1 feel that research makes me productive and also, I want to help my society and being a teacher
who loves to explain and returns home and comes again to teach so this is route teaching for

me but doing research will create a change in myself and add something in me.

Manel desires to become a teacher-researcher to help her community. This seems to be both
intrapersonal and interpersonal (see 2.2.1). A similar attitude was mentioned in Rasha’s story
(see ST. 11: ‘Free writing’ above). 1 would name this type of becoming ‘a morality related-
becoming’, which might also be viewed as a moral identity these participants desire to develop
in their future (see Hardy and Carlo, 2011). Another type of becoming that emerged in the data
was expressed in French during the two last sessions of the course (see sessions 8 &9 in chapter
four). Manel performed her imagined plan using French. I might consider this element as ‘a
multilingually defined becoming’. This might also show that some of the participants could
develop their imagined identities using French. The excerpt below from Manel’s narrative

portrays this issue:

ST. 15: Writing in French
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J’imagine pouvoir créer une agence, un lieu touristique, je veut faire du bien a mon pays... Je
m’imagine le chef de cette agence ramené des agents touristique pour le réaliser... [French

version of Manel]

1 imagine if I could create an agency, a touristic space, [ want to do the best for my country...
1 imagine the head of this agency bringing in touristic agents to realise it... [my translation to

English]

Manel imagined herself constructing a tourism agency to help her country. She articulated her
future becoming in French and revealed a moral image behind her meaning. This story was
developed onstage and performed collectively using French. This type of moral becoming
might also be perceived from a national or belongingness standpoint. This is because Manel’s

moral desire is linked to the country itself where she belongs to.

However, one of the male participants, Mourad connected his imagined identity to both a moral

image and more particularly to a religious one. He mentioned in his autobiography:

My dream in life is to provide people with guidance, to help and counsel them, I do not want
to die without leaving my touch in my society. For this reason, I thought that teaching might
provide me with the best atmosphere to achieve my goal. Being in direct contact with
adolescents permits me to show them the straight path and the best attitudes to adopt, as in this

period of life, teenagers need someone who understands and guides them.

The way he negotiated his becoming is more religiously defined. However, Bilal’s and Walid’s
future desires are more academically and socially defined. Bilal wanted to finish his studies
and become a linguist. The excerpt below reveals Bilal’s meaning-making of his future

identity:
TRANS16 (Bilal)

First I really () want to become a linguist. I am studying linguistics, so I really want to have
this feature of critical thinking and creating new theories and writing theories in linguistics. |

am interested in linguistics, so I am always reading about it to enrich my knowledge.

Bilal’s becoming is more intrapersonal connected to his potential desires such as gaining more
knowledge in the field of linguistics. Here, I would refer to Bourdieu’s concept of cultural

capital (see chapter two) which also emerged as a sub-theme in this findings chapter. However,
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he also desires to travel to the native-speaking country and settle there. This shows the link
between his imagined identity and his power relations that control it (cultural and symbolic
capitals). Similarly, Walid has the desire to travel abroad and build his career although he has
an interest in becoming an academic as well. This desire of travelling abroad was not limited
to male participants only, but also to females in this study. Both genders shared convergent and
sometimes divergent future plans (see chapter eight). This desire to travel abroad might be
linked to the three types of capitals suggested by Bourdieu (1991- see chapter two) cultural
capital, symbolic capital, and economic capital. As the participants who showed this desire
linked it to accessing the resources of English (symbolic capital), discovering the British
culture (cultural capital) and building their career, and helping their families (economic
capital). Knowing other’s culture is one of the sub-themes that emerged in the data to generate
the fourth major theme of this chapter (see table 6.1). The excerpts below from Walid’s script

point out this issue:

SC.8 (I am tired I want to travel!)

This script was extracted from Walid’s story on his desire to travel abroad.
Number of characters:

Zina (Walid’s mother/ later his teacher), Walid (the son who dreams to travel abroad and the
English student who hates studies), Sylia (Walid’s girlfriend and classmate), Jaja, Samar,

Manel, Kahina, Tiriza, Lina Kika as an audience and classmates in the play.
Part two(b): at university

Walid: I hate this University, I will leave...

In the collider Walid met his girlfriend ‘Sylia’.

Sylia: what’s up with you Walid?

Walid: Sorry, I will leave this University, I will not carry on studies

Sylia: what but why?

Walid: I hate studies and I am tired everyday problems and teachers are not good. I want to

travel abroad and discover new things and see people. [ want to work and build my career ...
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Sylia: you travel! How about me?

Walid: you come with me

Sylia: you know I cannot come with you. My mum is sick and my dad will not let me go
Walid: sorry Sylia I must go

Sylia: but you promised me you are a liar.

Part three: at home

Walid (at home): Hi mum

Zina: oh! You came early from school!

Walid: mum I got a visa to go abroad

Zina: what? Which visa? Where will you go?

Walid: I want to discover the world and I can’t live here. I am tired everyday problems
Zina: you are not thinking right. I'm your mum I have only you.

Walid: sorry mum. I will go...

In both scenario parts, Walid revealed his desire to travel abroad and linked it to both a cultural
capital (discovering new places) and an economic capital (building his career). A common

point emerged in Manel’s story as illustrated below:
ST.13: My dream is Me (Manel)

...50 I have understood that I need to study this language in order to succeed and to achieve
my goal to speak English and to understand when the others speak in front of me and especially

to go abroad in order to help my mum.

It seems that Manel took the challenge to learn English to get access to it and understand other
speakers, but also to travel abroad and help her mother. I would argue that she might have
meant by helping her mother working abroad and gaining money to support her financially.

Thus, she articulated her imagined identity and revealed both symbolic and economic capitals
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through language learning that also might describe her ‘ideological thinking’ and that might
structure her imagined identity (Norton & Davies, 2015; Norton, 2017).

6.4.4 The triangle informing learner identity: affordances, achievements,
investment

This sub-theme defines the participants’ academic investment, achievements, and affordances.
These three key words are used by Darivin and Norton (2015, see chapter two, in section 2.4).
The codes that emerged in the data regarding this theme let me reflect on what they discussed
in their model. I used Darivin and Norton’s concepts to define what emerged in the data.
However, I am using the term ‘triangle’ reflecting on the three concepts (investment,
affordance, achievements) contribution into shaping that facet of learner identity in my

participants.

Some of the participants in this study took part in academic events such as conferences and
seminars to invest in learning the target language. They also viewed their contribution to such
events as an achievement since they learned and acquired new skills and developed themselves.
These are the predominant excerpts that portray how the participants developed their identities

in learning:
ST.13: My dream is me (Manel)

This year I participated in a national conference about civic education organized by the
English Department at Bejaia University... I was the first master one student who participated.
This even gave me the opportunity to make something and to get something new and
beneficial.... I have discovered many things that I didn’t do before. Discover my teachers,
myself, my power and my high motivation to bring many things to educational system, now by

this research in my future career as a teacher researcher

As illustrated in Manel’s excerpt, she could both invest “fo make something”, and achieve “fo
get something new” through taking part in this academic event. She might have developed her
academic identity and gained a self-empowerment in learning “myself, my power”. It also
allowed her to forge an imagined facet of identity connected to her academic career, which I
discussed in the previous section (becoming). This is revealed in her last sentence “my high
motivation to bring many things to educational system”. This event might also be considered

as an affordance that Manel was granted with during her EFL journey.
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Similarly, Walid invested his skills in different academic affordances at university. He

mentioned:
TRANS12 (Walid)

I do participate in many social events such as associations, I help in organizing conferences
for teachers here. I love taking part in academic events to enhance my skills in terms of leading
and organizing social events this will even help me to become active and prepares me for future
work in society such as if I teach in schools. I think I see myself like an important person who

is different from others through organizing academic and social events.

Walid’s investment in academic and social events held at the Department of English allowed
him to achieve a self-empowerment in the academic setting. Through this academic/social
investment and achievement, he could feel himself a different person. That is, he might have
developed his agentic-self and a positional identity which is academically and socially defined.
However, it also made him think of his future career or how this investment in learning would

help him to become a teacher.

However, Mourad achieved a different role from other participants. He became a teacher after
winning a teaching contest. This affordance and achievement may grant him the opportunity
to invest what he learned during the four years he spent studying English. The excerpt below

from his autobiography revealed this issue:

Last April, I took part in the national teachers’ recruitment contest, luckily, I was selected
among the best candidates and today I'm a teacher of English in ALLALI middle school in
Setif, and my dream has come true. In 2016, after nine years, I decided to carry on with my
master studies at the University of Bejaia. Currently, I'm a master one student of applied

linguistics and a teacher of English at the same time.

According to this excerpt, Mourad could develop two identity facets. The first is a teacher
identity informed by his academic achievement. The second is a learner identity he started to
re-develop due to the transition he made (joining studies again). These flexible roles of
becoming a teacher and a student might have granted him multiple roles and identities

structured by power relations (i.e. keeping learning the target language).
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However, other participants reflected on their experiences at university and in the student
accommodation to give meaning to their identity development. For instance, Louiza perceived
her studies at university as the thing that changed her life and developed who she is as

1llustrated below:

IT was the beginning of the academic year at university, it was too large and busy. It made me
scared and different questions came to my mind: Am I going to manage with the new situation?
Will this shift affect my personality? Will everything be right? I fixed this problem and I
interacted with many students who speak with different dialects. They sometimes laugh at my
accent and call me Tassahlith (a Kabyle dialect spoken in the coastal areas at Bejaia city). /
worked hard even the struggles, and I passed the first year. The following years become easier,
I adapted to the new way of learning and organizing my life and manage and face every
situation I encounter. I became open minded, less stressed, and high self-esteem. I became
ready to express my thoughts, needs and requirements. I become more independent, I tried to
attend conferences to have an idea on academic research. A lot of social connections with
others affected my thinking, inspired me to set my goals and objectives, they affected my

personality in each step I take.

Being a university student may have not just granted Louiza that learner facet of identity as she
adapted to the new context (see Briggs et al., 2012), but also with other facets such as social
identity through interacting with other students and imposing herself in that context. She might
have also gained an agency and a symbolic capital as she selected the language she desired to
interact with, which is English that she used with the Ugandan friend (see TRANS15 above).
She might have also achieved an academic self-positioning and self-empowerment through
attending conferences and academic events. She took these shifts in her life as elements through
which she looks at her future career/becoming. This is convergent with Samar’s talk in the

interview where she mentioned:
TRANS17 (Samar)

.1 learnt a lot from my teachers...I feel that I am growing up really for my career and my
personality. The relations with people changed me a lot and all the moments I spent at
University. There were moments of happiness and sadness which made me the person I am
now. From a careless girl to a wise one, a researcher. I became a student who is searching,

one who analyses novels with a critical mind. I become responsible because I learned to do a
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lot of things alone to take decisions and believe as an adult. I leaned from my mistakes, from

friends, teachers and books. Now I am here in my last year dreaming for my future...

Samar developed herself and her identity at university (see Huon & Sankey, 2002), and
teachers, friends, and the novels she reads also gave her a sub-core identity which is
changeable. She revealed a personal growth in her excerpt and an authority as a legitimate
student of English who achieved different skills through her EFL learning journey. I believe
that the years these participants spent at university formed a new identity in them which might
be flexible and in a site of struggle (see Norton, 2015 & Norton, 2017). However, the self-
image she revealed in her experiences being a reader of novels might shape a facet of her inner
self (core identity), which I see here as a ‘reader facet of identity’ instead of just that learner

identity Samar and others shaped as part of their core identities.

Bravest, Zina, and Lina reflected on their experiences in student accommodation to negotiate
their identities. Bravest mentioned in the interview that accommodation created a change in
her personality. She might have referred to it as an affordance where she could invest her skills
and develop them, but also as a place where she could achieve other skills that developed

different identity facets as revealed in her excerpt below:
TRANSO5 (Bravest):

I learned so much in accommodation, I got to know what the art of reading is, socializing and
communication with others, and being independent and taking care of myself. However, I think
that if I was home, I won’t be able to learn and become as I am now. It actually taught me a
lot of things such as exchanging ideas with others. It gave me the desire to study, learn, share
my knowledge with other students. For example, I could participate in cultural clubs and meet
students who study other specialties even now I am the president of a club called ‘Best’; |
organize events for the department such as seminars and conferences. I also prepare other

cultural activities with the members of the club...

Bravest developed multiple facets of identity such as social, cultural, and academic. These
identity facets might be informed and enhanced by the different affordances she was granted
with, such as being in the student accommodation, meeting people, and becoming a cultural
club president. Also, these different social facets of identity developed in the context might be

intersecting and interacting with Bravest’s core identity as she feels that her self-development
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and personality are enhanced thanks to these multiple social dimensions. Similarly, Zina
developed her identity in the accommodation through her relation and social interaction with
other students (see Ivanic, 2006; Holland et al., 1998). She developed a cultural capital that
results from her social contact with students of other cities of Algeria, who possessed a different

culture from her. She mentioned in the interview what follows:
TRANSO09 (Zina):

....Now I live in accommodation where I met students from many regions with different accents
and dialects, it is another world. I share my room with two girls from other Wilayas who have
different culture and language, but this was not a barrier. Instead, I have the opportunity to
discover a new culture which I was unable to do before coming to this accommodation. I found
myself obliged to prepare my food myself and to know how to spend my money wisely because
I am far from my family. I become more responsible and independent. Though it was hard for
me to adapt but my contact with others and through time I become independent and I worked

hard to succeed in my studies.

Zina learned how to adapt to the new setting and achieved a personal growth. She made social
relationships with others and learned about their culture. This may have granted her cultural
capital and a positional identity in the context (Bourdieu, 1991; Holland ez al., 1998). However,
Lina mentioned that though she lived in accommodation during her five years at university,
she still depends on her family when it comes to taking her own decisions regarding studies or
other issues. This is because her family controls all her learning or social tasks she attempts to
do either at university or at the student accommodation (see chapter eight). This might have
reduced Lina’s chances to develop herself as compared to Bravest. The core identity Lina
shaped here is what her family (social context) wanted her to be, and not what she wants to be.
The personal identity she possesses is controlled by her social context, but not what she
identifies as her core identity that she desires to articulate. This might be because of her gender,

religion, and culture which she put together as non-separate dimensions (see chapter eight).

6.4.5 Ethnic belonging and cultural identity

This sub-theme refers to how some of the participants negotiated their cultural identities and
delved into their ethnic identification. For instance, Lina identified herself as Berber and

negotiated her cultural identity in one of her autobiographical stories as shown below:
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ST. 14 Autobiographical essay

I am a Kabyle girl speaking Tamazight and celebrate Kabyle traditions, since my family are
conservative came from the mountains of Tizi Ouazo- which is called: Aith Yanni, so in this
case we are Berber people with Berber mentality. Women in my family always put on dresses

not skirts or jeans, and men wear Barnous in winter, so they are a conservative family.

Lina identified herself as Kabyle (or Berber see chapter one) through the language she speaks
(Tamazight), and gave sense to her family and her ethnic belonging as conservative people.
This self-image might have allowed her to articulate her cultural/ethnic identity in writing.
Thiriza also revealed this aspect of ethnic belongingness and cultural identity in the below

excerpt:
TRANSOS8 (Thiriza):

[ feel I belong to a community which is unique in the world. Not everyone knows Kabyle people
so when people knew my language and my community [ feel proud that we are unique I feel
like we are important in the world. I am proud of our uniqueness like our culture and our
traditions and our clothes. The way of living of people especially in small villages where they

still conserve such traditions

Thiriza illustrated that image of belonging to the Kabyle society and showed her awareness
towards her culture. This might be interpreted as a cultural identity that she developed.
However, Bilal and Rasha negotiated their cultural and ethnic belonging differently. Both
participants have Arabic origins, but they lived for years in the Berber context which might
have allowed them to forge a new cultural identity within the new community they took part
in (Kabyles). Exploring Bilal’ s excerpt below shows how he gave meaning to his cultural

identity:
TRANS16 (Bilal):

my parents are Arabs but I grow up in Kabyle speaking context so I speak Arabic home with
my parents, but I speak in Kabyle outside with people. during my childhood it was not really
appreciated by people especially by other kids they always tell me I am different from them I
should go bac to my country. But when grown up [ started to understand that I am a mixed-

race person and people need to accept that, but this is not easy. I have multiple abilities or
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personalities as an Arab and a Kabyle dealing living between both groups... my father uses is
bit Palestinian. Also, our behaviour at home. We do watch Jordan TV and Palestinian one a
lot. Especially Jordon TV because we have relatives in there and even I already travelled in
there. Food too like there are some dishes that are Palestinian, and my mum leaned how to

cook them from my parental mother.

Unlike other participants, Bilal feels that he has two ethnic identities due to his mixed origins.
However, living in the Berber context and studying with Berber students may increase his
feelings of belonging to the Berber ethnic group and associating himself with them (Wenger,

1998). Rasha as well could develop a new identity by changing the context as mentioned below:
TRANSO04 (Rasha)

Although I am an Arabic originally, I feel that my beliefs and my behaviour is somehow Kabyle.
1 like the Berber Traditions and culture, especially the Berber Dress which I dream to wear in
my wedding. I found the traditions are different from ours especially clothes, but yeah, I feel
there is a change in my thinking. For example, in Jijel I used to be introvert, I never hang out
with my friends, there was no interaction between myself and others. I wasn’t socializing with
people outside or share with them my ideas;, However, when I came to live in Bejaia with my
family, I feel myself free. Especially, when I knew some friends who lightened my life and
affected my life positively in a way that I become open minded and I started to go out and share
my thoughts with people. I simply felt myself among Kabyls, I can say that I am Kabyle. I feel
myself as if I was born here because I acquired all their traditions and values even way of
thinking and I started to get in touch with them easily. I prefer myself as Berber rather than
going back to Jijel again.

Rasha could develop herself in the Berber context. Therefore, she did not just develop her
cultural identity by getting in touch with a different culture, but she might also have developed
a social identity through sharing her views with others and interacting with them. Rasha’s
excerpt also revealed how power relations were involved in structuring the cultural facet of
identity she developed that included her interest in the Berber traditions and values, and
learning everything about Berber culture. This might be viewed as a cultural capital she
enhanced in the new context which then structured her cultural and social identities. She also
developed a self-positioning in the Berber community, which is shown in her sentence “/ feel

myself free”’. Moreover, one of the plays performed by the participants revealed issues on their
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ethnic traditions and culture. This has enhanced the development of social and cultural

identities onstage.

6.4.6 Multilingual meaning-making of identity

This emerged from the different codes in relation to the participants’ use of French, Arabic,
and English during the course (see chapter four). The aspects presented in this section connect
to the participants’ meaning-making of their identities they articulated using the above

languages and revealing their views on how they perceived them.

6.4.6.1 Religious facet of identity

Exploring the raw data, some of the participants referred to religion to give meaning to their
life experiences. This issue was presented in English, French, and Arabic. I translated the non-
English passages into English. Thiriza had the desire to study translation in the capital city and
become a translator. However, she could not realise her dream. She registered for English at
Bejaia University, but she might still have that desire in herself as she still writes in different
languages. Exploring her diary, Thiriza wrote different quotes in Arabic and sometimes in
French, and she kept a translated version under each quote. Possibly, she may have found the
diary as a place where she could become a translator and articulate her skills. However, most
of her quotes were tied to religion. The excerpts below illustrate Thiriza’s multilingual

capacity:
DY.2

(lad bl 6 o 538 LS Lo Gy ) LT d bl b Gl S L

She also translated this quotation into English as follows:

I’'m conscious and pretty sure that Allah has planned for us the good things wherever we

are...this is my faith and trust in Allah almighty
She also added:

Alhamdulilah. thankful to Allah that I have been guided and I discovered wonderful things in
religion. A light of peace and calmness entered my heart. I felt the importance of being close

to Allah. (see appendix 4)
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In these quotations, Thiriza revealed a religious voice (see 7.2.3) and her strong religious belief
in God, and how she links everything she does to him. This might be considered as a religious
self or identity she articulated using Arabic, but she might have translated it into English to

bring her facet of becoming a translator into writing.

Similarly, Lina used Arabic to give meaning to her life experiences. The excerpt below from

her diary reveals her identity she negotiated referring to religion.
DY.3 (Lina)

Now, I am a student of English, [ am 25 years old, I studied and got my Master in English
language teaching, I have many wishes, but they have not been realised yet. In this case, I am
wondering a lot about my role in this life. Do we have to create our touch before we leave?
Similar to a teacher who teaches students and educates a generation, his name will remain

even after his death. Maybe this is my role in life too... (My translation from Arabic to English).

In this excerpt, Lina questioned her existence and what she should do before she dies. She
portrayed a moral and religious image of herself reflecting on teachers’ roles. Using Arabic
might have helped her to articulate this religious side of herself. Comparing this excerpt to
Thiriza’s one, I would argue that Arabic helped these two participants to articulate what is more
related to their religion rather than other contextual dimensions (family, friends, and education)
which were revealed in their uses of English. I may also consider the use of different languages
as an element that influenced how these participants viewed their core identity. In other words,
it seems that each language they use (French, Arabic, English) reveals a different self in them.
Therefore, each language might give them a changeable core identity. Arabic, for instance,
revealed their religious self in a way, while English might be more connected to their selves
represented in that learner facet of identity which is also unstable and influenced by the social

context.

Some other participants such as Manel preferred to use French in their writing. For instance,
Manel could articulate an imagined identity using French in her narrative essay (see S7.15:
Writing in French above). This multilingual ability might enhance the multiplicity and
flexibility of identity amongst the participants and make the meaning-making of their identities

more complex.
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6.4.6.2 Language preferences

This aspect shows the students’ language choices and their attitudes towards their multilingual
competence. Most of the students prefer using English inside and outside the learning setting,
connecting it to their desires to master the language. For instance, Kahina revealed her interest

in using English rather than other languages such as French as is demonstrated below:
TRANS18 (Kahina):

1 like English so much and I use it even outside and at home with my family. Imagine sometimes
I use English even with my mother especially when I find a difficulty to carry on my talk in
Kabyle I fill it with English words maybe because I prefer to use it everywhere. Maybe because
I spent 4 years learning English at University, so it really affected me. I feel that my tongue
shifted from Kabyle to English.

Most of Kahina’s talks revealed the use of English. This is maybe because she feels that she is
an EFL speaker who has now developed that English-speaking identity. However, Walid
revealed a distinctive attitude in the interview. He favours French rather than English though
he is an EFL student. This is might be linked to the aspect of gender. It seems that some
Algerian men, such as Walid, tend to prefer using French to express themselves in society.
Whereas, most females in this study prefer English. The excerpt below from Walid’s interview

transcript demonstrates the point.
TRANS13 (Walid):

1 prefer French because it is more popular and more spoken than English especially that many
people in Algeria speak French we are the only ones who use English at university. So, I prefer
to speak in French especially I am a man and French sounds better for me. English, I use it

Jjust inside the classroom, not elsewhere.

6.4.6.3 Multilingual writer identity between progression and repetition

This aspect includes some of the participants’ views on their uses of English, Arabic/French in
their written samples, or performances onstage. The reports of Bilal, Jaja, and Thiriza revealed
how English allowed them to articulate their identities. Bilal mentioned that English helped

him to articulate his identity while French or Arabic made him feel a stable and passive person
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repeating the same experiences encountered in the same languages. The excerpt below

enhances this argument:
TRANS16 (Bilal):

when I wrote and perform in English I felt  was adapting myself to British culture [ was forcing
myself to be an English person. But when [ wrote in Arabic it was totally different why because
in Arabic does not change me I am always same person exploring the experience in the same
language like repetition of what I did but no development in my personality compared to

performance in English.

Bilal felt that English lets him develop a new identity in himself (adapting to the native culture
and becoming an English person). Perhaps, studying a new language makes the learner more
interested in the target language, its culture and building more chances of identity development
compared to languages the learner already masters. Similarly, Thiriza revealed an identity
development in herself, as an English student, speaking and writing in the target language
compared to other languages where her learner identity might be less articulated. During my

interview with Thiriza, I included the following question to explore the issue:
TRANSO0S8 (Thiriza):

Researcher: when you acted in French and then in English, did you feel you are the same

person?

Thiriza: Well, lately when I started reading and writing in English I found it more adequate
for me than Arabic or French. Especially because English helped to put myself in like telling
others about my religion even when we talk about Islam it is more in Arabic but taking writing
about them in Arabic is for me the same because I use them in my everyday life but when I
write about them on my Facebook page or Instagram in English I feel it adds something to my

personality.

Thiriza stated that writing and reading in English allow her to develop her imagined identity
(becoming a translator) compared to Arabic. For instance, she developed a religious identity
through imposing her religious experiences and quotes from Islamic religion on social media
that she translates to English. This might have given her agency and power in using the target

language. She feels that she develops herself more in English, but she also developed a religious
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facet of identity through writing about herself in Arabic (see 6.4.5.1). This might be similar to

the above view on shaping different selves (core) when using different languages.

However, reflecting on what I discussed in the previous section on using French/Arabic on
religious identity and becoming (see Manel’s excerpt above), it seems that these participants

developed their identities in the multilingual tasks which contradicts what Bilal pointed out.

6.4.7 Articulated identities in two communities: imagined vs practice

Coming back to the aspect of becoming that emerged from the data and the imagined roles
most of the participants performed in the course, I would argue that they could shape an
imagined community. This imagined community (see Pavlenko & Blackledge, 2004) included
the participants’ imagination, desires, and theatrical roles. These imagined roles might be
imagined identities articulated by the participants. However, some of their written samples and
performances onstage also revealed real or enacted roles that they developed in the real world.
The aspect of teacher identity and the role of a trainee-teacher asserted by some of the
participants might have shaped a community of practice rather than an imagined one (See

Winger, 2006).

I present excerpts from some of the students’ written scripts below to illustrate both their
imagined identities/becoming and their enacted/real ones. The first excerpts below are
extracted from a script that reflected one of the participant’s experiences during her teacher
training. She revealed her identity as a teacher of English. However, the second character in
the play, who is also doing a teacher training, performed two different roles. Her first role as a
mother is social and imagined as she had not become a mother yet. The second role she
articulated is her role as a teacher of English and a student who came through the different
teaching theories at university. This gave her a self-empowerment, positionality, and agency in

the play.
SC.6 (My experience in teacher training)

Characters: Manel (the mother and housewife) Jaja (the daughter) Kika (the son who cries a
lot) Tiriza (the teacher of English) Massa (receptionist in the school)

In this play Thiriza performed a story she experienced during her teacher training. One of her
student’s parents came to complain about the way the teacher treated her daughter. In their

dialogue Thiriza articulated her teacher identity, while; the student’ s mother articulated
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bother her social role as a mother and her knowledge on teaching as she was a previous

teacher of English.

The mother: “thank you I am fine.” Then told her daughter to not be afraid and tell all the
truth then her mom is there with her. After that she told the teacher: “I am here I am kika’s

mother you have called me to come, so I listen to you what’s the matter?”

Thiriza: “Katia? Ah okay! Indeed, she is one of my students and I got some troubles with her.
Each time I explain the lesson [ find her joking and talking and when she comes to tell me to
repeat the explanation, I do once, twice but I can’t do it more than this because I have to do

my job”

Thiriza: “I know exactly my work madam, I explain to my students repeatedly, but it happens
when [ am angry I get out of my mind, but I noticed that you are able to speak in English

easily.”

The mother: “yes I do. I used to be taught in middle school. [ am graduated and I have a master
two level in English. Now [ would like to make things clear, you are a teacher you should pay
attention to your words a teacher should take in consideration first the learners’ needs it’s so
important what [ want to add is that we are not joking here we sent our Child to the school to

’

get a high level of education and not punish them without any reason.’

According to these excerpts, Both Manel and Thiriza shared a common experience on teaching
practices in the target language. Therefore, both have articulated their teacher identities
onstage. Exploring Thiriza’s diary, I found some excerpts where she articulated her role as a

teacher-trainee as demonstrated below:
DY.2 (Thiriza):

This week I taught at high school for the second time. The teacher gave me a lesson to prepare
at home. So, I tried to prepare myself in organized way. The same lesson was presented by
another trainee-teacher in a different classroom. It was an opportunity for me to correct myself

from the mistakes my colleague made...

In this excerpt, Thiriza shaped herself as a teacher of English. She developed her reflective
ability in the teacher-training practice (reflecting on other trainees) that might enhance her role

as a teacher. Similarly, Manel negotiated her teacher identity in one of her autobiographical

161



stories. Reflecting on her experience in the teacher training practices she undertook in her

master’s degree. She revealed her teacher identity in the excerpt below:
ST.9 (Manel’s autobiographical story):

.1 can face people using English, I can apply what I have learnt real life situations, I can
understand the pupils’ behaviours when they are in the classroom... I discovered it when I
went back to middle and secondary school during the training. When I saw the pupils there

and their behaviours, I have understood that [ became a teacher ...

As it is shown in the excerpt, being in touch with the students during the practice made Manel
aware of her position as a teacher, but she could also gain self-empowerment and legitimacy
as an EFL teacher through positioning herself in the field of teaching and using English. This

is noted in her sentence “I can apply what I have learnt in real life situation”.

However, Louiza reflected on her professional position in a tourism agency where she invested

her English language skills and achieved development both in herself and the target language.
The excerpts below illustrate the issue:
TRANS15 (Louiza)

well this role reflects my job in reality with my brother in law. I am a student, but I do work in
this agency at the same time it taught me a lot like how to be active and how to move and |
have been working in this agency for a couple of years. I started like at the age of 17 and now

I am 23 years old.
She also mentioned in this interview:

yes, sometimes I do use it because there are some clients who visit us from the south of Algeria
exactly from Hassi Massaoud Company, they are leaders who were trained in English. So,
since they already know that I am studying English than they try to speak only in English with
me at work. There are also some foreigners who do visit our agency. There is one Turkish lady
who always come at the same time she buys fishing tools from the shop next to our agency so
since they don’t understand her. The shop owner always calls me to be a translator to allow
both understand each other so I speak to her in English. Now I got some knowledge on both
jobs in the agency and the fishing tools shop so each time I help at work using English. I am
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able to negotiate the situation and to negotiate with the clients for example I tell them about

the prices...

As the excerpts showed, Louiza could improve her professional facet of identity and gain a
social facet of identity from her interaction with different people at the workplace. She also
asserted cultural capital through gaining new knowledge at fieldwork. This also revealed how
Louiza became flexible in the different roles she was taking which then may result in the
multiplicity of her identity. Louiza performed this professional role onstage during the course
with other participants. Her first role as a professional woman was a real identity she already
developed in the social context, while the other character-participants performed imagined
roles such as ‘a policeman’, ‘a client’, ‘amale’. These imagined roles can be imagined identities
the participants developed onstage. The students used their imagination to develop other roles
onstage that were not mentioned in their scripts such as the role of the policemen and the guy
who bothered the client. The excerpt below from my notes on their performance during the

play demonstrates the point:
FN. 15 (Session two)

At the beginning the play was just between: Louiza who works in a touristic agency and Kika
and English woman who came for work purposes. During their performance, I noticed two
other participants interacted spontaneously and performed roles in the play. Bravest and Mane
pretended they were males trying to bother Kika while she was visiting the beaches in the city.
Bravest tried to imitate males’ voice and louiza suddenly shifted from the role of a professional

woman to a policeman to find a solution for the conflict between the male characters and the

client (Kika)...

Bravest and Manel applied interactive theatre techniques through showing a spontaneous
performance onstage. Both participants developed an imagined gender identity, while Louiza
shifted from an enacted identity (professional woman) into an imagined one ‘a policeman’
where she also applied one of forum theatre’s character features (see 2.2.5) to solve the conflict
in the story. Therefore, theatrical performance may have enhanced both students’ imagination

and multiple identity development (enacted and imagined).
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6.5 Summary

This chapter presented the emergent themes that connect to the first research question of this
study. It emphasized how the participants negotiated and gave sense to their identities that were
mainly linked to more socio-contextual elements (family, friends, university, educational
mentors, death, poverty). However, issues on their multilingual competence emerged as
overlapping aspects that contributed to their identity development. The findings also revealed
some of the intrapersonal, interpersonal, and cognitive aspects they used to make sense of their
different identities (personal identities, teacher identities, learner identities, social/cultural).
Finally, the findings showed the role of power relations in the development and complexity of

their identities that I presented thoroughly in the sections above.
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Chapter seven: the self, the other, and emergent voices.

7.1 Introduction

This chapter is divided into two major themes: ‘emergent voices’; ‘I-ness and the other’. Each
one of these covers a list of sub-themes that I interpret below. The table below summarizes the

major themes and sub-themes of this chapter.

RQ2 | What voices emerge from their narrative tasks and performances onstage, and how

does imagination shape their future identities?

Major themes Sub-themes

Emergent voices Cognitive voices.
Emotional narrative voices.
Religious voices.
Multilingual voices.

Stage voices.

Self-representation.
I-ness and the other Self-representation through drawing.

Discovering the ‘other’.

Table 7.1: a summary of the major themes and sub-themes.

7.2  Emergent voices

Exploring the raw data, multiple voices emerged which were articulated in the participants’

spoken and written experiences. Five types of voice are explored below.
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7.2.1 Cognitive voices

I generated this sub-theme from the different codes that demonstrate the participants’ critical,
analytical and imagined voices either in their speech (interviews) or writing (stories/diaries).
Most of the participants revealed their critical views towards the methods adopted by some of
their teachers, mainly those used for teaching them writing skills. I have chosen the excerpts

below to illustrate this point:
TRANSO5 (Bravest)

[ think it needs more improvement. Our teacher is not helpful she just gives us handouts and

let us work on it.

Here, Bravest criticised the writing module she is studying, which she found not helpful. This
is because it is all based on receiving knowledge and working on it theoretically rather than
being more creative and practical. Likewise, Jaja criticised the writing module she studied
during her bachelor’s degree and mentioned in the interview that she needed a module where
she could express her ideas and learn how to correct her errors instead of learning something
theoretical. This might have affected her creativity, imagination and reduced the development

of her narrative voices in writing. Jaja mentioned:

[ think that most English students have a weakness in our essays and writing like in coherence
and the content because we did not have much practice. Even the methods were not good. The
teachers were just giving us the rules while it is not to write about a topic or follow a rule. If
they gave us to write a free topic I choose myself and then take this essay and see the point

where I am not perfect enough and correct it. (TRANS10)

This was also revealed in Lina’s claim on her teachers’ underestimation of her and other
students’ ability to speak English like natives (see TRANSI14 in chapter six). These critical
views did not just reveal the students’ critical voice, but also their perceptions about the reality
of the teaching system in their university as it was described by Kahina in the excerpt from her

interview transcript below:

[ like sharing my stories with others. Interaction is very important but unfortunately this is
what lacks in our university, but I could experience it in this course. I could practice my
English. Teachers always underestimate our capacities and tell us you cannot speak like

natives, but I am sure I can. I see Koreans and Chinese mastering Arabic maybe better than us

166



why? Simply because they practice it. Similarly, if we practice in a more motivating space such

as theatre we can be like native speakers all comes via practice.

However, some other participants articulated their critical voices in their writing reflecting on
social experiences. I refer here to Thiriza’s criticism on the position of women in her society
(see DY.2 in chapter eight). This critical voice, marked by the use of the pronoun ‘I’, may have
revealed these participants’ personal identities, but also their social identities through linking
their personal thoughts to the social context (see Bakhtin, 1981; Ivanic and Cramps, 2001).
This may enhance not only the development of these participants’ multiple voices but also their
multiple identities. Another participant, Walid has also used a critical voice during his
performance on the subject of travel and leaving university (see SC.8, part two (b), in chapter

SIX).

Another aspect of the cognitive voices is that of the ‘analyst’. Some of the participants pointed
out that the theatrical course allowed them to evaluate their skills and cognitive capacities, as
for example, being able to use their imagination onstage or in their writing. Bilal mentioned
in the interview that narrating his personal experiences helped him to review them again from
an adult point of view, and to know what was good/bad in them compared to when he lived
them for the first time. In other words, this might be an opportunity for him to bring a narrative
voice where evaluation, criticism, awareness, and imagination were present. It could also bring
a re-invoicing of his narrative voice in his writing (see Prior, 2001). Bilal’s analyst voice and
other cognitive aspects might have promoted personal growth and personal identity
development in him. This also supports Bakhtin’s (1981) notion of ideological becoming,
where he mentions that speakers reflect on their utterances and self-evaluate them. This
increases their self-awareness and self-understanding and helps them develop new ways to
view the world around them (see 2.3). Bilal thinks that articulating his point of view in writing

and speaking made him aware of himself. The excerpt below illustrates Bilal’s analyst voice:
TRANS16 (Bilal)

1t’s really improving. When you write about a previous experience. It’s ok you lived it but when
you write about it like you are living it for another time and like you are analysing this
experience from an adult or grown up perspective as when you lived it before you could not

analyse it... it is like living something I did not have the chance to live it. It is new for me and
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here comes the creativity it is to live and produce something new that I did not live before. The

performing on stage was surrounded with my imagination and critical thinking.

Also, delving into this excerpt, I was able to notice that narrating previous experiences and
performing them onstage did not just enhance Bilal’s analyst voice, but it may have resulted in

a ‘dreamer/imagined voice’ that might have contributed to his imagined identity onstage.

7.2.2 Emotional narrative voice

This revealed the emotional position of some participants whose narratives shaped their sorrow,
and sometimes happiness and other feelings such as anger. I took some of the narrative excerpts

that illustrate this issue from the diary and story samples of Kika as shown below.
Kika (ST.2)

A tear fell upon my cheek but neither tears nor words can express my sadness, my grief was
deep, I lost a dad; I lost a house leader, I lost a protector ...I wanted to say to my dad sorry

because I did not come to see you in your final seconds...

In this excerpt, Kika used a narrative voice that showed her sadness due to the death of her
father. This might have affected her personality as mentioned previously in chapter six (see
6.2.2.1). However, it may have shaped a social identity in her writing because of her
relationship with her dad. This is illustrated through her use of the pronoun ‘you’, where she
seemed to be addressing her talk to her dad (Ivanic & Cramps, 2001). Kika also relied on
drawing (see section 7.2.2 below) to express her emotions in her diary. She drew a face of a

happy woman and attached a quote to it (see appendixes five and six), in which she said:

Although I am smiling, I am happy, but I am not because I am afraid of the future...l feel
something bad will happen. I do not know who and when but I am afraid about the future.

Kika revealed her sadness and fear about losing another member of her family. This is clear in
her sentence “I feel something bad will happen. I do not know who and when”. She also
revealed this emotional narrative voice, which she always linked to sadness, in one of her

poems she wrote in the diary as illustrated below:
DY.1
I can say I am not alive
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Since I don’t smell the happiness

I am invaded by sadness
Since I don’t distinguish the bad and the evil
I am always in my heart ill

7.2.3 Religious voices

This sub-theme relates to some of the participants’ negotiation of the self as they referred to
their beliefs and God’s help. Exploring Thiriza’s diary, I noted that her narratives are mostly
affected by her strong faith in God. She links all of her practices, dreams, and investment in
any task, to what God has predestined for her. I felt her religious voice throughout her narrated

experiences. The excerpt below underpins this point:
DY.2 (Thiriza)

My relationship with Allah (God) matters most for me. When I am far away from him, I feel
uncomfortable and sad. Thank you, Allah, I am still alive, you gave me the opportunity to fix
my faith and make it stronger ... When I become more religious, [ become more aware of things.
I am thankful to Allah that I have been guided by him. I am more connected to Allah in an

innate way...so I developed a religious personality.

The sentences she used such as “When I become more religious, I become more aware of
things.”; “so I developed a religious personality”’ could shape her voice in her narrative, which
is identified by her religious thoughts. This might be interpreted as a religious voice and
identity. Also, Thiriza might have referred to her intrapersonal desires to give meaning to her
religious voice and identity (see 2.2.1), for example, she said “I am more connected to Allah
in an innate way”. Thiriza performed her religious identity onstage, and articulated her
religious voice in one of her stories to convince her mother to wear the veil. The script was
played out by Thiriza as the main character (religious daughter), and Manel (Thiriza’s mother).
Thiriza’s mother did not believe that women should wear a veil. Also, Thiriza could dvelop her
religious voice when she performed her story onstage. The original discourse that Thiriza
experienced occurred in an ideological environment (see Bakhtin 1981 in 2.3) where Thiriza

and her mother were the speaker and listener involved in the dialogue. Thiriza lived a

communication challenge and voice’s struggle (see Bakhtin, 1981) trying to give her view
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about a religious issue. It sounds that Thiriza constructed a religious voice, but she did not give
it meaning. Re-living her experience in the classroom and performing it to an audience might
have fostered her ideological thinking and made her voice heard, processed, and given meaning
by herself and her classmates. She might have shaped a social voice and identity, which
resulted from that social interaction with Manel and the audience (other participants).

Similarly, this play may have developed Manel’s social and imagined voices and identities.

Similarly, Kika, Lina, and Zina brought their religious voices into their narrated experiences.
However, two of the male participants (Bilal and Walid) in this study did not reveal a religious
voice in their narrated experiences or interviews compared with some of the female participants
as illustrated above. A third male participant, Mourad, did refer to religion to give meaning to
his social and gender identities in the context (see 8.1.2.2). I would argue that Bilal and Walid
revealed more objective and sometimes analytical voices in their stories rather than showing
more emotional or religious voices compared to female participants. The point that was
common in their voices was that of providing their perceptions on their gender. Most of them
(male/female) brought their gender voices into writing which may have fostered the negotiation

of their gender roles and identities (see chapter eight).

7.2.4 Multilingual voices

This sub-theme resulted from some of the participants’ use of more than one language to narrate
their life experiences either in the diaries or story samples. The languages that were used
included: English, French, and Arabic, and sometimes a few Berber words. Exploring those
multilingual chunks revealed their narrative voices, which then let me name the emergent
theme as ‘multilingual voices’ as each language they used could shape their voices and,
therefore, their multiple identities portrayed within each language and situation (Matsuda,
2001). I selected some extracts from the narrative samples (stories/diaries) of Lina, and Thiriza
that are written in Arabic; and of Manel’s and Kika’s that are written in French, as shown

below:
Lina (DY.3)
Al Ll ) shad] 0is iiSY ol 33T 65 pall ods
A alai¥) dill] 6 iale a sl o ciliasy Cu g iy jle din 25 Al Uf oY)

s GET A Y i i) o S g
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This time, I took my pen to write down these lines in Arabic language. Now, I am a
student, 25 years old, single, I studied and got a Master degree in English language. 1
have several hopes, which I did not achieve yet. In this case, I ask myself a lot (questions)
what could be my role in this life. Do I need to achieve something before I leave it? [my

translation from Arabic to English]
Thiriza (DY.2)
Al S A a2 S Ca 5all W N ol oy 8 U

Thiriza, however, did keep translated versions of her passages she wrote in Arabic or French.

She, then, translated the above excerpt as follows:

1 am cautious and pretty sure that Allah has fated for us the good things wherever we are. This

is my faith and trust in Allah.

Kika (DY.1)

Je reste seule dans un coin

Je pense toujours comment l’'un de nous
Peut prendre soin?

Alors, ou on peut sentir notre Independence?
Peut-étre dans le papier de déces ou ce lui de naissance!
J’ai un but dans ma vie c’est le savoir

J’ai un réve c’est la Victoire

[My translation from French to English]:

1 sit alone in a corner

1 think how one can take care
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So, where could we feel our independence
Maybe in the death certificate or the one of birth
I have a goal in my life which is knowledge

I have a dream which is victory

Manel has also written a story in French about her experience on the mountain of her
hometown. She mentioned that she wants to promote change in her city by constructing a
tourist agency to increase the income and the number of visitors coming there (see S7. 15 in
chapter six). Using French allowed her to bring a multilingual voice to her writing, but also
imagination which might have enhanced her imagined identity development. This may also
coincide with another facet of identity which seems to be moral as she desires to become

someone who brings economic and touristic development to her city.

Looking at the different use of languages in these participants’ narratives might first show their
linguistic competence and flexibility in writing. However, the uses of the personal pronoun ‘I’
in English; ‘Je’ in French; ‘U” in Arabic might have revealed the participants’ narrative voices
as I consider these pronouns similar to Narrating ‘I’ (see 2.2.4.2). These multiple voices which
appeared in the different languages used in their writings may also bring other types of voice
such as a national and social voice in Manel’s excerpt written in French. The latter emphasised
Manel’s imagined plan that she linked to her society and country. Likewise, Kika used the first
person-plural pronoun ‘we’, which might shape a social voice and identity (Bakhtin, 1981;
Ivanic & Cramps, 2001). However, Thiriza’s emergent voice in the Arabic language seemed
more tied to religion than to the social. Lina’s and Kika’s narratives in Arabic/French brought
more of their emotions, intrapersonal and social voices rather than the religious ones. This
shows the multiplicity of voice in the participants’ spoken and written experiences articulated
in different languages (see Rodriguez, 2000). These voices might be considered as contributors

to their different facets of identity.

7.2.5 Stage voices

In this section, I present the participants’ emergent voices during their theatrical performance.
I reflected on some of these in the above sub-themes, however, this section provides more
details and illustrations from their performances. Most of the participants’ performative tasks

onstage were surrounded by imagination. This may lead to revealing their imagined voices and
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identities. I present some parts from their scripts below and locate those imagined voices and

the meaning they might be connected to.
SC.1 (Cultural difference)

Characters: Sylia (the Kabyle and Muslim girl), Zina (Sylia’s cousin coming from and Arabic
city), Walid (Sylia’s Christian boyfriend).

My interpretation of the content

The play was about a veiled girl (that I called the protagonist as I am dealing with forum theatre
technique- see 2.2.5), and Sylia (the dreamer because she is a Muslim female who dreams to
live an independent life without being constrained by her religious or cultural norms), and

Walid (the realist who is Sylia’s Christian boyfriend and who tolerates all religions).

In the script, a negative reaction from Zina towards Sylia’s choice of becoming the girlfriend
of a Christian man was demonstrated in both the written script and her behaviour/body
language during the performance of this story. The characters’ views on the subject shaped an
imagined voice that also brings other types of voices into their talks. Exploring the excerpt

below shows these voices affected by the social context.
Zina (chocked): how dare you have a boyfriend, shame on you.

Walid.: is it something wrong to have a boyfriend, how can she get married without a boyfriend.

You seem close minded.

Sylia: Please, listen to me...

Zina: you disappointed me Sylia...

Sylia: it is my choice, do not get into my personal life...
Zina: Oh my god and he is a Christian!

Walid: Oh Jesus.... I am free to worship what I see right. You have to respect our choice as we

respecting yours.

Zina: this is completely wrong Sylia you made a big mistake. I am leaving, enjoy your meal.
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Zina’s reaction and sentences such as “shame on you”; “he is Christian”; “you made a big
mistake” revealed her critical voice interwoven with imagination in the scene, but also affected
by her religious and social beliefs. Meanwhile, addressing the talk to another person in her
interaction brings a social voice to her performance. This might have made her voice multiple
and dynamic. However, both Sylia’s and Walid’s voices might seem affected by their
ideological thinking (Bakhtin, 1981; Darvin and Norton, 2015) and sometimes analytical
thinking. This play might have also enhanced the participants’ ideological becoming. In other
words, performing the play revealed their different views of the social world and the way they

structured those views in English (see Bakhtin, 1981).

Here is another excerpt from a scene that was played where the participants reflected on the

social problems they encounter in Algerian society.
SC.2 (This is Algeria)

Characters: the wife (Sylia), the husband (Bilal), the car driver (Walid), the lady in the car
(voluntary interaction from the audience), the receptionist at hospital (Manel), the Korean

woman in the waiting room (Bravest).

The husband: my wife will give birth (he raises his voice).

The wife (screaming): Please, please help me I cannot...

The receptionist (not caring). take a seat in the waiting room please.
The husband: I said that my wife will give birth, give me the wheel chair

The receptionist: There is no wheel chair. We use them for other persons. Do you think you are

the only one in this hospital?
The husband: call the midwife then.
The receptionist: they are not here they went to eat.

Another woman (Korean) in the waiting room heard the man screaming so she came to the

reception.
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The Korean Woman: Oh, are we in a hospital, I can’t believe what I see. Oh my god in my

country we do not receive patients in this way!

The receptionist: why where are you from?

The woman: I am from Korea.

The receptionist: So, madam, this is Algeria, if you are not satisfied go back to your country
(The receptionist left her job by the end).

The participants played roles from a story they created using imagination rather than a real
story they lived. However, this story remains an illustration of the present social issues they
observe in their society. Their speech on stage demonstrated social voices as they reflect on
social relationships between the characters (husband and wife, car driver, police...). These
social voices might be revealed in their use of the pronoun ‘we’. This might also be referred to
as ‘collective voices’ resulted from group performance (see Prior, 2001). Exploring deeply this
script, I have also coded a critical voice in the sentence uttered by the Korean character: “Oh
are we in a hospital, I can’t believe what I see. Oh my god in my country we do not receive
patients in this way”. The participant imagined herself from Korea and gave her opinion on
how her imagined country treats patients and compared it with the real social image she
observes in Algeria, which can also be considered as a cultural voice as it compares social life
in two different contexts and cultures (Algerian and Korean). Therefore, these plays onstage
could allow the participants to shape their multiple voices bounded with imagination and

critical thinking, and their multiple identities: social, religious, personal, and imagined.

7.3 I-ness and the other

This major theme explains how the participants identified themselves and what elements they

used to present that image of self. I discuss this in the following sections.

7.3.1 Self-representation

During the interview protocol, I asked the participants to describe their personalities. I noticed
that they had some different and some common images of self. Their self-identification was

also presented in their written experiences. [ present some examples on this point below.

TRANSO5 (Bravest)
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I am courageous, I am enthusiastic, I dream a lot and I love achieving what I want. Even if [
meet some obstacles in my way but I don’t give up, I just go ahead to achieve it...my dream is
to write a book, and sharing it with all my experiences with others, and also, I will include the
story of my friends because I lived so many experiences so I just want to tell them to others and
tell them what they can do encouraging them even if with few simple words...For example, my
experience in the first year being a weak student of English. I was really bad in English so [
want to write about this experience to encourage them to continue studying hard and have faith

in themselves.

Bravest demonstrated an image of a person who links her internal desires to the social. She
identified herself reflecting on the challenges she encountered in her life as a student of English,
and on her achievements, such as transforming herself from a weak student to a strong one in
language learning. This personal experience revealed her imagined identity, which is becoming

a writer. This imagined identity is both internally and socially driven (sharing with her friends).

Compared to Bravest, one of the male participants gave a different self-image of himself as

shown in the following excerpt:
TRANS13 (Walid)

I am an active person, I like practice, but I cannot give a special character because it changes
according to the place and time where I am. I'm sometimes lazy and sleepy, but [ am also a
person who loves adventures and travels even more than studies. I like to discover new things
living new things meet new people and go so far from my home community my biggest dream
is to make a trip around the world. I want to see new things and to see the pyramids of Egypt’s
and visit china and collect each countries coin and even I wish to spend 10 days in china to

live with the people there and be one of them for 10 days.

Walid showed that his ‘core identity’ is changeable depending on his activity and the setting.
He gave personal, social, and cultural images of self which are clarified in his talk on his dream
(traveling that marks his imagined identity) and interest in cultures of others and meeting new
people (cultural capital). I can say that traveling might be an aspect of Walid’s self-
identification compared to Bravest, who might have taken both her dream of writing a book
and helping her friends as elements of self-identification. However, the common aspect in both

participants’ image of self is their reflection on their desires or imagined identity. Thus, not
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only the social identities constructed in the context may interact with one’s core as mentioned
in the reconceptualised model of multiple dimensions of identity by Abes et al (2007, RMMDI-

see 2.2.1) but also one’s imagined identities can be salient to his core and context.

7.3.2 Self-representation through drawing

Drawing emerged as an element that two of the participants (Thiriza, Kika) used in their diaries,
which I perceived as an image that contributes to shaping their identities. For instance, the
shapes that Thiriza drew in her diary might reflect her religious identification. Throughout her
diary, she brought her religious voice and identity writing about her experiences (see 7.2.3
above). She drew the name of ‘Allah’ and one of the Islamic phrases used in the Quran (see
Appendix 8), which reflects her religious beliefs. Kika’s drawings, however, show an
emotional image of herself. These drawings showed how she feels each time she writes her
experiences in the diary. For instance, she drew sad and happy faces (see appendix five) that
she used to reflect on her own feelings. She might have supported her experiences with these
drawings to visualize her identity. Apart from this emotional identification, I noticed other
drawings that represent Berber jewellery and symbols (see appendix 27), which might have
been used by Kika to articulate her ethnic belonging. Therefore, religion, emotional position,
and ethnic belonging might have been used as elements of self-identification and signs of

religious, emotional, and ethnic identities emerging in the narratives of these two participants.

7.3.3 Discovering the ‘other’

This sub-theme emerged from the raw data of one of the participants (Samar) in the interview
transcript. She identified herself as having multiple selves debating each other and multiple
voices that she uses in her narratives. The excerpt below I extracted from the different parts of

her interview transcript clarifies this issue.
TRANS17 (Samar)

[ feel that I am speaking with somebody else to practice it also because I am like that I feel
there is another me. | DON’T KNOW each time I feel I have always a second opinion, I feel I
have two selves two opinions and 1 feel that there is me and the other inside me each one trying
to convince the other I am doing like debates ... [ speak with myself. I don’t know because it is
not a question of trust because there is nobody who could understand me better than me. It has
an impact on me more than if it is another person. Sometimes I narrate as me and sometimes

as the other me () yeah because it depends on the situation who won between me and the other
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me. [ use many voices when I write. maybe reading and writing influenced me in this side... for
example when I read or write I feel myself in another world... personally I feel sometimes 1
don t belong to this world so I isolate myself and sometimes I come back again to my society
so people looking at me as if I am weird and I have different characters and not stable so yeah
this is me [ am a special case because I read a lot and I got that character that I am different
living in a non-reading society so they look at me as a weird person so I realised now that

reading affected me a lot...

In this excerpt, Samar showed another side of herself which she identified referring to reading
novels and writing. These two aspects might be considered as features she used to give meaning
to her identity and self-identification. However, she revealed a non-stable self as she mentioned
in her sentences such as “I feel I have always a second opinion, I feel I have two selves two
opinions and [ feel that there is me and the other inside me”, this may underpin the fact that
individuals possess multiple identities and maybe multiple core identities (Norton, 2001). She
also revealed that she uses multiple voices in her narratives “I use many voices”. This
imaginary world or ‘figurative world’ (see Holland et al., 1998) which might exist in her
imagination granted her the opportunity to discover ‘the other’ in her personality. This ‘other’
is multiple and changeable but also imagined, which might give it the shape of an imagined
voice or identity. This is shown in her sentence “/ feel sometimes I don’t belong to this world
so 1 isolate myself and sometimes I come back again to my society...”. This imagined self also
shows that one’s core identity can interact with his/her imagination, imagined identities, and
with his/her social identities in the context. Another point she mentioned is her society’s
perception of her character. People in her society view her as a person with multiple identities.
She gave to herself a multiple self-identification (a reader, a writer, an imagined character),

while society gave her an image of a weird person.

7.4 Summary

This chapter showed the different voices that emerged from the raw data and how they connect
to the participants’ multiple identities. It also provided an interpretation of how the participants
identified themselves in both their imagined and real worlds. The findings of this chapter also
revealed the role of imagination in shaping those multiple voices that the participants formed

when using different languages in writing and oral performance.
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Chapter eight: gender identity negotiation from two perspectives

(male vs female)

8.1 Introduction

In this chapter, I present a discussion, ‘gender identity’ negotiation from two perspectives (male

vs female), which connects to the third research question of this study. It is composed of two

major themes: female negotiation of gender identity; male negotiation of gender identity. Each

of these is generated from numerous codes that made the sub-themes interpreted below. Each

sub-theme is supported with chunks of the participants’ voices from the raw data.

narration and performance?

RQ3 | How do both males and females in this study negotiate their gender identity in

Major themes

Sub-themes

Female negotiation of gender identity

Contextual (family/social) influence on female

students’ decision-making:

Parents/other family members’ interference on

their daughters’ choices/personal decisions.

Feeling powerless as a female in the Kabyle

community.
Female social roles.

Women’s resistance to parents’ authority and

the call for freedom.
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Male understanding of self.

Male negotiation of gender identity Cultural and religious meaning-making of life

experiences from a male standpoint.

Table 8.1 Gender identity negotiation from two perspectives (male vs female): summary of the

major themes and sub-themes.

8.1.1 Female negotiation of gender identity

This major theme emerged from both the phenomenological and thematic analyses and the
triangulation of themes from both methods of analysis. I generated it from different codes and
sub-themes emerging from the female participants’ raw data. It covers most of these
participants’ perceptions of their positions as women in their society. It includes their life
experiences as women outside the university setting and as female students who are mature
enough to choose their career plans. However, some of those gender understandings in relation
to the academic/personal career are affected by the social context (family/society), while a few
others are not. The sub-themes below provide deeper interpretations and illustrations on this

1ssue.

8.1.1.1 Contextual (family/social) influence on female-students’ decision-making

According to the raw data in the female participants’ diaries, interview transcripts, and stories,
the social context including the family and the society’s rules have a great influence on the way
these participants gave meaning to themselves as women. The gender identity forged in the
data is contextually negotiated (see Abbes et al., 2007 in 2.2.1). I start interpreting this section
referring to the aspects below where parents/family members played a role in how these
participants perceived themselves in their society, and I later focus on how they viewed their

position in the Kabyle community.

8.1.1.1.a  Parents/other family members’ interference in their daughters’ career
choices/personal decisions

Some of the participants such as Lina, Jaja, Kahina, Zina, Thiriza, and Louiza gave meaning
to their gender identities reflecting on their families and sometimes ethnic norms/culture. Lina,

the main participant I took as an example in this section, revealed her suffering because of not

180



being able to make her own decisions regarding some activities she planned for, and to achieve
dreams she desired, because of her parents’ control over her decisions. The excerpt below from

one of Lina’s autobiographical stories showed her family’s influence on her:
ST.4 (Lina’s autobiographical essay)

L am a girl of 25 years old, 1 live with strict family, a lot of things are forbidden, I am not really
free to be as I want but if I have chance to change something, I will be a free person, continuing

my studies abroad, have my own way of living things.

Lina feels that her family stands as an obstacle to her career dreams such as traveling abroad
to carry on her studies. That freedom she wanted to possess is not present in her life possibly
because she is a woman. She revealed that she cannot choose to be who she wants because of
her family’s rules that control her life decisions and actions. She also mentioned in the same

autobiographical essay the following:

.... Everything is decided by my parents a lot of things are not really acceptable in my family.

So, there are some dreams that I cannot achieve ....

It seems that Lina’s parents have authority over and against her self-positioning, which might
have diminished her choices and made her feel powerless to become the person she wanted
(here I mean her imagined identity/becoming). The positional identity that she shaped here is
that of a woman who is constrained by her culture and contextual norms (family’s ones). In
other words, her positional identity is affected by her gender which cannot be understood

separately from her cultural beliefs and norms (see Holland et al., 1998).

Likewise, other participants such as Louiza and Thiriza wanted to study different specialties of
their interest (e.g. Dutch, translation) outside their city, but because their parents were against
the idea that a woman can travel outside her hometown for studies these two participants opted
for English at Bejaia University in the city where they live. The excerpts below revealed this

issue:
ST.18 (My experience at University)

Louiza
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I simply chose the university that is not far from my home, since my parents refuse the idea of
being too far or outside the current Wijaya (researcher’s note: Algeria is divided into different
Wijaya, rather like provinces.). I satisfy my parents to choose the option which fulfil their envy,
I wanted to choose Dutch or German language to study since it is my favourite. It’s okay to

choose English and study at Bejaia University ...

According to the excerpt above, Louisa’s career plan was to study Dutch outside her home
town, but her parents did not allow her to do so. She had to choose another area of study that
keeps her close to where she lives. This underpins the point of parents’ control over female
students’ self-positioning, decisions, choices, and transitions in education. Another story by
Kahina reflects on a convergent meaning with the above participants. Analysis of the excerpt

below from Kahina’s autobiographical story supports this aspect:
ST.8 (My angry brother)

...I have passed all my years at middle school and high school with this problem. He forbids
me to speak with male friends, he forbids me to go for shopping...

In this excerpt, Kahina may have linked her understanding of her gender identity to her
brother’s, that she labelled ‘the angry’, authority over her self-positionings, and freedom as a
woman. According to my knowledge of the Algerian context and culture, most older brothers
set strict rules on their younger sisters because they are women. This cultural belief might have
influenced this participant in a way because she cannot do some tasks that men can do. As
illustrated in the excerpt above, Kahina could not talk to men or have a friendship with them
because she is a woman and her brother prevented her from doing so. These might emphasise
the effect of cultural resources available in each context on the negotiation of gender identities
(see Holland ef al., 1998 in 2.5). However, it might also be linked to religion as most religious
and conservative families in the Algerian context do establish these rules for women. Kahina’s
‘angry brother’ might think himself more Islamic and obeying the norms in Islam, although he
might be mistaken as this behaviour might reflect cultural norms in their ethnic group which

existed prior to Islam.

The elements above illustrate the contextual influence on career choices/decisions of some of

the female participants in this study. However, this also has an impact on their personal choices

182



such as marriage decisions. Zina narrated in her diary how her family interfered in her decision

to get married to the person she chose. She mentioned:
DY.3 (Zina)

I struggled a lot with my family concerning my marriage because they refused him, I cried
every day and I suffered a lot because they refused the man [ wanted to get married with...1
tried to convince my family about my decision but they did not listen to me... we decided to
stop our relation since my family are against and I cannot get married with him without their

permission...

Zina revealed her sadness towards her family’s refusal regarding her marriage decision with
the man she chose. This shows that she might have no self-empowerment towards the norms
set in her family regarding marriage decisions. The latter situation might be related to their
religion in a way and not just to the culture. In other words, this might be a cultural/religious
norm that might affect women’s self-positioning, agency, and identity in this context. The
resources available in their cultural setting might forge who they are but might not reveal who

they want to be, that is, their imagined identities as mentioned in Lina’s excerpts above.

However, among these common experiences comes a divergent case (Manel) in the data.
Manel showed that although she is a woman, she felt that her identity was enhanced by her
family’s support and the freedom she felt when she imposed her voice or views. The excerpt

below I took from her autobiographical story ‘My dream, is Me’ illustrates this point:
ST.13 (My dream, is Me)

my personality is shaped from my family, in a family where all is permitted, be yourself, be the
one you want...we like have a family meetings when all the members speak about their
experiences, their dreams and their feelings, I liked the way we share our thoughts and the way
we try to understand each other, I like when I am home and I start the speech and each one

listens to me then they give me the chance to express myself.

Manel’s family meetings might have granted her a self-authority, and positioning and allowed
her to shape her agentic-self, encouraging her to have the feeling that she could develop both
her gender identity and figurative/imagined identities (see Holland ef al., 1998; Norton, 2001)

compared to the previous participants who had fewer chances of shaping who they wanted to
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be due to the norms that women should obey in their families. Manel could relate her own
imagined world, that Holland et al (1998) named ‘figurative world’, to her social life. She
might have developed both her imagined and figurative identities and her gender positioning
thanks to the power she got from her family’s support and freedom. Therefore, Manel revealed
strong power relations when negotiating her identity compared with the participants above who

showed less power relations to structuring their identities.

8.1.1.1.b Feeling powerless as a female in the Kabyle community

This aspect covers some of the points I presented in the previous section. However, I chose to
explore it separately as it also emphasises the way some of the female participants viewed their
position in their society. This might be considered as the consequences of what is revealed in
the above section. For instance, Lina described herself as being powerless in her society and
not able to become the person she wanted to be. One of the sentences she used in her

autobiographical essay, which seems more metaphorical, underpins this claim:
ST.4 (Lina’s autobiographical essay)

being a Kabyle female in Algeria like being in cage of birds, everything is decided by my
parents, a lot of things are not really acceptable in my family. So, there are some dreams that

I cannot achieve because of my ethnicity.

In this excerpt, Lina describes herself as a caged bird and her feeling that she is not free in her
family and society because of being both a woman and Kabyle. Her gender and ethnic
belonging might be obstacles against her dreams and who she desires to be. Lack of power is
clear in her writing. She also added that she is against her ethnic norms and beliefs as mentioned

in the excerpt below:

1 am not against my family or my race but I am quite nervous of their closeness, a lot of things
are forbidden in my family and in Berber society, that I cannot understand, why they give more
importance to the boys and not girls or they should put them equal why boys can travel to study
and express themselves and their points of views freely but not girls. Girls has the right to

travel and see the world, to say what she is feeling and choose their way of life...

Lina experienced a sort of limitation in her social position and gender. She felt that her identity
and her role as a woman in her society might be culturally constrained. This is parallel to the

story of Shanta who involved herself in an activity that she had no right to perform in the same
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way as her brother was able to do (see Holland ef al., 1998 in 2.5). Lina might have the desire
to be a man in her society, to have equal rights with men, and to achieve that agency and power,
unavailable to her real-life position as a woman. Possibly this is why she performed the role of
a man (father/fiancée) in two theatrical plays she performed with other participants during the
theatrical sessions. She might have wanted to achieve that imagined identity of becoming like

a man.

Similarly, Thiriza showed her critical voice towards the position of women in her society, who

she believes are mistreated by men. She mentioned in her diary:
DY.2 (Thiriza)

To be honest I am not satisfied with the position of women in our society. Women don’t have
their rights as it should be and they are in many places mistreated by men, underestimated and

not respected...

Other female participants in this research, however, did not delve into negotiating their gender

identities and gender positionings as these participants above did.

8.1.1.1.c Women’s social roles

I generated this aspect from different codes that emerged in the data and that defined what the
participants do outside the academic context. Therefore, I named it women’s social roles as it
differs from that learner identity they forged inside the academic setting (see chapter six). Lina
is the main female participant who negotiated deeply her gender identity and social roles in her
experiences. It seems that the cultural circle where Lina lives may have granted her multiple
roles and identities, some of which might be considered ‘positional’ and marked by gender and
the rules set in her family/social surroundings (see Holland et al., 1998). Apart from being an
EFL learner, Lina possesses other roles at home that could give her both gender and social
images of identity. By gender, I refer to her position as a woman and by the social, I refer to
the social tasks that she is involved in. In one of her life experiences she encountered at home

(social context), Lina mentioned in her diary:

DY.3 (Lina)
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...l am at home, I cleaned the house, I washed the clothes... now I am doing ‘Tasmanian’
(name of a traditional Kabyle dish). Our family are those who like traditional food rather than

modern one...me and my sister are doing like a training with mum...

Lina performs like a housewife at home which differs from that learner identity facet she
performs at university and from other social roles she performs in the accommodation (see
6.3.2). This shows that the context might influence her character, and how she performs and
might grant her flexibility (Norton, 2001). Lina might have linked her social roles outside the

university to her gender identity, as is revealed in her interview transcript below:
TRANS14 (Lina)

When I don’t go to university I keep helping my mum and my sister to do works at home because

I am a girl.

Her sentence “because I am a girl” underpins the point above on the link she made between
her gender identification and her social role/positioning at home. This also involves her use of
different languages in her social interactions (i.e. Kabyle which is sometimes mixed with
French at home; English at university; Arabic in other types of social interaction or religious
practices) which contributed to those multiple roles and identities. This is parallel to one of
Rasha’s autobiographical stories that she performed onstage, where she revealed her role in the
social context. She revealed in this theatrical play her role at home when her mother was absent.
This might have developed in herself the character of motherhood and the elder sister, who
takes care of her siblings in the absence of her mother. These might also be multiple identities
she developed from those social roles. However, other female participants who participated in

this play performed imagined social roles such as being Rasha’s sisters in the story.

8.1.2 Male negotiation of gender identity

I came up with this major theme from the codes and sub-themes that emerged from the two
male participants who took part in this research (Walid and Mourad). Their experiences and
perceptions of themselves as men in their society contrast with the gender identifications that
the female participants shaped. This major theme is divided into two sub-themes as presented

below.
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8.1.1.2 Female resistance against parents’ authority and the call for freedom

This sub-theme emerged from the idiographic case-by-case analysis I applied to the
participants’ stories and diaries (part one). It emerged from chunks of data that reported two
female participants’ experiences. These are Jaja and Lina who brought their narrative voices
into their autobiographies to reveal their reactions towards the difficulties they faced due to the
norms set by their families. Jaja mentioned in her autobiographical essay using the ‘narrating
I’ (see 2.2.4.2) a childhood character who suffered from her father’s belief that women should
not go to school, but they should stay home to help their mothers. The excerpt below illustrates
this idea:

ST.6 (Jaja)

1 remember when my father stopped me from going to school for a week because I refused
doing house works like cleaning until my teachers came home and begged my dad to let me
back again. From that day I decided to do what my parents ask me so as not to quit school, 1

paid high prices to keep studying.

Jaja showed the image of a child who resisted her parents’ rules that she could not go to school
unless she helped her mother at home. She accepted the role of helping her mother to get her
father’s permission to attend school. She might be a victim of those traditions, but those
experiences might have allowed her to develop a strong character and might have resulted in
her self-empowerment since her childhood. She performed her gender identity/ roles as her
parents wanted her to be (a woman who performs like a housewife at home), but she may have
accepted that identity to develop another one she wanted, which is becoming a student. Her
learner identity (see chapter six) may have been determined and constrained by the gender
identity/roles shaped by her father’s understanding of how his daughter (Jaja) should be.
Therefore, Jaja may have given meaning to her learner facet of identity through what her father

wanted her to be, as based on a gender perception.

However, Lina did not accept the way her family perceived her, that is, a woman unable to do
what men are capable of in her society. Her reaction was demonstrated in the critical voice of
her writings (see chapter seven) that introduces a call for freedom and gender equality in her

society. This is illustrated in the excerpt below from her diary:

DY.3 (Lina)
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I want to be free and develop a lot of things inside of me. I want to take my decisions alone...

1 prefer to be like a butterfly to move from one country to another...
ST.14 (autobiographical essay)

... They give more importance to the boys and not girls...they should put them equal. Why boys
travel to study, and not girls, why boys can express themselves and their points of view and
girls don’t. If I have the chance to be in another country, I will probably be in Great Britain or

America, where boys and girls are equal...

.«

The phrases she used such as “I want to be free”; “I prefer to be like a butterfly” revealed her
bid for freedom from society’s and family’s norms. Also, her sentences in the second excerpt
“they should be equal”’; “I will probably be in Great Britain or America, where boys and girls
are equal” show her desire for an imagined gender identity that is to become like a man and
have the same rights such as being able to travel abroad. This also shows her desire to bring

her agentic-self into her society.

8.1.2.1 Male understanding of self

This sub-theme defined the way one of the participants (Walid) gave meaning to himself in the
social world by connecting his self-image to his gender identity. For instance, Walid’s
autobiographical stories revealed an image of a person who identified himself with dreams and
desires which mainly focused on ‘traveling’. He pointed out that his mother tried to orientate
him towards being what she wanted him to be “an important person in society”, but Walid’s
desire was different from what his mother planned for him. He wanted to be a person who
discovers the world through travelling everywhere and developing himself through admiring
nature. Possibly travelling, for Walid, is what shapes his core identity (see chapter six). I
understood from this identification that Walid, as he is a man, could impose his identity in his
social context (family) and follow his desire for who he wants to be, rather than becoming what
others (mother) wanted him to be. The excerpt below from one of his autobiographical stories

illustrates this point:
ST.19 (Walid)

...my mother pushed me to work hard and she was always repeating that I should work hard

until my signature becomes an autograph for being an important person in society, but
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unfortunately, I did not... I love traveling, visiting, that way I am discovering myself and

building my personality ...
He also added in another essay:

ST.20 (Oh mama!)

Sorry mum for that week I spent in Constantine with my friends without informing you about
my place. Ithought I am no younger to ask your permission, I thought I am a man, mature and

strong to go out when I want but I realized that I have not strength to go far from you.

In the second excerpt, Walid addressed his feelings to his mother showing that he feels sorry
about things he did without her permission. He connected his social actions such as spending
time in a different city with his friends to his gender. As he is a man, he thought he was capable
of embarking on some social activities without any constraints or family control compared to
what the female participants revealed (see above sections). Walid has also distinguished
himself from females during the interview I did with him. Although this distinction was linked
to his performance onstage during the course, I mention it here because of the meaning it gives
to his gender identification. The excerpt below from Walid’s transcript reveals this gender

distinction:
TRANS13 (Walid)

1 felt a difference between my performances as a male than other girls playing with me. My
way of thinking as a male differs from female even I live things that females did not or cannot
live because they are all the time at home in our society they do not do social activities such as
travelling I do travel everywhere I acquired many things such as cultural things, but females

do not travel a lot.

Walid viewed females almost in the same way that the females’ parents/family members
perceived females’ identities. In other words, he believed that females should stay at home as
they cannot perform the social tasks which himself as a man can do, such as travelling. The
freedom he could get because of his gender identification may have allowed him to shape both
his socio-cultural and core identities. This underpins the idea that gender (being a man or a
woman) plays a role in the development of positional and gender identities, but also in the

development of figurative/imagined identities (see Holland et al., 1998), in addition to the

189



interaction of gender with core identity (see 2.2.1 on ‘core’). However, if we compare Walid’s
gender identification with Manel, the meaning is convergent, as both felt themselves free to

choose who they want to become (see Manel’s excerpt above).

8.1.2.2 Cultural and religious meaning-making of life experiences from a male
standpoint

This sub-theme emerged from Mourad’s autobiographical story where he identified himself
referring to some contextual factors such as poverty (see 6.4.1.1.1). However, when I explored
his essay in depth, I found other perceptions about how he gave meaning to his experiences
and identity. The focus here falls upon his marriage experience, which I found divergent and
convergent at the same time with Zina’s one (see DY.3 (Zina) above). Mourad’s parents are
religious as his father is an ‘Imam’. Therefore, he reflects on religion in most of his experiences
and self-identification. Zina shared the same experience as her father was an Imam too before
he died. Zina then reflected in some situations on religion in her narrated experiences.
However, Zina’s experience concerning her decision to get married was not realized because
she is a woman and she needed her parents’ agreement. This is not just a social/cultural norm
but also a religious one. However, Mourad who had experienced the same issue was not forced
by his parents to marry the girl they chose for him, but he had the right to either accept or refuse
regardless of the norm that he should not choose his partner by himself, but only after receiving
suggestions from his family. The convergent point here might be that parents do control their
son’s and daughter’s life issues, but they have total control over woman’s ones while they give
men the right to impose their voices/decisions. The latter marks the divergence between the

two genders. The excerpt below from Mourad’s autobiography illustrates this argument:
ST.21 (Mourad)

In 2011, I got married to a girl that I didn’t know before. Personally, I did not know her neither
spoke to her. That all happened when I left Ilizi and got this from my parents as a surprising
news. They told me your sister found a good wife for you. I then felt happy but worried as I did
not know her. However, I told myself this is inherited from our culture and our ancestors who
got married in similar way and lived a happy life with Allah’s blessings. I just supplicated
Allah to bestow me with the right one and he did. My parents asked my sister to accomplish
the task and have a talk with the girl as in our region it was not allowed for men to talk with
women for religious norms. When my sister approached her, she showed no signs of objection,

but she was afraid that her parents will refuse as in their traditions she cannot get wedded
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unless her oldest sister gets engaged. We both prayed ‘Istikhara’ as all Muslims do whenever
they are confused and seek help from Allah to enlighten the way for them and guide them
towards taking the right decision. Alhamdulilah, her parents and brothers agreed on our

marriage.

The sentences he used such as “...got this from my parents as a surprising news”’; “they told
me your sister found a good wife for you” show that his parents interfered in his life choices,
but in other sentences he showed that they gave him the freedom to decide, so allowing him to
have self-authority and positionality in his life decisions. His partner, on the other hand,
because she is a woman, had to receive her family’s agreement to marry Mourad. This might
be because her gender identification is shaped by society’s rules and mostly religious ones
(being a woman). However, Mourad did not link his gender identification and positional
identity to the social context only, or the culture he inherited from his ancestors, but he also
referred to the fact that he is Muslim. His religious identity constrains his other cultural, social,
positional, and even gender identities. For example, he said “I just supplicated Allah to bestow
me with the right one and he did. My parents asked my sister to accomplish the task and have
a talk with the girl as in our region it was not allowed for men to talk with women for religious
norms”. Religion here can be a contextual element he used to give meaning to his other

identities (gender, social, personal).

8.2 Summary

This chapter presented both female and male self-identification and negotiations of gender
roles and identities. The social/cultural norms, activities, and social relations that these
participants live and perform in the context influenced their positionality and agentic-selves. It
shaped their identity depending on their gender and the social norms given for each
(male/female). Women in this study negotiated their gender identity and power relations that
surround their identity by reflecting on how constrained they are by these norms. Men,
however, revealed self-empowerment and the ability to impose themselves in their society
because of their gender. Man’s power relations and ideology (see Darvin & Norton, 2015)
control their gender identity and other identities they forge such as social and positional, but
some are influenced by religious beliefs/norms. Women, on the contrary, might have fewer
power relations surrounding their identities depending on the rules that are available to them,
apart from Manel who is the only female participant who could empower herself and bring her

voice and agency into her identity negotiation.
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Chapter nine: perceptions on the course (students vs teachers)

9.1

Introduction

This chapter covers two major themes: students’ perceptions which relate to research question

four; teachers’ perceptions which relate to research question five (see table 9.1 below). These

themes include six sub-themes, which emerged from the inductive thematic analysis I applied

to the students’ and teachers’ set of data (see 5.3.2.1).

RQ4 | What is the effect of collective performance on Algerian EFL students’ language
skills development and cognitive processes? Do they perceive themselves in an
imagined community of actors?

RQS5 | What perception do current EFL teachers at Bejaia University have of interactive
theatre and autobiographical texts as a new course to be integrated in the EFL
learning program?

Major themes Sub-themes

Students’ perceptions English productive skills development.

Socio-situated and socio-cognitive abilities.
Stage skills and identities.

Teachers’ perceptions Current teachers’ methods.

Teacher’s perception of the innovative course
(positive vs negative).
Teachers’ recommendations.

Table 9.1: summary of the major themes and sub-themes.
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9.2 Students’ perception

This section includes the participants’ feelings and attitudes they formed throughout their
attendance in the exploratory course. The raw data such as their diaries and interview
transcripts revealed these elements which connect to what they have developed and learned
from the autobiographical writing tasks and performances onstage. I have classified the main

aspects that support this section under the three following sub-themes.

9.2.1 English language skills development

Throughout the exploratory course, I focused on observing the students’ language skills
development. However, this observation was based on my subjective assessment and students’
own self-assessment rather than by using any objective measures of proficiency. The focus is
on their speaking and writing skills, which relate to one of my research aims (see 3.3). Thus, I
raised questions concerning their language development during the interviews. However, I
explained to the participants that they also need to keep written records of their own perceptions
and feelings about the course in their diaries (part two). Therefore, the raw data from these
categories showed different aspects that these participants developed in relation to their

language development.

9.2.1.1 Productive skills (speaking & writing)

All of the participants who took part in this study mentioned that the theatrical course was an
opportunity for them to develop their speaking and writing skills. According to my observation
in the first and final sessions of the course, the participants revealed a change in the way they
used English during their interaction with others. Some of them struggled to use English in the
first session, possibly, because of their fear of speaking in front of others or a weakness in their
speaking skills. The note below I took during the first session observing the participants

supports this point:
FN.2 (session 1)

There were a few students whom I heard switching to Kabyle and French when they cannot

express themselves in English. The Kabyle accent seems clear in their use of English.

According to this note, some of the students also revealed their native accent in the use of
English. T also noticed the use of French in two other participants during session two (see

appendix 11 on field notes). However, in session five, I noticed that all of the participants
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started to use only English during classroom interaction. The field note below illustrates this

point:
FN.17(session 5)
Students used English only in their conversations.

In session six, I noticed excellent use of English during the classroom interaction. However,
some students still used other languages during the collective task where they were supposed
to write the scripts, and this continued throughout the course. Three other students (Bravest,
Mimi, Bilal) had never switched to Berber or used French during all of the tasks or interactions.

The note below illustrates this point:
FN.20 (session 6)

Students use English in every discussion except for the script where they still use Kabyle.
However, I noticed there are 3 students who never use Kabyle in their collaborative discussions
with others and whenever I involve them in small groups, they influence the students who

collaborate with them.

During session 7, all the participants used English alone in the collective tasks including the
collective scenario writing. This seems a good development in their speaking skills, which
might refer to the collective atmosphere or to some of the strong students who influenced them.
However, I noticed some participants revealed an improvement in their written production in

terms of ideas except for some grammatical mistakes, which I did not consider in this thesis.

Coming back to the participants’ attitudes, I selected some excerpts from both their interview
transcripts and diaries (part two) to illustrate their language skills development as mentioned

below.
TRANS14 (Lina)

It was so collaborative, I shared lot of things with others and it is first time that I took role in
theatre. It motivated me to speak and to share my thoughts. I felt that some students from third
year speak better than me so I said I must develop my speaking and this course allowed me so

[ could talk fluently with others.
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The idea of doing this research with EFL students of different levels may have allowed some
of the participants such as Lina to learn from others. This may have allowed her to overcome
her fear of speaking in front of others, and motivated her to become more collaborative and
fluent in her speech. Similarly, Louiza mentioned that the course allowed her to express herself

and to practise her speaking skills as is shown in the below excerpt:
TRANS15 (Louiza)

Before I participate in this course we did not have the chance to practice our English inside
the classroom. The teacher talks more than we used to do. He dominates most of the speech so
we don’t have the opportunity to do speak. However, when I participated in this course I had
the chance to speak for more than 30 minutes and express myself only in English. It is all

fruitful for me and the good thing is that I used only English language.

Most of the participants focused on speaking skills more than writing. A small number of them
did refer to the writing skills. For instance, Jaja mentioned that the course helped her develop
a new competence in writing, which is developing a story from her imagination or real-life

experiences and then turning it into a scenario. This is illustrated in the excerpt below:
TRANS10 (Jaja)

First what I noticed is that I can write I can transform a small event into a play I did not try it

before.

Likewise, Walid mentioned that the course helped him to develop his writing skills. He referred
mainly to the use of new sentences and becoming more productive. Possibly, writing about
real-life experiences increased students’ productivity in writing. Walid’s excerpt below

clarifies this point.
TRANS13 (Walid)

I developed my writing and I felt so happy because I was writing about my mother which I did
not experience before as If I am an author like Shakespeare. I found new sentences that I did
not imagine I will use because I was telling the truth that I lived and this helped me to use many

sentences I did not use in any task before.

He also added:
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1 also developed my speaking skills because I could express myself freely. I think we really need
such activities because it developed my imagination and writing skills then oral skills because
if I have things inside me I can write it and then share it with my friends and then speak it in
the play. Even in the first session I was so happy and I enjoyed because it is new thing we did
not have such activities before. I gained lot of things like when I try to do a play was afraid to
interact in the wrong way or the wrong time but it was really spontaneous I could interact
spontaneously and I was creative I could manage my acting on the stage. I developed my

writing and my oral skills.

Walid thinks that he could first develop his writing rather than his speaking skills and that he
could overcome his fear to talk in English in front of others. Generally, most of the students’
views on the course tackled these two skills with slight differences in terms of which skills they
think they developed the most. The diaries (part two) supported these thoughts as well. For
instance, Kika noted in her diary that she could develop her speaking and writing skills, but

also her critical thinking and learning new vocabulary. In this she said:
DY.1 (Kika)

We wrote many scenes, I developed my critical thinking, my speaking skills, my vocabulary,

my way of writing in English language.

Similarly, Zina emphasized the benefits of the course on her speaking and writing skills in her

diary, where she mentioned:
DY.4 (Zina)

1 find it very interesting because we have developed our speaking skills since we speak and tell
our classmates about what we dealt before. Additionally, we developed writing skills as we
write in every session. What was new is to perform onstage what we have written so that helped

me avoiding fear onstage when facing the audience.

Zina feels that performing those written scenarios allowed her to overcome fear when she acts
in front of others. Another excerpt from Rasha’ s transcript reveals the effect of this course on

the students’ writing development.

TRANSO04 (Rasha)

196



1t let me want to write and write and do my best to improve my style in personal writing.

9.2.1.2 Enhancing features of speech and vocabulary learning

This aspect reports the students’ attitudes on the effect of the course on their pronunciation of
words in English, the improvement of their accent, and the learning of new words which may
have boosted their fluency. Because this course involved EFL participants from different levels
(third-year Bachelor’s, first and second-year Master’s), they found themselves in a new
collective learning atmosphere which might have allowed them to invest their English language
skills and vocabulary. This innovative way of learning may have increased the students’
opportunities to share, reflect, assess and learn from other students they perceived as strong

users of English. I chose the excerpts below as illustrations on these points.
TRANSO01 (Manel)

...sharing my thoughts with others and learning from them I even developed my accent from

some students who speak very well.
TRANS10 (Jaja)

From the interaction between students from third and master you can like evaluate yourself
first where you are, evaluating your English and your thinking. In the sessions we did, we met
students from third year and this made me think there are students with a good level in English
and others who share with us many things. This kind of interaction made me think there are
people like me there are so many mutual characteristics and due to these sessions, we can meet
and then collaborate and reflect on things we did in different modules like the experiences we
shared are so important we felt free to express ourselves and know or learn from third year
students’ things that are new for me... I remember when I saw a student with us from third year
class talking fluently I wished to be like her. Then, I understood that the way is to speak as
much as possible though I make mistakes I should talk and the sessions allowed me to realise

this need.
TRANS17 (Samar)

I learned new words and I learned how to pronounce words I used to pronounce wrongly but

[ corrected myselfin the sessions when I heard how others pronounce them.
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DY.5 (Bravest)

1t was really useful, and the most effective skills to learn and practice. At the beginning, you

will perform a play then learn new words, improve pronunciation and correct your mistakes.

The excerpts I presented in this section, show that each participant could develop something in
his/her language learning. Some found they could develop their accent, others could learn new
vocabulary, and some others could learn from their peers how to pronounce words and correct
their mistakes. All of these features of speech may explain the importance of integrating such

an innovative course in the teaching and learning of English at higher education.

9.2.2 Socio-situated and socio-cognitive abilities

This sub-theme interprets the students’ perceptions of the exploratory course’s influence on
their cognitive abilities. However, | named it ‘socio-situated’ and ‘socio-cognitive’, referring
to the attitudes of the participants to the tasks they were involved in during the course. These
included real life events/stories/situations they encountered which they brought into the course
and shared with other students. This may have provided their learning with a socially situated
image (Lave & Wenger, 1991, see 10.2.2), rather than just being a practice for their language
skills. It may have also stimulated their cognitive capacities such as the use of imagination
onstage and in their writings, becoming more critical and able to solve any issue they struggle
with during the tasks. I selected some excerpts from the raw data to illustrate this sub-theme as

explored below.
TRANS16 (Sylia)

I put myselfin real situation. The languages we use and everything as we live the real situation.
It helped me to use my imagination. This helped me to use my imagination [ ....] and to be more

creative.

In this excerpt, Sylia notes that the tasks she was engaged in were based on real life situations
that may have motivated her to work and share ideas with others. She also showed that this
kind of situated-learning practice (see Lave & Wenger, 1991) enhanced her imagination. She,
then, could develop her cognitive and social learning abilities. Similarly, Kika mentioned that
the course made use of her real-life experiences, and enabled her to relive them, which may
have enhanced her cognitive skills such as imagination and critical thinking. This is

demonstrated in the excerpt below.
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TRANSO09 (Kika)

When we write scenarios, it allowed us to enhance our imagination and critical thinking skills.
Interaction and social relation are also enhanced as we did not feel anxious and introvert but
we socialized. This morning when we played the story of the girl who lost her way at school
feel like I lived that real situation again. For a moment I gained a child personality I felt the

situation as if I am truly a little girl who lost her way.

Kika not only developed her cognitive skills, but she might also have developed a childhood
facet of identity through playing the role of a child onstage (see chapter six). Similarly, Thiriza
mentioned in her diary that she took the course as a challenge to overcome her fear of standing
in front of an audience, which later enabled her to discover other skills such as imagination,
and problem-solving. According to her, the sessions encouraged her to use a different

vocabulary in a variety of real-life situations as she listed in the following excerpt:
DY.2 (Thiriza)

In each session I learned something new. Thursday’s session (here she means session 6 see
section 4.6.6) was special because it opened for me the doors towards people’s thoughts
through discussing social issues, which made me understand people’s problems and find
solutions. They were all common problems we all share such as issues on the Bible and Quran,
university problems, marriage, social differences in different sides and learn how to use it

expressively and learn new vocabulary and English fluently.

9,

The phrases she used such as “discussing social issues”; “which made me understand people’s

’ >

problems and find solutions.”; “learn new vocabulary and English fluently.” reveal the
positive effect of the tasks she was involved in on her cognitive thinking and language
development. These were enhanced by the inclusion of socio-contextual (real-life situations

from the context) subjects in learning.

9.2.3 Stage skills and identities

This sub-theme emerged from the raw data that presents the participants’ perceptions and
feelings about what they developed onstage or from the theatrical activities they were engaged
in during the exploratory course. It covers three aspects: the feeling of ‘a one community’; the
teaching facet of identity; the acting skills. Each one of these also demonstrates other sub-

aspects that I present below.
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9.2.3.1 The feeling of ‘a one community’

Most of the participants perceived the course as a space where they could learn how to work in
a group, interact spontaneously and share their personal stories collectively, and bring their
own touch to the group work (see Sawyers, 2012). Most of them referred to this collaborative

learning atmosphere by using phrases such as “one group”; “one community”; “one family”.

I have chosen the excerpts below to illustrate this point.
TRANSO04 (Rasha)

Though we are not in one level of study we shared the same ambitions which is English and
communicating between each other, it is English which associated us in theatre and our
ambitions. I was like among the one community, one family we shared the same purpose which

is acting on stage in English for our ambitions.

9,

Rasha used the expressions “one community”; “one family” to describe her feelings in relation
to the collective work she experienced in the course. This reveals that the participants could
develop their collaborative competence and develop themselves through their participation in
the collective tasks. This later might have enhanced social identity development that interacts
with the participants’ core identities and other identity facets surrounding their core (internal
selves, see Abes et al., 2007 in 2.2.1). Walid also mentioned in the interview that the course

was beneficial for him and others saying:
TRANS13

1 feel myself exposed to a new experience where I took part in a group of people who came to
do theatre in English and all of us used just English to develop it because it is a foreign
language so we haven’t the chance to practice our speaking and develop it so the students |
worked with are new for me. I did not know them before so this pushed me to act without fear.
We were all using our imagination playing roles I think we learned skills about how to do a

play in front of others just in English it is great for me.

Other participants also referred to the tasks designed in the course as being collaborative. For
instance, Manel said that “this collaborative work was new for me since in other modules, 1
could know new students, and I could learn how to learn with them”. Louiza also mentioned
that she considered herself as being among a group of actors. In this, she mentioned: “/ saw

myself not just with those Algerian students I left in the classroom but with actors. We were
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Algerians who did lot of efforts on the stage to show our talents in English”. The use of the
pronoun ‘we’ in these excerpts may help shape that image of community of learners, these
participants experienced onstage, and in the community-productive task. This learning
community may have provided the students the chance to challenge their skills, invest their
knowledge, learn from others and impose themselves and their voices in the classroom. All of
these aspects may have contributed to their development of multiple identities. The latter might
cover different facets of identity, such as the ‘social’ that resulted from group work; ‘imagined’
resulted from the imagined characters played onstage and through the use of imagination;
sometimes the ‘personal’ that resulted from their challenge to overcome fear and develop
themselves throughout the course. However, some of the participants developed a different

facet of identity that connects to their future teaching career, which I present below.

9.2.3.2 Teaching facet of identity

Thiriza, Rasha, and Sylia mentioned that they could develop something different that connects
to their teaching practice, that is teaching/becoming a teacher. For instance, they might have
considered the course as a form of teaching practice in which they learned innovative teaching
techniques that they could use in their own EFL classrooms. Possibly, they did not just perceive
the course, mainly one of performance onstage, as an imagined community, but also as a
community of practice (see Wenger, 1998). For instance, Thiriza mentioned in her diary that
she was reflecting and observing the way I (i.e. myself as the teacher-researcher, see 4.4) used
those different theatrical techniques to engage them in the tasks. Thiriza’s reflections and
observation, which also showed her use of her cognitive abilities, may have taught her a new
teaching method, one that she applied in her own classroom. The excerpt below supports this

point.
DY.2 (Thiriza)

I discovered a new way of teaching, a more dynamic and creative one, and I developed my
personality towards my field of study. The sessions gave me a new perception of teaching and
learning in the way to be creative in your classroom as a teacher towards your students, the
way to innovate your classroom with new ideas of learners’ interests, mainly collaboration,

use of imagination and language to perform a piece of theatre. Thanks to the sessions, theatre
became an important concept in my view on teaching and learning in order to act the point of

implementing it in teaching and learning English.
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Thiriza’s sentence “I developed my personality towards my field of study” reveals that she
developed a ‘teacher’ facet of identity through the course, because she may have meant by
‘field of study’ her job as an EFL teacher. Linking the course to teaching may enhance this
facet of identity and her competence as a novice teacher in this field. Sylia also reflected on the
activities she experienced in the course as new things to apply in her classroom with her

students.
TRANS16 (Sylia)

it is difficult to use English with beginners as it is not easy to help them use English. However,
coming to your sessions let me think to ask my students to be more creative and I engage them
in activities where they can use their imagination such as using videos and plays. I have a few

number of students so this helps me to use just role plays.

Sylia reflected on the course and tried to apply the theatrical role playing and the use of videos
for brainstorming with her students to help them learn English. This may have enhanced the
‘teacher’ facet of her identity and cognitive skills (reflection and creativity). These two excerpts
by Thiriza and Sylia also showed that not only imagination underpins identity development,
but that other cognitive processes such as reflection can contribute to its development. Rasha
shared a common perception with these two participants. She mentioned that “I will use the
same drama techniques you use when I will teach because I felt I formed something new in
myself which I didn’t have before which will help me as a teacher in the future”. However,
Rasha reflected on her ‘future becoming’ (see chapter six) compared to Thiriza and Sylia, who

had already started their teaching professions.

9.2.3.3 Acting skills

Some of the participants took the sessions as a challenge towards overcoming their fear, while
others participated to enhance their language skills and self-confidence. By the end of the
course they all seemed satisfied that they had achieved these needs. However, they added that
among those achievements is the skills of ‘acting’, which they found something new in
themselves. This skills of acting may also be considered as a feature of identity development
in theatrical performance. I selected some chunks from the raw data to illustrate this point as

shown below.

TRANS17 (Samar)
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I discovered my acting skills and that we are all actors and that each one can be an actor

through playing his stories.
TRANSO01 (Manel)

I was scared at the beginning then I said no I can do it so I played onstage and this let me

discover a new person in me who is able to play a role that I have not played in reality.

9.3 Teachers’ perceptions

The data I gathered from the teacher-participants revealed their perceptions regarding their
methods of teaching English in general and writing skills in particular. However, it also showed
their attitudes towards the innovative course I intend to recommend to the university. The sub-

themes below provide a clear description of the teachers’ perceptions.

9.3.1 Current teachers’ methods

Some teacher-participants mentioned that their methods are based on teaching the most
essential rules of grammar to their students. Their focus in teaching writing falls upon the

structure as illustrated below:
Teacher2

As teachers of writing we do start by the basics of English such as sentence structure, types of

sentences.
Teacher3

I am teaching third year students how to write essays. I do bring pictures as a stimulate to
encourage them to write so each time I bring a new topic like politics and science and use
images and then I ask them to work individually to write their essay depending on their analysis
of the picture. I do not like using this method in group work I like individual work more. This
method is more formal, classic and traditional. It seems useful for my way of teaching. It pushes

people to think.
Teacher7

I try to give them the rules but also practice and exercise. For the program I am teaching

sentence structure and part of the sentences.
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According to these extracts, most of the teachers follow a grammar-based method maybe to
enhance students’ accuracy. However, students’ needs and their personal thoughts, their
writing voices seem not considered in the program. Some of these methods might involve
collaboration during the classroom tasks, but what teacher7 revealed is a traditional method
that focuses more on individual learning and possibly on students’ problem-solving abilities.
Forms of collective learning and students’ voices in the classroom were not revealed in these

excerpts.

9.3.2 Teachers’ perceptions (positive vs negative)

Some of the teacher-participants revealed positive attitudes towards the integration of theatre
and autobiographical writing in their program. However, others showed that they were more
comfortable with the traditional methods and that they were not intending to welcome

innovative approaches.

9.3.2.1 Positive attitudes

I present some extracts that revealed teachers’ positive perceptions of the course:
Teacherl

I can say that the methods used by most of our teachers are not appropriate for our students
because I think before adopting any method we need first to apply what we call ‘needs analysis’
to find what are the students’ needs. On this basis we design the methods, but I think this step
is not respected by our teachers... I think this is a very interesting topic because it engages
learners in writing and theatre so there is a kind of cultural part in it. So, following your

findings we will be happy to apply your course in the department of English.

Teacherl showed her critical view towards the methods adopted by most EFL teachers, which
she believes do not consider learners’ needs. This may lead to the teachers’ dominance in their
classrooms and result in passive learners. However, this participant thinks that including theatre
and autobiographical writing might be more engaging for the students in the learning process.
Similarly, another teacher participant mentioned that this innovative course needs to be
introduced as a separate drama module, where students can write and perform using appropriate
drama materials rather than applying it as a method within the teaching of writing skills as

1llustrated below.
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Teacher6

[ think it will be better if it is initiated as a drama module instead of a method in writing
however, we need to construct a theatre room for them and bring the necessary materials to

make more appropriate for the students.

However, some other participants, who also welcomed the course, think that it would be useful

to implement this course within the teaching of speaking skills.

9.3.2.1 Negative attitudes

Two teachers among the eight participants revealed a divergent attitude towards the integration
of this innovative course. Their views seem critical and based on an underestimation of
students’ skills, desires, and competence in the language. This is compatible with some of the
students’ attitudes that were revealed in their data (see TRANSI4 in chapter six). The excerpts
below revealed their unwillingness to adopt any innovative approach or to promote change in

learning.
Teacher2

I am not sure this will be a good method why, because our students they don’t like to write.
They do prefer easy things. My students I ask them to write a paragraph but they feel they are
obliged to write so they refuse that.

Teacher7

I do not think all students will be interested in if it is implemented as a separate module.

Students are shy they do not like to talk or interact.

9.3.3 Teachers’ recommendations

Apart from recommending the integration of the innovative course within oral sessions or as a
separate drama module, some of the teacher-participants raised the need for a teacher-training
program where they themselves will be trained by native teachers of English. This need may
refer to the usefulness of some of their methods or the feeling of being incompetent in
innovating their classrooms. This is because of being either novice teachers or sticking to more
traditional approaches. This recommendation seems an interesting point as it may bring a

change to the teaching and learning process. The excerpts below illustrate this need.
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Teacher4

As teachers we don’t have experience so this is a point we have lack in good teachers. I prefer

if they bring native teachers to train us and improve teaching.
Teacher5

[ think this method is interesting but personally I ignored it in my class and I wish to learn how
to teach with drama. As some of us are novice teachers, we need training in more innovative

methods so that we can show our competences in teaching to our students.

9.4 Summary

This chapter presented the findings that relate to participants’ perceptions of the exploratory
course (students/teachers). The students found the course helpful as it allowed them to enhance
their language skills, cognitive processes, develop themselves and their identities. However,
the teacher-participants had distinctive attitudes. Some welcomed the implementation of the

course while few others prefer to work with their methods.
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Chapter 10: discussion of the research findings

10.1 Introduction

In this chapter, I discuss the results generated from the analysis of the data as previously
presented in the four findings chapters (6-9). The chapter connects to the various emergent
themes, to the model I adopted (Abes et al., 2007 see 2.2.1), and to the supporting theories as
presented in chapter two. I have structured this chapter in relation to the research aims which
tackle both ‘identity’ and EFL language skills development (see 3.3). The main concepts
covered and discussed in relation to the findings include: identity, multilingualism, power
relations, investment, stage performance and autobiographical writing, language skills
development, and the course which embedded the students’ performance. The concept of
language skills development was explored using qualitative and interpretive analysis
techniques rather than objective measurements (see chapters three and five); thus, my
interpretation of this concept is based on my and the participants’ subjective assessment (see

chapter nine).

10.2 EFL identity negotiation and meaning-making in this research

Reflecting on my research questions (see 3.4) and the way identity was negotiated in the
findings, I would mention that the participants revealed different facets of their identities. These
facets are linked to their academic status (being learners of a foreign language), to their core
(their inner self/personal identities, see 2.2.1), and to the social context they live in. However,
the findings also revealed how these facets are affected by time across the life of the participants
(past, present, and future). The past cycle portrayed images of their childhood, education, and
sometimes employment, and the present cycle revealed their current positions such as being
EFL students/teachers (see 6.4.1.1). However, the future cycle marked their desires about who
they want to become, that is their imagined identities. This section also discusses their use of
different languages during the exploratory course. This is another aspect they used to give
meaning to their identities, in addition to the different voices that emerged in their narratives
and performances onstage. The sub-headings below discuss these points from two angles:
firstly, based on the findings and my view of them, and secondly the existing literature and

what other researchers said about them.
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10.2.1 The relationship between EFL identity, ‘core’ and ‘context’

The findings of this research revealed that most of the participants negotiated their learner facet
of identity, and how it was constructed and then developed through various influences and
multiple dimensions. Being an EFL student at university was viewed in most of the students’
experiences as being part of their core identity (see 2.2.1 on ‘core’). This core identity facet is
shaped by different social aspects in the context (family/friends, education). It is also
influenced by different factors such as: death of one of the participants’ parents, parental
support and encouragement, educational mentors (i.e. English teachers supporting them during
middle or secondary school), university affordances and achievements (such as
attending/presenting at conferences and organizing educational events as already presented in
chapter six), and their childhood (e.g. poverty and employment as discussed in chapter six, see
6.4). Participants like Kika (see chapter six) revealed that the social identities that shape her
relationship with others (mainly her parents) are very close to her internal self (i.e. core
identity). Therefore, the way she perceives her core identity, mostly evident in her role as an
EFL student, revealed that it is mainly constructed in the social context because of influences
she viewed as being external (interpersonal meaning-making). However, some other
participants, such as Mimi (see chapter six), revealed that their core identities have less
interpersonal meaning-making, but instead these core identities interact more with their internal

attributes and sometimes with their imagined identities.

The findings of my research showed that the participants themselves mentioned that they
possess core identity facets such as being EFL students and trainee teachers. The thing that
seems more complex, in the way they gave meaning to their ‘core’, is that each experience they
narrated and performed might have given them different ‘cores’ or senses of self. For instance,
Mourad revealed multiple selves instead of a unique self. He was a child who experienced
poverty, and then became a student, a teacher, and a student again while teaching. These
different positions, that intersect with both intrapersonal and interpersonal influences, suggest
that there is no stable core in the person because the context and internal attributes that are most
salient to the person change. The reconceptualised model of multiple dimensions of identity
(RMMDI by Abes et al., 2007- see 2.2.1) mentions that the unstable and changeable social
dimensions which interact with one’s core, make the core change constantly. My findings
support this view of a personal identity (core), that interacts with multiple social dimensions in
the context. This makes the core accept change through time, and it can be multiple depending

on its interaction with the external influences available in the context (Abes et al., 2007). Samar
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is another example of the fluidity of core identity, as she articulated different selves such as
being an EFL student, but believes she is more complex than that. Her other selves, for
example, are defined by her reading of novels; she believes she differs from others in her social
context. This connects to Wenger’s (1998) concepts of ‘association’ and
‘disassociation/differences’ in the identification of self among a given community. Wenger
noted that individuals can understand their identities through recognizing the things that
associate them with their community, or through the differences they see in others but not in
themselves. This novel-reading facet of identity that Samar developed might be considered as
a sub-core identity in this setting, one that is not necessarily affected by the context (see 7.2.3),
but possibly by the cognitive meaning she gives to herself when she reads novels. Samar views
her reading facet of identity as being changeable. In other words, Samar identified herself as a
reader of novels, an identity that she considers as part of her core, but it changes into different
selves whenever she reads a new novel, and this may give her different facets of identity as a
reader that she considers as her ‘core’. This shows that she does not consider the external
characteristics to define who she is, but she made a strong link between her internal ones (her
constant love of reading) and the ‘self” affected by the task of reading and maybe the content

of the novels that affects the way she understands herself.

Further to this, my findings revealed that the core of the individual not only interacts with
his/her social identities in the context, but also with his/her future desires (imagined identity).
In other words, one’s imagined identity can also shape the person’s internal self which is
subject to change. The different imagined roles my participants performed in the exploratory
course, which sometimes result from their future becoming, such as Walid’s desire to travel,
might be considered as an imagined self (a person who likes travelling as he identified himself,
see chapter eight) that becomes salient to his core identity more than other social identities he
developed. This aspect of imagination/imagined identity as part of core identity or as a core
identity facet was not figured by the RMMDI model (4bes et al, 2007). Although Abes et al
(2007) mentioned the cognitive side, which also involves imagination, they did not go into the
concept of imagined identity (Norton, 2000) in their model. Therefore, my findings
necessitated designing an extended model of the RMMDI as shown in chapter 11 (see diagram

11.1).

Some of the participants did not just give meaning to their learner facet of identity in an

interpersonal (social) way or as related to other meaning-making elements such as being
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cognitive or intrapersonal (see chapters two and six), but they also revealed a new element
which I did not find in the model (RMMDI). This new element consists of giving a moral
meaning to their learner facet of identity. As mentioned in chapter six, participants such as
Rasha, Manel, and Mourad desired to study at university and become teachers to help their
society and spread that knowledge they learned to other generations of students. This desire of
becoming a helpful person, or maybe a good EFL teacher in the future, can be considered as a
moral aspect of meaning-making of their identities. However, it can also be considered a ‘moral
identity’ they developed through investing themselves in the learning community. This moral
identity was defined by socio-cognitive theorists such as Hardy and Carlo (2011) as being a
commitment and self-desire that people develop using their different cognitive schemas (see
chapter two). This also relates to imagined identity (Norton, 2001), and the notions of
engagement and imagination introduced by Wenger (1998). In this case, they defined who
they are through the power positionings they desire to assert in their future career as EFL
teachers, that is, through their desire to become agents who promote a moral change in their
community. This supports poststructuralists, also Vetter and Schieble’s (2016) understandings

of power and agency in identity negotiation (see chapter two).

The findings also revealed that others in the same social context may play a role in shaping a
stable core in a person while he/she might not perceive it as his/her sense of self. However, this
core identity shaped by others can be changeable if that individual is influenced by other social
aspects. This was revealed in Bilal’s experience of ‘racism’ and how his community shaped in
him a unique truth he adopted when he was a child (a black boy different from others). This
may have made him feel rejected and marginalised by his community because of his ‘race’. In
a way, this may confirm what Wenger (1998) has called ‘a marginality identity’— that is, one
that the individual may develop when he/she is rejected by his/her community. In this sense,
Wenger (1998) was speaking about teachers/learners’ meaning-making of identity within their
communities of practice, but his comments can be applied to Bilal’s story about how he
perceived himself during his childhood, and how his marginality identity changed as he was
influenced by his mother’s encouragement. Also, linking this to Abes’s et a/ model (2007),
Bilal may have developed a stable truth on his core identity, in which race becomes very salient,
because of an external factor (others) that promoted such self-understanding in himself;
however, as he grew up, Bilal changed his view of his own core although it remained a constant
image in his character for some of his community. His mother can be viewed as the social

element who pushed Bilal’s core identity to change.
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The way my participants identified themselves through their experience can also be defined by
other dimensions in the context such as religion and cultural/ethnic norms. This appeared in
Lina’s perception of self, where she portrayed an image of the person she desires to be rather
than the person her culture and religion shaped in her (see 6.4.4). This has shown that religion,
culture, and ethnicity are inseparable when establishing the meaning of identity in this context.
For instance, Lina gave meaning to her identity by seeing herself as not shaped by her religion
and culture, but as a woman who wants freedom from those constraints. This point reinforces
Wenger’s (1998) understanding of identity in terms of participation/non-participation in a
given community, which in both possibilities gives the person an identity. This reinforces the
view of identity proposed by Holland et a/ (1998) that individuals are affected by the cultural
and social resources available in their context, which give them an identity even though they

have different self-understandings (see chapter two).

Another point that my findings highlighted relates to the students’ multilingual competence. It
seems that their core identity can change whenever they use a different language. For instance,
their use of English in their narratives and performances revealed their EFL learner identity
facet as being part of their core identity. However, using French and Arabic also shaped other
core identity facets in them which may be influenced by religion (in their use of Arabic). In the
latter, they portrayed religious selves that intersect with other dimensions (culture, academic

positionings).

Thus, the findings support ‘students’ developmental theory’ (see 2.2.1) and the RMMID
perspectives of identity, namely that it is constructed and reconstructed in the context through
interacting with other fluid social identities and influenced by the social environment (Abes, et
al., 2007; Torres et al., 2009). However, the study revealed deeper views in relation to
multilingualism and imagined identity which make the core multiple in itself, as it interacts
with other fluid identities in the context. This shows the possibility of developing other
understandings/models that bring together the poststructuralist view of identity, imagined
identity, and power relations along with the RMMDI perspective of core identity (see diagram

11.1 in chapter 11).

10.2.2 Emergent identities, power relations, and language learning

Poststructuralist researchers (Norton, 2000; Norton, 2001; Pavlenko & Blackedge, 2004;

Norton &Toohey, 2011) claim that language learners access the symbolic resources of the
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target language they want to learn when they bring their efforts, desires, agency, and
imagination into learning. For instance, Norton (2000) in discussing her findings of identity
and power in language learning, points out that language learners (e.g. migrants) develop their
identities controlled by power relations, as they are in the context where the target language is
used, and in touch with its speakers. Saliha (Norton’s participant) struggled to construct her
identity because of her limited conversations with the native speakers of the language she
wanted to access (French). Being a migrant in the French context and speaking with her French
boss, Saliha thought that she would become fluent in French, and gain legitimacy as a native
French speaker if she could extend her conversations, and so use more vocabulary and lengthen
her interaction (Norton, 2000). Accessing the target language demands strong power relations,
such as learning more vocabulary and using it with native speakers, becoming fluent and
learning the target language accent (symbolic capital), and learning their culture (cultural

capital).

The findings of this research reinforce Norton’s understandings of language learning, identity,
and power relations. However, looking at Norton’s studies with language learners such as
Saliha (in the French context), or the five women immigrants in Canada (see Norton, 2000 and
Norton, 2001), my participants did not have the chance to learn the target language (English)
in the context where it is originally spoken. They are learning English as a foreign language in
an academic setting within their own context and taught by non-native EFL teachers. With no
access to target language interactions, they may have no way of becoming what they desire
(like native speakers). Additionally, their use of English in the context is limited to the learning
circle only, while other languages are used outside the classroom (Berber/Arabic and French).
A few of the participants (i.e. Manel and Zahar) were able to chat with native speakers (their
relatives), and Louiza who uses English with her L1-speaking friend, which might have
enhanced their access to the target language. However, these affordances might be insufficient

for them to achieve fluency.

Introducing the exploratory course might have provided the participants with an imagined
space where they could work collectively and use English as much as possible. Using English
during their classroom discussions, writing theatrical scenarios, and then performing onstage
allowed them to increase their fluency, and gain more vocabulary in English (see findings
chapter nine). This may have fostered their language investment, and allowed them to have

power and control over their identities (imagined and enacted) in learning (Bourdieu, 1991).
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The findings also showed that the idea of teaching English in this innovative way, where
students’ real-life experiences and personal stories are brought into writing, and then performed
onstage, helped the participants to develop themselves (see above section on core identity) and

gain a sense of self-empowerment.

Involving the participants in writing their autobiographical stories and reflecting on the social
context, allowed them to develop a range of identities through those samples, but most
importantly it let them use their cognitive processes to remember different events they lived in
real life (e.g. childhood, family events, friendship, studies, marriage, and work). Therefore,
they could identify themselves and understand who they are in those experiences. This supports
what other researchers noted about autobiographical writing (see Chrawshaw et al., 2001;
Schweitzer, 2007; Somers, 2008; Lammers and Proulx, 2013). However, these identities could
not be visually revealed to others and become more complex if they were just written. It was
only in the performative space that they were recognized by others. This supports Melucci’s
(1995) view of identity; that it is called identity when the person recognizes himself/herself
and is recognized by others. Identity emerging in interaction may develop into a ‘collective
identity’ (see chapter two). Most of the participants who performed their real-life stories
onstage could negotiate more successfully those identities that they had developed in writing.
The aspects of collaboration, interaction, overcoming fear, and using imagination while
onstage contributed to the participants’ negotiation of multiple identities. These seemed to be
social, academic (as learners of English, novice teachers/trainee teachers), cultural/ethnic,
gendered, and personal, reflecting their inner self and how they perceive themselves as both
EFL learners and drama performers in an imagined community. Those different identity facets
that the participants developed, support the view of having multiple identities which change
depending on the task, language, time, and setting where they are articulated (see

poststructuralist approach in 2.2.8).

The theatrical activities formed a situated social practice (Lave & Wenger, 1991) for the
participants to articulate those identities, and to enhance their imagination and their desires of
who they wanted to be in the future. This boosted their internal drives and encouraged them to
reveal their secret desires to others. For example, Zina wanted to become a university teacher
and she negotiated this imagined identity and made it apparent to others, through performing
the role of a teacher at university (see SC.8-part two (a) in chapter six). Visualizing her

imagined identity for the audience, and feeling the character of a teacher in herself, may also
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have enhanced her power positioning and agency. This confirms Vetter and Schieble’s (2016)
explanation of both terms (i.e. power positioning and agency), and how learners can change
and impose themselves in different groups or interactions through articulating their thoughts
and skills. Imagination is then one of the cognitive elements that increased imagined identity
development in this study. This confirms what Chekov’s theory, socio-cognitive theorists, and
poststructuralists referred to in their perspective on imagination and imagined identity (see

chapter two).

An in-depth exploration of the findings of the participants’ identities shows that those different
facets of identity were constructed in the participants’ social context before they took part in
the course. For instance, the different social and academic activities they were involved in
outside the classroom, such as Lina’s translation tasks in students’ accommodation, the use of
social media by others to learn English, Louiza’s friendship with the Ugandan L1 English
speaker, and her work in the agency where she used English, all gave these participants
different positionings in the social context. This helped them to construct those multiple
identities. However, they were unaware of those identities at that stage, which in turn would
not have become more complex and subject to their ideologies (see the meaning of ‘ideology’
introduced by Norton & Darvin, 2015 in 2.4) if they had not been articulated in their narratives,
and then performed onstage. It is this collective learning where they used a lot of English that
made sense of those identities. Thus, I consider identity development in this exploratory course
as being not just multiple and in a site of struggle- as Norton (2000 & 2001) noted- as being
developed, understood, and then visualised within what I call a ‘triangulated process’ of
multiple identities. The latter resulted from my use of two learning tasks in the course
(autobiographical writing and theatre), which combined three processes of telling a personal
experience, turning that experience into a scenario, and performing it onstage. It also relates to
my data collection process where triangulation is used (see chapters three and four) to explore
those identities in the participants’ experiences. This is because the way identity was negotiated
and given meaning by the participants went through a process (see figure 10.1). Firstly, their
identities were initially constructed in the social context to which time, social and personal
elements, and different languages contributed to this construction. However, the participants
were not aware of their identities, and so were unable to identify who they are and what they
want to be. Secondly, being engaged in the autobiographical writing tasks allowed them to
articulate those multiple identities in writing and begin to understand who they are, or develop

what Holland et al (1998) call ‘self-understandings’, and give meaning to their previous
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experiences through narrating them. Their cognitive processes such as imagination and
reflection contributed at this stage. Telling these experiences during the interviews are also
other ways of articulating those identities. The last stage which made their identities more
complex and visible to others came from performing those experiences onstage. This helped
them to negotiate their identities and be aware of who they are, to be aware of their desires
(imagined identities), and to allow others who performed real/imaginary roles in those
scenarios to reflect on their own identities (imagined/enacted). The latter meaning, which
involves participants acting their identities onstage, can also result in a ‘collective identity’. I
consider this as one of the facets they developed and negotiated throughout this triangulated
process of trying to make their identities known to others but also know others’ identities. This
claim supports Melucci’s (1995) definition of collective identity and the term ‘identity’ (see

chapter two).
Figure (10.1): Triangulated process of multiple identities.

10.2.3 Emergent identities and multilingualism
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The findings revealed two contradictory points in relation to the participants’ use of different
languages. Firstly, most of them mentioned that they were hindered from achieving fluency in
the target language (English), by the fact that they speak different languages (Berber/Arabic,
French) outside the classroom. Therefore, they do not use English outside with other members
of the society (e.g. friends, neighbours, parents) which limited their English-speaking
development. Some other participants viewed that their native language accent makes it

difficult for them to speak English like natives. The opportunities in the classroom seem not
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enough for them to achieve this desire. Thus, they opted for other strategies to fill this gap and
develop their English. As shown in chapter six, most of them used social media, BBC radio, or
reading novels in English to achieve this imagined identity (speaking like natives) and hence

to gain symbolic capital.

Secondly, being multilingual can also be considered as contributing to the different identities
the participants articulated in their social context, and which they developed in the exploratory
course. The findings showed that each language they use enables multiple identities to develop
which sometimes are similar and sometimes different between the students. The multilingual
tasks helped them to engage more in power relations and gain agency in the learning process,
through expressing themselves and investing their different competencies in learning.
However, English seems to be the language that best develops their imagination and imagined
identities by comparison to Arabic which relates more to their religious and socio-cultural

facets of identity (see chapter six).

My understanding is that being multilingual in a foreign language classroom is both positive
and negative. It is positive in terms of both their identity and cognitive development. Bringing
different cultural and social experiences into the classroom, which occurred in settings where
different languages were involved, helps the students to better understand themselves and
develop their identities in learning. This situated and socio-cultural learning atmosphere also
encourages their cognitive thinking, mainly reflectivity and imagination which they used in
designing the collective scenarios and performance onstage. This supports Ivanic’s (2006)
belief that identity and language learning are shaped by culture and one’s social context.
Likewise, this supports Levine’s (2011) statement on social learning practices, and the use of
other languages, that the classroom is part of the students’ ‘real world’, and this type of learning
allows the students to better understand their identities. This also meets Lave and Wenger’s
(1991) situated-learning practices in terms of making the learning of the foreign language open
to the students’ own social context and experiences, and this may bring their different
languages (native, L1, or L2) to learning. Reflecting on the literature, Matsuda (2001) noted
that identity is not constructed just in one single language, but every language that individuals
speak can shape in them different identities and voices. Therefore, being multilingual in this
research was one of the elements that increased the multiplicity of identity and its meaning-

making among the participants.
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However, multilingualism can also be negative in the EFL learning process. Here I reflect on
poststructuralist research on language learning and identity (Norton, 2000) and Bourdieu’s
(1991) perspective on power relations which are also central to Norton’s research. Norton
(2000) pointed out the importance of increasing language learners’ power relations to ensure
their ability to become legitimate users of the target language they desire to access. In my
research, the impact of multilingualism on these learners can also be linked to their power and
imagined identities. The more they use the languages spoken in their context (French,
Arabic/Berber) rather than the target language, the less they can develop power related to

English, such as achieving fluency or legitimacy in language learning.

The exploratory course, as the findings showed, could increase their imagined power, and bring
their imagined identities into that community of speaking English like natives. Although their
narratives and performances were based on their cultural and social context, their interactions
involved using a lot of English rather than other languages. French and Arabic (sometimes
Berber) were only used in two sessions to probe one of the objectives of this study (see 3.3).
However, there was possibly some code-switching to Berber during the community productive
task (see chapter four) where they worked in small groups to write the theatrical scripts. This
was later reduced and English became the most spoken language (see course sessions in chapter
four). Being able to overcome the use of Berber in collective scenario writing tasks might have

increased their access to English.

10.2.4 Individual differences and identity roles/positioning

This research looked at both female and male participants’ negotiation of self and gender
identity, gender roles, and their positionings in the social context. It also considered how these
images of self and identities were performed and improvised onstage. The findings showed that
the way females gave meaning to themselves in terms of their gender identification contrasted
with the way males identified themselves, despite some common identifications amongst both
genders. I considered their different gender identifications as marked by individual differences
that may connect to their core identities, gender, social, religious, and cultural norms. I note
here that the three elements of social context, culture, and religion are mostly used by the
participants as non-separate factors that influenced their identities. This meets in a way Grady’s
definition of gender that I presented in chapter two (see 2.2.9) where he noted that gender has

to do with how the society contributes to teaching boys to be boys and girls to be girls.
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The findings showed that some of the participants (Lina, Zina, Louiza, see chapter eight)
negotiated their gender identities reflecting on their gender roles. For example, Lina revealed
the gender roles that her society imposed and shaped in her. Thus, she gave meaning to herself
through understanding who she is, in opposition to those gender images imposed on her. The
participants’ gender identities are sometimes different from the roles they perform in their
social context. Religion and cultural norms constrain their gender identities, and imposed on
them some roles/positions that they are required to perform and accept because of their gender.
For instance, their parents shaped how they should be in the society, but this is not what they
themselves want to be. This resulted in less control over their personal and gender identities.
This confirms the culturalist and constructivist understandings of identity that were combined
in the approach of Holland et a/ (1998, see 2.5) which claims that ones’ self-identification and
positional identities are marked by non-vanishing elements in the socio-cultural context (e.g.

race and gender).

However, not all individuals’ gender and personal identities are constrained by the social
context, religion or cultural norms. As my findings have shown, one of the females’ gender
identification (Manel, see chapter eight) interacts with the different supportive dimensions in
the context rather than being fully constrained by them. Her ‘self’ and gender identities are
developed thanks to the support and freedom offered by her family. Therefore, the context
strengthens her power and agency in shaping her identity development compared to other
participants. This is common with males in the study, but it is the element of gender that gave
them the self-control to position themselves and be what their core wanted them to be, and not
what the society/culture/religion forced them to become (see Walid in 8.1.2.1). Therefore, |
would argue that the levels of power relations and agency developed by both genders vary in

terms of how free or constrained their identities are within their social context.

Another point that emerged in the findings suggests that one’s core and gender identities are
conditioned by gender/social identity roles (see Hubbard, 1998, in 2.2.9 on the distinction
between gender identity and gender roles). To explain this claim, I refer to Jaja’s experience
(see 8.1.1.2). Jaja’s father imposed a gender identity role on her, which is staying home and
helping her mother instead of attending school because she is a female, and this is her father’s
cultural understanding of females’ gender roles. However, Jaja’s internal understanding of
herself is opposite to that identity her father imposed on her. She viewed herself as a person

who should be at school to learn and grow as a student and not a female jailed at home to
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perform other social roles. Although she was a child, she could develop a sense of self and
make her plan for what she wants to become (this can also be her imagined identity, and not
just a personal one). In this sense, I note that Erikson’s approach on identity meets this issue of
planning on ones’ identity since early childhood (see Torres ef al., 2009), but I still support the
multiplicity of identity rather than its uniqueness. The idea of my use of the verb ‘conditioned’
above, is that Jaja made her identity plan and resisted her father’s decision of stopping her from
going to school. She was later allowed to carry on studies on condition that she would continue

her female gendered role at home (helping her mother).

Reflecting on the experiences where these identities and roles were negotiated both in the
participants’ writing and performance, I mention that the findings of this research show that
the participants connected their internal and imagined worlds with the real-life experiences
they lived in the context. For instance, Lina took the stage as an imagined space where she
could perform different roles, among them the role of a man in two different plays (father and
fiancée). I consider this as an imagined identity she improvised to satisfy her internal desire of
feeling equal with males in her society. She may have wanted to achieve the freedom and
agency which she does not find in the roles she is positioning in her real social world. This
supports the perspective of Holland et a/ (1998) of figured worlds and how individuals can link
their personal and figurative (imagined) identities to their positional and socially constructed
ones. Also, this performance in the course reinforces Brewer’s (1999) explanation of the
importance of theatre in women’s lives. As she mentioned, theatre empowers women and
allows them to articulate their voices and emotions, to make themselves seen and understood
by their society, and increases their awareness of their marginalization. However, she might
have viewed the stage as a more social and cultural space where women’s voices, agentic-
selves, and identities can be recognised and empowered rather than remaining imagined (see

Norton, 2000); the stage is where these aspects can be visualized as the findings show.

Lina invested her internal image of self (becoming like men) onstage using her imagination. It
is this investment, identification (identifying the self not as what the society viewed her), and
desire to be freed from those social and ethnic constraints and involvements in a community
where she could articulate her identity and gender voice (stage), which enabled Lina to give
meaning to her identity and let it be seen by others. Although my research did not focus on
Wenger’s theory of identity (1998), the above results meet his perspective of identity which he

perceives as a socially constructed concept involving identification and imagination. This
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perspective is common amongst poststructuralists and developmental theories such as

RMMDI.

10.2.5 Multiple voices and multiple identities

As the findings revealed, the participants’ narrated experiences and conversations onstage
allowed them to articulate different types of voices, influenced by their intrapersonal attributes
and their social contact with others in this setting. This may confirm that individuals’ written
or spoken voices cannot be only internal or only social, but instead show the dynamics of one’s
internal and social voices as being marked by the pronouns they use (‘I’, or other social
pronouns such as ‘we’), and the views they negotiate. The voices that were developed in the
students’ written experiences portrayed their cognitive thinking, such as criticising the program
introduced in the department of English, evaluating one’s inner self (see Bilal in chapter seven),
and sometimes were religious or psychological where their emotions were presented in their
narratives. The participants’ interaction with others in their autobiographical stories and
scenarios depicts the way they perceive themselves, their relationship with the external world,
and the way the latter influences their self-understandings. The individual and collective tasks
that I introduced in the exploratory course may have shaped the participants’ ideological
thinking and ideological becoming. The participants may become aware of their desires,
thoughts, and points of view. Also,they may have felt themselves agents of change who have
self-empowerment and an ability to use different utterances in the classroom and shape their
identities. As discussed in section (2.3), making the classroom context ideological where
interaction between the teacher and students is more internally persuasive rather than
authoritative, helps learners’ voices to come together and develop (Bakhtin, 1981). Thus,
Bakhtin’s perspevtive (see 2.3) of voice and identity in the classroom context supports the
findings of this study. Performance onstage enhanced these voices and allowed the students to
be heard by their peers, to reflect on them, and share them collectively (see Bakhtin, 1981).
This collective work may have resulted in more collective voices and identities as the findings

show.

Engaging the students in multilingual writing tasks also allowed them to articulate these voices
using different languages. It seems that each language they used may have resulted in
changeable and distinctive voices. For instance, those writing in French (such as Manel)
enhanced ‘a social, imagined and sometimes national voice’ in her story, while students who

wrote in Arabic developed a religious voice. This enhances Matsuda’s (2001) view on voice
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that each language we use provides us with opportunities to articulate our different voices, but

also to shape our identities.

The findings also showed the influence of these voices on the students’ development and
visualisation of multiple identities in the course. Identifying the self (using the pronoun ‘I’), or
identifying the group (using ‘we’) to negotiate the participants’ different past and present
experiences, and future desires boosted their multiple identities. These identities covered
changeable facets whether personal, social, academic, gender, religious, and imagined. Thus,
the findings of this research also show that individuals possibly perform different roles in their
external worlds where they make use of multiple voices, whether as the daughter, the student
of English, the wife, the worker in a tourism agency, the teacher-trainee at school, or the theatre
performer/narrator of personal experiences. All these different positions may have involved the
participants’ selves interacting as the ‘I’ or ‘me’ and being part of a social group/community
(e.g. family, friends, classroom, workers). This also supports Bakhtin’s (1986) ideological
approach to multiple voices and identities that integrate people’s multiple [-positions in their

social context (see 2.3).

The findings also support Priors’ (2001) understanding of voice and identity already discussed
in chapter two, namely, that voice is both social and personal and a sign of identity
development. This also meets the explanations of voice and identity of Brodkey and Henry
(1992), and of Cummins (1994). It also reinforces the poststructuralist view about the
multiplicity of identity (see also Ivanic & Camps, 2001, in 2.3.1). Since the participants
articulated multiple voices, the identities that connect to these voices are also multiple.
Moreover, articulating those different voices and identities increased the participants’
positionings and agency in the learning process (Ivani¢ & Camps, 2001). Therefore, I argue
that identity is fluid (based on poststructuralist approach); discursive as it develops in
interaction where agency and power contribute to its articulation (see Bourdieu, 1991);
interactive as it encourages interaction between one’s internal selves and the socially
constructed identities in the context (Abes et al., 2007); imagined and enacted because time,
power positionings, cognitive processes, and engagement are involved (see Norton, 2001 and

Wenger, 1998).

10.3 English language skills development, identity, and the course
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This section discusses the findings that relate mainly to the second aim of this research (see
3.3). It also discusses how the collaborative tasks allowed the students to build their imagined
community, and shape their identities, making a link to the main theories presented in chapter
two. Finally, I discuss the teachers’ thoughts about the course and how their views contribute
to the objective of promoting change and innovation in the teaching of English as a foreign

language in higher education.

10.3.1 Language development resulted from the course

Before the participants were introduced to the course, they experienced passivity and EFL
teachers’ talk dominance in the learning process (see chapter one). Therefore, most of the
participants attended the course afraid to speak in English in front of others and lacked
vocabulary. My subjective assessment of the participants’ perceptions showed that involving
them in the exploratory course enhanced their speaking and writing skills. Most of them could
overcome their fear onstage and could interact spontaneously with others. This interaction was
gradually boosted and increased throughout the sessions. The length of the participants’
interaction in English involved their use of new words they learned from each other and an
improvement in their accent while speaking in the target language (see Louiza’s excerpt in
9.2.1.1). The use of English in both the speaking and writing tasks seemed to allow most of the
students to increase their fluency and learn more English words, although as mentioned earlier

this was not quantitatively assessed.

These findings in relation to language competence support Norton’s (2000) understandings of
language learning, legitimacy, and symbolic power derived from Bourdieu (1991). The
participants in my research may have gained access to the target language, and felt themselves
as legitimate users of English, as agents, which may have provided them with power
positioning in learning (Vetter & Scheibel, 2016). Although the target language is not spoken
in the Algerian context, and the interlocutors are non-natives English speakers, the course
offered them a space where they could achieve their desire to speak fluently like natives. One
of the things that was more useful in this innovative learning process (writing and drama) was
the collaboration of EFL students from different levels and specialties. Based on my findings,
I believe that learning English within what I call ‘situated and mixed-level community of
learners’ can also help students to achieve legitimacy and improve their fluency. This is
because learners may have different abilities and vocabulary from others. Engaging the

students in group work, where real-life experiences are considered, may allow them to bring

222



their own touch to the group and enhance collective learning. This supports Norton’s (2000)
notion of power in language learning, Lave and Wenger’s (1991) theory of situated-learning
practice, and Sawyer’s (2012) notion of ‘collaborative emergence’ that belongs to the socio-

cultural theory (see chapter two).

The findings have also revealed the positive effect of the exploratory course on the participants’
cognitive development because it involved the tasks of autobiographical writing and theatrical
performance. The participants felt that the tasks helped them in many ways: remembering past
experiences, creativity (e.g. creating a piece of work either story, poem or script), imagination,
reflection, problem-solving, and other cognitive aspects (see chapter nine). This supports
Zatzman’s (2003) definition of drama, that is about the individual recalling his/her experiences
and reflecting on them to create a piece of theatre (see chapter two). However, the course was
not just limited to cognitive development, it also served as a social and situated space for
different social, cultural, ethnic, religious, and academic experiences from the participants’ real
world to be shared, negotiated, and developed into more imaginary scenes. This way of learning
enhanced social interaction and the ‘socio-cognitive’ learning skills amongst the participants,
which let them become more confident about themselves and overcome fear onstage. This
allowed them to learn how to perform different theatrical plays and develop themselves
academically and socially. In other words, this may have been an opportunity to develop
multiple social and academic identities onstage. Theatre is then a powerful tool that helps
learners to empower themselves and bring their voices, identities, and agency to learning. This
is what Thompson (2003) noted in his definition of theatre (see 2.2.6). My findings in this

realm enhance what researchers on drama note as being a useful method in education.

The idea of including forum theatre techniques in this study also helped the participants’
language and cognitive/socio-cognitive development. These are amongst the positive elements
this technique promotes (see Kore, 2014 in chapter two). The results of using the triangulated
task (narrating life experiences, designing scenarios, and performing onstage) combined
different learning aspects that were raised in the theories I introduced at the beginning of this
thesis, that is, the socio-constructivist, socio-cognitive and socio-cultural theories (focusing on
Vygotsky, Bandura, and Sawyers respectively). As Bandura (1986, cited in Schunk, 1989)
noted, individuals learn through connecting their cognitive processes with their social
behaviours and the environment. It is this connection that makes them agents who develop

themselves and gain self-confidence in learning. Some participants in this research encountered
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fear and were less confident about themselves at the beginning of the course. However, being
engaged in social and collective tasks increased their self-confidence and self-efficacy (see
Bandura 1986 2.2.7.1) which made them able to perform different roles onstage confidently

(see chapter nine). This may have contributed to developing their multiple identities.

10.3.2 Imagined community, teaching experiences, and collective learning

The findings revealed that the participants did not just perceive the course as an imagined
community of actors/narrators, but they also viewed it as a practical space for the development
of teaching abilities, and to negotiate their teacher roles, whether as current teacher-trainees,

novice teachers, or in anticipation of their future teacher identities.

Firstly, the results showed that engaging the students in collective work where they shared
different stories from their social context and acted them onstage enhanced the sense of group
work and self-development. The latter could have been enhanced thanks to their ability to
overcome their fear of speaking and acting onstage (see above section). Also, their reflection,
imagination, and acting skills onstage may have been developed in group work. These three
elements were viewed by the participants themselves as new aspects they achieved and used to

develop their multiple identities, but also to enhance their cognitive development.

Secondly, the findings also showed that the course could enhance observational skills amongst
the participants in relation to their current/future profession, that is teaching. In other words,
some of them found the course as a practice for their teaching skills which they had already
developed in their current positions as novice teachers in private/public schools or as teacher-
trainees. Sharing, negotiating, and visualizing these teaching experiences onstage may have
allowed them to develop their imagined facet of identity as future teachers. The latter was
revealed amongst the participants who reflected and observed my (as the teacher-researcher)
use of the theatrical techniques to engage them in the tasks, to use them in their future positions
as EFL teachers. Therefore, I believe that these elements meet what Wenger (1998) called

‘community of practice’.

Further to these aspects, the group work in the course might have been a space where the
participants invested themselves in learning English and achieved different skills (e.g. acting
onstage). Their achievement, investment, and the different ideologies they negotiated (see
Darvin & Norton, 2015) may have developed their self-positionings in learning. These findings

enhance the aspects of imagination and acting in Checkov’s theory, the aspect of ‘collaborative
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emergence’ in Sawyer’s (2012) socio-cultural method of learning, and Vygotsky’s
understandings of motivation and experiential learning (see 2.2.7). They also support Darvin’s
and Norton’s (2015, see 2.4) investment model and power in language learning, the multiplicity
of identity, and the ability of language learners to imagine and shape different
communities/identities even if they do not live them in reality, and become able to visualise

those identities through performance.

10.3.3 The effect of the innovative course on EFL teachers

The findings of this research showed that some of EFL teachers feel comfortable with their
teaching methods, which are either based on traditional approaches or on the learner-centred
approaches. In both cases, their methods may limit collaborative learning and reduce students’
chances to empower themselves and bring their voices to the classroom. However, other
teachers, mainly novice ones, claimed that their methods need change and innovation and they
welcomed the use of new approaches and new modules such as drama and autobiographical

writing.

The findings also revealed that EFL teachers who welcomed the innovative course/approaches
raised an important concern about their need to be trained by “native experts” (this is the phrase
they used) on how to innovate their teaching methods and help students to develop themselves
in learning. The exploratory course then boosted those teacher participants’ voices regarding
their need for a change in their teaching. As Booth (1994, cited in Zatzman, 2003) noted on the
use of drama in education, teachers need to be skilful in the use of such tools in teaching.
Becoming a competent teacher in such innovative methods (e.g. drama) can help students to
articulate their voices, develop themselves, their culture, and their needs (see 2.2.5). Similarly,
Norton (2001) mentioned that it is up to the teacher to create a space for his/her students to
break the walls of the classroom through investing in the imagined communities they desire to
take part in. If the teacher is not aware of his/her students’ desires, the students will not be able

to invest in learning and will lose their motivation (see 2.2.8).

Norton’s (2001) and Booth’s (1994) perspectives mentioned above reinforce the current
situation in the department of English at Bejaia University where most EFL students’ imagined
identities and language voices are not considered in learning. The exploratory course, however,
revealed that when students are given a space where they freely invest in learning using their

own experiences in the social world, realizes what Norton (2001) recommended. Additionally,
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the course let some EFL teachers’ voices to be articulated and show their awareness of the need

for innovation to be developed.

104 Summary

This chapter presented a discussion of the findings of this study. It underlined the link to the
main theories of the research, the model, and approach that framed it (RMMDI and
poststructuralism). It created a strong link to the literature review with slight additions and
differences that the findings revealed in relation to how identity is shaped and negotiated in the
Algerian EFL context. It also drew my contribution to research on identity and

teaching/learning in higher education in Algeria (see chapter 11).
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Chapter 11: thesis conclusion

11.1 Introduction

In this final chapter of the thesis, I review the research questions and link them to both the
findings and the literature review. I then highlight the originality of this study and my
contribution to the research. I also present the main limitations that emerged throughout the
different stages of the research. This chapter also presents my own reflection on this study and
what I learned so far. I finally end the chapter with essential recommendations and implications

for further research.

11.2  Reviewing the research questions

This study introduced five research questions (see chapters 1 & 3). Below is a review of how
they were addressed and discussed throughout the thesis, and how the findings met the research

aims (see also findings chapters 6-9).

How do EFL students in Algeria make sense of their identities and what factors
contribute to the development of those identities? Are the identities they articulate in the
course in English parallel to those they articulate in their other languages such as French

and Arabic?

The findings of this study support the theoretical framework and the approaches presented in
the literature (i.e. the reconceptualized model of multiple dimensions of identity/  RMMDI &
poststructuralism) that identity is fluid and multiple. However, I was mindful that individuals
carry core identities that are influenced by the social context, their internal attributes, cognition,
and imagined identities they forge in the different communities they take part in. Participants
in this research could acknowledge their different selves (such as Walid: being a person who
travels, organizes social events, dreams, and studies English; Samar: being a student of English,
a person who reads novels; Bilal: being an EFL student and a person who is defined by his
community as ‘black’). These different core identities, which may also be viewed as core
identity facets, are changeable and most of them are socially constructed. The study also
supported the literature in terms of the concept of multilingualism, that every language gives
its speakers a changeable identity. Speaking different languages shaped multiple voices and

identities in the participants. However, each language may have enhanced the development of
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a different identity facet amongst the participants. For instance, English boosted their imagined

identities while Arabic fostered their religious facet of identity.

What voices emerge from their narrative tasks and performances onstage and how does

imagination shape who they are/their future identities?

Running an interactive theatre and autobiographical writing course in an Algerian EFL
classroom (see course details in chapter four) helped the students to articulate their multiple
voices and identities that connect to cognitive and personal attributes, and to academic and
social influences in their social context. Those voices were hidden and undeveloped before
they took part in the course. Identifying those voices in the data analysis (see chapters five and
seven) reinforced the findings of previous research that voice is both social and personal, but
it also helped me as a researcher to understand how these voices develop and allow the
articulation of one’s identities. The cognitive voices seem to increase imagination amongst the
learners, which was noted in their performance of social, critical, personal thoughts onstage.
This made them reflect on their future becoming and what they can do to become agents by
positioning themselves in the different communities they want to be part of (e.g. imagined

community and community of practice).

How do both males and females in the study negotiate their gender identity in narration

and performance?

The introduction of the exploratory course to the department of English at Bejaia University
allowed both male and female students to negotiate their gender roles and identities. The
findings support the different perspectives on gender in the literature, mainly those related to
theatre as a way to help others (e.g. females) to voice themselves. However, this research
showed that in the Algerian context, gender identity cannot be given meaning without
considering the three intersected concepts of culture, ethnic belonging, and religious norms.
These concepts all together shape how men and women should perform in their society. In
some situations, Algerian female gender identity is given meaning through the roles the woman
performs and the marginality she encounters in her society, which differs from males.
However, some of the females in the study showed that they could develop agency and power
positionings in their society and similar meaning-making to their identities as compared to

males, regardless of the three intersected concepts that may constrain their gender identity
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meaning-making, in comparison with the females who felt themselves marginalised and

powerless (e.g. Lina and Kahina, see chapter eight).

What is the effect of collective performance on Algerian EFL students’ language skills
development and cognitive processes? Do they perceive themselves in an imagined

community of actors?

The findings of this research revealed that most of the participants felt an improvement in their
speaking skills and an increase in their productivity in writing. The participants also reported
that the course enhanced their cognitive abilities such as their creativity, imagination, and
problem-solving. Their fear of speaking in public was also able to be reduced, because the
exploratory course boosted their agency and self-empowerment so rnabling to speak
confidently and fluently. Therefore, the different aspects introduced by the theories I adopted
to frame the course were useful (see chapter two). This research gave insight into the use of
innovative and sophisticated methods of teaching and learning English. The idea of a mixed-
level community of EFL students in a situated-learning practice where various stories are
told/written and performed, enhanced the imagination and reflective skills amongst the
students. It also brought them legitimacy as users of the target language, allowed them to
navigate their power relations, positionings, and developed their voices and identities. Such
innovative EFL classroom activities where these approaches and theories shape different
communities in which the learners participate in order to develop themselves, are fruitful for
both the cognitive and language development parts of learning. This may allow the students to
gain leadership skills and gain more confidence in themselves and facilitate their engagement

in future communities, which they may form in their teaching practices or in other contexts.

What perception do current EFL teachers at Bejaia University have of interactive theatre

and autobiographical texts as a new course to be integrated in the EFL learning program?

The results of the interviews conducted with eight EFL teachers enhance the recommendations
discussed in the literature by Norton (2001) and Booth (2003), that teachers need to be aware
of boosting their students’ imagination in the classroom (Norton, 2001) and of being skilful in
the use of drama (Booth, 2003). Most of the EFL teachers I interviewed revealed their need for
a teacher training program by ‘native experts’ (teacher-participants’ word) to help them

innovate their teaching methods. They also showed their interest in the integration of the
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exploratory course I designed into the EFL classroom. Few of them showed any unwillingness

for innovation (see chapter nine).

11.3 Research originality and my contribution

Recognizing one’s originality and looking for the significant contribution to research is one of
the tough processes in a PhD project. Clark and Lunt (2014) note that to make the research
study original, the researcher needs to design original ideas and an original project. They also
add that originality can emerge from an existing body of knowledge that the researcher explores
to come up with new understandings. These new understandings can be presented in the
different stages of the research such as in its theoretical/methodological designs, implications,
or in the findings (Willington, 2010). There are many signs that help the researcher to know
whether his/her research is original and contributes to the existing knowledge. For example,
the application and reinterpretation of others’ approaches/theories in a different context;
conducting a study that has not been explored/experimented before; repeating a study in a
different setting; extending and improving a pre-existing study (Phillips & Pugh, 2010).
Phillips and Pugh’s aspects above allowed me to define my thesis originality and contribution

as explained below.

11.3.1 Originality

As I 'have already mentioned in both chapters one and two (see Webber, 2008; Zhao, 2011; and
Yang, 2014), little research exists on EFL identity development in both writing and
performance. Most of the pre-existing work undertaken by the researchers above focused on
ESL identity in writing (Zhao, 2011), or EFL (Yang, 2014), but excluding the process of
performance. Looking at EFL learner identities within a triangulated process that involves
students’ real-life experiences articulated in autobiographical texts and theatre performance
seems a more elaborate appraoch that my study explored (see figure 10.1). Further to this, the
context where this study took place is multilingual and involves sub-ethnicities and cultures
(see chapter one). Although the concept of identity has been massively studied in different
settings and countries of the world and in various domains, Algerian EFL identity has not been
explored before. Therefore, the idea of conducting this research on identity in this setting

contributed to the originality of my work.
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11.3.2 Contribution to Knowledge

The contribution that my research adds to the existing body of knowledge and to the context

where the study took place is both theoretical and practical; and individual and pedagogical.

Firstly, in terms of theory and practice, I contributed to knowledge on EFL identity through
adopting and reinterpreting overlapping theories and approaches that were already developed
by other researchers (reconceptualized model of multiple dimensions of identity (RMMDI, by
Abes et al, 2007 see 2.2.1), and poststructuralism as already discussed in 2.2.1 & 2.9). My
findings may add knowledge to how identity is developed and negotiated in EFL multilingual
classrooms and in a setting where identity has not been explored before. My findings also
extend the RMMDI perspective of identity. For the latter, my research shows that identity in
the Algerian context cannot be understood without considering the three concepts of culture,
ethnicity, and religion which together shape that understanding. Furthermore, my findings add
knowledge to the RMMDI in relation to how each language a person speaks may shape
different core identity facets that he/she may have developed in his/her use of different
languages. Using Arabic, for example, may shape one’s religious self in the Algerian context
compared to English which may enhance the academic, social, and imagined identities. In other
words, the concept of multilingualism can also be added as a meaning-making filter to this
model (see RMMDI in 2.2.1) of identity. Additionally, engaging EFL students in narrating
their life experiences and then performing those stories onstage could bring an additional way
of'looking at identity development, negotiation, and visualization within a ‘triangulated process

of multiple identities’ (see 10.2.1 and figure 10.1).

The diagram below demonstrates what this study has achieved. It brings together the idea of
my participants evolving new and changeable identity facets surrounding their core (the darkest
point at the bottom of the diamond) influenced by the different external dimensions in their
context or by other internal influences. Multilingualism, becoming and time are the meaning-

making elements that my study adds to the previous model of Abes, et al (2007).
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Figure 11.1: a developed model of multiple dimensions {Abes ef al, 2007, p. 7) of identity
based on the findings of this research.

Secondly, in terms of the individual and pedagogical contribution, this research brought change
to both EFL learners’ self-understandings and to some EFL teachers’ self-evaluation of their
teaching approaches at Bejaia University. The exploratory course enabled the development of
the students’ agency in the learning process. It allowed them to gain self-confidence and self-
empowerment through understanding the internal and social identities/voices that can be
imposed in their desirable learning/teaching communities. It also resulted in their gaining new
skills (acting, narrating, speaking to an audience) and developing their communicative skills
which may prepare them for their future positionings within different professions (e.g.
teaching). Predominantly, it helped them to see themselves more clearly in those experiences
they narrated/performed, which boosted their reflective and self-analytical abilities (see Bilal,
in chapter seven). This can be useful for their future career. For instance, the interview
transcripts allowed some of the students, namely Sylia, Rasha, Thiriza, and Kahina to think of
new teaching techniques such as drama. Some of them used those drama techniques that I
introduced in the exploratory course with their students in their teacher-training sessions, and
made others think of integrating drama in their future roles as EFL teachers. Another
contribution point relates to the different productive tasks (group discussions, collective
scenario writing, performance onstage) that my participants were involved in throughout the
exploratory course. The latter may have created different communities where the students could

take part in and develop themselves. These communities were both imagined (i.e. from their
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different imagined performances onstage) and of practice (related to their teaching/teacher
training experiences). I would consider those communities as part of an innovative learning
environment for EFL students in classroom contexts, which may enhance both their identity

development/language voices and language skills.

Introducing the exploratory course could change some of the teacher-participants’ views of
their teaching methods which they think may need innovation. It also made them aware of the
need to be trained by ‘native experts’ (teacher-participants’ word) to learn how to innovate
their teaching methods and use them competently, such as learning about the use of drama. For
instance, the head of the department, who was among the teacher-participants in this research,
asked for a copy of my thesis to analyse the results of the course on the students to find out

how the innovative course of autobiographical writing and performance might be integrated.

11.4 Limitations of the study

I have acknowledged that a number of limitations emerged in relation to the different stages I
undertook to fulfill this research. Some of them are related to the methodological stage, the
data collection and analysis, and to my role in the exploratory course. The sub-sections below

provide more details about those stages and the limitations I faced.

11.4.1 Limitations of the research methodology

I consider that my selection of the sampling method, the data collection tools, the setting, and
the research paradigm as elements that resulted in some limitations. First, in terms of selecting
the participants (see chapter three), random sampling would be more appropriate in terms of
selecting a representative sample to the whole population of EFL learners and assume
generalizability of the data. I neglected this sampling method and focused instead on purposive
sampling and opportunity sampling both for the participants to meet the selection features of
the study and to enlarge my sample in a short time. However, the participants took part
voluntarily in this study, and all of their details were confidential, which may enhance the

validity and reliability of the findings.

Second, and in terms of the setting, I assume that if other universities in Algeria were taken
into consideration and the study was conducted in two or three other universities instead of the
University of Bejaia itself, this might enhance the reliability and generalizability of the

findings. However, this was difficult due to the lack of time in which to design the program of

233



each university under a coordinating timetable. This is why I applied opportunity sampling, in
combination with purposive sampling as mentioned above, to enlarge the sample in the same

setting.

Third, and in terms of the research paradigm, my study ignored experimental procedures such
as questionnaires and controlled groups to explore the students’ language development and
perceptions about the course. Applying mixed methods may also foster the validity and
reliability of the data, but I found that this would be time consuming. I would have needed two
classrooms and this was not possible because of the nature of the setting (the unavailability of
an additional classroom and the students’ full planning). Also, the whole research project was
based on personal and subjective data raher than numerical data. Therefore, I opted for the

qualitative interpretivist paradigm rather than a quantitative one.

11.4.2 Limitations of the data collection and analysis

During the data collection stage, I faced several obstacles that were out of my control. Time
was the major limitation. Some sessions in the exploratory course required extra time of 20 to
30 minutes; either due to participants who arrived late or the length of the performances of the
plays, and other factors such as other researchers’ and teachers’ need to use the media room at
the same time as that scheduled for my sessions. I also faced other difficulties in relation to the
use of data projection during the brainstorming tasks. Some of the videos I planned to introduce
in each session of the course did not function well because of technical problems in the
projector. However, I overcame that through my flexibility in motivating the students and
bringing their reflections to learning. Also, I managed to do ten sessions instead of 12 as I had
planned before embarking on fieldwork. This is because of the students’ heavy workload. The
last session of the course was meant to use the thinking-aloud protocol; however, I did not
manage to collect useful data from this session because some of the students found difficulty
in verbalizing their thoughts while writing. I then struggled to record their speeches and
collected incomplete essays. Thus, I did not include the data collected from the thinking-aloud

method in this thesis.

I was mindful that in the audio recording I used during the interview stage, the noise of other
students/teachers outside interrupted the attention of some participants during the interview.
Interruptions also occurred during the sessions I conducted in a normal classroom, when other

students (who did not take part in my study) came into the room and caused a distraction.
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During the analysis stage, I struggled to understand the handwriting of some of the participants.
Thus, I was obliged to exclude some of the narratives due to their illegibility. These could have
added more information to the findings, but because I could not make sense of what was
written, I had to ignore them after many attempts to contact the participants via email for more
clarification. These participants did not reply to my concern. I was also mindful of important
aspects in the data analysis that needed to be extended to explore their meaning. If I had been
able to pay attention to those elements while I was undertaking the fieldwork, I would have
collected deeper data to enhance the analysis and findings. My role as an interpretivist allowed
me to re-contact the participants to extend their thoughts/narratives on these aspects, but the

majority of them did not reply to my e-mails.

11.4.3 Research limitations as connected to my role in the course

As I mentioned in chapter four, I played the role of a teacher-observer during the course. I both
taught the participants and performed my researcher role. This was a challenge for me as a non-
experienced teacher in drama and a beginner researcher. I relied both on my knowledge
obtained from my readings on drama and new teaching approaches to design the course.
However, some elements, such as the timing of the sessions, may have affected the way I
managed the classroom throughout the course. If I could run the course again, [ would design
two different sessions (narration and performance separately), to provide all students with
sufficient time to produce their pieces of writing and to contribute to the performance of their
plays onstage rather than selecting few plays and few students for performance. Another point
relates to the activities I designed for the course as some of those activities were amended. The
reason for this amendment was because of the non-functioning computers and absence of the
internet during the fieldwork. For instance, some tasks required the use of Ted Talk videos
which 1 could not access. Other reasons relate to the students’ needs which pushed my
flexibility and creativity to introduce other tasks that motivated the participants to write and

perform their life stories.

11.5 A reflective account: what I learnt and what I would do in future
research

Conducting a research study is a great endeavour especially for a beginner researcher like me.
I had to read about every process involved in this thesis, either theoretical, methodological, or
practical. However, understanding the context where this study was undertaken, increased my

reflexivity which made the work smooth and then enhanced my ability to create connections
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between every aspect of the research. However, I was aware that undertaking qualitative
research and delving into people’s personal/social experiences might introduce subjectivity and
biased findings. For instance, listening to the participants’ stories during the interviews may
have affected me as a person and in some ways diverted the focus of my research that should
have been more objective. I could have investigated more important points rather than showing
some tolerance towards the participants’ emotional experiences. This mainly happened in some
participants’ talks about their parents’ death or family issues. Acknowledging points that may
introduce bias into the findings made me aware of how to perform as a qualitative and
interpretivist researcher in future projects. For example, in studying peoples’ experiences, |
should consider how to turn that subjectivity and emotional situations emerging from the
participants’ speech into research questions that may encourage a deeper investigation of the

issue rather than ignoring it.

I also learned that my questions during future semi-structured interviews should be direct to
the point rather than being indirect and leading to answers that shift from target aims/objectives.
If I could re-interview my participants again, I would reformulate some of my questions to

enhance the data and ignore some of those I asked during the actual interviews.

I was also mindful that what we adopt as theories at the beginning of the research may not be
fully applicable to the data we collect at the fieldwork stage. There are always changes to be
made and other theories to be considered. Enlarging the scope of the research increases its
complexity and fruitfulness. This may open the door for other research questions that can be
used to start a new research project in the future. For example, at the beginning of this research,
I considered the participants as EFL students and focused on their ‘learner identity’ side while
I ignored the fact that some of them are already teachers. Their teaching experiences then
became part of my findings which enabled me to look at theories/research perspectives on
teaching practices such as ‘communities of practice’ by Wenger (1998). This has also
increased my reflexivity towards future research that I am interested in. The latter relates to

‘teacher identities’ and experiences.

11.6 Future recommendations and research implications

Some points that were raised in the findings of this study might be further considered in future
research. Among these, I should mention the teacher participants’ claim, which they pointed

out in the interviews; that is, the advantages of having a teacher training program taught by
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native teachers who are experts in education and innovative teaching methods. This point is
worth considering at Bejaia University. Meanwhile, it can be undertaken as a future research
project where different explorations can be considered. This is what researchers in the literature
recommended (e.g. Booth, 2003; Norton, 2000). Booth (2003) recommends that teachers need
to be skilful in the use of drama, while Norton (2000) recommends that language learning
classrooms require teachers who provide their students the chance to imagine and invest in

learning. These researchers’ recommendations seem applicable in this context.

Another element I would recommend consists of taking into consideration the nature of the
context where the current study was conducted. Because the Algerian context involves
intersecting elements (i.e. culture, ethnicity, and religion), there is a need for other research
studies that may bring extended understandings of identity development, namely