TABLE OF CONTENTS

DEDICATION ..ttt sttt etttk b ekt b e e b e ek et 22 et e bt oAb e e eh e e Sh e e SRRt oA Rt e R e e b e e b e e nb e e eb e e enneeneenne e e iii
ACKNOWLEDGEMENTS. ...t tittettestee sttt ettt she ettt ettt be e sk e ek st et e ekt e she e she e she e s ab e e n bt e b e et e e et e e abeeenneene e e iv
LIST OF TABLES ...ttt etttk ekttt b e s b e s bt e s b et e a bRt e Rt e b e e ke e e b et e sn e e b e e s b e e nbeesnnennneennis Xiv
LIST OF FIGURES ...ttt b ekttt bt e bt e s bt e sh e e s h et e a bt e st e e b e e b e e et e e abeeebneenneenneens Xv
Chapter 1. INTRODUCTION.......ciuteitieitieittestte ettt ettt sttt et sbe e she e sse e e st b e ke e sbe e st e e eb et esn e e b e e nbeenbeesreesnneennes 1
(0o (oYY (U E | W = [ 411 o] SRR 4
Context: International Education & Student Mobility ...........ccccooiiiiiiiiii e, 6
International Students in U.S. Postsecondary INStitUtions ..........ccccovivivi i 7

International Students in U.S. Secondary SChOOIS ..........ccooiiiiiiiiiini i 8

International Student Recruitment in Maine’s Secondary Schools ...........ccccevviiieiiiiieee e, 9

StatemMENt Of ProDIEM ...ttt sre e 9
Statement of Purpose & TOPIiCSs Of INQUINY.......cueiiiiiiiiii e 11
Terms & DefiNItiONS .. .ccoueiiiiiii e 12

SIgNITICANCE OF STUAY....eeiiii e s e e e e s et b e e e e et b e e e s e nbe e e e enteeeeenees 14
Chapter 2. LITERATURE REVIEW ......cooiuiiiiite it ctit ettt s et e e stte st e e snte e st e astaaesnteeesnaeesneeesnnanesnsaeensenans 16
The EXPIOratory STUAY .......cooiiiiiie ettt e et e e st e e e st e e e e st b e e e e sabaeeeesabbeeeestbeeeesnseeeaeans 16
Procedures of Data ColleCtioN ..........couiiiiiiiiii e 18

Individual Interview & ldentity Mapping ........coccvieiieeee e 18

Group Discussion & Education Journey Mapping ......ccccceeevviiiieeeeeeesiisininnneee e e e sseeneees 19

Procedures of Data ANalYSiS .........ceeiiiiii i 20

F AN 0 P21 A ol o = L= VYo 20

OVErall PrOCEAUIES ...ttt nn e 20

Main Findings from the EXploratory StUdy ..o 21

Vi









international students, in particular those from non-White and non-English speaking countries (Yao et
al., 2019).

Critical Race Methodology—Counter-Storytelling. As a critique to positivism, critical theory

targets social theories that “reduce the social world to patterns of cause and effect”, positivist social
science is often attacked by critical theory for “lacking the sort of dialectical imagination that enables
social scientists to look beyond the appearance of given social facts toward (and as a way of achieving)
new social facts—the end of class society, patriarchy, racism, and the domination of nature” (Agger,
1991, p. 109). In other words, the “dialectical imagination” allows researchers to transcend what is
believed to be factual in the social world and to strive for new social facts that can potentially achieve a
more just society. Much of this dialectical imagination originates from the individuals marginalized in the
society due to their race, gender, socioeconomic status, and other aspects of social identity. To access
this dialectical imagination, or in Delgado Bernal’s (2002) words, the knowledge created and held by
students of color, researchers need effective tools to draw from the forms of knowledge in the
marginalized communities.

In education research, many researchers use CRT as a theoretical framework to identify racial
inequities and to understand the contexts that produce those inequitable conditions in the society, but
they use methodologies that are unrelated to CRT (Pérez Huber, 2008). To draw from the knowledge
and experiences from communities of color, there is a need to advance the development of CRT
methodologies (Solérzano & Yosso, 2002). CRT methodologies, according to Pérez Huber (2008),
“explicitly utilize a CRT lens which reveals experiences with and responses to racism, classism, sexism
and other forms of oppression in education” (p. 166).

One of the most commonly applied CRT methodologies is counter-storytelling. It is a method of
telling the stories of people at the margins of society whose experiences are rarely brought to the

attention of the mainstream society; it can also be used as a tool to expose, analyze, and challenge the
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majoritarian stories of racial privilege (Solérzano & Yosso, 2002). More importantly, counter-storytelling
can also “humanize the struggles and injustices faced by People of Color within academic research,
calling attention to racist structures, policies, and practices in education” (Perez Huber, 2008, p. 167).

Counter-stories or narratives can serve at least the following four functions. Solérzano and
Yosso (2002) explained that counter-stories or narratives can be applied to:

1. build community among those at the margins of society by putting a human and familiar
face to educational theory and practice;

2. challenge the perceived wisdom of those at society’s center by providing a context to
understand and transform established belief systems;

3. open new windows into the reality of those at the margins of society by showing
possibilities beyond the ones they live and demonstrating that they are not alone in
their position; and

4. teach others that by combining elements from both the story and the current reality,
one can construct another world that is richer than either the story or the reality alone.
(p. 36)

In the following sub-sections, | first introduce a main concept described in my research purpose
and questions as a context for exploring Chinese transnational adolescent students’ experiences:
communities of practice. Then, | summarize the key tenets for the two concepts described in the
research purpose and questions as the aspects of CoP participation that this study is focused on, namely
identities and language socialization.

Communities of Practice. The concept of communities of practice (CoPs), mainly developed by Jean Lave

and Etienne Wenger (Lave & Wenger, 1991; Wenger, 1998), focuses on a situated approach to learning
and has gained prominence in different fields, such as education and management, as a conceptual tool

to explore how learning is achieved. As defined in Chapter 1, a community of practice is a group of
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people who gather for a common purpose. There are three essential features of a CoP: mutual
engagement, joint enterprise, and shared repertoire (Wenger, 1998). First, members of the CoP interact
with each other on a regular basis in different ways. Second, as a community, they aim to achieve a
common purpose or endeavor. Third, they develop and have access to a common collection of
languages, styles, and routines, with which participants express their identities as members of the CoP
(Barton & Tusting, 2005). These are the features | aim to explore in the Asian students’ participation in
their CoPs, and because the students’ CoPs exist across academic, social, and/or extracurricular
contexts, exploring learning from the perspective of CoP allows me to address identity formation and
transformation as well as language socialization beyond the confines of the classroom.

The concept of CoPs along with its perspectives on learning is central to the overarching inquiry
of this study. Essentially, | am curious about how and to what extent participants’ experiences in the
CoPs are connected to their interactions with other CoP members; whether and how these experiences
contribute to or interfere with learning (language socialization in the context of this study); and whether
their sense of selves (identities) varies across the different CoPs in which they are members due to the
varying nature of their interactions with others. These questions are based on the following
fundamental principles of learning in CoPs derived from DaSilva Iddings’ (2005, p.166) synthesis of CoP
literature. First, learning is situated in culture, context, and activity. Second, learning is viewed as a
process where members of a CoP become socialized in that community and adopt the jargon, behavior,
norms and belief systems of that social group. Third, through engaging in the community’s practices, the
members not only learn new concepts and skills related to the community’s practices, but they also
form and transform identities in new contexts.

Within different configurations of CoPs, living and learning take place (Wenger, 1998);
therefore, by investigating and analyzing the mechanism of these CoPs, we can gain some insights into

the processes through which broader social structures are constructed and sustained (Barton & Tusting,
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2005). In other words, there is a relationship between interactions in CoPs and broader social structures,
and this relationship can help us understand the role various social factors, such as racial and linguistic
subordination, play in students’ learning through interactions with their peers and educators.

Language Socialization. Language socialization is a branch of linguistic anthropology, and according to

(Duff & Talmy, 2011), it “represents a broad framework for understanding the development of linguistic,
cultural, and communicative competence through interaction with others who are more knowledgeable
or proficient” (p. 96). In contrast to the cognitivist approach to language acquisition, language
socialization explores language learning not only in terms of the development of linguistic knowledge
but also with regard to sociocultural knowledge as well as ideologies, epistemologies, subjectivities, and
affect; additionally, it focuses on the following aspects of language learning and use: the local
sociopolitical contexts, the historical perspectives, and the cultural components of linguistic structures
and practices (Duff, 2007); Duff & Talmy, 2011). Language is thus considered one aspect of particular
communities of social practice and learned through social interactions with the more proficient
interlocutors, along with the knowledge of the community’s values, identities, practices, standpoints,
and ideologies (Duff, 2007; Duff & Talmy, 2011). Further, language socialization is a lifelong process, and
as we enter new communities of practice, we also give priority to the new ways of acting,
communicating, and thinking as well as new codes, registers, genres, or literacies (Duff, 2007).

Second Language Socialization. Second language socialization, according to Duff and Talmy

(2011), “represents a process by which non-native speakers of a language, or people returning to a
language they may have once understood or spoken but have since lost proficiency in, seek competence
in the language and, typically, membership and the ability to participate in the practices of communities
in which that language is spoken” (p. 564). The modifier “second” in second language socialization is
considered controversial in multilingual contexts where people may learn several languages

simultaneously or in different sequences, so the distinction between first and second is not always clear
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(Duff, 2011). In this current study, | use second language (L2) and additional language interchangeably to
refer to any languages learned beyond a person’s first (L1) or most dominant language.

Similar to L1 socialization, the members of a L2 community who are more proficient in L2 and
more knowledgeable about the L2 culture play an important role in socializing the L2 learners. These
agents of socialization in the study-abroad-in-the-U.S. context normally include teachers, tutors,
classmates, personnel in the school such as coaches, librarians, staff, etc., host family, dorm parents, or
anyone who wishes to help the international students to become proficient in English and
knowledgeable about the values, ideologies, standpoints, practices, etc., in the local community and/or
in the U.S.

Implications. Second language socialization has several characteristics that have implications for
this study on Chinese transnational adolescent students. First of all, in terms of additional languages
(e.g., L2), socialization does not necessarily result in the exact reproduction of discursive and cultural
practices; on the other hand, it may produce hybrid forms of identities, practices, and values or lead to
partial appropriation of the target language, especially in the context of globalization, migration,
multilingualism, and transnationalism (Duff, 2007, 2011). In some cases, it may even result in the
rejection of the norms and practices to be learned in the target language community (Duff, 2007; Duff,
2011). In other words, although some L2 learners may achieve a high level of L2 language and culture,
others may become ambivalent, defiant, resistant when it comes to the language and culture of the
target community, and some may even terminate their L2 learning but may resume years later (Duff,
2011). In some situations, learners may exhibit strong motivation to receive language socialization but
are denied opportunities for interaction with or lack support from their socializing interlocutors (Duff,
2011). Recent developments in the field show that second language socialization is considered to be bi-
or multidirectional; in other words, sometimes, it is the more experienced, knowledgeable members of

the community that exhibit power when acting as the source of expertise and as the socializers, but at
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other times, the novices also demonstrate power when contesting the practices and expertise of their
mentors (Duff & Talmy, 2011).

Research Methods. Studies exploring topics related to language socialization usually make use of

the ethnographic methods, which aim to produce a broad description of the sociocultural settings in
which language is learned and used, and these methods can entail longitudinal engagement as well as
extensive observation in order to obtain the knowledge of contextual dimensions and to document and
analyze the changes and developments of participants’ communicative competencies over a period of
time (Duff & Talmy, 2011). Typically, data in these studies come from researchers’ fieldnotes, site
artifacts, interviews, audio- or video-recordings of site interactions, etc. Even though language
socialization is a topic of inquiry in this study, my purpose is not to document and analyze the changes
and developments of my participants’ communicative competencies; rather, in the spirit of critical race
theory and the critical race methodology of counter-storytelling, | am interested in how my participants
perceive and experience language socialization in their CoPs. In other words, my emphasis is on their
perspectives and their voice. As a result, as further delineated in the next chapter, | will make use of
methods of data collection such as language learning autobiography as well as interview because of
their capacity to offer the participants an opportunity to tell their own stories of language socialization.

Identity & Language Learning. Identity is another topic of inquiry in this study. Norton and McKinney

(2011) argued that the significance of an identity approach to second language acquisition (SLA) is
twofold. First, SLA needs a theory of identity that is comprehensive and integrates the individual learner
and the social world he or she lives in. Second, in this theory of identity, there is a need to address how
power relations in the social world influence learners’ access to the target language community. This
focus on systemic factors echoes what was discussed above in the section about the relationship
between social structures and CoP participation as well as the theoretical underpinnings of critical race

theory. Identity theorists are concerned about the ways in which learners’ opportunities to practice
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using the target language are socially constructed not only in formal sites of learning, such as the
classroom, but also in informal settings, such as extracurricular activities; therefore, exploring learning in
the context of multiple CoPs, i.e., both formal and informal sites of learning, offers a more dynamic and
comprehensive view of learner identities. Further, identity theorists are skeptical about the binary view
that defines a learner as either motivated or unmotivated, either introverted or extroverted, either
inhibited or uninhibited without examining how power relations structure these affective factors
(Norton & McKinney, 2011).

Investment. In this study, | use Norton’s identity theory to understand the factors that may
influence the Asian adolescent students’ involvement and participation in their CoPs. In particular, | plan
to apply Norton’s construct of “investment” (Norton Pierce, 1995) to understand the variability in
learners’ engagement in social interaction and community practices. Informed and inspired by
Bourdieu’s work (1977, 2009), “investment” indicates learners’ socially and historically constructed
relationship to the target language and their ambivalent feelings about learning and practicing it
(Norton, 2013). Learners invest in the target language because they know doing so will afford them a
wide range of symbolic resources such as language, education, and friendship, as well as material
resources such as real estate and capital goods, and both types of resources will increase their cultural
capital and social power (Norton, 2013). Further, learners’ identities and desires for the future are
reevaluated when the value of their cultural capital appreciates; therefore, Norton (2013) argued that
there is a fundamental relationship between investment and identity. As a result, it is important to
explore the Chinese students’ plans or aspirations for the future as | try to understand how their
identities form and transform via participation in CoPs.

Imagined Communities & Identities. On the notion of aspirations for the future, there are also

imagined communities that learners aspire to when learning a language (Norton, 2013). As mentioned

above in the sub-section about communities of practice, mutual engagement is one of the three
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essential features of a CoP (Wenger, 1998). However, according to Wenger, direct involvement is not
the only way with which people can become members of a community; imagination is another way to
community membership. In imagined communities, future relationships or affiliations with national or
even transnational communities can extend beyond current immediate sets of relationships (Warriner,
2007). The impact and authenticity of these imagined communities is just as strong as the learners’
current investment and actions if not stronger (Norton, 2013).

Implications. Therefore, in this study, | aim to explore the relationship between CoP
participation and identity as well as language socialization and identity through taking a close look at
how the Chinese adolescent perceive and even engage in investment across different CoPs, including

the imagined ones.

Theoretical Framework & Research Questions

According to Ravitch and Riggan (2017), the purpose of literature review is twofold. First, review
of topical research is a process through which we can learn from the research of others and also form
and strengthen the argument we want to make through our own research. Second, through reviewing
literature, we can derive important theoretical perspectives that form a framework, with which we can
advance our argument further than previous researchers have taken it, or we can formulate “new
guestions, considerations, hypotheses, or explanations into the inquiry” (p. 30).

Drawing upon Ravitch and Riggan’s (2017) conceptualization of literature review, | created a
theoretical framework (Figure 2.2), part of which was based on the review of topical research outlined in
the first half of this chapter. This part, specifically the part on the right of the framework, consists of the
main theoretical perspectives that informed my understanding of the key areas of research related to
this study. In the center of the framework is the target population for this study: Asian transnational

adolescent students.
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Figure 2.2. Theoretical Framework
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Additionally, there are three lenses situated at the ends of three axes. On the paradigmatic axis
is the lens of poststructuralist and critical perspectives. On the methodological axis is the lens of
narrative inquiry. And on the substantive axis is the lens of identities and language socialization. | made
use of dash lines rather than solid lines to represent the three axes in order to highlight the fluidity of
the concepts in each area and their capacity to be mutually informative.

The concept of theories as lenses is nothing innovative, but what this theoretical framework
highlights is the capability of multiple theoretical intersections when we examine the lived experiences
of a marginalized collective through multiple lenses instantaneously. This was the rationale behind the
conceptualization of axes in this theoretical framework, which became an effective and comprehensive
way when | examined the multi-layered and nuanced meanings of the informants’ transnational lives.

On the right-hand side of the framework are the theoretical perspectives based partially on
poststructuralism and partially on critical perspectives. Together, they informed my understanding
about the identities and language socialization of the Asian students in my study. These include
Pavlenko’s (2001, 2002) poststructuralist view of second language, language learning, and language
learners; critical race theory and LangCrit (Crump, 2014); communities of practice (Barton & Tusting,
2005; Lave & Wenger, 1991; Wenger, 1998); and Norton’s concepts of investment as well as imagined
identities and communities (Norton, 2013; Norton Pierce, 1995).

On the left-hand side, | located two theoretical perspectives that are based on critical race
theory for one and poststructuralist view of identities as multiple, fluid, and situated, for the other. The
critical race methodology of counter-storytelling (Solérzano & Yosso, 2002) and counter narratives
(Bamberg & Andrews, 2004) not only provided the rationale for narrative inquiry as research design for
this study, but it also underlined this study’s commitment to social justice by eliciting and presenting a
counter force against the master narrative about Asian international students. Additionally, as later

explicated in Chapter 3, the use of multiple data collection and analysis methods constituted
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methodological and analytic pluralism advocated by several scholars (Frost, 2009; Frost et al., 2011;
Katsiaficas et al., 2011) for the study of lives on the margins because these individuals, such as the
transnational youths in this study, “cross borders” in their landscape of practice (Wenger-Trayner et al.,
2015) on a regular basis; therefore, their identities are often fluid and malleable, dependent on their
multiple memberships in particular communities of practice.

Finally, also elaborated in Chapter 3 is the intersection between narrative inquiry and the two
topics of this research: identities and language socialization. At the bottom of the theoretical framework
are two theoretical perspectives that illustrate how learning manifests as knowledging through
narratives (Barkhuizen, 2011) and how identities are constructed through narratives (Bamberg, 2011,
2012; McAdams, 1988, 1993; McLean et al., 2010), hence illustrating narrative inquiry’s capacity for not
only eliciting counter-stories from the participants but also addressing the two core topics of inquiry in
this study.

The various theoretical perspectives are represented by boxes that partially overlap, again with
the intention to emphasize the efficacy of intersectionality as a theoretical and methodological
approach to inequality, especially in marginalized communities (Choo & Ferree, 2010). This framework
served as the bridge between the literature review and research design and methodology for this study,
thus playing the important role of framing and situating this study for the audience in the field.
Research Questions

In Chapter 1, | provided a current context for research on international secondary students to
set the stage for this study. | also outlined the research problem and its urgency. | further proposed to
address the problem by exploring transnational adolescent students’ experiences in their communities
of practice as a way to elicit their counter-stories. In this Chapter, through a review of previous research
and key theoretical perspectives on race, language, identities, and communities of practice, | honed in

on two specific aspects of the adolescents’ CoP experiences: identity formation and transformation as
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well as language socialization. | posed the following overarching research question: In what ways do a
group of Asian transnational adolescent students perceive and experience identities and language
socialization as they navigate their participation across different communities of practice (CoPs) in their

American high schools? | further posed the following sub-questions:

1. How do these students perceive and experience interactions with the other members from their
CoPs?

2. How do these students perceive and experience language socialization across different CoPs?

3. How do their identities form and transform across different CoPs and through the language

socialization processes?

In the following chapter, | will present a discussion of the research design, including participant

selection and recruitment, as well as the methods | adopted to collect the data for this study.
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CHAPTER 3

RESEARCH DESIGN AND METHODOLOGY

Grounded in the qualitative research tradition, this multimodal critical narrative study of five
Asian transnational adolescent students aimed to explore their perceptions and experiences with regard
to language socialization as well as identity formation and transformation via a close examination of
their multimodal narratives of participation across different communities of practice (CoPs) in their
American high schools, all located in Maine. The emphasis on their perceptions and experiences
prompted a research design that allowed me to achieve the overarching goal of this study, that is, to
foreground the voices from the five informants and to explore the relationship between the stories they
told about their CoP participation and the dominant cultural storylines that have produced the
“normative experiences” which international students are expected to identify with or even conform to.
In other words, the goal was to explore the power of their stories as counter-narratives to oppose the
dominant cultural storylines (Andrews, 2004).

In the following sections, | will first discuss my choice of methodology as well as the concept of
methodological and analytic pluralism and how it informed the research design and data analysis. Then,
| will describe the procedures of participant identification and recruitment. Following that, | will
introduce the types of data collected in this study. Finally, | will briefly introduce the conceptual
background of the data analysis in this study. The specific data analytic approaches and procedures will

be described in detail in Chapter 5.

Qualitative Research

In The SAGE Handbook of Qualitative Research, the editors Norman K. Denzin and Yvonna S.

Lincoln (2018) defined qualitative research as follows:
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Qualitative research is a situated activity that locates the observer in the world. Qualitative
research consists of a set of interpretive, material practices that make 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 the 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. (p.43)
This definition highlights the situated nature of qualitative research as well as the role participants and
their sense-making play in the research process. These two characteristics of qualitative research were
prominent in my study, as my goal was to explore the perspectives and experiences of the students that
belonged to a specific raciolinguistic and immigration background in schools located in communities that
had had less exposure to the same raciolinguistic diversity in student populations compared to the
metropolitan areas in the U.S. In addition to this situated nature, | also aimed to involve my participants
in the process of research. As further elaborated below, the main means to this end was the multimodal
data collected for this study. The participants selected, shared, and created various representations of
their perspectives and experiences and had an opportunity to interpret these representations during an

interview even before | conducted the analysis of their representations and interpretations.

Research Design: Narrative Inquiry

The study was primarily a project of narrative inquiry, but it was designed with two elements
taken into account: social justice and the need for multiple methods to suit research participants with
multiple identities. In this section, | first address how these two elements were incorporated into my
research design through the concepts of counter-storytelling as well as methodological and analytic

pluralism before moving on to explaining the rationale behind narrative inquiry as the methodology of
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choice. | end this section with a statement of narrative identity in adolescence as a way to situate the
next section on participant selection and recruitment.
Nexus of Critical & Multimodal Narrative Research

The Critical Element. Informed by the critical race methodology of counter-storytelling, this study was

designed to elicit counter-narratives, or “the stories which people tell and live which offer resistance,
either implicitly or explicitly, to dominant cultural narratives” (Andrews, 2004, p.1). Dominant cultural
narratives are pervasive in the social world. They facilitate people’s identification with what is assumed
to be a normative experience; they serve as the design plan for all stories; they are the means by which
we understand not only stories of others but importantly, stories of ourselves (Andrews, 2004). These
master narratives become especially powerful when we internalize them, when we become the stories
we know (Andrew, 2004). However, the narratives from the margins of the society, the counter-stories
told by members of the outgroups, also have a significant function: to document or even validate what
Delgado (2013) referred to as counter-reality. This counter-reality presents new possibilities because we
have to make meaning of our stories outside of the ordinary plot of the master narrative. It is based on
this foundation of counter-storytelling and counter-narratives that | set out to employ narrative inquiry
to explore the Asian students’ perceptions and experiences of participating in their CoPs.

The Multimodal Element. As illustrated in the following sub-section about narratives and identity, when

individuals narrate an experience, they are in fact trying to make meaning or make sense of that
experience and to achieve a better understanding of themselves. According to Pavlenko’s (2001, 2002)
poststructuralist view of second language learning and use, language is the site of identity construction.
Second language learners and users are agents with multiple, dynamic, and fluid identities. On top of
their language learner identity, the participants in this study also had unique experiences related to their
identities as part of a racial minority in their host communities, as teenagers, as unaccompanied

transnational minors, among many other identities.
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Responding to this multiplicity in identity, | looked to a group of scholars whose research also
focuses on the youth from marginalized communities (e.g., Annamma, 2016; Ni Laoire, 2016; Sirin &
Fine, 2008) and gained the inspiration for concurrently tapping into multiple methods of data collection
and analysis, a process known as methodological and analytic pluralism (Frost, 2009; Frost et al., 2011,
Katsiaficas et al., 2011). Specifically, | collected various types of data, including found objects recruited
from the participants, such as their written personal narratives, their photos of CoP participation, the
artworks which they had produced and considered to be representative of themselves, as well as a
language identity portrait which was produced during the interview with my facilitation.

This methodological pluralism not only served a similar purpose as triangulation to enhance the
trustworthiness of the findings, but more importantly, it allowed the adolescent informants, who
experienced conflicts in positionings and relationships on a regular basis, to speak through dynamic
multiplicity, which was characteristic of their multifaceted lives (Katsiaficas, et al., 2011). As Ni Laoire
(2016) illustrated with her study on young people in return migrant families, multimodal data collection
methods not only allowed research participants to articulate different narratives of self, but these
methods also helped the researcher to better understand the complexities of multiple identities and
experiences of the migrant youths in the study who occupy multiple social and cultural positions in both
home and host countries.

Similarly, | undertook multiple approaches to data analysis, in response to the different types of
data collected. This analytic pluralism allowed me to gain a more nuanced but also more holistic
understanding of the adolescents’ multilayered lives (Frost, 2009; Frost et al., 2011; Katsiaficas et al.,
2011).

Narrative Inquiry: Conceptualization, Scope, & Features

Conceptualization. There are no clear boundaries that define the scholarly field of narrative inquiry

because the field is inherently interdisciplinary (Riessman, 1993). There is even divergence in the name
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chosen to represent the field. While some researchers have a clear preference and stick to one
consistent term such as narrative inquiry, others, me included, use the term interchangeably with
narrative study or narrative research. Despite this inconsistency in the use of terminology, narrative
inquiry, to me and in the context of this current study, was a process of narrative knowledging.
Barkhuizen (2011) conceptualized narrative as a sense-making activity and narrative knowledging as “an
umbrella term to refer to the meaning making, learning, and knowledge construction that takes place at
all stages of a narrative research project,” including “(co)constructing narratives, analyzing narratives,
reporting the findings, and reading/writing/listening to research reports” (p. 395). To Barkhuizen,
narrative knowledging is considered a cognitive activity, hence knowledging in its verb form. Specifically,
when people are engaged in this process of narrating an experience, they understand the experience,
i.e., they generate knowledge (Barkhuizen, 2011), but the knowledge created through this process does
not remain unchanged; rather, through the activities of retelling personal experiences, narrators may
achieve a different understanding each time. This recognition of meaning-making as active and fluid
aligns with the poststructuralist view of identity and language learning reviewed in Chapter 2 and is
conceptually compatible to this study.

Scope. What stories can count as research depends on how they are produced and what we want to
learn from them, but through narrative inquiry, storytelling and research can be brought together to
allow the researchers to either use stories as data or use storytelling as a means of data analysis and/or
the presentation of the findings (Barkhuizen et al., 2014) or to adopt both in the research process.
Another distinction that is often made in narrative research is concerned with the relationship between
the researcher and the participants. A researcher takes a biographical approach if he or she recounts
and analyzes the participants’ stories; on the other hand, a researcher takes an autobiographical
approach if he or she recounts and analyzes their own stories. Despite this distinction, most narrative

research, to some degree, involves the co-construction of stories between the researcher and the
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participants (Barkhuizen, 2011). This categorization shares a resemblance with Soldrzano and Yosso’s

(2002) discussion of three forms of counter-stories or narratives: personal stories or narratives, other

people’s stories or narratives, and composite stories or narratives. Throughout this study, | reflected on

my own identities and positionings during the stages of the research design, data collection and analysis,

and finally the reporting and presentation of findings from this study. However, even with this sustained

reflexivity on my positionality, the focus remained on the stories told by the five transnational

adolescent informants.

Features. Creswell and Poth (2018) synthesized research findings and derived seven defining features of

narrative studies. | categorized them based their methodological or substantive implications for this

study in Table 3.1. The assignment of the implications was not part of the original text (pp. 68-69).

Table 3.1. Key Features of Narrative Studies & Implications

Methodological Implications

1. Narrative researchers collect stories about lived
experiences. These stories can emerge from a story a
participant tells the researcher, or a story co-constructed by
the researcher and the participant; hence, narrative can have
a collaborative feature.

2. Narrative stories can be gathered through a variety of
methods, such as interviews, observations, documents,
pictures, and other sources of qualitative data.

3. There are varied approaches to narrative analysis, with
focus on the structure, the theme, the visuals, the
performance, or other aspects.

4. Narrative stories are often organized by the researcher into
chronology based on temporality even though the participant
may not have presented the stories that way.

Substantive Implications
1. Narratives about personal lived experiences can reveal how
an individual sees him or herself, his or her identities.

2. Descriptions of contextual details, such as temporal, spatial,
physical, emotional, and social situations, are important when
the researcher tries to tell a story.

3. When telling the stories, researchers often highlight the
incidents that mark the turning points as a way to organize
the structures when recounting the stories.

Narrative & Identity Construction in Adolescence

The five Asian transnational adolescent students for this study are in their adolescence, during

which time, one of the foremost tasks is the construction of a personal identity (Erikson, 1994). The

majority of earlier research on identity development emphasized individuation, a process where




individuals establish “an autonomous sense of self” while simultaneously “developing and sustaining
close relationships with others,” according to McLean, Breen, and Fournier (2010), but these three
scholars advocate for the narrative approach as a co-consideration of identity development because
narrative has dual functions when it comes to identity development. Not only is narrative an effective
tool for exploring identity development, but identity is also constructed as one reflects on past
experiences as related to the self in present and future times (McLean et al., 2010).

Echoing Barkhuizen’s (2011) conceptualization of narrative knowledging, the narrative approach
to identity development is also grounded theoretically in the idea that through narrative processes, we
can achieve an understanding of ourselves, other people, and the world in our surroundings (McLean et
al., 2010). The construction of a life story (McAdams, 1988, 1993), for instance, is considered an activity
for “developing a sense of personal coherence and continuity through time” (McLean et al., 2010, p.
168). It was based on this significant relationship between narrative and identity in adolescence, along
with the need for counter-stories from raciolinguistically minoritized students, that | made the design
choice of narrative inquiry. In this study, | made use of multiple data collection strategies to encourage a
reflection of identities and language socialization in CoPs and to recruit narratives of the participants’

experiences.

Participant Identification & Recruitment

This study was originally intended to take place within one coed, nonsectarian, independent
college preparatory high school and focused on students whose country of origin is China. However, due
to a low number of students signing up for and completing the whole process of data collection, as well
as other COVID-related challenges, | modified the research design, specifically focusing on expanding the
potential participant pool by identifying and recruiting not just the Chinese students in one school, but

the Asian students from the schools that are similar when considering the selection criteria: sizable
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international student population as well as the schools’ wide array of curricular and extracurricular
activities.
Research Sites

In the end, a total of six schools were selected. There are several reasons why these schools
were selected as the sites for this study. First of all, they are located in new destination communities,
i.e., communities having minimal experience with racial, linguistic, cultural, and immigration diversity.
Among all the towns and cities where the schools the final five informants came from, Bangor is the
largest of them and perhaps the most diverse. And even though Bangor is currently ranked as the third
largest city in Maine, following Portland (first) and Lewiston (second), according to US2010 (Lee et al.,
2012), a project about racial and ethnic diversity in communities across the U.S., Bangor placed fifth
from the bottom by diversity among all the metropolitan areas in the U.S. in 2010. This makes the
perspectives and experiences of the transnational high school students who studied in Maine a
meaningful addition to the current research about international students who often cluster in more
raciolinguistically diverse American cities. Second, the schools have sizable international student
populations, and most of the schools’ graduates continue to pursue post-secondary education. And the
final five focal informants in this study all ended up continuing their education journey in the U.S.;
therefore, it was important to explore the role of their high school education in their overall U.S.
educational trajectory as well as their future aspirations as related to their present education through
the notion of investment (Norton Pierce, 1995) reviewed in Chapter 2. Finally, corresponding to this
study’s focus on the perspectives and experiences of participating in different CoPs, the schools provide
a wide variety of student clubs, organizations, music ensembles, and fine art programs in addition to a
number of Advanced Placement courses, and some even offer English as a Second Language (ESL)
programs for the international students. Furthermore, most of the schools have their own boarding

programs, which usually provide these two options: on-campus boarding and homestay. Based on these
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factors the participants were recruited from the six schools. Because this study was not meant as a site-
specific case study, | will be focusing, to a greater extent, on the descriptions of the individual
informants below.
Participant Identification

Originally, | aimed to recruit ten Chinese international students from one of the six schools,
located in Bangor Maine. Due to the challenges described above, | modified the plan and aimed at
recruiting Asian students from the six schools, specifically students from China, Taiwan, Hong Kong,
South Korea, Thailand, Japan, and Vietnam. These were selected because they are usually the top
countries or places of origin for international students in the U.S. (Institute of International Education,
2021). | targeted Asian international students because | was interested in exploring how race and
language intersect in the students’ experiences of CoP participation.
Sampling. | adopted the purposeful sampling method in order to recruit individuals that could
purposefully inform my understanding of the research problem and the central phenomenon in the
study (Creswell & Poth, 2018). Specifically, | used both criterion and maximum variation sampling
strategies. First, interested students had to meet a number of criteria to take part in the study, criteria
pertaining to their place of origin, visa status, age, length of study in the U.S. up to the time of study,
first language, previous English learning experience, residential and CoP participation experience in their
schools in Maine, and willingness to commit themselves to all requirements and time needed for
completing the data collection procedures.
Sample Size. Originally, | aimed to recruit ten participants. | arrived at this decision after considering the
number of international students in Maine’s high schools and the following two factors. First, | referred
to two recent dissertation studies of similar topics and found that one study (Winton, 2013) recruited
ten participants from multiple schools, and the other (Bihn, 2014) recruited 21 participants from one

single school. Both studies included student participants of different nationalities, just like my study.
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However, the purpose of my study was not to compare across national origins, much less to generalize
among all transnational students, but instead, my goal was to present my participants’ collective lived
experience “in compelling enough detail and in sufficient depth so that those who read the study can
connect to that experience, learn how it is constituted, and deepen their understanding of the issues it
reflects” (Seidman, 2013, p. 51). Second, as laid out in the next section, | aimed to collect multiple types
of data from each participant, which would allow for a more in-depth and multilayered exploration of
each participant’s perspectives and experiences. Therefore, the total amount of data collected for this
study would be quite substantial, compared to studies in which only one kind of data was collected, e.g.,
interview data, and from only a single interview. For these two reasons, | planned on recruiting ten
students to participate in the study.

In the end, a total of ten students responded to the call for participants and, to various extents,
completed the questionnaire. From these ten respondents, | selected five as the focal informants based
on the maximum variation principle and the completeness of their respective data set. The participants
will be introduced below.

Participant Recruitment

Access. Before modifying the research design due to the emerging needs, | accessed the potential
participants at one of the six schools through a gatekeeper, with whom | had established contact when |
conducted the exploratory study (reviewed in Chapter 2) in preparation for this study. Following the
modification of the design, | contacted the admission office in each of the other five schools.

Recruitment Procedures. | emailed the admission office of each school, except for the first one, to

introduce myself and the study, explaining my intent to recruit their students as participants.
Attached to the email was an invitation message, which they forwarded to the students who
met the criteria. In the message was a brief introduction of myself as the principal investigator of the

study as well as a weblink to the informed consent form followed by a questionnaire.
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Students interested in participating accessed the informed consent form via the link, and their
continuation to the questionnaire after reading the information on the form indicated their consent to
participate. The questionnaire is provided in Appendix A.

Focal Informants. As explained above, | selected five focal informants from a group of ten respondents

based on the maximum variation sampling strategy as well as the completeness of their respective data

set. Table 3.2 provides an overview of the background information of each informant.

Table 3.2. Participant Background & CoP Information

Focal

Kim Martha James Rose Helen
Informant
Origin Vietnam Taiwan Taiwan China Vietnam
Birth 2003 2002 2003 2002 2003
Year
Gender Female Female Male Female Female
RESId?ntlal Dorm Dorm Dorm Dorm & Host Family | Dorm
Experience
Higher Education | U.S. College or U.S. College or U.S. College or U.S. College or U.S. College or
Plan University University University University University
Potential 1. Music* L Mathgmatms 1. Undecided L Commurucatlon . . .
. . . 2. Chemistry . 2. International 1. Bioengineering
Major 2. Music Education 2. Business .
3. Optometry Relations
Previous Singapore,
Study-Abroad None None None None Philippines
H % %k
1. Basketball Team . 1. English Club
. 1. Dorm 1. Host Family 2. Math Team
1. Music Club 2. Math Team )
All CoPs 2 Japanese Club 2. AP Calculus 3. Cross Countr 2. Concert Band 3. Environmental
3' Dcf)rm 3. Key Club T;aam v 3. Chinese Club Club***
’ 4. AP Chemistry 4. Dorm 4. Tennis Team 4. Envirothon
’ 5. Book Club
Most Significant Basketball
ost Significan Music Club Dorm asketba Host Family Math Team
CoP Team
B
o acted Music Club Key Club RG] Chinese Club Math Team
CoP Team
Key Role in CoP | Music Club None All Chinese Club & Mth Team &
Concert Band Envirothon

Notes. *With piano as concentration **One of Helen’s CoPs in Vietnam ***Another one of Helen’s CoPs in Vietnam

Data Collection

The Coronavirus 2019 (COVID-19) dominated the world in 2020. Its effect has lingered through

2021 and can still be felt in almost all domains of any society in 2022. This is no exception for the
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educational sector of the U.S. society. This study was originally designed as an ethnographically focused
participant participatory study with a component of on-site workshops and observation in a secondary
school, but with the advent of the pandemic, the on-site component was no longer possible, and many
international students also chose to return to their home country. As a result of these developments, |

had to modify the original design. In what follows, | will present the modified research design.

Data Collection Procedures

In response to COVID-19, data collection took place remotely via Google Forms and Zoom in
compliance with the Guidelines for Researchers published by the University of Maine. In this study, data
were collected from two sources: questionnaire and interview.

First, participants filled out a four-part questionnaire (see Appendix A). The first part collected
basic information about the participants’ educational backgrounds and future plans. The second part
invited them to list the different social, academic, and extracurricular groups they had been affiliated
with in school. They were also instructed to upload up to five photos that they thought best represented
their experiences in those groups. The photos were used as prompts during the interview. The next part
invited them to list all the languages as well as ways of communication and self-expression that were
important to them. In the final part of the questionnaire, the participants were asked to upload up to
three samples of written work, specifically their college essays and/or other previous writing
assignments as well as up to three samples of the visual representations of artwork they have created as
assignments for different classes. They were asked to select the samples best representative of who
they were and/or how they had experienced life in their high school.

At the end of the questionnaire was a link directing participants to a scheduling site, where
participants were prompted to select a time and date for an individual Zoom interview (90 minutes). The
interview also included some time for the participants to create a language identity portrait with my

facilitation. The portrait, along with other written and visual artifacts previously uploaded via the
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guestionnaire, were used during the interview to allow the participants to elaborate on and make
connections of their responses. This constituted the other data source. Please see Appendix B for the
interview protocol.

On the scheduling site, after the participants chose the interview time and date, they were
asked to enter the pseudonym they had chosen for themselves while filling out the questionnaire as a
way to connect their questionnaire responses and their interview. The link to the Zoom interview was
generated and presented to them on calendly.com when they completed the interview sign-up. All the
individual interviews were recorded via Zoom for transcription and analysis.
Data Types & Data Sources

In the following sub-sections, | will introduce the types of data collected for this study. Each data
type contained one or more data sources. Table 3.3 lists these types and sources of data.

Table 3.3. Data Types & Sources

Types of Found & Produced Artifacts Collected as Data

Found Produced
- Photos of CoPs
Visual - N/A*
isua - Graphic Artworks /
Verbal - Personal Narratives - Interviews
Multimodal - Videos - Language Identity Portraits

Note. *No visual artifact was produced as part of this study.

Data Types. Drawing from a conceptual framework for the visual and other creative methods often used
in social sciences research (Mannay, 2016; Pauwels, 2010, 2011), | collected various types of artifacts
from the participants as data. Although the framework | referenced contained three categories,
including found materials, researcher-initiated productions, and participatory productions, in my study, |

merely categorized them into found artifacts versus produced artifacts, with a focus on the found
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materials selected and shared by the participants as well as a language identity portrait production
participatorily facilitated by me during the interview.

My decision to incorporate these two categories of artifacts was motivated by the commitment
to methodological pluralism that guided this study. Researchers of social sciences are positioned
differently in relation to these two categories of artifacts (Mannay, 2016). While interacting with found
materials, social scientists are positioned as “image collectors,” and in this context, the knowledge and
skills of art historians and archeologists in terms of analysis and interpretation have contributed a great
deal to the contemporary visual studies (p.5). On the other hand, participatory productions position the
social scientists as participatory facilitators, who involve the participants, to varying degrees, in the
research process. And there is often the intention of producing research with participants, instead of
merely treating them as a source of data.

Found Artifacts. The found artifacts were those already existing in the participants’ daily life.
They were merely prompted by me to find these artifacts that, in their view, best represented how they
saw themselves and/or their overall experiences of CoP participation. These included their photos of
CoP participation, the artworks they had produced as assignments for classes, and personal narratives or
writings that represented who they were.

Produced Artifacts. The produced artifacts were created during the interactive engagement of

the interview. One was the language identity portrait each participant made on their own during the
interview with my facilitation. The other was not so much a tangible artifact but rather the narrative
artifacts, the stories told by the informants to respond to my questions and/or to illustrate a point they
were making during the interview. At the same time, | also categorized these artifacts into visual, verbal,
and multimodal types of data to align them with the methodological underpinnings of this study:

multimodality and pluralism.
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Data Sources. There was some variation in terms of the quantity and types of found artifacts across the
five focal informants. Table 3.4 shows the numbers of visual, verbal, or multimodal artifacts each
informant submitted via the questionnaire as well as whether they participated in the interview and
created their language identity portrait. In the following sub-sections, | will introduce each data source

and end this section with a statement of data management.

Table 3.4. Data Sources by Informant

Focal Questionnaire Interview Language Personal CoP Graphic Video
Informant Identity Portrait | Narratives Photos Artworks Artworks
Kim yes yes yes 1 1 0 0

Martha yes yes yes 2 1 1 1

James yes yes yes 1 2 0 1

Rose yes yes yes 4 0 1 0

Helen yes yes yes 2 5 5 0

Found Visual & Multimodal Artifacts. The found visual artifacts collected in this study included

photographs depicting participants’ participation and interactions in their CoPs as well as works of art
the participants had created either for themselves or for class assighments that they considered
representative of some aspects of themselves. Except for Rose, the other four focal informants all
uploaded at least one CoP photo via the questionnaire. Noteworthy is that even though Helen shared
five photos, all the photos she shared were of her participation and interactions in the CoPs from her
high school in Vietnam. | will explore and discuss this in Chapter 4 and 5. In terms of artworks, except for
Kim, everyone else uploaded at least one piece. Martha and James each shared a video artwork.

These found artifacts mostly served the function of elicitation during the interview. Most but
not all were incorporated in the semi-structured interviews. The inclusion was dependent on the flow
and direction of each interview. Often, more time was dedicated during the interview to certain artifacts

which had unique significance for an informant or to the artifacts that corresponded to significant lived
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experiences or critical incidents in their life. The found artifacts that were incorporated during the
interview and later for analysis are presented in Table 4.7 in Chapter 4 for the convenience of reading
and interpreting the findings.

Found Verbal Artifacts. These artifacts are the textual representations of self. The participants

were invited to upload personal narratives, namely pieces of writings that they considered to be
illustrative of their self-perceptions and CoP experiences. Everyone shared at least one piece of writing,
with Rose submitting up to four pieces. Some of these narrative artifacts were the essays the informants
produced for the purpose of college admission application, and some were from the writing assignments
in different classes.

Autobiographic narratives have long been an important source of data in applied linguistics,
where language learners’ narrative texts, such as diaries and journals, linguistic biographies and
autobiographies, language memoirs, etc., are examined to identify influential factors in the process of
learning additional languages as well as how learners experience language learning and make sense of
that experience (Pavlenko, 2007). Although | did not collect or initiate the production of personal
narratives specific to language learning, but rather, | provided the participant with the freedom to
interpret my invitation as how they understood it, based on which, they selected representative pieces
to share with me. As revealed as findings in Chapter 4 and discussed in Chapter 5, these personal
narratives, although not intentionally elicited as language- or language learning-themed texts, turned
out to shed important light on not just the identity aspects of the informants but also, to various
extents, how they perceived and experienced language learning, especially in the sense of language
socialization.

Language Identity Portraits. There were only two data sources in the category of the produced

artifacts. One of them was the participatorily produced language identity portraits, a multimodal (visual

plus textual) representation of the participants’ identities and communicative resources. Specifically,
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following a sequence of directions from me, during the interview, each participant first represented all
the languages and means of communication and self-expression by coloring different parts of a
silhouette (Figure 3.1) on a piece of paper. Alternatively, they could also choose to do this digitally on
the Google Drawing application. They were encouraged to tap into their knowledge of the symbolic
meanings of colors and body parts in the silhouette to represent the significance of each communicative
resource and the role it played in their life. They were reminded to notice the contour or boundary of
the silhouette and to think about the space within and the space outside and whether placing a specific
communicative resource in one of the spaces meant anything to them. They were also prompted to
recall specific experiences and interlocutors associated with the languages or means of communication
and self-expression.

Figure 3.1. Language ldentity Portrait Silhouette
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Then, they moved on to the identity aspect of the portrait. | invited them to think of identity as
how they saw themselves at the time of the research as well as how they thought others saw them. In
other words, they would represent their self-positionings and the positions imposed by others,
especially those from their CoPs. This time, instead of coloring, they were encouraged to use words,
icons/emoticons, drawing, illustrations, or any type of images to indicate their self-perceptions and
positionings within the contour of the silhouette, and to indicate the positions from others outside the
silhouette. Many of them also made use of the contour or the boundary between the inside space and
the outside space to represent positionings shared between others and themselves.

| gained the inspiration for this method of data collection from two other visual methods:
mapping and collage portraiture. Therefore, there are elements of these two methods than can be
identify in the language identity portraits produced by the informants. Mapping as a method of data
collection was innovated in the 1960s as a way to investigate the experiences of city dwellers in Paris.
The researchers were interested in the relationship between the residents’ personal experiences of the
city and their visual representations and found that factors such as race and class influenced residents’
experiences and the way they represented the city’s structures (Milgram & Jodelet, 1976, as cited in
Futch & Fine, 2014). A number of studies have since employed mapping, along with other methods, to
explore topics pertaining to identities and experiences, especially of those from the marginalized
communities (e.g., Annamma, 2016; Fine et al., 2005; Ni Laoire, 2016; Sirin & Fine, 2008). Mapping in
this line of inquiry does not mean an accurate geographical representation of a place but rather the
spatial and relational representation of concepts, which in the context of this study were the
participants’ positionings from self and others and the spatial representation of these positionings on
the silhouette.

Mapping does not simply serve as elicitation for interviews, even though it certainly fulfills that

purpose. More importantly, mapping allows participants to explore and produce visual narratives, which
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are often more fluid and less overdetermined than the verbal narratives presented during the interviews
(Futch & Fine, 2014), and because of this feature, mapping works well for adolescent students, who
oftentimes live in the transnational, transcultural, and translingual borderzones teeming with tension or
other conflicting experiences.

The other method from which | derived the inspiration was the collage portraiture. This method
is based on the theoretical rationales from both portraiture and collage, both of which are arts-based
visual methods that can add to the dynamics of the discursive data. Collage, rather than offering one
uniform reality conventionally represented by a holistic painting, “fragments space and repurposes
objects to contextualize multiple realities” (Gerstenblatt, 2013, p. 295). This emphasis on contexts and
multiple realities resonates with the poststructuralist view of a language learner (Pavlenko, 2002a, 2007)
as having multiple identities. In addition, collage allows the researcher to explore the different facets of
the data in order to gain a more nuanced understanding (Butler-Kisber & Poldma, 2010). More
importantly, collage portraits allow those from the marginalized communities to voice their experiences
and the researcher to represent authentic lived experiences through both linguistic and non-linguistic
means (Gerstenblatt, 2013).

These paradigmatic and methodological foundations from mapping and collage portraiture
ensured that the multimodal method of language identity portraits was an effective tool in the context
of this research and was not adopted simply for art’s sake.

Individual Semi-Structured Interviews. Stories are powerful because through them, people can

make sense of social reality as well as their own lives, and interviews are an effective site for eliciting
narratives that provide rich information about the human world (Brinkmann & Kvale, 2015). According
to Brinkmann and Kvale (2015), qualitative research interviewing “attempts to understand the world
from the subject’s points of view, to unfold the meaning of their experiences, to uncover their lived

world prior to scientific explanations” (p. 3). Therefore, interviewing is not only an appropriate method
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to access personal viewpoints on language learning (Barkhuizen et al., 2014), but it also privileges
participants’ own perspectives, hence serving the purpose of counter-storytelling of this study.

This research was a multimodal critical narrative study. In addition to the found visual,
multimodal, and verbal artifacts as well as the language identity portrait, | also met with each informant
individually on Zoom for an interview lasting approximately 90 minutes®. The purpose of the interview
was to further recruit participants’ oral narratives. Specifically, | conducted a semi-structured interview,
commonly used in research about language learning (Barkhuizen et al., 2014), with each participant.
These semi-structured interviews allowed the participants to have ample space and sufficient flexibility
to narrate while referring to the found artifacts and the portrait.

| derived the interview questions through a series of careful considerations, and they had
undergone several rounds of revision with the continuous fine-tuning of my purpose statement and
research questions. See Appendix G for the interview protocol. Generally, | made every effort to align
the interview questions with the three main themes in my research questions: interactions, identity, and
language socialization. Besides lessons learned from the exploratory study, | also benefitted from Dr.
Janet Fairman’s feedback when | audited her course on qualitative interviewing methods in the fall
semester of 2019.

Aside from a small number of factual and conceptual questions, most interview questions in this
study were designed to elicit narratives. Although many questions were a direct request for stories, |
also tried to work with each participant to structure the different happenings they recounted into
coherent stories (Brinkmann & Kvale, 2015). | did this by tapping into the narrative structure often used
in Labovian analysis of narratives (Johnstone, 2016; Labov & Waletzky, 1997). | asked follow-up
guestions related to the core components in the Labovian narrative structure, specifically the

orientation (the people, action, place, time, etc.), complicating action (the event taking place in the

8 The only exception was Rose, who agreed to meet a second time to answer some clarifying questions. This second interview
lasted approximately 60 minutes. For Kim, the questions were addressed in two sessions that combined to be one interview.
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story), resolution (the result of the event), and evaluation (the value, meaning, and significance of the
event). But aside from these questions, | was mostly a listener, trying my best not to interrupt, only

posing the clarifying questions to help the participant to expand and extend his or her story.

Introduction to Analysis of Data from the Study

Just as narrative inquiry guided my data collection, it equally informed how | approached data
analysis. Research studies claiming to adopt narrative inquiry can turn out to be very diverse in their
theoretical orientations, research question formulations, and methods (Mishler, 1986). This diversity,
likewise, exists in the number of approaches that a researcher can take to analyze their narrative data.
Some of these approaches are unique to narrative inquiry, but most can usually be applied in other
types of qualitative research (Barkhuizen et al., 2014).

“Narrative” is most often thought of as “to be in story form” (Barkhuizen et al., 2014). Data
sources in this study such as the personal narratives and interview responses based on the informants’
experiences are narrative data in this traditional sense because they were elicited as “stories” of events
and lived experiences. In addition to these traditionally conceptualized narrative data, | also generally
treated visual and multimodal data, such as the CoP photos, artworks, and language identity portraits as
narratives as well because of the role they played during the interviews in eliciting and supplementing
stories. Therefore, even though some data are already in story form, and others are not, they are all
considered narratives within the context of this study.

Analytic Approaches

One of the commonly referenced categorization of narrative analysis is Polkinghorne's (1995)
definition of narrative research: when stories are used as data for research, analysis of the research data
is “analysis of narratives”; on the contrary, when storytelling is used as a means of analyzing data and/or
presenting findings, the term “narrative analysis” is used. Polkinghorne (1995) based this distinction on

the two kinds of knowing proposed by Bruner (2006): paradigmatic cognition as opposed to narrative
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cognition. Paradigmatic cognition involves “classifying a particular instance as belonging to a category or
concept” (Polkinghorne, 1995, p. 9), and narrative cognition involves temporal organization of an
experience and seeks explanations that are sensitive to the context (Barkhuizen, 2011). The former is
similar to Polkinghorne’s analysis of narratives, in which data analysis follows a procedure of coding and
categorization for themes, while the latter is similar to Polkinghorne’s narrative analysis, where different
parts of data content are configured into a coherent story (Barkhuizen, 2011).

According to Benson (2014), the most commonly used method of data analysis in narrative
research in the field of language learning and teaching is what Polkinghorne (1995) referred to as
analysis of narratives. In this case, “narratives” are data that are already in story form, and the
narratives are analyzed through coding and categorization for themes. However, there have been
innovations in methods of analysis in language learning and teaching, methods such as discourse
analysis and narrative analysis. Discourse analysis, according to Benson (2014), sees narratives “not as
factual accounts of experience, but as sources of insight into the discursive construction of experience”
and usually focuses on “the study of the structure, language, or use of narratives in the context of
interaction” (pp. 161-162), whereas narrative analysis refers to “the use of narrative writing as a tool for
the analysis of nonnarrative data” to achieve more narratives, composed by the researcher in order to
address the research issues.

In this study, | answered Frost and associates’ (Frost, 2009; Frost et al., 2011) call for pluralism in
qualitative research and adopted several approaches to data analysis, including narrative positioning
analysis (M. Bamberg, 1997; M. Bamberg & Georgakopoulou, 2008; De Fina & Georgakopoulou, 2008),
Labovian analysis of narrative structure (Johnstone, 2016; Labov & Waletzky, 1997), visual and
multimodal analysis (Kress & Leeuwen, 2006; Serafini, 2014), portrait analysis, and thematic analysis
(Saldafia, 2013). The detailed analytic procedures and approaches will be introduced at the beginning of

Chapter 5 as a bridge to the research findings from this study.
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CHAPTER 4

DATA ANALYSIS AND POSITIONING PROFILES

The purpose of this critical narrative study was to promote a more nuanced understanding of
the lived experiences of Asian transnational adolescent students in Maine by eliciting their stories of
identities as well as language learning across different communities of practice (CoPs) as counter-
narratives. The first three chapters of this dissertation offered an introduction to the research problem
and its context, a review of topical research and theoretical frameworks as well as the methodological
design utilized for this study. In this chapter, | will present the findings derived from the data that |
analyzed using a framework consisting of the following: poststructuralist view of second language
learning and use (Pavlenko, 2002); narrative positioning (Bamberg, 1997; Bamberg & Georgakopoulou,
2008; De Fina, 2003a, 2003b, 2013; Kayi-Aydar, 2019); William Labov’s work on the structure of
narrative (Johnstone, 2016; Labov & Waletzky, 1997); elements of visual grammar (Kress & Leeuwen,
2006); and the research questions of this study.

A qualitative study employing the methodology of narrative inquiry was conducted, and data in
various forms of narrative artifacts were initially collected from ten youths through a questionnaire and
interview. These included a range of visual, verbal, and multimodal found as well as produced artifacts.
In the end, five of the ten adolescent students were chosen as the focal informants because of the
relative comprehensiveness of their respective data set. Any identifying information was either
anonymized or replaced with pseudonyms to ensure all participants’ privacy.

In the following parts of this chapter, | will first present a description of the specific procedures
in each stage of the data analytic process that | followed to derive the findings. Then, | will present the
research findings in two formats based on the logic of Polkinghorne's (1995) narrative configuration and
Seidman's (2013) recommendations. First, | present a series of positioning profiles that | have developed

of the informants through the narrative analysis of the data sources from each of them. According to
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Polkinghorne, a researcher adopts narrative analysis in order to produce emplotted narratives as the
outcome of the research from the data that are originally not in storied forms. My purpose of presenting
findings as/in these positioning profiles is to contextualize them as the positioning stories of the
informants. Following the profiles, | will present the findings from the analyses of visual and multimodal
data. In the following chapter, | will begin with a presentation of findings from a thematic analysis,
followed by a discussion of connections and themes from the findings of all analytic processes. These
profiles and connections/themes each bring to the forefront a different type of knowledge. The former,
grounded in narrative cognition, emphasizes “knowledge of particular situations”, and the latter,
grounded in paradigmatic cognition, emphasizes “knowledge of concepts” (Polkinghorne, 1995, p.21).
Both contribute significantly to the holistic understanding of the identities and experiences of the

transnational young people in this study.

Data Analytic Process

The data analytic and write-up process of this study consisted of four main stages. Each stage
entailed separate steps and a number of specific procedures. Below, | provide a description of each
stage, along with the steps and procedures that were involved. In addition to the descriptions, the data
analytic process is also presented in Figure 4.1.

Stage One: Becoming Familiar with Data

Data Immersion. The analytic process began with my iterative multisensory processing of all data.

Specifically, | engaged in repeated listening to the interview recordings before, during, and after the
transcriptions; repeated reading of the interview transcripts and the informants’ personal narratives;
repeated viewing of the language identity portraits, the informants’ photographs, graphic artworks, as
well as videos. The purpose of this reiterative data processing through listening, reading, and viewing

was not only to gain an initial understanding of the emerging topical themes across the five informants
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but also to facilitate the subsequent processes of data arrangement, code system development, and
data analyses.

Figure 4.1. Data Analytic Process

1. Becoming 2. Preparing data 3. Coding and

4. Writing up

familiar with data for analysis analyzing data

Data immersion Data presentation Code system Positioning profiles
development
Findings from
Memo writing Data alignment Coding for narrative portrait, visual &
structure & positionings
multimodal analysis
Narrative selection Labovian analysis Thema.tic
connections

Narrative positioning

Narrative anchoring 3
analysis

Portrait, visual &

Hartative akgnnant multimodal analyses

Coding for themes

Memo Writing. During this recursive multisensory processing of data, | also simultaneously practiced
memo writing (Miyahara, 2015) to add notes about my thoughts and observations as well as the
connections with relevant theoretical frameworks and topical research.

Stage Two: Preparing Data for Analysis

Data Presentation. With certain familiarity with all data sources, using the Google Sheets application, |

first presented all non-interview data sources under each of the five focal informants. The scope and
variety of the data sources varied across the five participants. All included a language identity portrait

and at least one personal narrative. Some had chosen to share more visual and/or multimodal artifacts,
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while others shared additional personal narratives. Please refer to Table 3.4 for the specific data sources
from each informant.

Data Alignment. Next, | matched each data source from each informant with any corresponding and/or

relevant segment(s) from the interview, where the participant was invited to describe, explain, and/or
elaborate on the meanings, processes, and/or rationales relevant to selecting and sharing (for found
artifacts) or creating (for produced artifacts) the data source.

Narrative Selection. After aligning all data sources, | went on to select a particular set of data sources

most relevant to the research questions and my topic of inquiry. It was also in this step that | decided to
feature one particular data source from the informants as the anchor of exploration: their individual
personal narrative(s).

Narrative Anchoring. There are two main reasons behind my decision to select my informants’ personal

narratives as the anchor of my analysis. First, considering from both the perspective of production and
that of elicitation, the personal narrative serves both of these narrative functions: autobiographical and
interactional. The former follows the tradition of canonical stories with a “big-story” approach to
narrative inquiry, while the latter is more concerned with the social functions and actions of narratives,
an orientation commonly associated with the more situated and contextualized “small-story” narrative
research (Jarvensivu & von Bonsdorff, 2022). Specifically, these personal narratives were originally
created and submitted by the informants as either college application materials or English class writing
assignments. Subsequently, in the context of this study, they were invited to select particular personal
narratives that they deemed best representative of how they see themselves. In both contexts, the
informants created their personal narratives as an autobiographical account of a specific or a series of
memorable events, but at the same time, they created and selected these particular pieces to share,
with an audience and context in mind. In other words, the creation and/or selection of these narratives

became a performative act done to an audience (Térronen, 2022). Because of this, their personal
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narratives can be considered to contain both big-story and small-story elements, which is ideal for the
narrative positioning analysis this study adopted to investigate the topics of identity construction,
negotiation, and transformation.

Narrative Alignment. With the personal narratives as the anchor, | set out to locate segments from

other relevant data sources that correspond to the anchoring personal narrative(s). | presented this data
alignment with a table in a digital space.’ And | created a positioning profile data set for each of the
informant. These positioning profile data sets are available both digitally and as appendices at the end
of this manuscript.

Stage Three: Coding & Analyzing the Data

Code System Development. After gaining familiarity with and arranging the data, | began developing an

initial code system that came to comprise a series of structural and other provisional codes derived from
the research questions as well as a number of relevant theoretical and analytic frameworks (Saldafia,
2013). Table 4.1 shows the initial code system.

Coding for Narrative Structure & Positioning. This is the first round of coding, where | labeled each

informant’s positioning profile data set with the structural and provisional codes from the initial code
system. The purpose of this round of coding was to label and identify, in the data set, any narrative
structural and functional components from the first category of codes as well as any positioning level
components from the second category of codes. This round of coding facilitated the Labovian analysis of
all personal narratives as well as the narrative positioning analysis of the whole data set, which made

the creation of the positioning files possible.

9 The table presenting the data alignment is available digitally at https://bit.ly/30R8mat
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Table 4.1. Initial Code System

Level 1 2 3

Labovian Analysis

1 NARRATIVE STRUCTURE

1-1| Narrative Components

1-1-1| abstract

1-1-2| orientation

1-1-3| complicated action

1-1-4| resolution

1-1-5| evaluation

1-1-6| coda

1-2| Narrative Functions

1-2-1| evaluative narrative function

1-2-2| referential narrative function

Narrative Positioning Analysis

2 THREE LEVELS OF POSITIONING

2-1| Level 1 Positioning

2-1-1| positioning of story-world characters

2-1-2| positioning of story-world space and time

2-1-3| self-positioning of narrator

2-2|Identity Navigation Spaces

2-2-1| constant vs. evolving

2-2-2| agentive vs. passive

2-2-3| different vs. similar vs. the same

2-3| Level 2 Positioning

2-3-1| narrator-audience positioning

2-3-2| why was the story told

2-3-3| how was the question answered

2-3-4|interactional accomplishment

2-4| Level 3 Positioning

2-4-1| master narrative

2-4-2| narrator-master narrative positioning

87




Table 4.1. Continued

Thematic Analysis

3 COMMUNITIES OF PRACTICE

3-1| CoP Membership

3-2| CoP Interactions

3-3| CoP Participation

4 LANGUAGE SOCIALIZATION & COMMUNICATION

4-1| Language Learning as Language Socialization

4-2| Language as Symbolic Capital

4-3| Language as Site of Identity Construction

5 IDENTITY

5-1| Multiple & Dynamic

5-2|Subject to Change

Labovian Analysis. The first round of analysis entailed applying the model of structural analysis

proposed by Labov and Waletzky (1997, henceforth Labovian model of narrative analysis or Labovian
analysis) to the personal narratives of each informant. Specifically, | coded each narrative with the six
narrative components from the initial code system to identify the corresponding data segments. Then, |
analyzed the segments by answering the following questions: (1) Does the story begin with a summary
that forecasts its development? If so, what is it? (2) How does the narrator orient the audience? What
information does the narrator provide to orient the audience to the story? (3) What are the actions,
events, or conflicts in the story? Do they build on each other and reach a climax? (4) What is the
narrator’s evaluation of the actions, events, or conflicts? (5) How do the actions and events come to an
end (if they did)? How are the conflicts resolved (if they are)? (6) Does the narrator signal the end of the
story? If so, how? The findings from this structural analysis were documented in a series of analytic
memos and were incorporated as part of the positioning profiles.

Narrative Positioning Analysis. Following the Labovian analysis, | tapped into an analytic framework

that is interactionally-oriented and especially conducive to the analysis of small stories (Bamberg, 1997;
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Bamberg & Georgakopoulou, 2008; De Fina & Georgakopoulou, 2008). Small stories are a variety of
narratives that are non-prototypical and may include “tellings of ongoing, future, hypothetical, or
already-shared events; allusions to previous tellings; deferrals of tellings; retellings; and refusals to tell”
(Johnstone, 2016, p. 551-552).

Positioning analysis allows for the possibility of exploring identity not as something people have
but as something people are continuously constructing. In the context of narrative identity, while telling
stories, narrators are also continuously constructing or co-constructing narrative versions of themselves
while interacting with their interlocutors and while referring to other characters in their stories, to past
or future events, or to broader sociocultural discourses (Blix et al., 2015). Based on this understanding,
narrative positioning analysis has its focus not only in the “told”, i.e., the referential world of the story or
more generally what the story is about, but also the “telling”, i.e., how the referential world is
constructed in an interactional engagement (p. 171).

Scholars have taken slightly different approaches to narrative positioning analysis by asking
different questions, but in general, most of them follow a three-level analytic framework proposed by
Bamberg (1997) and refined by him and his colleagues (e.g., Bamberg & Georgakopoulou, 2008). Level 1
positioning focuses on the story being told and the world within, including the story characters and how
they are positioned in relation to each other and in relation to the time and space in the story. Level 2
positioning shifts the focus to the storytelling world, that is the interactive setting (the interview
between each informant and the interviewer in the context of this study). It explores the reason why a
story is told a particular way at a particular time as well as what the interactive accomplishment is.
Finally, Level 3 positioning is concerned about how narrators position themselves in relation to the
dominant discourses or master narratives.

For coding, | applied relevant codes from the initial code system to the entire data set, including

all the personal narratives and the corresponding and/or relevant interview segments. Then, | answered
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a series of questions to analyze the data and develop the narrative positioning profiles that | will present
below. These questions, which correspond to each of the three levels, include the following. Level 1:
Who are the characters in the story world? How are they positioned in relation to one another? How are
they positioned in time and space? How does the narrator position him or herself in the story? Level 2:
How does the narrator position him or herself in relation to the audience (the interviewer)? How is the
guestion answered with the story told? Why is the story told to this audience in this engagement? What
is the interactional accomplishment, if any? Finally for level 3: What are some relevant dominant
discourses or master narratives? How does the narrator position him or herself in relation to dominant
discourses/master narratives? Like the previous step, a number of analytic memos were produced to
document the positionings within the story world and the storytelling world as well as between the
informants and the dominant discourses about them. These memos became the basis for the
positioning profiles.

Visual & Multimodal Analyses. More or less concurrent to the Labovian and narrative positioning

analyses of the positioning profile data sets were the analyses conducted on the language identity
portraits as well as the visual and multimodal artifacts submitted by the informants, including their CoP
photographs and some graphic and video artworks. | made this analytic design choice because | would
like the two sets of analyses to be mutually informative. More importantly, this also would allow the
transition to the thematic analysis that occurred at the end of the analytic process more efficient and
effective.

| partially drew upon the framework of Elements of Visual Grammar, which Kress and van
Leeuwen (2006) developed based on Systemic Functional Linguistics’ ideas of language’s metafunctions
(Halliday, 1978). Applied to the study of images, these metafunctions represent the following: (1) the
representational structures represent how meanings are expressed, (2) the interpersonal structures

represent how the viewer relates to an image, and (3) the compositional structures represent how visual
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elements are organized spatially (Serafini, 2014). Specifically, | analyzed the particular photos and
artworks referenced in or associated with the personal narratives and/or interview segments along the
three metafunctional aspects and in correspondence to the narratives and/or interview segments that
referenced them. In order to operate from the same unit of analysis, | extracted the ten frames from a
video submitted by one informant, James, and analyzed the ten frames as still images, along with the
CoP photos. In total, | analyzed 8 CoP photos across three participants and 7 pieces of artwork from
three participants.

In terms of the language identity portraits, due to their multimodal nature and the idiosyncratic
representations of each participant, | approached the analysis through taking inventory of the various
components in each portrait. | created a table to facilitate the inventory-taking of the various
components of language and identity for each informant. Table 4.2 details the inventory-taking analysis
of the portraits.

Table 4.2. Analysis of Language Identity Portraits

}'Nhich ) Which T Which }'I!Ihich. ) Inor |Characteristic or Positive,' negative, or
language"? color? body part? | "identity"? out? |[role? both/neither?

Vietnamese red yes heart talkative in characteristic pos
English green yes mouth talent in characteristic pos
Music pink no head pressure out characteristic neg
Kim | piano blue no hands positive in characteristic pos
Cooking yellow no feet independent in characteristic pos
hard-working [both |characteristic pos
energetic out characteristic pos
good girl out role pos
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Table 4.2. Continued

Martha

James

Which Which Lineuistic? Which body | Which In or Characteristic | Positive, negative,
"language"? color? 2 * | part? "identity"? out? or role? or both/neither?
B
(Mandarin red yes chest (left) 5t (aggressive) |out characteristic | neg
Chinese)
PAN—
=RA orange |yes chest (right) | serious out characteristic neg
(Taiwanese)
Academic . -
. green |yes arm (raised) | frugal both characteristic both
English
Mathematics green no leg (left) mature both characteristic pos
Culinary purple |no leg (right) outgoing both characteristic | pos
Spoken English | orange |yes feet empathy both characteristic pos
Music green no neck/throat ambitious In or out? | characteristic pos
independent both characteristic pos
daughter both role
sentimentality |out characteristic | neg
Which Which Lineuistic? Which body | Which In or Characteristic | Positive, negative,
"language"? color? g * | part? "identity"? out? or role? or both/neither?
arms, thighs,
Basketball red no & brother shoulder |role
head (top)
BizE
. chest
(Mandarin orange |yes heart family . role
) (right)
Chinese)
Mathematics purple |no feet hardworking calves characteristic | pos
. b th, . hest
English red yes S ML dorm friends ches role
stomach (center)
American chest role
friend (center)
best friendsin |chest role os
Taiwan (lower) P

92




Table 4.2. Continued

Rose

Which Which Lineuistic? Which body Which Inor | Characteristic or | Positive, negative, or
"language"? |color? 2 * | part? "identity"? out? |role? both/neither?
arm (raised),
Chinese blue & red |yes heart & leg teammate out role
(left)
. blue & arm (raised) & .
English . friend t |
nglis brown yes leg (right) rien ou role
Japanese blue & es arm (raised) & resident out role
P pink ¥ feet P
Music turquoise |no B ) irlfriend out role
q hand) &
fingers (lowered
Al I fl I |
rt purple no el ute player |out role
- . fingers (raised
Writing turquoise | maybe student out role
hand)
Cartoon yellow no heart (around) |daughter out role
Visual Art dark gray |no torso (left) only child out role
Video Game light gray [no torso (right) self-abused in characteristic neg
not confident |in characteristic neg
sentimental |[in characteristic neg
leadership both | characteristic pos
friendly out characteristic pos
helpful out characteristic pos
pretty out characteristic pos
thoughtful out characteristic pos
nice out characteristic pos
talented out characteristic pos
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Table 4.2. Continued

Helen

Which Which Lineuistic? Which body |Which Inor |Characteristicor |Positive, negative, or
"language"? color? g * | part? "identity"? out? |role? both/neither?
. blue . . I
English (dark) yes hand (raised) | thoughtful in characteristic pos
Vietnamese red yes hand (raised) | daughter both |role
Chinese A3 es arm (raised) |protective both 0S
(dark) y P characteristic P
. blue . I
Spanish ke yes arm (raised) |careful both |characteristic pos
. green . . .
Fashion (light) no chest (left) |strong-willed [in characteristic pos
Emotions (g(;zrel?) no chest (right) |grand child in role
Food brown no stomach determined both |characteristic pos
. pink . -

Visual Art (light) no leg (right) smart out characteristic pos
Body Language | orange no arm hardworkin out characteristic 0S
y Languag & (lowered) & P

Facial A
acia . yellow no head (face) o . out characteristic pos
Expressions leadership
Listening black maybe ears reliable out characteristic pos
Eye Contact purple no eyes friendly out characteristic pos
Writings green maybe head (top) best friend out role
(dark)
Smiles yellow no face Vietnamese out role
. blue
Music . no mouth student out role
(light)
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In terms of language, | asked, “Which languages or means of communication and self-expression
are represented? With what colors are they represented? On which parts of the body silhouette are
they represented?” In terms of identity, | asked, “Which identities are represented? Are they
represented within the body silhouette to signify self-positionings or outside of the silhouette to signify
positionings from others? Are they characteristic positionings, mostly in the form of adjectives, or role
positionings, mostly as nouns? Are they considered to be positive or negative positionings according to
the informant, as judged from the intertextual analysis of the same positionings in their personal
narrative(s) and interview segments?”

The outcome for these analyses of images and portraits was a series of analytic memos, which |
referred to, along with the memos from Labovian and narrative positioning analyses, while creating the
positioning profiles.

Coding for Themes. Next, | conducted the second round of coding. In addition to applying the structural

and provisional codes in the last category of the initial code system to the whole data set, | also added
additional labels to segments of the texts in the data set, following an open coding process (Saldafia,
2013). These new labels were topical codes that represented the emergent ideas and concepts. They
were incorporated into the last part of the initial code system to create the expanded code system for

thematic analysis (Table 4.3).
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Table 4.3. Expanded Code System for Thematic Analysis

Level |1 2 3

Thematic Analysis

3 COMMUNITIES OF PRACTICE
3-1 Cultural Differences in Educational and CoP Experiences
3-2 CoP Interactions
3-3 CoP Participation
3-4 CoP Membership
3-4-1 Gaining Membership through Social Networks
4 LANGUAGE SOCIALIZATION & COMMUNICATION
4-1 Positionings of Languages and Languaging
4-1-1 positionings of communicative competence
4-1-1-1 communicative competence as situated
4-1-2 positionings of language socializers
4-1-3 positionings of communicative burden
4-2 Language Learning as Language Socialization
4-2-1 language socialization through interactions
4-3 Communication as Multimodal
4-4 Language as Symbolic Capital
4-4-1 linguistic/epitemic capital
4-5 Language as Site of Identity Construction
5 IDENTITY
5-1 Responses to Asian Hate & Discrimination
5-2 Strategic Cultivation Aspirational Capital & Imagined Identity
5-3 Positioning
5-3-1 congruence or disparity of positionings
5-3-2 positioning 3
5-3-3 positioning 2
5-3-4 positioning 1
5-4 Identity Navigation Spaces
5-4-1 constant vs. evolving
5-4-2 agentive vs. passive
5-4-3 different vs. similar vs. the same
5-5 Multiple & Dynamic
5-6 Subject to Change

5-6-1 personal transformations

96




Following that, | arranged the codes in the expanded code system for thematic analysis into
categories based on a general inductive approach to qualitative data analysis (Thomas, 2006). Then, |
removed the overlapping and redundant categories to arrive at the core themes of findings. These core
themes of findings will be connected with the core findings from other analyses and presented as
thematic connections in the next chapter.

Stage Four: Writing Up

Due to the substantial quantity of data and a myriad of analytic approaches in this study, the
presentation of findings will be structured as the following based on an inspiration gained from
(Seidman, 2013). Findings from the narrative positioning and Labovian analyses will be presented as
positioning profiles. These are then followed by descriptions of findings from the language identity
portrait as well as visual and multimodal analyses at the end of this chapter. The findings from the
thematic analysis will begin the next chapter as an integral part of the thematic connections, followed
by a discussion of these connections and themes.

Methodological Pluralism. The decision of presenting the findings in these two distinctive formats is

grounded in the idea of methodological pluralism, which has guided the whole study, from design to
analysis and now to presentation. Methodological pluralism in this study plays the essential role of
triangulation and is critical for enhancing the credibility of interpretations®® (Stahl & King, 2020a). In
addition, the positioning profiles and thematic connections are also aligned with Polkinghorne's (1995)
configuration of narrative inquiry, which informed the design of this study. Specifically, the positioning
profiles are the embodiment of narrative analysis rooted in narrative cognition, whereas the thematic
connections are the result from the analysis of narratives rooted in paradigmatic cognition.

Positioning Profiles. As mentioned earlier, | got the inspiration for these positioning profiles

from Seidman's (2013)work in presenting findings from interview data, particularly in terms of the

10 |n Chapter 5, there will be further discussion about the measures | have taken to enhance the trustworthiness of this study’s
findings.
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process of extracting segments from the data sources to structure the profiles. However, | deviated from
Seidman’s practices of using the first-person point of view and predominantly the participants’ own
words to construct the profiles. Instead, when creating the positioning profiles below, | adopted the role
of a narrator and chose to tell the participants’ stories from the third-person perspective. This is because
of the need to incorporate all perspectives from the three levels of positioning, among which, |, as the
audience during the interactive engagement of the interview, also contributed to the participants’
construction of narratives. Therefore, even though I initially gained inspiration for these positioning
profiles from Seidman’s work, the way | eventually chose to represent the narratives of my informants
actually followed more closely what (McCormack, 2000a, 2000b) termed as interpretive stories, for
which the participant and the researcher are considered co-authors of the final narrative outcome. In
these interpretive stories, both authors’ voices play a role of contributing to the readers’ overall
understanding of the topic of inquiry. As a result of this rationale, | present the following positioning
profiles as co-authored narratives about how these five transnational adolescent students perceived and
experienced identity construction and transformation as well as language socialization from the
perspectives of narrative positioning.

Findings from Portrait & Visual/Multimodal Analyses. In this part, | first present findings from an

inventory-taking analysis of the two main aspects of the language identity portrait: language and
identity. Then, | present the findings from analyses done on a series of visual/multimodal data, such as
the informants’ CoP photos and artworks.

Thematic Connections. This part will begin the following chapter and will contain findings from

the thematic analysis as well as how they are connected to findings presented in the remaining of this
chapter. These thematic connections will be presented in categories related to the structural concepts
of the research questions. Following this part in Chapter 5, | will discuss whether and how these

thematic connections are associated with previous research in the same line of inquiry. | will also draw
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from these connections to make recommendations to educators working with international secondary

students.

Findings: Positioning Profiles

The last two parts of this chapter are dedicated to the presentation of the findings derived from
the analyses described above. This part consists of five positioning profiles. These positioning profiles
were created as the situated representations of the five focal informants: Kim (Vietnam), Martha
(Taiwan), James (Taiwan), Rose (China), and Helen (Vietnam). These profiles were created with
reference to the findings from the various analyses. These may appear to be individual representations
of these youths, with the headings dedicated to particular informants. In fact, across the five informants
are many threads that connect their positionings. The findings used to construct these profiles did not
just come from narrative positioning analysis and Labovian analysis. Some of them also emerged from
the visual and multimodal analyses. Therefore, these profiles are mutually informative, and many of the
positionings found salient in one youth’s narratives also play an essential part in at least another youth’s
narratives. In fact, the heading created for each profile below represents the positionings beyond the
focal informant depicted in the particular profile. The main reasons behind this interconnectedness are
not only an emerging collective identity as Asian transnational adolescent students in Maine but more
importantly also my involvement as a researcher and a co-creator of their positioning profile. In other
words, since each profile is considered to be co-constructed between each of them and myself (see the
part about how | chose profiles to present findings above), there are traces of my meaning-making in
one profile that can often be found in the other four profiles.

Also important to mention about these profiles is the fact that | do not always present the three
levels of positioning separately or in a sequential manner but have incorporated signposts throughout

when | feel it is important to draw the readers’ attention to particular levels of positioning. | have
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adopted this decision because in narratives, the three levels of positionings are often interconnected
and occur concurrently (cf. Blix et al., 2015).
Kim: Cultivating an Aspirational Self through Transnational Education

“Is that okay, if, like, | just have 30 minutes and like next time, like it can be this weekend. | can
spend, like the rest. Is that okay? Because, like about 4:30 to 4:40, like, | have to go somewhere else. Is
that okay?” Kim, a participant from Vietnam, and | had gone back and forth via email, negotiating a time
and date for this interview, so that we could finish it in one go, but minutes into the interview, she
announced that she had somewhere else to go soon, leaving me half an hour to spontaneously
restructure the interview, picking and choosing how | wanted to start. She went on to add, “You can
send me by email,” reminding me | could schedule a second interview with her via email. This
interaction forms a partial first impression of Kim for me: proactive, outspoken, opinionated, outgoing,
diplomatic yet firm, and most relevantly, strategic.

Kim had submitted one personal narrative (lines 4-41, Kim: Positioning Profile Data Set'?) that
she considered representative of herself. In this personal narrative as well as other corresponding and
relevant interview excerpts, a theme of strategic and intentional cultivation of aspirational capital
(Yosso, 2005; Yosso & Garcia, 2007) and an imagined identity (Pavlenko & Norton, 2007) is evident, and
her parents have played an important role in this process. Kim positions herself as an aspiring musician,
or a pianist, to be specific. Before relocating to Maine to attend [anonymized school], Kim was a student
in the Ho Chi Minh Conservatory of Music in her home country of Vietnam. This musician identity has
been weaved through her multiple narratives, including her language identity portrait and a CoP photo

(see Figure 4.2 and 4.3), mostly to highlight how she stands out from her peers in Maine.

11 Kim’s positioning profile data set is available as Appendix C and also accessible digitally at https://bit.ly/3ItduiK
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Figure 4.2. Kim’s Language Identity Portrait.

Vietnamese
English
Music

a good girl

More importantly, traces and pieces from her multiple narratives indicate that pianist or piano
educator is an identity that she strives to achieve, and it has been strategically and intentionally
cultivated. Lines 17-29 of Kim’s personal narrative shows how her parents may have been involved in
this cultivation. In this personal narrative, they are positioned as providers of an opportunity for Kim to
practice teaching something she feels passionate about: playing the piano and music in general. Through
them as a connection, Kim was able to teach the two children of their friends. And these two children,
Kim’s first students, are positioned as a responsibility that she refuses to give up on. Kim worked out a
number of strategies to motivate these two students. They are positioned to have experienced a
trajectory of learning (lines 17-29), from being “nice and dutiful” to being “naughty and playful” to being

“all ears” and from “knowing nothing about piano” to being able to “read and understand the pieces”
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and playing “Minuet in G” by Bach as well as “the Swan” and “Surprise Symphony” rewritten by Haydn

for piano.

Figure 4.3. Kim’s CoP Photo

In this context, teaching can be interpreted as an instrument that Kim’s parents have chosen to
propel Kim forward in her long-term music career. The evaluation component from the Labovian
analysis of Kim’s personal narrative further reveals that Kim’s accomplishment in teaching these two
children, along with her accomplishment from various piano performances and competitions, brought
about significant emotional responses of feeling touched and happy and in turn a significant
transformation of identity from a student pianist to an accomplished and recognized teacher and
performer. The strategic involvement of Kim’s parents also plays a part in Kim’s decision of attending
[anonymized school] in Maine for one year, during the senior year, before applying to colleges in the
U.S. Again, through her parents’ connections, Kim learned about the renowned dance and music
programs at the [anonymized school] and decided that she could learn and accumulate more experience
at the music program. These programs, according to Kim, are not very common in American high
schools. Then, from there, she would be able to attend a music program at the college level, much more

prepared. Finally, Kim has chosen to apply for a two-year college at the advice of her parents. This is also
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a strategic decision because it will allow the family to reduce the expenses for Kim to complete the
university education in the U.S. if she attends a community college to obtain the required credits before
transferring to a university where she can focus on her music training. The relatively less stringent
academic demands at the community college will also allow Kim to dedicate more time to practicing and
improving upon her piano skills.

Exploring this theme of strategically cultivating aspirational capital and imagined identity reveals
not only the positionings of the other characters in Kim’s story world (first level positioning), such as her
parents and the two students, but also her own positioning in the storytelling world (second level
positioning). Specifically, from the discussion above, it is easy to read Kim as a passive recipient of her
parents’ strategic cultivation. However, in the interview segment about her future plans (lines 202-218),
when explicitly asked about the decision-making process, Kim positions herself as an agentive
negotiator. To the interviewer question about whether the decision to attend the community college is
her parents’ or her own, Kim responded:

Um, | think like... both. | think, because, like, at first, | want to stay in U.S., | really wanted to stay

in U.S., but my mom was like... you have to choose the university that is like... the tuition like as

low as possible, like that, so | was thinking like if | choose a university with a low tuition, maybe
it has a bad condition and like security and all stuff, so | think about like the college community
and | found out the [anonymized college], it is like one of the big college and it's cheap and it's
like, it has a good quality and all the stuff, so | think [anonymized college] may be a good
opportunity for me.
This quote illustrates a self-positioning in the context of an interactive engagement with the interviewer.
Kim projects an identity of growing independence and agency by recruiting a narrative of negotiation
with her parents. In order to continue to stay in the U.S. after high school to pursue higher education

and to appease her parents who were concerned with the associated expenses, Kim did her research
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and found a large community college that charges relatively lower tuition fees and still offers quality
education.

Finally, in terms of the third-level positioning, i.e., how Kim positions herself in relation to how
the dominant discourses or master narratives position her, Kim’s deployment of agency during her
negotiation with her parents as cited above effectively illustrates a counter-narrative of the commonly
referenced social scripts of parenting relationships among Asian transnational and Asian-heritage
families, that is the social scripts that follow the narrative of tiger parenting (Juang et al., 2013), the
narrative of Asian individuals being conflict avoidant, and the narrative of Asian youngsters being
uncritically compliant to their parents, i.e., a misinterpretation of the concept of “filial piety” (NAMI:
National Alliance on Mental lliness, n.d.). In fact, Kim’s act of negotiation with her parents to achieve her
goal of remaining in the U.S. should not be read as egoistic, but rather, it is grounded in an idea similar
to the Chinese indigenous concept of gin (#i), which literally translates to “being close to” and has a
positive connotation of a child responding to the benevolence of her or his parents with love and
intimacy (Wu & Chao, 2017). Therefore, Kim’s search for colleges with lower tuition fees is not only a
means to her ends, but it is also an act of responding to her parents’ benevolence of financially
supporting her academic pursuits in the U.S.

Martha: Seeking & Discovering a Self within a Transnational Collective

Martha, one of the two Taiwanese participants, who had studied and lived in the U.S. since 10™
grade, shared two personal narratives that she considered to be representative of her. The fact that she
selected these two personal narratives to submit as a pair is as noteworthy as either of the two
narratives. The first narrative (lines 3-48, Martha: Positioning Profile Data Set!?) is mainly concerned
with a journey she took herself on in quest of the answer to an inner predicament: whether inheriting

the management role of the family business from her father was a right decision for herself. The second

12 Martha’s positioning profile data set is available as Appendix D and also accessible digitally at https://bit.ly/3RtlzXJ
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narrative is also about a quest, but this time, it wasn’t as much a negotiation with herself to find out
what was best for her but rather a struggle against some systemic barriers. The evaluation and
resolution components from the Labovian analysis of Martha’s two personal narratives reveal that in
both scenarios, Martha arrived at a satisfactory outcome for her quests.

In her first personal narrative, there appears to be several concerns that feed into Martha’s
inner conflict. First, she was worried about not being able to ever reach the success of her parents,
whom she had positioned to be “superhumans” (line 15). Second, she regarded herself as a passive
individual not having any particular passions and clarity for her future. Meanwhile, countless livelihoods
depended on the family business, and the family heritage in the business would end with her, should
she decide not to take on this mission because without her assistance, her only sibling would not be able
to take care of all aspects of the business. She wondered to herself, “Do | really have what it takes?
(lines 22-23)” This is the moment when her self-positioning in the story world begins to transition from a
relatively passive recipient self to a slightly more proactive agentive self.

With the transition in self-positioning, Martha set out to answer the question she posed for
herself. She visited the factory of the family, sitting down to observe the workflow of the factory, being
toured around the different departments of the company and shown the various technical aspects of
the work by a seasoned employee, Aunt Hu, who had been with the company for a long time. With the
knowledge she was able to convey about the technical components of the work while she showed
Martha around the factory, Aunt Hu was positioned to represent how the knowledge base of the
factory’s work had evolved over the years. At the same time, it was also through Aunt Hu’s eyes that
Martha came to the realize that the company owed its success to the collective effort from all the
employees, each of whom had an essential role to play and had something to teach her. This realization
was also the pivotal moment where Martha “resolved [her] inner conflicts” and “expressed [her]

interest in the management role of [her] father” (lines 39-40).
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During the interview, | invited Martha to elaborate on the significance of the family business
with regard to her personal identity and why it is important for her to return to Taiwan to take over the
family business in the future. In this interactive engagement in the storytelling world, Martha chose to
highlight the fact that she does not have “specific interests” (line 57) in life once again, and when unsure
about which major to pick, she turned to her parents, who suggested optometry. Even though Martha
had no particular interest in studying optometry, she was concerned that the family business would
disappear should she not choose the path her parents had hoped for. Now, on the surface, this is not
new information because the same story had been told within the first personal narrative. However, an
analysis of the second-level positioning reveals what this interaction between Martha and me during the
interview has accomplished: to illustrate a self-positioning of empathy that was brought up when
discussing her language identity portrait (Figure 4.4).

Figure 4.4. Martha’s Language ldentity Portrait
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The second personal narrative, when paired with the first one, creates an interesting
juxtaposition, one that is characterized by transnational affiliations of the adolescent students in this
study. Where Martha’s first personal narrative describes her resolving an inner conflict rooted in a
matter at “home”, her second narrative tells a story of how she was pitted against an educational
system she was not familiar with and how she managed damage control rescued herself out of the
system, another narrative of her gaining agency in the process.

In this second narrative, Martha enrolled herself in the International Baccalaureate Diploma
Program (IB program henceforth), a two-year program that provides an internationally recognized
qualification for entry into higher education. Later, she found the program to be too challenging and
tried to quit. However, she was not able to leave the program till later due to some structural barriers,
and hence, her grades suffered tremendously. In this narrative, Martha positions herself to be a victim.
First, she blamed her decision on lack of familiarity with the IB system and on listening to some friends’
suggestions to join in the first place. Then, she blamed her inability to switch out of the program on
administrative barriers. Similar to the first narrative, Martha positioned herself as a recipient of outside
forces, but upon realizing her predicament, she did take some measures to ameliorate the situation.
Specifically, she studied harder in response to the more demanding IB coursework. She also attempted
further negotiation with her teachers about quitting the program. Eventually, seeing that Martha was
not able to catch up, the teachers “gave in and allowed” (line 96) her to switch out of the IB program.

From the corresponding interview segment, more layers of self-positioning are evident. First,
Martha reinforced the self-positioning as a victim, a recipient of forces outside of her control, just like in
the personal narrative. To do that, she provided additional reasoning for her poor academic
performance in the IB program. She attributed such poor performance to her lack of English proficiency
(line 111), lack of familiarity with subject terminology in English (line 113), and lack of prior learning of

certain subjects, such as American History (lines 115-118). In addition to providing a more explicit
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rationale for failing to achieve ideal results for the IB program, Martha also demonstrated relatively
comprehensive knowledge of the IB system and how it operates, distinctively more confident than she
was as described in the personal narrative. Much of this knowledge most likely comes from having gone
through the program herself. She was able to describe in detail how the program works in her school as
well as the skills and knowledge required for successful completion.

Even though, on the surface, both of the narratives from Martha seem to be centered around a
personal quest, there is actually something embedded in both narratives that is in dialogue with the
dominant discourses about cultural patterns and communicative competence. In the first personal
narrative, the cultural pattern of collectivism (Halualani, 2019; Hofstede, 2013) is a salient dominant
discourse. It is the force behind Martha’s first quest. She prioritizes the collective good of the family by
choosing to study optometry, a subject of no interest to her, so she can take over the responsibility of
the family business. Collectivism is also what prompts Martha to realize about her influential place in
“the lives of countless families” (lines 23-24). Eventually, collectivism became an integral part of
Martha’s belief about accomplishment. She wrote at the end of the narrative, “From the authentic
connection among employees, | understood that united people are a necessity for achieving and
sustaining success” (lines 43-44). This influence of collectivism is also evident in another interview
segment where | invited Martha to share a particularly memorable experience with one of her CoPs. She
chose to tell a story about celebrating her first Mid-Autumn Festival in the U.S. with a group of school
mates with a similar background of Chinese cultural heritage, including another Taiwanese student at
the same school. When prompted to elaborate on the connection between the story and her identity,
Martha cited two words from her language identity portrait: empathy and outgoing, and she explained:

Outgoing because... At that time, | was not yet very acquainted with that [other] Taiwanese

friend, and there were only two Taiwanese students in our school, so | had wanted to meet him
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and become friends with him. For one thing, | won’t be alone after returning to Taiwan. For

another, people usually want to meet those from the same place of origin.
This quote illustrates a longing for connections among transnational youths, especially connections with
those who share not only the same linguistic background, cultural heritage, and national origin but also
a similar transnational education journey. These connections help forge a collective identity for the
youths, a transnational adolescent identity.
James: Negotiating the Dilemmatic Selves across Communities of Practice

“l thought there would really be a lot of difference if | didn’t play, so uh, | just wrap it up, and
then | ate some ibuprofen, and | just play the second game” (lines 66-68, James: Positioning Profile Data
Set®3). This quote from the interview with James, another participant from Taiwan, reveals a new self-
positioning that is not apparent in his personal narrative (lines 4-30) but greatly adds to the
interpretation of his self-positionings in that written narrative. The quote is part of James’ response to
my request for stories that represent memorable experiences of CoP interactions or participation. Even
though James briefly elaborated on the personal narrative when we were going through the identity
items in his language identity portrait (Figure 4.5), he was not explicitly prompted to think of this
memorable experience in the context of the personal narrative. Despite so, the particular story, from
which the quote above is extracted, reveals significant information about how James positions himself,
especially in the CoP context of the basketball games as well as the school team where he served as the

captain.

13 James’ positioning profile data set is available as Appendix E and also accessible digitally at https://bit.ly/3ALXDtE
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Figure 4.5. James’ Language Identity Portrait
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In his personal narrative (lines 4-30), James describes how he has been transformed in terms of
the confidence to do something he was afraid of doing and had trouble accomplishing: “making shots
from mid-range or further in basketball games” (line 4). He presents himself as having undergone
changes that eventually resulted in a new persona. In particular, verb phrases, such as “suddenly
realized” (line 9), “actually made threes” (lines 10-11), “decided to change my shooting form” (lines 12-
13), “build new muscle memory” (line 16), “got more stable and consistent” (line 22), and “shoot way
better than before” (lines 22-23) are one example of linguistic devices James uses to represent himself
as striving for a goal within an area of his passion and discovering new self-worth. James also predicts
his continual changes as he states toward the end of the personal narrative, “While | reached that goal |
had set for myself, | still have a long way to go because there is no such thing as a perfect shooter in

basketball” (lines 23-24). The two CoP photos (Figure 4.6) he submitted to represent how he sees
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