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Abstract

Learning French in Hong Kong: Narrative perspectives on identity construction

By Lorraine VEZY DE BEAUFORT

Doctor of Philosophy/Doctorate en Sciences du Langage

This doctoral research examines the relationship between language learning and identity
construction, focusing on four Hong Kong adults and their experiences of learning French. The
study adopts a poststructuralist perspective on identity, which is to say identity is constructed
discursively, experientially and in conflict (Trent, 2018) and is therefore fluid and constantly
changing according to situation and context. From this perspective language learning is a process
that takes place at several levels of context, including the wider socio-political context, the
immediate social environment and the level of thoughts, emotions and ideas. It is also,
inevitably, a process of identity construction which reflects ‘the desire of learners to expand their

range of identities and to reach out to wider worlds’ (Pavlenko & Norton, 2007, 670).

Using a narrative methodology known as ‘narrative inquiry’ (Clandinin & Connelly 2000), the
study highlights the personal experiences of learners and illustrates various aspects of language
learning in the age of ‘superdiversity’ (Vertovec, 2007). Unlike the three dominant languages in
Hong Kong, i.e. English, Cantonese and Mandarin, ‘minor’ languages such as French have been
given relatively little research attention, perhaps because of their apparent remoteness and
limited usefulness. Using data gathered from a range of sources including in-depth interviews,
language learner histories and written accounts of learning activities online, this inquiry aims to
illustrate how even ‘minor’ languages can be significant in terms of identity. The four
participants whose experience of learning languages is investigated in this study have all studied
French in formal settings, but their engagement with French has also developed through

workplace and travel experiences, as well as through online interaction.



The study was able to highlight the unique and personal experiences of learners and illustrates
various aspects of language learning and their significance for learner identity. It is argued that
these aspects are often overlooked from a conventional language didactic perspective. Firstly, the
study shows that additional language learning can play a significant role in learner identities,
despite limited levels of conventional proficiency. More explicitly, additional languages can be
seen as an affordance for dealing with prevailing discourses and constraints and become, in so
doing, a way to reclaim the self. Additional language learners demonstrate creative appropriation
of these languages, combining linguistic with non-linguistic and other semiotic resources in
order to personalise them and relate them to their own identities. Secondly, the process of
language learning is revealed as being one of growing intercultural awareness, an awareness that
is brought to bear upon the learner’s own cultural environment and also has relevance for
identity as individuals are able to reassess their own environment and themselves in it, reflecting
on their existing identities and imagining new ones. The study offers orientations for

methodology, theory and pedagogy.

The study concludes by highlighting the need to acknowledge the ‘diversity or
multidimensionality’ of language learners in curriculum and language classrooms (e.g. Byrd
Clark, 2010) as well as give learners opportunities to exercise their social selves in the language
classroom. Also, pedagogical notions of language and languages need to be reconceptualised to
reflect the creative, diverse and complex language repertoires of language of multilingual
learners and speakers, which go beyond a conventional understanding of what it means to learn a

language and involve the use of a range of linguistic and semiotic resources.

Keywords : Identities ; additional languages; multilingualism ; multilingual competence;

translanguaging practices ; superdiversity



‘We have, each of us, a life-story, an inner narrative — whose continuity, whose sense, is
our lives. It might be said that each of us constructs and lives, a ‘narrative’, and that

narrative is us, our identities’

Oliver Sacks, The Man who mistook his wife for a hat and
other clinical tales (1998, p. 110).
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Chapter 1 Introduction

1.1 Background to the study

For many teachers and learners, languages appear as pragmatic tools that need to be picked up
and mastered as quickly as possible. This perception is encouraged by early educational
experiences, in which ‘foreign’ languages are exotic counterparts to the real language of
everyday life. It is also encouraged by the commodification of languages and their incorporation
into discourses of self-improvement, mobility, employability, and so on. This was certainly my
feeling in 2009, when as a busy language teacher in a Hong Kong university I scarcely had time
to reflect on what students were doing with these languages, or on how learning English, French

or Mandarin Chinese affected them as people.

In that year I attended the Independent Learning Association Conference (ILAC) conference on
language learning and encountered Language Learner Histories (LLHs) for the first time. In a
workshop led by Felicity Kjisik and Leena Karlsson from Helsinki University, we, as ‘students’,
experienced writing, reading and sharing autobiographical stories about our experience of
learning languages. From then on, I began to reflect not only on the role that languages played in
my students’ lives, but also on the role that they had played in my own life as a French national
who somehow ended up teaching both English and French in the multilingual city of Hong
Kong. In using the word ‘role’ I am recalling the fact that my process of reflection also involved
coming to see languages not as tools but as characters, wearing different masks and influencing

people in different ways at different stages of their lives. For example:



When I lived in the same house as my grandmother during my early childhood, she often
recalled with bitterness the German army’s occupation of the Picardie region where she
lived at the time. These events had stimulated a profound dislike for anything German,
including the language. The few German words she had picked up were pronounced in a
robotic, authoritarian manner, imitating the orders she had heard around her. German
sounded harsh and menacing to me as a ten-year old child. This contrasted with her
imitations of the British English accent, which she did with great gusto, pretending she
was fluent even though she knew only a few English words. To me, English sounded
supple, fun and desirable.

In secondary school I had to study both English and German as foreign languages, and
predictably I loved everything about learning English, including the pronunciation, which
I practised often by myself. I found my English teachers stimulating and appreciative of
my efforts and my results were excellent. By contrast my experience of learning German
was painful. I recall disliking my German teachers, including the way they taught, and
found German pronunciation very difficult. My grades got lower and lower.

When I went to work in an Israeli kibbutz at the age of nineteen, the level of English I
had then was typical of school leavers in France at that time: very basic. Although I had
always perceived myself as outgoing and talkative, and thought this was how people in
France saw me, I was surprised and frustrated at being seen as quiet and withdrawn by
my co-workers in the kibbutz. They commented on how quiet I was and some challenged
me to join their conversations. I felt very anxious about speaking up, especially in a
group situation. This felt strange and uncomfortable because it challenged the idea I had
about who I was and it seemed that my ‘real self” had disappeared. I felt that becoming

fluent in English would make me ‘reappear’ to the world and be one with my real, French



self. This was an early encounter with what I would now describe as the relationship
between language learning and identity.

e After working as an English teacher in China for a couple of years and then moving to
South Korea, I discovered that the native English teachers viewed me as illegitimate. I
was even questioned about why I had been hired for the position of English teacher. I
could have given up and perhaps it would have been easier to teach French. However,
gaining legitimacy as an English teacher was something I felt I had to fight for, and I
pursued further studies (a Master’s degree in Applied Linguistics). Through my studies I
gained more professional recognition, and I began to think more carefully about what it
meant to be bilingual.

e Returning to France for occasional visits, French people would sometimes assume I was a
foreigner because of my English-accented French. Armed with my experiences and my
developing knowledge of multilingualism, I felt comfortable with this and began to

define a hybrid identity for myself.

I will return to some of these experiences during the study and merely wish to illustrate the
varied roles played by languages, and by perceptions of languages and language users, in my and
other people’s lives. The examples above also explain why I can easily agree with Alice Chik
and say that learning English has been ‘more than merely learning a language’; it was also ‘my

own journey to construct [my] individuality’ (Benson, Chik, & Lim 2003, 31).



1.2 Motivations for the study

I continued this process of reflection while teaching English and French at a university in Hong
Kong, and introduced elements of LLHs into my teaching in order to provide my students with
similar insights into the roles and stories of the different languages in their lives. I also suggested
a range of activities for after-class and independent learning, including sharing their feelings
about French cultural products (e.g., films and poetry). By this time I had come to realize that
languages became ‘characters’ in people’s lives through their emotional and affective

resonances.

There were many unanswered questions, however, when I reflected on what students were
learning and on how this related to what I had learned. I left my language teaching position in
2013, four years after the ILAC conference, feeling that something fundamental was missing
from the enterprise. I realized that I knew very little about my students as individuals, as people.
For example, through their choice of French songs or their choice of a particular painter, I had
asked myself: why this song or why this painter? Students’ self-presentations were interesting
too. One had cats she had given French names to; another one had not told her parents that she
was learning French; yet another was studying French psychoanalyst and psychiatrist, Jacques
Lacan; and another native-like English speaker born in Hong Kong presented himself as French-
Moroccan, which triggered many unasked questions in my head. I realized that despite my years
of teaching French and English, I had not in fact been very curious about the individuals sitting

in my class. Who were these individuals and what were their stories?



To a certain extent I knew a lot about why the people sitting in front of me were in my French
classes. I had often heard about their interest in French culture, their specific interest in French
cinema or particular French directors. I knew some of them liked the sound of French, just as I
had liked the sound of English. In addition to these aesthetic motivations there were more
instrumental reasons, in that some needed French to travel to France after graduation. Some were
passionate about learning languages and others simply needed to fulfill requirements set by the
university. However, these ‘motivational’ explanations did not satisfy me, because they seemed
to barely scratch the surface and failed to reveal how French was, or was not, enmeshed in other

aspects of their lives.

The initial idea for a study of French learners in Hong Kong emerged from this situation.
Initially, I developed my idea by immersing myself in research studies related to language
learner histories (LLHs; e.g., Mercer 2006, 2013) and the relationship between language and
identity (e.g., Benson, Chik & Lim, 2003). In parallel, I started to research language learning as
seen from a sociocultural perspective (e.g., Li & Zhu, 2013; Jorgensen, Karrebaek, Madsen, &
Mpller, 2011; Blommaert, 2010; Pennycook, 2010; Rampton, 2006). In doing so I realized that
Hong Kong was in fact an interesting place in which to study the role played by so-called
‘additional’ languages such as French, as these languages provide examples of the kind of

‘mobile resources’ identified by scholars of language and globalization (e.g., Blommaert, 2010).

Along with my interest in the roles played by languages in people’s lives, I also became aware
that the wider sociocultural context tended to be neglected in many studies of language learning.
Hong Kong — its historical origins and contemporary characteristics — also needed to be

integrated into my study as a ‘character’ in its own right. This became particularly clear because



of the political upheavals, such as the 2014 student protests, that occurred during the early stages
of the study. Hong Kong’s search for identity was also my students’ search for identity, and the
relationships needed to be teased out in greater detail. In fact, the stories of language learners, the
stories of languages, and the stories of place (Hong Kong) all needed to be integrated into the
study, and eventually I settled on narrative inquiry (Connelly & Clandinin, 1990; Clandinin &
Connelly, 2000; Clandinin & Rosiek, 2007; Clandinin, 2013) as its philosophical and

methodological basis, within an overall ethnographic approach.

1.3 Aims and scope

The aim of the study was therefore to gain greater insight into what it means to learn a language,
particularly an additional language, under present-day conditions. I chose to focus on learners of
French in Hong Kong, as at the start of the study I had seven years’ experience of teaching
French, as well as English, in a Hong Kong university (I had been living and working in Asia for
over ten years before this). Because of the study’s ethnographic orientation it was important for
me to know as much as possible about the participants, their educational experiences, and the
sociocultural environment. However, despite the focus on French I decided I would not exclude
the participants’ experiences of learning other languages, as these were also relevant to the
study’s aims. In the early stages of data collection I also began to appreciate that the relationship
between languages — Hong Kong’s official languages of Cantonese, Mandarin and English, as
well as popular additional languages such as French and Japanese — was of central importance to

the question of what it means to study a language, any language, in Hong Kong.



The chosen approach and method indicated a need for detailed narrative data in the form of
accounts of learning histories and learning experiences. From the initial pool of participants, I
selected four for the presentation of the study. Data collection was centred around a series of
detailed interviews, but also included other artefacts such as LLHs and records of online
activities. The participants were all Cantonese-speaking ‘local’ students, although their
backgrounds turned out to be quite diverse. Given the study’s focus on additional language
learning I did not require the participants to have French as their major field of study, and the
participants reflect different levels of engagement, experience and proficiency. The participants
were aged between 20 and 27 years old at the start of the study, and as this is often a life stage of
experimentation and rapid change, a longitudinal aspect was built into the research design by
conducting several interviews over a period of roughly two years. Through asking participants
about their earlier life experiences and future plans there was also an indirectly longitudinal

aspect to the study.

The theoretical framework of the study is based on the key concept of identity, which is not only
of central concern in sociocultural approaches to language learning (e.g., Norton, 2000), but is
also inseparable from the methodological approach of narrative data collection. Our sense of who
we are depends on our ability to construct narratives reflecting a certain continuity through time.

As the neurologist and author Oliver Sacks explains:

We have, each of us, a life-story, an inner narrative — whose continuity, whose sense, is our
lives. It might be said that each of us constructs and lives, a “narrative,” and that this

narrative is us, our identities. (Sacks 1985, 110)



In exploring ‘what it means’ to study an additional language, then, a key question addressed by
the study is how learners’ identities are affected by the experience of studying these languages.
The approach taken to identity allows the study to consider, among other things, subjectivity,
agency, power and imagination. In conjunction with concepts that have emerged from the study
of language under conditions of globalization, such as translanguaging, it also involves a
reinterpretation of traditional notions of competence and proficiency as well as an examination

of representations of French culture and language beyond the usual national stereotypes.

1.4 Significance

The study therefore aims to advance knowledge about the relationship between language
learning and identity, by focusing on the case of French as an additional language in Hong Kong.
Previous studies of language learning and identity have often involved case studies of
immigrants to a new culture (e.g., the seminal study of Norton, 2000). Learning the language of
this new culture thus becomes a matter of integration in the sense of living in a new external
environment. For learners of additional languages the need to integrate is quite different, and
involves instead the integration of internal motivations, wishes and desires. As Clarke and
Hennig (2013) point out, additional language learning experiences assist in understanding ‘how
learning can support learners in their self-development and the formation of their “selves”, in

ways not necessarily linked to necessity, struggle and survival’ (p. 79).

Among studies of language learning and identity in Hong Kong there has also been a tendency to
focus on ‘large’ languages that are studied compulsorily, such as English and Mandarin Chinese

(e.g., Flowerdew & Miller, 2008; Xu & Gao, 2014; Gu, 2010). Hennig (2010a, 2010b) is one of



the only studies to focus on an additional language (German), but even in this case the
participants were studying the language as a major field of study. Again, there is a need to
expand studies of identity beyond the ‘large’ or ‘compulsory’ language frame, in order to

understand how additional languages can contribute to learners’ sense of identity.

There is also a need to gather more ethnographic and longitudinal data about the experience of
language learning in Hong Kong, something that narrative inquiry is able to provide. Again, very
few studies of additional language learning have adopted a sociocultural perspective and an
identity-based approach. In Hong Kong, the study of Humphreys and Spratt (2008) took a
mixed-method approach to comparative motivational factors amongst several additional
languages including French. Leung (2007) carried out a statistical study of French acquisition in
relation to issues of transfer from the L1 and L2 and Hennig’s (2010a, 2010b) study of German
collected data over a period of two semesters, something that this study will expand upon by

conducting interviews over a two-year time frame.

Hennig’s study adopted Foucault’s concept of ‘care of the self’ to characterize additional
language learning, and this study will expand the theoretical framework to include insights from
sociocultural approaches to identity, integrating these with emerging concepts in sociolinguistics
such as translanguaging (L1, 2011) and adapting the methodological approach of narrative
inquiry accordingly. The study will thus make a contribution to the theoretical basis of narrative-
based studies of identity and language learning, using Hong Kong as a case study of the
globalization processes that have informed recent theorizing about language (see e.g.,

Blommaert, 2010).



10

Finally, the study also has implications for the ways that languages are conceptualized, taught
and tested, in Hong Kong and possibly elsewhere. Although detailed recommendations are
beyond its scope, the findings will help to inform discussions about language learning in general,
by capturing some of ‘the ways in which learning is perceived as meaningful for learners’ lives’
(Clarke & Hennig 2013, 79). Language teachers may benefit from an expanded awareness of
how the classroom subject of ‘French’ is taken up by individual learners, and how their

perception of it is shaped by a variety of factors.

1.5 Overview of the study

This dissertation consists of eleven chapters, four of which are devoted to the stories of four

participants.

Two chapters (Chapters 2 and 3) introduce the theoretical foundations of the study. Chapter 2
summarises some of the literature relating to the study’s areas of interest, providing essential
background for the theoretical framework. It covers key concepts and approaches in the study of
language and globalization, starting with an overview of the phenomena of globalization before
describing how these phenomena have resulted in a reconceptualisation of the study of language.
The two foundational oppositions of local/global and agency/structure are briefly introduced
before characterizing some useful approaches, such as translanguaging and metrolingualism. The
literature review then covers work on the multilingual learner, including previous work on
additional language learning both outside and within Hong Kong as well as perspectives on

French more generally.
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Chapter 3 then introduces the concept of identity, relating it to concepts and studies mentioned in
Chapter 2. The chapter starts by evoking contemporary views about language and culture and
establishing the link between identity, language and culture. Key aspects of the approach to
identity taken by the study are then identified, including the notions of multiple and dynamic
identities suggested by Norton’s (2000) post-structuralist framework. The relationships between
identity and subjectivity, and between subjectivity and agency, are then considered, along with
the effects of power. The pedagogical consequences of adopting an identity-based approach are
identified as involving a redefinition of competence; Norton’s (2012) notion of ‘investment’ is
also portrayed as providing useful perspective on language learning and identity. The notion of
imagination, and its relationship with identity, is highlighted as being of particular relevance to
this study of additional language learning. An additional, integrative perspective on identity is
provided by an outline of scalar theory, which helps to connect theories of identity with its
sociocultural context and with the methodological approach taken by the study. Chapter 3

concludes with a more detailed explanation of the positioning of the study.

Chapter 4 presents the methodology of the study, starting with a disambiguation of the uses of
the term ‘narrative’. The background and history of narrative inquiry are uncovered, along with
its approach to the notion of ‘case’ and the relationship between narrative and identity. The
chosen analytical framework — a combination of Clandinin and Connelly’s (2000) three-
dimensional inquiry space and Barkhuizen’s (2016) interpretation of this space — is then
explained. As narrative inquiry places great emphasis on the relationship between researcher and
participants and the negotiation of a purpose with them, these aspects of the study are presented
in some detail before introducing the participants themselves. Data collection procedures and

methods, including LLHs, interviews, techno-linguistic reports and other artefacts, are then
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outlined. The chapter then describes and explains the procedures by which the data were
analysed and used to prepare final research texts for the participants, following the precepts of

narrative inquiry.

In Chapter 5, I present important aspects of the Hong Kong context, first characterizing it in
terms of its language policies and language educational practices. The recent history of Hong
Kong is outlined, with particular regard to recent student protests. These are argued to represent
a wider ‘crisis of identity’ in Hong Kong, which is especially relevant to the lives of the young
people who are the study’s participants. Moving on to French in Hong Kong, the presence of
French is considered both in conventional terms (e.g., the presence of a French community,
institutions where French is used or taught, and commonly-expressed reasons for learning

French) and in terms of its commercial and visual manifestations.

In Chapters 6, 7, 8 and 9, I present the language learning stories of Candice, Yasmina, IC and
Nicole respectively. Each narrative begins with a description of my relationship with the
participants and then describes the participants’ lives in chronological order including important
stages in their lives such as childhood, school, university and work. It then continues with their
perceptions of Frenchness as described in their stories. The last part of each narrative is

interpretative and considers the different aspects of the role of French in their stories.

In Chapter 10, I look at the role of French in the participants’ lives across the four stories,
highlighting and discussing the major insights gained by the study. Drawing on these insights, I
identify the main methodological, theoretical and pedagogical implications of the study. The

conclusion as well as the limitations of the study are presented in Chapter 11.
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1.6 Research questions

In narrative inquiry, the methodological approach adopted by the study, the task of the researcher
is to ‘frame a research puzzle’ rather than think ‘about framing a research question with a precise
definition or expectation of an answer’ (Clandinin 2013, 42). The notion of ‘puzzle’ suggests not
merely answering questions, the selection and sequencing of which will exert effects upon the
research process, but rather putting together different pieces of someone’s life or story, all the
time being aware that there is more than one possible ‘solution’ to the puzzle. As the inquiry
progresses and the inquirer begins to see causalities and connections between different parts of
each story, more precise questions help him or her to see how the pieces of each particular

‘puzzle’ may fit together, as will be explained in section 4.8.3 in Chapter 4.

To reiterate, my initial expectations at the start of the study were deliberately wide, coalescing

into a convergence on the relationship between language learning and identity construction in

each individual story. My main research question was:

What does it mean to learn French in Hong Kong, i.e. in what ways does the learning of

French as an additional language contribute to processes of identity formation?

A second question below also helped to keep my focus on how the study could provide insights

on the process of learning languages in the 21st century:

What does this tell us about language learning under contemporary conditions?
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Chapter 2 Literature Review

As already mentioned (see section 1.5 above), the literature informing this study is reviewed
across two chapters. Chapter 2 provides the general theoretical background of the study whilst

Chapter 3 frames the perspective on identity taken by the study.

2.1 General background: globalisation as a social, cultural and economic phenomenon

The rise of globalisation and the increased contact between societies is forcing us to consider the
world in terms of new complexities. This is particularly so in terms of two main aspects: first, the
ways in which the world has changed and second, the speed and scale at which these changes
occur. Regarding the first aspect, Appadurai (2000, 5) talks about globalisation in terms of
‘flows’ or ‘objects in motion’, which include ‘ideas and ideologies, people and goods, images
and messages, technologies and techniques’. Globalisation has also been described as a web of

complex interactions, one that involves:

[S]patial-temporal processes, operating on a global scale that rapidly cut across national
boundaries, drawing more and more of the world into webs of interconnection,
integrating and stretching cultures and communities across space and time, and
compressing our spatial and temporal horizons. (Inda & Rosaldo 2006, cited in Jackson

2008, 349)

Globalisation involves a reconfiguration of our understanding of time and space. In effect, as

people are able to maintain contact with each other anywhere ‘common assumptions about the
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national, regional, ethnic, cultural or linguistic status of the inhabitants often prove useless’
(Blommaert 2010, 7). The fact that people maintain relationships between ‘distant localities’
(Giddens 1990, 64) has been referred to as the ‘compression of time and space’ (e.g., Pennycook

2009, 25).

The second main aspect of globalisation is the speed at which changes occur in all aspects of our
lives, whether social, cultural or economic. The Swedish anthropologist Thomas Hylland Eriksen
paints a picture of an ‘overheating’ world in which ‘accelaration has accelerated’ (n.d.). Faced
with such a fast-changing environment, research across the disciplines has focused on how to
evaluate the challenges and opportunities arising from globalisation. Some general observations
have been made about globalisation which will help to orient the current study. First, we can say
that under globalisation, since cultures are first ‘neither closed nor internally uniform” (Eriksen
1995, 290) and secondly, since cultural meaning cannot be taken for granted (Eriksen 1995,
289), there is scope for a diversity of interpretations in the way people feel they belong to a
culture. In the context of this study, someone might feel himself or herself a ‘Hongkonger’ in
some particular situations relevant to their concerns, but that feeling of belonging may escape
someone else. In other words, the contemporary world is ‘not characterized by clear [...] binary
boundaries, but rather by grey zones and differences in degrees’ (Eriksen 1995, 289). A third
general observation is that many events and processes can be increasingly seen as local and
global at the same time (Eriksen 1995, 282 & 285) even though the focus is often on the

influence global events have on local ones.

In earlier works on globalisation, there was often a tendency to celebrate the diversity and

opportunity globalisation offered, but from the vantage point of 2017 it appears that there has



16

been a significant backlash. Whether spontaneous or orchestrated by political interests, the anger
and fear engendered by globalisation was a factor in the Brexit vote, the election of Donald
Trump and the 2017 French presidential election debates. Changes of demographics and shifts in
people’s lives are creating a lot of anxiety. Many people feel abandoned by their governments
and other institutions in the face of globalisation and are falling back on the need to have borders
to protect themselves. The rifts that have appeared between those who have mobility and access
to resources and those who are less flexible and feel left behind has consequences for identity
formation. This is relevant to this study in the context of inequality of resources and

opportunities in Hong Kong.

So despite the fact that contemporary conceptions of culture have moved from bounded groups
with shared beliefs and practices to ‘more widely dispersed flows’ (Wortham 2005, 97), recent
developments are suggesting that groups are still important even though they tend to be

perceived differently in the age of mobility, both actual and imagined.

One contribution in thinking about language under conditions of globalisation has been the
notion of ‘superdiversity’ (Vertovec, 2007). Echoing Eriksen’s diagnosis of ‘accelerated
acceleration’ (n.d.), Vertovec (2007) originally used the term superdiversity to describe the
‘diversification of diversity’ of migrants in the UK. This was done to draw attention to ‘an
increased number of new, small and scattered, multiple-origin, transnationally connected,
socioeconomically differentiated and legally stratified immigrants’ (2007, 1024). In this,
superdiversity marked a historical turn with the realization that a new model was needed to

capture modern societies’ increased mobility and exchanges. This is also to say that a new model
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of multiculturalism is needed (Arnaut 2012, 3; also see Blommaert, Spotti, Arnaut, Rampton &

Spotti, 2016).

In fact, a new line of thought consequently emerged in the field of language studies as a result of
considering the impact of diversity and movements in society on language boundaries and
norms. Pietikdinen (2015, 207) underlines that when ‘language boundaries and norms are often
dislocated, in flux, or undergoing renegotiation’, the concept of languages as homogenous and
stable systems are considered problematic. Indeed, such a concept is now widely judged
artificial, which points to the importance of considering language ideologies in the debate about
language in the 21 century (see Jorgensen, 2008; Ag & Jorgensen, 2013; Blommaert &

Rampton, 2011; Pennycook, 2006; Silverstein, 1976).

2.2 Orienting the study: global/local and agency/structure

Two important oppositions, i.e. global/local and agency/structure, can be seen as underlying and
shaping the general debate about ways to approach and categorize social phenomena. They are

critically reviewed in the sub-sections below.

2.2.1 The global-local opposition and the conceptualization of space

As already mentioned, the effects of globalisation are felt in every area of people’s lives,
including the use of language. Researchers such as Blommaert (2010) and Pennycook (2010),
who closely observe language use in mixed urban neighbourhoods where different communities

of immigrants live, have exemplified a shift away from traditional societies and cultures towards
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more individualized and local lives in more ephemeral networks. Blommaert has noted that
language practices have become increasingly detached from their *“‘original’”> community and
space of use, to be deployed [...] elsewhere’ (2007, 2). Jacquemet (2005, 264-265) has pointed
out that transnational groups ‘interact using different languages and communicative codes
simultaneously present in a range of communicative channels, both local and distant’. With
particular relevance to this study, Rampton (2006, 137) observed the ‘playful but ephemeral’ use
of German by British teenagers who otherwise show reluctance in learning German in the

classroom.

The question is how to categorize fluid and flexible practices such as these. Simple oppositions
such as ‘global’ versus ‘local’ may once have been sufficient to characterize social phenomena.
But as the picture of a heterogeneous, complex and diverse world with its similarly complex
practices and behaviours emerged, it has been necessary to see ‘global’ and ‘local’ not as an
opposition or a dichotomy, but rather as a polarity in which each gains its meaning from the
other (see Blommaert, 2015; Pennycook, 2010). Canagarajah and De Costa (2016) point out that
local/global distinctions are convenient analytical classifications which have no ontological

reality. They argue:

[T]he relationship between [global and local] is complex... The global and local
interpenetrate each other. The global is instantiated in the local, and vice versa. Thus they
not only resist binary classification, they are also not ontological... [W]hat are considered
global or local are relational and change character according to the scales of analysis.

(Canagarajah & De Costa 2016, 2)
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Similarly, in their study of World Music and identity, Connell and Gibson (2004) suggest

apprehending the global and the local in relational rather than oppositional terms:

Escaping international influences — lyrical, ideological, stylistic or technological — is
impossible, and rarely sought, while attempts to produce music with a specific local
identity are necessarily shaped by global trends: the global and local are thus relational

rather than oppositional. (Connell & Gibson 2004, 356)

Seeing ‘global’ and ‘local’ as relational rather than oppositional, or as lacking ontological reality,
does not mean that the difference can be ignored, however. Recent political shifts in the direction
of nationalism are one indication of this. There has been a tendency among some to over-
celebrate fluidity and flow, which may have provoked the backlash against perceived threats to
the perceived ‘local’. In the subject of language, Pennycook (2010, 80) has noted that along with
‘fluidity’, it is important to be aware of ‘fixity’ as a counter-tendency (see also Otsuji &
Pennycook 2010, 244). This point is also present in Bauman Z. (2012, 2000) who points out that
‘the solidity-liquidity conundrum’ are not ‘a dichotomy’, by which he points to how old and new
forms of practice are ‘locked, inseparably, in a dialectical bond’ and also draws attention to the
hybridity, fusion and interdependence of modern life. In relation to these observations,
Pennycook (2010) thus suggests that researchers look at language use more closely and in ‘local

activity as part of everyday life’ (pp. 3-4).

Another important contribution to discussions of ‘local’ and ‘global’ has been provided by scalar
analysis (Canagarajah & De Costa, 2016; Blommaert, 2007, 2010; Wortham, 2005, 2008), a

method of analysis inherited from geopolitical studies which can be applied to observe the
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different forces operating on language. The use of scales to study social phenomena is seen as a
way of visualizing context in the forms of layers of spatial and temporal dimensions, and thus
being able to capture fluid, heterogeneous and complex communicative phenomena

(Canagarajah & De Costa, 2016, 4).

The notion of space forms is an important part of the analytical framework of this study as it
deals with identity formation across time and space. As such, the scalar perspective will be

further revisited in the theoretical framework (see Chapter 3, section 3.5).

2.2.2 The agency-structure opposition and the debate about the subject

If reconsidering the global/local polarity helps us to avoid simplistic models of the spatial
characteristic of social phenomena, reconsidering the well-known agency/structure polarity is
also essential to avoid over-simplifying the capacity of individuals to act within these spaces.
Indeed, the opposition of agency/structure is considered problematic by many scholars (e.g.,

Block, 2009; Layder, 2004).

A broad definition of agency is that it ‘refers to the socioculturally mediated capacity to act’
(Ahearn 2001, 112). The position that agency plays a central role in explaining social activity is
shared by many scholars (e.g., Layder, 1994; Lantolf & Pavlenko, 2001; Norton, 1997). Layder
in particular has pointed out the need to ‘reclaim and reconstruct the individual” in social
research (1994, 209). The British sociologist Anthony Giddens is especially known for his view
that human beings are ‘agents’ of their own destiny and have the capacity to consciously ‘make a

difference’ (in Inglis & Thorpe 2013, 226).
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However, there are many difficulties linked to describing agency in social activity. One of them
is whether or not agency is conscious, intentional or effective (Ahearn 2001, 113; Block 2009).
Another is the nature of its relationship with social structure: how much freedom, real or
apparent, do individuals have within the social structures that constrain and shape them? The
sociologists Antony Giddens and Pierre Bourdieu are two prominent voices who have looked to
overcome the opposition between human agency and social structures in social theory (Inglis &
Thorpe 2013, 209) by giving equal weight to ‘structure’ and ‘human action’. In effect, the
essence of structuration theory — which they both embody to some extent — is to look at social
structure and individual actions ‘not as separate entities, but in fact elements of one single
process’ which together lead to the ‘constitution of society’ (Inglis & Thorpe 2013, 209). In
other words, structuration theory focuses on describing ‘how people create and are created by
social order, and how the interacting activities of individuals leads to both social reproduction

and transformation’ (Inglis & Thorpe 2013, 209).

More precisely, Bourdieu has argued that all human beings’ actions need to be understood in
terms of the power exerted by social structures on individuals although they are not ‘fully
conscious’ of the projection of power onto them (Inglis & Thorpe 2013, 212). Giddens, on the
contrary, envisages social actors as ‘knowing’ and focuses his attention on how people make and
recreate society afresh through their practices, which emphasizes human beings’ capacity to

change social structures (1976, in Inglis & Thorpe 2013, 227).

Beyond the structurationists’ attempt at overcoming the agency-structure opposition, Layder
(2006) argues for the capture of creative, complex and seemingly contradictory aspects of social

phenomena:
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Individuals are capable of both creatively resisting and embracing the cultural and
structural guidelines that surround them. Both of these strategies also imply different
levels of creativity in dealing with them; conformity and deviance are not the stark
alternatives. There are varieties of conformity, some of which appear to have more in
common with deviance, but which nonetheless represent a reasoned acceptance of social
constraints. The same is true of deviance and resistance; they have many shapes and can

be deceptive in appearance. (Layder 2006, 145)

In a similar way, Ortner notes the need to consider a more psychological view of agency and
suggests that ‘subjectivity’ plays an important role in explaining human actions; in fact, she
considers subjectivity as ‘the basis of ‘agency’’ (Ortner 2005, 34). By ‘subjectivity’, she means
the presence of a complex matrix of feelings or ‘complex structures of feelings’ (Ortner 2005,
31) arising from our consciousness which guide our actions but of which we are not necessarily
aware. Yet like Giddens, Ortner envisages human beings as ‘knowing subjects’ capable of ‘some
degree of reflexivity about themselves and their desires’ (2005, 34). In this, Ortner envisages

subjectivity as a complement to understanding individuals’ actions:

[Subjectivity] is a necessary part of understanding how people (try to) act on the world
even as they are acted upon. Agency is not some natural or originary will; it takes shape
as specific desires and intentions within a matrix of subjectivity — of (culturally

constituted) feelings, thoughts, and meanings. (Ortner 2005, 34)
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To conclude, a new mode of analysis is needed to gain a finer level of perception of human
activity in an era of super-complexity. The study of human activity needs to be envisaged as a
network of contingent relationships between seemingly opposite poles such as agency/structure
(Layder 2006, 112; also p. 133). In capturing social activity, Ortner (2005) also suggests
considering subjectivity as a way to come closer to understanding human actions. The
complexity of capturing the relationships between these elements suggests using more fine-

grained analytical methods.

2.3 New approaches

From the reflections above, developed the insight that language outgrows confined usage in
specific places and that the way we use language will change according to the situation we find
ourselves in, the place we are at or the people we are with (Pennycook 2010, 2). Also, inevitably,
the way we read a situation, a place or other people will be different across time and according to
individuals (Pennycook 2010, 2), highlighting the need for a more complex awareness of
language practices across time and space. The sub-section below introduces the perspective of

language as social practice.

2.3.1 Language as social practice

A practice-based view contains the idea that language is socially constructed and hence
constantly reinvented by its users (see Pennycook 2010, 129). Thus we can say that seeing
language as social practice highlights the place of agency in the construction of social reality,

aligning with late modern conceptions of social reality:
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[W]hat we do plays a major role in shaping the habitats we live in, and it is argued that
rather than simply being socialized into the norms of a social group whose monitoring
subsequently keeps us morally in line, we ‘assemble’ ourselves from a plethora of

changing options, deciding what is right and wrong for ourselves. (Rampton 2006, 12)

But another facet of ‘language as practice’ is the fixity factor in that language is also seen as
constrained by historicity. Pennycook explains that practices are ‘moulded by social, cultural,
discursive and historical precedents and concurrent contexts’ (2010, 9), which constrain meaning

but do not exhaust its possibilities (ibid.).

To summarize, the perspective of language as practice enables the grasp of ‘a more dynamic and
active sense of language endeavours to create new worlds’ (Pennycook 2010, 130). Seeing
language as practice highlights the spatial and temporal dimensions of language use, and
considers both individuals’ agentic power (people have the capacity to manipulate language to
suit a particular purpose for a particular situation) and the presence of structural constraints. In
this way, the notion of language as practice gives us access to a new understanding of human
behaviour, which explains why language practices have become a major target of
sociolinguistically-oriented studies of language learning over the past few years (see Heller,
2007; Jargensen, 2008; Otsuji, 2008; Li W., 2011; Li & Zhu, 2013). From being a set of rules to
be implemented, language comes to be seen as a complex and dynamic set of flexible resources.
Instead of theorizing about abstract language learners (Ushioda 2012, 64), seeing language as a

social practice requires us to ‘understand society, not just language’ (Blommaert 2013, 621).
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In the section below, I will highlight the ways of conceptualizing language practices which are

much talked about today and which are of particular interest for this study.

2.3.2 Translanguaging

This study is interested in the way contemporary language learners in Hong Kong use French to
fashion identities as ‘multilingual, multicompetent actors’ (Lam 2000, in Norton 2012, 5). For
this reason, language practices are at the core of the investigation and one way of approaching

these practices is provided by the concept of ‘translanguaging’.

In general terms, translanguaging acknowledges both fixity and fluidity and has been described
as ‘the ability to choose between following and flouting the rules and norms of behaviour,
including the use of language, and to push and break boundaries between the old and the new,
the conventional and the original, and the acceptable and the challenging’ (Li W. 2011, 94). Li
and Zhu (2013) see the notion of translanguaging as being able to capture ‘the capacity of the de-
/re-territorialized speaker to mobilize their linguistic resources to create new social spaces for

themselves’ (p. 519).

Li and Zhu use the prefix trans- as a way to highlight the dynamic practices of multilingual
speakers (2013, 519). According to them, the prefix highlights two different elements of the
practice. First, trans- suggests the ‘frans-formative’ aspect of translanguaging. It describes how

people’s identity might be transformed as a result of learning a language:
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[Transformative because] it brings together different dimensions of the multilingual
speakers’ linguistic, cognitive, and social skills, their knowledge and experience of the
social world and their attitudes and beliefs, and in doing so, develops and transforms the
speakers’ skills, knowledge, experience, attitudes, and beliefs; thus creating a new

identity for the multilingual speaker. (Li & Zhu 2013, 519)

Secondly, trans- refers to the ‘frans-disciplinary’ perspective of the concept translanguaging
with its emphasis on the sociocultural dimensions of multilingual practices, which I already

noted as one of the core aspects of language practices:

[A] translanguaging perspective sees multilingual practices as a window to human
sociality, human cognition, social relations, and social structures. It investigates the
structural, cognitive, and sociocultural dimensions of multilingual practices in an

integrated and holistic way. (Li & Zhu 2013, 519)

Attached to the notion of translanguaging is the notion of a translanguaging space (Li W., 2011).

Li Wei defines the relationship between translanguaging and this space as follows:

Translanguaging creates a social space for the multilingual language user by bringing
together different dimensions of their personal history, experience and environment, their
attitude, belief and ideology, their cognitive and physical capacity into one coordinated

and meaningful performance, and making it into a lived experience. (Li W. 2011, 1223)
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In his view, a translanguaging space suggests individuals evolving in and out spontaneously (Li
W. 2011, 1223) and getting a ‘sense of connectedness’ rather than being restricted to ‘actual ties’

(Li W. 2011, 1222).

This idea complements the notions of ‘light communities’ and ‘small communities’ offered by
Blommaert and Varis (2015) to describe self-identification processes in today’s world. The
authors suggest that identities are more likely to be ‘small’ and impermanent than big and
permanent in an era characterized by fluidity and diversity (Blommaert & Varis 2015, 49).
Linked to this, the authors use the notion of ‘light groups’ to suggest that identity formation
needs to be seen away from fixed groups which do not share a ‘vast amount of backgrounds’
under the new conditions (Blommaert & Varis 2015, 3). Yet, as already mentioned (see section
2.1 above), recent developments have shown the relevance of groups in claiming a sense of self-
identity. Thus, even if people’s practices appear to be varied, they may continue to be structured

and attached to a group of reference.

In brief, we can say that the notion of translanguaging helps to open the way to understanding the
developments of people’s lives in the 21 century, where people need to manipulate language in
profoundly new ways as they juggle different languages across different places and in different

time frames, ranging from temporary to more durable.

It is important to emphasise, however, that translanguaging is not a label that can be affixed to
certain language practices and not others. It is rather a conceptual tool, a way of apprehending
complex language phenomena in a complex world. Flores, Spotti and Garcia (2017) note that the

goal of terms such as translanguaging (as well as metrolingualism and polylanguaging
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introduced below) ‘is not an attempt to objectively describe “real” language practices... [but to
serve as] a particular representation of language that allows different types of questions to

emerge.’ (p. 550).

2.3.3 Metrolingualism

An additional conceptual tool is provided by metrolingualism, which originates from the concept
of metroethnicity developed by Maher (2005). Again, at first glance, the concept appears to
emphasize the fluidity of language practice. The idea of metroethnicity was born from observing
the new sense of self-identity young Ainu minority speakers displayed during interactions in
today’s modern and urban Japan. Mabher uses the term ‘cool’ to describe what he saw as a new
culture of hybridity (2005, 93), rejecting fixed notions of cultural identity and drawing in

multiple senses of belonging outside the common notions of borders and stereotypes:

You have an Ainu name? That’s cool. Your mother’s side is Korean? That’s cool. Your
sister’s (rosha), so you sign (shuwa)? That’s cool. Osaka now understands that its
Koreatown is no longer an embarrassment, an urban secret, but a cool urban asset.
Function is out. Form is in. Cool is the unexplained force that adopts cultural

heterogeneity by coopting difference as design and fashion. (Maher 2005, 90)

Regarding language learning, Maher (2005) explains that ‘[b]ilingualism is Cool but not so
“learning English” because English education is still linked to the authoritarian structures of
school, company and career’ (p. 91). Thus, being part of the Cool operating system means you

are not interested in merely learning English, but in knowing English for the lifestyle it
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represents as well as knowing other languages, including other Asian languages (Maher 2005,

90).

In the same way, metrolingualism seem to suggest at first fluid, creative and changing practices
of language during interactions as well as using language to move in and out of various roles or
identities (Otsuji & Pennycook 2010, 246). However, the notion of metrolingualism also
contains an awareness of both fluidity and fixity. It describes languages practices which are fluid,
as in Heller’s point (2007, 343) that ‘languages turn out to be floating around in unexpected
places’, but also language practices which are more fixed in that they are tied to borders of
culture, history and politics (Otsuji & Pennycook 2010, 244). Otsuji and Pennycook (2010) give
the example of two non-Japanese speakers who use unorthodox forms of English and Japanese in
their conversation as a form of play. The authors argue that this form of language play includes
both features of fluidity (‘bastardising’ the language in a ludic manner) and fixity (knowing that
they are using the wrong form, as an exchange with another colleague using orthodox linguistic

forms, later proves) (Otsuji & Pennycook 2010, 243).

In giving this example, the authors stress the importance of not discarding fixity in understanding
language practices and not construing fixity and fluidity as dichotomous (Otsujii & Pennycook
2010, 244; see also Connell & Gibson, 2003). In saying this, they recognize that struggle over
‘new’ language, culture and identity result from confrontations between new practices and fixed
traditions (Otsujii & Pennycook 2010, 244). In this, metrolingualism is both the ‘disinvention’ of
language and its ‘reconstitution’ according to ‘local knowledge of what it means to people in the
local context’ (Otsujii & Pennycook 2010, 241). In this way, the authors stress that there is much

more we need to learn about what it means to be of a certain nationality and what it means to



30

speak a language within the borders of that cultural and linguistic group (Otsujii & Pennycook
2010, 244; see also Li & Zhu, 2013, 526). In the same way, language learners may be
contradictory in their use of language, saying they care about proper language rules, procedures

and conducts in learning a language whilst still engaging in unconventional practices.

To summarise, the notion of metrolingualism is useful in representing ‘the local perspectives of
language users who appear to incorporate within their own practices both fluidity and fixity’
(Otsujii & Pennycook, 2010, 243). In this study, the investigation is about what it means to be
born in Hong Kong and to speak French in this context where Cantonese, English, Mandarin
provide the usual cultural and linguistic boundaries; the concept of metrolingualism (as well as
the other language practices presented here) allow me to grasp a finer understanding of the

interplay between fluidity and fixity in my participants’ practices of French.

2.3.4 Polylanguaging

Jorgensen, Karrebak, Madsen and Meller (2011) describe polylanguaging as the deployment of
resources ‘associated with different “languages” even when the speaker knows very little of
these [languages]’ (p.27). This is not done without method (Jergensen et al. 2011, 27) although
language users ‘may know - and use - the fact that some of the features are perceived by some

speakers as not belonging together’ (Jorgensen et al., 2011, 34).

The concept of polylanguaging first suggests that mastering the linguistic rules of an identifiable
language is not necessarily the aim of language users. By using elements of a language they do

not know well, language users deploy another kind of strategy. For example, they might use a
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word in passing as a way to hint at a stereotype (Jorgensen et al. 2011, 34) or to index
themselves in a certain way by flaunting one’s knowledge of a language which carries a
recognised value, such as Latin (Jergensen ef al. 2011, 34). In short, these strategies are linked to
the way speakers want to be seen, which is to say linked to the way they construct and project

their identities.

With the concept of polylanguaging, Jergensen et al. (2011, 28) argue that it makes more sense
generally ‘to talk about “language” than about “a language™’, an argument which rallies calls
against the conception of language in bounded and monolingual terms (also see Jargensen, 2008;
Makoni & Pennycook, 2007). The concept of polylanguaging also highlights how restricted (and
restrictive) the concepts of bilingualism or multilingualism are: what polylanguaging practices
show is that users have other concerns than adding up linguistic competences. The conventional
view of multilingualism is described by Jergensen et al. (2011, 34) as ‘competence in one

language plus competence in one more language’.

2.4 The multilingual learner

Having looked at some of the ways language is used and conceptualized in the age of
superdiversity, I will now look at the language learner and more particularly at the multilingual
learner. This is relevant to this study, set in the multilingual environment of Hong Kong with its
three official languages (Cantonese, Mandarin and English). In considering the position of the
multilingual in the contemporary world, Arnett (2002, in Lamb 2004, 15) points out that under
globalisation part of people’s identity ‘is rooted in their local culture while another part stems

from an awareness of their relation to the global culture’. On the one hand, Gal (2006) notes that
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being a multilingual speaker has several apparent advantages (in Creese & Blackledge 2015, 24).
Apart from the flexibility and mobility which can give access to more economic possibilities,
being a multilingual speaker means having multiple opportunities to find out about oneself in a

process of comparison with and self-reflection about others who are from a different culture.

On the other hand, this process of knowing oneself is not easy. Kramsch (2012) notes that
multilingual speakers can sometimes experience ‘feelings of impostures’ as they may be seen as
illegitimate speakers of a language or as lacking in cultural knowledge. Multilingual speakers are
likely to experience painful clashes with the ‘authentic’ representatives of a monocultural group.
Perhaps partly because of this, multilingual speakers can be viewed with suspicion because of
appearing to have ‘two conflicting personalities whose shifting linguistic allegiances imply
shifting political allegiances and moral commitments’ (Pavlenko, 2006, 11). Kramsch adds that
multilingual speakers often have issues with finding their ‘true voice’ (2009, 485), while

Pavlenko notes that they also experience feeling ‘fake’, ‘artificial’ or ‘performative’ (2006, 18).

These observations suggest that multilingual speakers are likely to understand the world
differently and to have a particular process of self-discovery and identity formation, compared
with those whose are mainly affiliated to a single language or culture. However, from the
perspectives presented above, there is no such thing as a ‘monolingual’. Bakhtin’s (1981) notion
of heteroglossia, which is highly compatible with the more recent concepts such as
translanguaging, in fact refers to ‘intra-language varieties’ or ‘the social diversity of speech
types’ rather than the diversity of different languages (Bailey, 2007, 258). To put it another way,
we are all multilinguals because we have access to different registers, styles and dialects within

what may be thought of as a single language. The focus on the multilingual learner is not,
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therefore, intended to set up a dichotomy with so-called ‘monolingual’ learners, but rather to

reveal the multiple dimensions of all language learning and use.

2.4.1 Additional language learning: definition and background

Having introduced some issues linked to being a multilingual which are relevant to this study, I
will now look at studies of the learners and users of additional languages such as French in Hong

Kong.

First of all, I will define the term ‘additional language’ as it is used in this study. The category
‘additional language’ is problematic as it depends on both learner-related and context-related
factors (for commentary, see Hammarberg 2011; Jessner 2008). In this study, I define ‘additional
language’ as a language that has few or no ‘natural’ communicative functions in a particular
context, and for which there are few opportunities for use outside the classroom. There are
arguments for using the term ‘foreign language’ or ‘L3, but the term ‘additional language’
(henceforth, AL) is preferred here because it does not make a priori assumptions about the actual

roles these languages play in learners’ lives.

If we accept that learning a language is an act of identity (see Block, 2007; Leung, Harris &
Rampton 1997; Norton & Toohey, 2011), then learning an additional language may be a way to
access a new identity for ‘aesthetic effect’ or to escape a ‘fixed cultural identity’ (Pennycook
2010, 85; see also Maher, 2005). Learning an additional language may also serve to distinguish
oneself from those who only study compulsory languages such as English or Mandarin, in a

process of distinction (see Bucholtz & Hall, 2005). Another perspective is that such language
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learners gain ‘cultural capital for a new aspirational lifestyle’ (Benson, Barkhuizen, Bodycott &
Brown 2013, 23) which might be different and perhaps more attractive than that offered through
the channel of knowing only English, for example. Among the many possibilities, it is safe to
assume that a non-compulsory language is an act of identity which carries different meanings for

different people.

Yet, despite the insight that studies of additional language learning might provide, there are in
fact few such studies in Hong Kong and little is known about the precise ways in which
additional language learning might contribute to processes of identity construction. In particular,
very few studies in Hong Kong have adopted the kind of approach which is needed to adequately

deal with the complexity of these issues.

2.4.2 Review of literature on the teaching and learning of French

This section reviews some of the recent literature on teaching and learning French both outside

and within Hong Kong.

2.4.2.1 In the global context

In the global context, several studies have focused on French teaching and learning in relation to
identity. Among them are the studies of Coffey (2010; also, Coffey & Street, 2008) and Ros i
Solé (2007, 2013, 2016) taking a narrative approach and those of Lamoureux (2012) and

Kinginger (2004) adopting an ethnographic approach.
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Coffey’s study of six British learners of French investigates ‘how participants integrated images
of France and “Frenchness” into their own autobiographical accounts’ (Coffey 2010, 129). He
suggests that ‘to become a Francophile is to invoke a range of historically constituted discourses’
(p. 123) such as, for example, French ‘as a language of elegance and beauty’ (Coffey 2010, 124).
This highlights the symbolic role of additional languages and suggests the existence of an
aesthetic dimension in language learning (Coffey 2010, 123 and 125-128). The author also
shows that his participants constructed their identities in a relational manner, opposing images of

their own language with those of the language(s) they learned. He observes:

[W]hat is attractive about (experience of) France is commensurate with what is
unattractive about (experience of) England. These oppositions draw on the iconographic
repertoire of national types, for example, of the English as Protestant puritans. (Coffey

2010, 126)

In addition, Coffey’s study highlights the important role played by his participants’ experience of
visiting France. He remarks on the important role of turning points in life trajectories and in
understanding identity construction in narrative studies. In Kinginger’s study (2004) of Alice,
studying and living in France is a major turning point in the participant’s life. The study shows
that Alice finds through learning French a way to regain cultural capital in her country (the US)
and renegotiate a more favourable identity for herself. Similarly, Coffey (2010, 131) evokes the
use of a ‘repertoire of privilege’ by his participants when retelling their French experience as a

way to position themselves towards others.
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Yet, one important difference in the present study is that identity construction in relation to
French is less likely to stem from engagement in pre-existing communities of practice, as for the
average learner there are few opportunities to engage with French-speaking communities in
Hong Kong and elsewhere. Instead, learners in Hong Kong are more likely to engage with
French through imagination. This reflects the weakening of the traditional links between
languages and communities in today’s world. As Pavlenko (2001, 279) notes, many people in the
world today ‘learn and use additional languages without giving a thought to those who could be

considered a TL group’.

Another study of French learning that has informed this study is that of Lamoureux (2012) who
looks at the transition made by fifteen Francophone students from a Francophone secondary
school to university in Canada. In the study, the participants who move from regions where
French is spoken by a minority to more bilingual Francophone-Anglophone regions are shocked
when they discover that they do not match the image of ‘the ideal Francophone - an individual
with a particular accent and specific linguistic repertoires’ they thought they had (Lamoureux
2012, 163). Although Canada’s linguistic context differs from Hong Kong’s, Lamoureux’s study
poses the question of how the sense of one ‘locality’ constrains people in one linguistic identity
when in reality, people’s language practices do not generally resemble the practices of only ‘one
community of practice’ (2012, 163). Lamoureux concludes that education needs to take into
account the ‘complex social, linguistic realities of [...] twenty-first-century communities’ (ibid.).
Similarly, it is necessary to think of Hong Kong people beyond their primary association with a
dominant language — i.e. that of being Cantonese speakers — by considering their linguistic

experiences as well as their linguistic practices and their relationship with other languages.
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Although not directly linked to French, Ros i Solé’s research in modern languages in European
contexts suggests that language learning is first of all linked to agency, meaning not only the act
of making linguistic choices but also that of ‘taking control” when language learners tell their
stories and ‘interpret their language learning experience’ (2007, 212). In more recent work, the
same author focuses attention on language learners as ‘cosmopolitan individuals with subjective
and complex socio-political and historical identities’ (Ros i Sol¢ 2013). She differentiates
between ‘intercultural speakers’ and ‘cosmopolitan speakers’ (Ros i Solé 2013, 335), suggesting
that we have entered an age beyond simply developing intercultural skills. She argues that it is
time to move on from conceptualising individuals as ‘statically fixed in particular languages and
cultures, consuming homogenised versions of the language’ (Ros i Sol¢ 2013, 335) and instead
consider how individuals ‘‘live’ and ‘imagine’ languages at their own pace, and on their own
terms by engaging in their agency, through personal readings of cultures and tracing their own
trajectories within a cosmopolitan vision’ (Ros i Solé¢ 2013, 336). Ros i Solé’s picture of
language learning in the 21st century is that of an individual ‘who “dwells” in a variety of
languages and cultures’ and creatively fashions ‘a new cultural identity’ by consciously
wandering across different cultures and taking what one wants. Ros i Solé uses the term
‘intercultural virtual flaneur’ to describe this new individual, which gives the image of someone
moving freely and being a discriminating consumer of his or her surroundings because ‘a flaneur

lifestyle’ suggests ‘a reflective distance’ (Ros i Solé 2013, 334-335). The author notes :

Flaneurs are rather detached from society. They stay on the periphery and, like a voyeur,
they adopt the gaze of the spectator who observes and studies the world around him like

an amateur detective. (Ros i Solé 2013, 334)
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Yet, this ‘flaneur’ and ‘cosmopolitan speaker’ is not detached from the ‘other’, he or she is also

drawn to the other as a way to explore and construct his or her self, as Ros 1 Solé explains below:

There is no clear division between the self and the other, and rather than an ‘encounter’
of two cultures, there is a gradual building of curiosity and affinity with another culture
through personal interests. [...] The act of learning a language becomes an act of testing
the boundaries of the self, by re-appraising routines and values and by entering processes

of becoming. (Ros 1 Solé¢ 2013, 332)

Ros 1 Solé (2013) notes that language learners of today are ‘constantly questioning and
reassessing their views and position’ in the world, which has consequences in the way we should

teach these individuals (pp. 336-337).

2.4.2.2 In Hong Kong

There have been few studies on teaching and learning French in Hong Kong and none that focus
on identity. The only study of additional languages touching this area appears to be that of
Hennig (2010) even though she looks at German learning from the perspective of motivation
rather than identity. Similarly, in Taiwan, a study of French learners by Dreyer (2009) explored

the concept of ‘existential motivation’ rather than identity.

Before Hennig’s study, a language-motivational, mixed-method-approach study amongst Hong
Kong university students conducted by Humphreys and Spratt (2008) were useful to briefly

situate French among other languages in Hong Kong and in particular, in relation to English,
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Japanese and German. Humphreys and Spratt (2008) note the integrative and affective
dimensions of learning additional languages such as French, Japanese and German, as opposed
to the overwhelmingly instrumental motivation of learning English (p. 322). The integrative
dimension refers to the extent to which respondents want ‘to be like target language speakers, or
to integrate in their culture’, according to the authors’ interpretation of Ddérnyei and Clément’s
(2001) classification. More precisely, the affective dimension refers to ‘cultural interest’ and the
desire for ‘direct contact’, which refer to ‘the extent of liking for the cultural products associated
with the language, and the level of desire to meet people from the target language cultures’

(Humphreys & Spratt 2008, 318).

Although wanting to learn French seems likely to be associated with interest in French culture,
the model of motivation presented by Humphreys and Spratt (2008) appears limited in its ability
to explain language learning under conditions of complex mobility and diversity. Its first
limitation is the failure to acknowledge time and change. A second limitation is that the notion of
integrative motivation (or the desire to ‘integrate’ in a culture) seems outdated in an age where
online activity is capable of establishing connections with any culture in the world, without the
individual necessarily needing to ‘integrate’ into it (see section 2.2.1 above). Although France
might be further away from Hong Kong than Japan, the geographical distance between the two
countries (see Humphreys & Spratt 2008, 326) seems less of an issue. Interestingly though,
Rampton (2006) points out that foreign language studies are uncommon in sociolinguistics
because of this element of geographical distance. He notes, referring to the teaching of German

in the British curriculum:
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With an instructed foreign language, the ‘authentic’ speakers live apart from the students
learning it, often hundreds of miles away [...] this makes the language’s social
significance and connotations seem remote and indeterminate (or else tediously tied to

the national stereotypes that everyone is all too familiar with). (Rampton 2006, 138)

A third limitation is that although French might appear to be less popular than Japanese - which
is regarded as ‘highly fashionable’ among young Hongkongers (Humphreys & Spratt 2008, 322)
- ten years is a long time if ‘fashion’ is taken into account especially in Hong Kong, where trends

come and go very quickly.

A fourth limitation of Humphreys and Spratt’s model of motivation for additional languages is
that culture is not a fixed notion or a pre-given and external construct as it is a different
experience for different people (see section 2.1 above). In his ‘plea’ for change in research on
intercultural communication and education, Dervin (2011, 39) calls for a reconceptualisation of
the concept of culture, judging it too often used in “uncritical, systematic, and reified ways’. This

point will be further developed in Chapter 3, section 3.2.

Saying that, the acculturation approach taken by Humphreys and Spratt has produced a useful
base from which to question the reasons for learning additional languages in Hong Kong. For
example, a recent study of German learning at a Hong Kong university by Hennig (2010a,
2010b) has built on this question and has proposed an interesting perspective about German

learning in Hong Kong.
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Hennig (2010a, 2010b) draws on Foucault’s later works on ethics (e.g., Foucault, 1981, 1984a,
1984b, 1988), which contrast greatly with his previous well-known ‘unrelenting determinism’
(Clarke & Hennig 2013, 79) in that the author recognizes people’s capacity to transform
themselves by ‘their own means, or with the help of others’ through ethical living and through
self-reflection’ (Clarke & Hennig 2013, 82; see also Foucault 1997, 225). Foucault refers to this
as ‘care of the self” (see Hennig 2010a & 2010b, Clarke & Hennig, 2013). Hennig (2010b, 30)
further describes the concept of ‘care of the self” as ‘an art of existence’, which consists of
‘making choices and adding a certain style, aesthetics or way of living to the self by selecting

those forms that are relevant to one’s life’.

Drawing on this, Hennig (2010a) notes that learning German offers her twelve participants
‘certain values [...] correspond[ing] to their ethical convictions and beliefs’ (p. 319). For
example, the German language and culture is seen as ‘strong, powerful and superior’ (Hennig
2010a, 319) and as having ‘moral principles and integrity’ (Hennig 2010a, 314). Learning the
language gives participants a path to become ‘emancipat[ed] and individualistic as opposed to
being conformist and dependent on others’, which also matches their hopes for themselves in the
future (Hennig 2010a, 319). In this, Hennig (2010b, ii) posits that learning German can be seen

as an act of ‘self-formation’.

However, tempering the notion that individuals are capable of freeing themselves from structural
constraints, Clarke and Hennig (2013) add that ‘ethical self-formation does not imply that one
can become anything one wishes, regardless of the social and historical context in which one
lives and has grown up in’ (p. 81; see also Hennig 2010b, 30). The authors note that self-

formation is primarily a form of intense curiosity and self-reflection and does not equate with the
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capacity to actually effect changes. The idea is that by opening a space within our mind through
questioning, we rehearse having different convictions and beliefs, which is to say imagining

being another form of ourselves:

Ethical self-formation rather needs to be understood as the freedom to question the
historical circumstances that have shaped our lives and how we have come to be, and to
nurture a kind of curiosity in ourselves to experiment with how we could be otherwise.

(Clarke and Hennig 2013, 81)

Hennig’s conclusion is that additional language learners find ways ‘to develop, design and live a
life they consider meaningful based on their ethical and aesthetic convictions and beliefs’

(2010a, 308) and that this is achieved (at least to begin with) through the imagination.

2.4.3 Perspectives on French and Frenchness

Learners of additional languages, including those in Hennig’s study, can also be seen as

inheriting various widely-circulated beliefs about languages and cultures. In this section, I will

elaborate on the notion of representations as well as introduce the notion of Frenchness.

2.4.3.1 Social representations

Social representations are seen to have a large impact on language learning (see Candelier &

Hermann-Brenneke, 1993; Castellotti & Moore, 2002). The French sociologist Denise Jodelet

has described the concept of social representation (‘représentation sociale’) as follows:
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[U]lne forme de connaissance, socialement élaborée et partagée, ayant une visée pratique
et concourant a la construction d’une réalité commune 4 un ensemble sociale.! (Jodelet,

2005)

In other words, social representations can be seen as networks of collaboratively constructed
images of reality, which circulate in society in a fluid manner via various sites and contexts.
Representational images are thus close to stereotypes which people ‘hold, often unconsciously,
and use to make sense of the world and their experiences in it [and which] are always
oversimplified’ (Gee 2005, 61 in Coffey 2010, 126). Among studies of additional language
learning, Coffey (2010) notes that his participants ‘drew on shared cultural repertoires of the
appeal of French’ and that these shared repertoires though perhaps ‘subconscious [...] underpin

the passion for learning French as an autobiographical identity project’ (p. 125).

However, seeing representations as akin to stereotypes or shared resources suggests that they are
taken up or contextualized in the same way by all learners. This may not always be the case. For
example, French is seen as romantic in China and Taiwan, but not in Japan (Dreyer 2009, 34-35).
And looking beyond these generalisations based on national boundaries, Moore and Gajo (2009)
remind us of ‘the paradox’ that exists between ‘the notion of language [which] is an abstract one’
and people ‘seem[ing] to have definite ideas about what languages are, and about which
languages are spoken in which countries’ (p. 145). In effect, under conditions of superdiversity,
generalizations are likely to be misleading, not least because there is variation in how cultures

are perceived by individuals or within any one locality. To overcome easy simplifications, the

! My translation: ‘A form of knowledge, socially constructed and shared, which is destined to be used and which
contributes to the construction of a common social reality for a group’
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study of representations should instead ‘unravel the complex discursive process of referencing

languages, language speakers and bi/multilingualism’ (see Moore and Gajo 2009, 145).

This is why this study — following Pennycook’s (2010, 74) recommendations for the study of
English — considers how French is taken up, how people use French, and why people choose to
study French. It will also look at interactions between the local culture and its more global
counterparts, as perceived by additional language learners. Previous studies have started to
address these interactions. In her study of learners of German in Hong Kong, Hennig (2010a)
notes the existence of ‘notions of self-stylisation and distinction, and a sense of societal and
cultural belonging through identification or non-identification with certain ethical and
sociocultural values of the local culture as well as that of the target language’ (p. 313). Coffey
(2010) adds that the characteristics perceived to be associated with a culture are ‘structured, pre-
existing resources which are reproduced over a range of fields (such as school, consumer
practices, friendships and family groups)’ which individuals can appropriate for themselves
(Coftfey 2010, 132). Coffey (2010, 126) also describes representational images of different
languages and cultures as ‘iconographic repertoire of national types’ built in a process ‘of

difference/opposition’, as mentioned above (see section 2.4.2.1).

Socially-built representations are particularly important in the age of superdiversity, given the
importance of social media and the Internet and the multitude of mediated images which
circulate on it (Arnaut, 2012). Never before as it been so easy or so unavoidable, to access
images linked to another culture. So even though a language such as French is at first glance
little present in Hong Kong, it becomes secondary to the fact that French-related images are

widely circulated on the Internet, via films and other cultural products such as, advertising.
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Despite great variations in these images and the way they form social representations, it is

important to acknowledge that representations of groups strongly affect individuals’ beliefs:

[T]he identities that people display, perform, contest, or discuss in interaction are based
on ideologies and beliefs about the characteristics of social groups and categories and

about the implications of belonging to them. (De Fina 2006, 353-354).

To summarize, in research, we need to ‘avoid easy generalizations about the way communities
portray themselves and their relationships with others’ (De Fina 2006, 374) (e.g., ‘German
toughness’, ‘French sophistication’) whilst at the same time acknowledging that culturally-held
stereotypes form material that can be exploited by individuals, consciously or unconsciously.
Above all, we must keep in mind that ‘the construction and presentation of identity is a process

in constant development’ (De Fina 2006, 355).

2.4.3.2 French and Frenchness

I use the term Frenchness (which in French can be translated as ‘Francité’) to mean perceptions

of both culture and language, reflecting the fact that the two often merge together.

Coffey (2010) describes some of the ‘social frames’ (p. 123) associated with French and
Frenchness, pointing out that a ‘symbolic field’ has developed over time (p. 124). This field
construes French, for example, as ‘a language of elegance and beauty, often conflated with the
French ‘good life’ (Coffey 2010, 124). Once again, however, Coffey observes that the task of

narrative analysis is to understand ‘how these broader social frames are interpreted by
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individuals’ (2010, 124). As this study will be investigating how the broad frames of social
representations of French and Frenchness are mobilized and interpreted by individual learners in
Hong Kong, it will also go beyond the kinds of ‘national stereotypes’ criticized by Rampton

(2006, 138).
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Chapter 3 Theoretical Framework

3.1 The concept of identity

Having looked at general conditions of language use under conditions of superdiversity and
introduced some of the concepts that are useful in gaining a general understanding of language
practices under these conditions, I will now look at the individual under these conditions and
more particularly at the topic of identity formation linked to language learning. The concept of
identity forms a central part of the theoretical framework in this study as it has the capacity to

combine and synthesize many of the concepts introduced before.

Bucholtz and Hall (2005) noted that ‘the age of identity is upon us’ (p. 608). In effect, identity is
widely studied in ‘sociocultural linguistics’ as well as ‘in the human and social sciences more
generally’ (Bucholtz & Hall 2005, 608; also see Lemke 2008, 17; Block 2007, 2009; Gee, 2000).
In Second Language Acquisition (SLA), studies of language learner identity have flourished over
the past twenty years (Valdés, 1998; Norton 2000; Pavlenko & Blackledge, 2004; Kinginger,

2004; Morita, 2004; Block, 2007; Gu & Tong, 2012; Darvin & Norton, 2015).

As already noted, it is now a commonplace to say that language learning is also a process of
identity formation (see Block 2007; Leung, Harris & Rampton, 1997; Norton & Toohey, 2011).
Pavlenko states that ‘identities are constructed and reconstructed in language’ (2005a, 226).
Describing her own experience of learning English in Hong Kong, Chik recalls that it was ‘more
than merely learning a language...[i]t was my own journey to construct individuality’ (see

Benson, Chik & Lim 2003, 31). In their study about second language identity linked to study
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abroad experiences, Benson et al. equally point out that learning a new language ‘changes the

learner as a person’ (2013, 1).

Early theorizations of identity often started with reflections on the experiences and histories of
migrants regarding where home might be, what one’s native language might be, the question of
migrants’ sense of identity linked to their new circumstances as well as what kind of identity

they were given by others (e.g., Duff 2015, 60).

Norton’s study of five immigrant women in Canada (1995, 2000) marked the starting point for a
reconceptualization of language learning from an identity perspective. Her study showed the
importance of language in defining who we are, how we want to be seen and how we are

represented and positioned by others. She explains this in the much-quoted passage:

[I]t is through language that a person negotiates a sense of self within and across different
sites at different points in time, and it is through language that a person gains access to —
or is denied access to — powerful social networks that give learners the opportunity to

speak. (Norton 2000, 5)

Benson et al. (2013) indeed point out that ‘[s]econd language learners are at the frontline of new
experiences of identity associated with globalization and modernity’ (p. 27) whilst Lamoureux
(2012) argues, in her study of francophones in Canada, that Canadian nationals constantly cross
borders within their own Canadian community as they are constantly confronted with ‘new, more
culturally diverse but narrow language ideology spaces’ which affect their sense of who they are

(p.151). This is to say that identity is also closely tied to debates on multilingualism and
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transnationalism, which include different views of culture and interculturality. In the following
section, I will briefly introduce the current debates around these questions, which will also

clarify the link between identity, language and culture.

3.2. Identity, language and culture

Views of language and culture are still dominated in most societies by a monolingual ideology,
which contrasts with contemporary research perspectives arising from observing language and
culture under conditions of globalization, as already hinted at in Chapter 2 (see section 2.1).
Monolingual ideology is based on a discourse of homogeneity, boundaries and stability: one
homogeneous language for one culturally bounded group of people within the stable boundaries
of a territory. It is part of the ideology of the nation-state (Heller 2007, 341; see also Byram
1992, 11), which is also linked to European discourses of colonisation (see Jorgensen et al. 2011,
27). In this ideology, languages are envisaged as ‘bounded systems’ (Heller 2007, 1), which is to
say as separate entities (see also Scollon 2001, 146). In the present context of mobility, people
tend to use languages in a very different way. Ag and Jergensen (2013) underline that people
living in increasingly ethnically and linguistically heterogeneous settings — especially in urban
settings such as Hong Kong — tend not to have ‘a particularly close relationship to one
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“language™’ (p. 527). In other words, multilingualism and multiculturalism are facts of life for
many people in the world today, especially for those who live in urban super-diverse
environments. Ros i Solé (2013) also points out that the ‘shortening of distances’ through
increased democratisation of travels and digital connectivity ‘is challenging previous

conceptualisations of the ‘foreign’ and the personally constructed cultural horizons of the

language learner’ (p. 336).
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In a similar way, Dervin (2011) criticises essentialised images of culture in intercultural studies
(p-39) where cultures are considered stable and with clear identifiable boundaries. Equally,

Ortner (2005, 36) argues that the ‘flexible’ attributes of culture need to be acknowledge.

Based on a non-essentialist view of culture, Dervin (2011) proposes that approaches to
interculturality should focus on encounters between individuals rather than ‘encounters of
cultures’ (Dervin 2011, 38). For him, interculturality should be understood ‘as the positioning
and negotiation of individuals who come from different spaces-times (rather than “cultures”)’

(Dervin 2011, 40).

Ros i Solé (2016, 3) also challenges ‘the long-held belief that we are born and die with the same
cultural identity’ and is equally in favour of putting the emphasis on a personalised experience of
culture and language. Her new vision of the language learner emphasises the need to
acknowledge the personal element (i.e. the identity of the person) in language and culture

studies, as follows :

Learners embark on personal journeys where they draw their own cartographies of the
world which use the force of perception, affect and creativity to experience and fashion
new road-maps of the world and new interpretations. This view of language learning
claims that languages and cultures are not forever ; they come in different versions and
sizes to fit the bodies of their owners and their circumstances, and they are not only

‘acquired’ and ‘learnt’, but also ‘lived’. (Ros i Sol¢ 2016, 3)
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In consequence, Blommaert and Rampton (2011) argue (see also Otsuji & Pennycook 2010, 243;
Jorgensen et al., 2011) for a move away from pluralizing languages and cultures into separate
categories and towards an understanding of the complex and combinatory ways in which they are

used.

To reiterate, the notions of language and culture are more unstable and malleable than suggested
in a monolingual perspective on language and culture. In the next section, I will present the
concept of identity which informs this study, drawing on various frameworks and perspectives as
there is no single theoretical framework with which to approach it (see Varghese, Morgan,
Johnston & Johnson, 2005). I will draw on some of the ‘interrelated theoretical frameworks’
which have been used in identity and language studies (see Duff 2015, 61), but at the same time I
will attempt to outline a theory of identity that has coherence and is relevant to contemporary

conditions.

3.3 Key frameworks, approaches and perspectives in conceptualizing identity in language

studies

The theoretical frameworks, approaches and perspectives which inform this study include the
broadly post-structuralist perspective on identity developed by Norton (1995, 2000) based on
Bourdieu’s theories of social practice (Bourdieu, 1977, 1982, 1991). Imagination, introduced in
detail in the Community of Practice (CoP) framework developed by Lave and Wenger (1991),
also informs this study. Finally, the scalar perspective (e.g., Blommaert, 2010) will be presented
as a useful approach to understanding social phenomena - including identity - in this study. Each

one of these aspects is developed in the sections below.
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3.3.1 The post-structuralist perspective on identity

Bonny Norton’s study (1995, 2000) started a considerable research interest in taking a post-
structuralist perspective on identity in relation to language acquisition (e.g., Valdés, 1998;
Toohey, 2000; Pavlenko, 2003; Morita, 2004). A key characteristic of the post-structuralist view
of identity is that people have multiple and changing identities. The concept of subjectivity also
becomes important in this view of identity, as identity is seen to be closely linked with agency

and power. I will outline these aspects of identity in the sections below.

3.3.1.1 A non-unitary conception of the individual

A post-structuralist perception of identity involves a ‘nonunitary and contradictory’ conception
of the individual (Norton 2000, 125), and an anti-essentialist conception of social structures.
According to the latter conception, the attributes of socially defined groups cannot be determined
by ‘cultural and/or biological characteristics believed to be inherent to the group’ (Bucholtz
2003, 400). These conceptions have been developed in the studies of post-structuralist thinkers
such as Chris Weedon (1987, 1997), an influential feminist who developed a theory of
subjectivity to explain women’s experiences of the world. By linking women’s individual
experiences with the multiple struggles they encountered in their everyday existence, Weedon
illustrated her view of individuals as being diverse, dynamic and contradictory, rather than
unitary, stable and rational. She in effect showed that individuals needed to be understood in

terms of complex identities and subjectivities, which she described as:
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[T]he conscious and unconscious thoughts and emotions of the individual, her sense of

herself and her ways of understanding her relation to the world. (Weedon 1997, 32).

Norton was influenced by Weedon (1987) in her landmark study of migrant women (1995, 2000)
in which she challenged the prevailing view of straightforward language ‘acquisition’ and
introduced the notion that it was second learners’ difficulties in getting themselves heard in their
context that played a crucial role in the process of language learning, despite the fact that they

might be motivated to learn the language.

Because of the recognition of the role of subjectivity in Norton’s study (see also Block, 2009,
19), I will introduce this notion first before considering the other inputs which led Norton to her

theory of identity.

3.3.1.2 Subjectivity and identity

As part of his call for further exploration of the concept of identity in applied linguistics, Block
(2009) begins with the need to make a conceptual distinction between identity and subjectivity
and he notes (p. 218) that this disambiguation is seldom made. The distinction between the two
concepts can be made firstly in terms of the time frames involved. In the work of Weedon
(2004), Hall (2004) and Gee (1996), identity is seen to be relatively more permanent, and
subjectivity is more ‘ephemeral’ (Block 2009, 219). For example, Hall (2004, 3) characterizes
identity as being ‘the particular set of traits, beliefs and allegiances...that give one a consistent

personality and mode of social being’ (in Block 2009, 218).
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This points to the second way in which the two concepts can be distinguished, namely in terms
of product and process. Subjectivity is an analytical concept that tries to understand the process
of ‘how identity is constructed in moment-to-moment activity at the crossroads of self-
consciousness and externally-imposed constraints’ (Block 2009, 218). A person’s sense of
identity, in other words, can be seen as the more-or-less durable product of ‘a particular mode of
subjectivity’ (Weedon 2004, 19, in Block 2009, 217). Identities may have short-term or long-
term aspects, but from an analytical perspective they are more durable than the ever-changing
modes of subjectivity which create them. Identity can be seen as involving a process of ‘fixing’
in which ‘more stable identities’ (Block 2009, 217) emerge from the flux of subjectivity. This
process reflects people’s need to gain a more ‘singular sense of who they are and where they
belong’ (Weedon 2004, 19 in Block 2009, 217). However, fixing needs to be seen as referring
not to a permanent self — not time in ‘reality’ — but rather to a sense of self that moves through

psychological time. This is what emerges, for example, in narrative.

An additional perspective on subjectivity as process is provided by ‘positioning theory’ (Van
Langenhove & Harré, 1999; Davies & Harré 1999), which can also be placed within the post-
structuralist paradigm. From this perspective, an individual is not ‘a relatively fixed end product’
but something which is ‘constituted and reconstituted through the various discursive practices in
which they participate’ (Davies & Harré 1999, 35). Here, ‘discursive practices’ (which other
authors may refer to more simply as ‘discourses’) involve both language and other semiotic
resources such as styles of dress (Block 2007, 32). They are seen as occurring at various scales

(e.g., disciplinary, political, cultural and small-group) and around various topics, such as gender
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or class (Davies & Harré 1999, 34). They also occur across different modes, ranging from face-
to-face interaction to (mediated) and online interaction.

In positioning theory, discursive practices appear to be similar to the modes of subjectivity in
Weedon’s (2004) approach — they provide a range of possible fixings of identity (somewhat
confusingly, these are called ‘subject positions’; see also Pavlenko 2005b). These short-term or
long-term fixings are sometimes conceived of with reference to inscriptions, or ‘categories which
might be qualified as social or even demographic, such as ethnicity, race, nationality, gender and
social class’ (Block 2009, 216). From the perspective of positioning theory, a person’s sense of

‘identity’ cannot be fixed with reference only to pre-existing categories:

[W1ho one is, that is, what sort of person one is, is always an open question with a
shifting answer depending on the positions made available within one’s own and others’
discursive practices and within those practices, the stories through which we make sense

of our own and others’ lives. (Davies & Harré 1999, 35)

As Trent (2018) notes, from a poststructuralist perspective, ‘discourses provide individuals with
subject positions’ (p. 573) and thus with different possibilities for identity.But both discourses
and identities are ‘fluid and contingent, leaving open the possibility for struggles over which
discourses should be privileged and the identity positions that are available to individuals’ (Trent

2018, 574; see also Laclau & Mouffe, 1985).

The reference to ‘stories’ in Davies and Harré’s quote above also highlights an important fact
about identity, namely that it is always subject to interpretation and reinterpretation by both the

teller and the receiver of these stories. This has important implications for the methodological



56

approach of this study, and also indicates the roles of agency and power in explaining the extent
to which people take up or resist prevailing discourses.

3.3.1.3 Agency and identity

Positioning theory thus allows for the incorporation of elements of social theory and psychology
into the study of identity. It also balances structure and agency in that while it recognizes the
constitutive force of discursive practices, it also recognizes that ‘people are capable of exercising
choice in relation to those practices’ (Davies & Harré 1999, 35). This is also true of the more
linguistic-anthropological approach of Ortner (e.g., Ortner 2005), for whom the importance of
subjectivity is that it forms ‘the basis of agency’ (Ortner 2005, 34). According to Ortner, the very
idea of agency presupposes a ‘complex subjectivity’ behind it, so that individuals internalize,
reflect upon, and frequently react against — the set of circumstances in which they find

themselves (Ortner 2005, 45).

In a similar way, Layder proposes identity as a self-realization project which emphasizes the
‘interfusion of influences’ on the individual (2004, 143). His view first highlights ‘the social
circumstances which influence and shape [the individual’s] trajectory through the social world’
and the ‘dialectic’ between individual agency and structure (Layder 2004, 130), but also the part
played by subjectivity in constructing self-identity and explaining people’s actions and identity

moves.

He presents identity as a ‘network of ties and interdependencies in which [people] are embedded
and which is unique to them’ (Layder 2004, 137). Apart from structural factors, these ties and

interdependencies include psychologically-related factors such as, emotions and psychological
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factors which we carry since childhood. Layder first considers people’s unique
‘psychobiography’ or what people ‘carry in their head’ (1994, 209) and then, underlines the role
of emotions and particularly what he calls the ‘psychological predisposition’ of an individual
(2004, 136) in self-narrative development. He notes the role of the ‘subconscious’ in explaining
our behaviour (Layder 2004, 11) and suggests that emotions ‘underpin our everyday behaviour’
(Layder 2004, 11 & 13) as well as influencing our ‘rationalization’ of events and our capacity to
reflexively monitor events (ibid.). Layder’s conception of identity as a ‘network of ties’ echoes
Ortner’s (2005) characterization of subjectivity as including ‘complex structures of thought,
feeling, reflection, and the like, that make social beings always more than the occupants of

particular positions and the holders of particular identities’ (p. 37).

In addition, Layder notes that mental health is a pre-requisite for developing a sense of self
(2004, 141). We need basic security, self-esteem, experiencing feelings of love and of being
loved, approval (by others and of others), self-worth and self-respect, being comfortable alone
and with others, feeling significant, being recognized and being understood (see Layder, 2004,
32-45) to develop a sense of self. In particular, we need to feel ‘desired’ to feel that we are
‘normal’; we need to sense that ‘we fit in and are accepted by others’ and we hate ‘being
regarded as ‘being difficult to deal with’ or not being part of the crowd’ (Layder 2004, 40).
Layder also notes even though we are all unique in the degree in which these emotions act on us,
all of us give ‘great importance’ to the fulfillment of these distinct emotional requirements in our

daily life (Layder 2004, 44-45).

To reiterate, emotion (which Layder refers to as the ‘emotional tenor’ or ‘feeling tone’ that

surround and envelop each of us) is an important factor in explaining identity (Layder 2004, 136-
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137). We can thus say that our emotional state defines ‘the points at which we strive to be the
person we are and would wish to be’ (Layder 2004, 45). For this reason, the notion of identity as

self-realization is central to this study.

3.3.1.4 Power and identity

As in the previous discussion of agency and structure (see Chapter 2), the theorization of identity
needs to acknowledge the fact of power, highlighting its effects on people’s possibilities for

action and self-determination.

Bourdieu’s capital theory and his theorization of language as symbolic capital has been an
important source of input towards the conceptualisation of identity (see for example, Norton
2000) as well as a reconceptualisation of language and language learning. It sees language as a
source of symbolic power (Bourdieu 1977, 1982, 1991), one which is possessed unequally by
speakers and which is used by learners to assert their right to speak. Language learners are easily
affected by power relationships for two reasons: on the one hand, they have to express
themselves in a language they are not in full control of, which makes them more vulnerable to
being silenced (including by themselves) or being ignored by others; on the other hand, they can
easily be denied the ‘right to speech’ (Bourdieu 1977, 648), as they are considered illegitimate
speakers. For Bourdieu, being a ‘legitimate speaker’ involves the notions of being an appropriate
speaker for the circumstance, being a legitimate ‘receiver’ of the message as well as using

legitimate linguistic forms including appropriate pronunciation and syntax (Norton 2000, 69).
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This hidden form of censorship has consequences for the language learner, as Norton (2000)
extensively pointed out regarding the women in her study. She described the great difficulties
these women faced in finding ways to avoid this form of censorship. Their opportunities to use
English in Canada were not merely linked to language and communicative competence issues, or
to motivational issues, but also and overpoweringly to the problem of not being permitted to use
English. Being denied opportunities to use the language meant that they were also deprived from
accessing the society they were trying to integrate with, which meant that they were forced to
remain on the margins of Canadian society and remain immigrants (in their minds and in the
minds of the people around them). In fact, their identities were in a state of transit between the
old world they left behind and the new one they were painfully entering, but to them the fact that
their former selves had almost disappeared as they were forced to inhabit a new identity they

struggled with, was painful.

Although the language learners in this study are not technically second language learners, which
is to say learning French in a French environment, they are nevertheless multicultural subjects
who experience power differentials. In Hong Kong, most people have to learn at least two
languages (Mandarin and English) as well as their mother tongue, Cantonese. It is interesting to
consider the notion of legitimacy in relation to these and other languages. To what extent do
Hong Kong people feel they are legitimate speakers of the languages in their life, and how do
they counter feelings of illegitimacy? Considering the effects of power raises the possibility that
learning a non-compulsory language such as French relates to people’s experiences with other
languages, as well as to wider power differentials in the local context. In this way, issues of

social inequality are also at the heart of this study.
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3.4 Redefining language competence

Adopting the perspectives above, the notion of language competence changes. Competence is
less about linguistic mastery than the necessity of equal footing of authority for both parties to be
able to express themselves. Bourdieu (1977, 648) has termed this condition the ‘right to speech’
and associated rights such as the ‘right to be listened to’ and the ‘right to be understood’ [La
compétence est donc aussi une capacité a se faire écouter. [...] On ne cherche pas seulement a

étre compris mais aussi a étre cru, obéi, respecté, distingué¢] (Bourdieu 1977, 20).

Kramsch and Whiteside apply Bourdieu’s theory to the framework of identity by using the term

symbolic to talk about competence:

Symbolic competence is the ability not only to approximate or appropriate for oneself
someone else’s language , but to shape the very context in which the language is learned

and used. (Kramsch & Whiteside 2008, 664) (my italics)

This also drives Kramsch (2009, 188) to envisage language learning as an exercise of expansion
of the symbolic self. It is on this basis language that teaching also needs to change, a view shared
by many scholars and which is also inscribed in the movement qualified as the bi/multi-
lingualism or ‘complexity’ turn (see Jorgensen et al. 2011; Otsuji & Pennycook, 2010; Heller,
2007; Blommaert, 2010). Similarly, Norton’s (2012) notion of investment is directly linked to

Bourdieu’s theory of symbolic capital (Norton 2012, 3; see also Norton Peirce 1995, 9):
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If learners invest in a language, they do so with the understanding that they will acquire a
wider range of symbolic and material resources, which in turn increase the value of their

cultural capital and social power. (Darvin & Norton 2015, 37)

In other words, learners decide to learn a language to gain a wider range of symbolic capital,
which will help them construct a different version of themselves, as with the five women in
Norton’s study (2000, 121). In this way, the notion of investment can be said to address the
agency/structure question and to ‘accentuat[e] the role of human agency and identity in engaging
with the task at hand’ (see Kramsch 2013, 195). This engagement can take different shapes. In
her study, Norton (2000) shows that despite the power struggles the women in her study came
across, they all remained committed to learning English even if they were not allowed the right
to speak and if finding alternative ways to speak English was hard. To achieve their goal, they

found various ways to negotiate with their context to obtain what they wanted.

Thus, we can talk of investment as a productive concept that helps us understand the nature of
human social activity in specific situated contexts, even considering its changes of direction over

time (Norton 2000, 128-129).

Yet, is it more than this? If human actions are affected by unconscious forces, as Bourdieu and
Layder suggest, then the concept of investment may not be entirely satisfactory. Deeper
mechanisms might explain why we take action or engage in specific practices, and we may not
be able to explain why we act as we do. Ortner (2005, 46) suggests that there are many aspects of

consciousness which escape us.
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3.5 The role of imagination

In addition to the poststructuralist perspectives introduced in section 3.3.1, an important input
into this study is an enhanced recognition of the role of imagination. The language socialization
perspective known as the Community of Practice (CoP) framework (Lave & Wenger, 1991)
provides an added perspective on identity construction by elaborating on the notion of language
being an ‘integral and inseparable part of social practice (Norton 2012, 3) and of learning as
essentially a process of social participation in ‘communities of practice’ rather than the
acquisition of knowledge. However, in a situation such as Hong Kong where opportunities to
meet the members of the French community are limited, learning cannot be seen as facilitated by
‘old-timers’ who share ‘the performances of community practices’ (Norton 2012, 3; Wenger
1998, 162) in the usual physical sense. This is to say that both learning and participation are
mainly accessed virtually by Hong Kong learners and are largely in terms of imagination

(Wenger 1998, 175-181).

Wenger describes imagination as ‘an important component of our experience of the world and
our sense of place in it” (1998, 176). In a much-quoted passage, imagination is seen as ‘a process
of expanding our time and space and creating new images of the world and ourselves’ (Wenger
1998, 176). In other words, imagination is a ‘creative process’ (Wenger 1998, 176) which is an
‘integral and inseparable part of social practice’ (Norton 2012, 3; see also Appadurai 1996, 31).
Kanno and Norton (2003) take the notion further by introducing the concept of imagined
communities of practice (ICoP), in which we create the possibility of different selves by

imagining future relationships ‘that extend beyond local sets of relationships’ (p. 242) or by
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imagining oneself a ‘multicompetent, bilingual, and multilingual” speaker (Pavlenko 2003, 251).
In this way, imagination should not be seen merely as an attempt to withdraw from reality
(Wenger 1998, 177), but instead it should be seen as lying at the heart of language learning.
Barkhuizen and de Klerk (2006) showed the power of imagination in their study of Afrikaans-
speaking South Africans preparing to immigrate to New Zealand. Although they were
apprehensive of changes to come, imagination prepared them to open themselves up to new
possibilities as well as to immigrate in a positive spirit (Barkhuizen & de Klerk 2006, 293).
Pennycook (2010) also stresses that ‘the possibilities of being something not yet culturally
imagined, mobilizes new identity options’ (p. 85). Imagination thus enables people to explore
ways to ‘understand their relationship to the world and their possibilities for the future’ (Norton

1997, 410).

Imagination also has a clear link with agency. Ryan and Irie (2014) underline the presence of

agency in imagination:

[D]reams or mental-manifestations, are not simply manifestations of pre-existing goals,
they also help us envision steps towards achieving these goals [...] When we imagine
doing something, we also ‘experience’ the action and feel emotionally involved. (Ryan &

Irie 2014, 114)

To reiterate, as we ‘move back and look at our engagement through the eyes of an outsider’,
imagination can be said to give us flexibility, freedom and energy, and can facilitate the
exploration of new identities and new relations (Wenger 1998, 185). Early and Norton (2012)

noted that imagination is particularly important for language learners who ‘are experiencing
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asymmetrical relations of power and legacies of discrimination’ (p. 199). Norton (1997) also
notes that that through telling their stories, language learners have access to ‘power and
privilege’ (p. 410). Yet, the philosopher Charles Taylor cautions that although the power of
imagination is crucial in shaping human life, ‘wishing does not make things so’ (Calhoun, 2016
Oct. 13), as the Canadian participants in Lamoureux’ study (2012) discovered when they were
denied the status of legitimate Francophones in Francophone universities in Canada, which they

had imagined would only be a formality.

To conclude this chapter on identity, I will outline an approach inherited from human geography
which is known as the scalar theory. This theory guides the study in understanding how
processes of identity construction simultaneously come into play across several layers of social
contexts and in doing so, helps the researcher to gain a more complex understanding of identity
construction. It also creates a link with the methodological approach in this study by starting to
theorize the ways in which space, time and place are formative dimensions in processes of

identity construction.

3.6 Scalar theory as a useful background for this study

As already mentioned, the type of societal complexities generated by globalization force us to
look beyond dichotomies (such as the global/local dichotomy) to reach an understanding of
complex social phenomena. Bailey, Canagarajah, Lan and Powers (2016, 331) highlight the
usefulness of scales in providing a framework to understand the sociolinguistics of globalisation.
Indeed, Eriksen (1995, 289) suggests that scales can provide the means to usefully explore

societies by highlighting ‘differences in degree rather than as absolute contrasts’.
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3.6.1. The workings of the scalar approach

From an identity-based perspective, the learning of another language reflects ‘the desire of
learners to expand their range of identities and to reach out to wider worlds’ (Pavlenko & Norton
2007, 670). This ‘reaching out’ occurs in several ways, and here I combine Pavlenko and
Norton’s insight with a scalar approach (Blommaert 2007, 2010; Canagarajah & De Costa, 2016;
Wallerstein, 1998). Drawing on insights from studies in human geography, the scalar approach is
a way of dealing with the interconnectedness that characterizes social and linguistic life in the

era of globalisation.

In the scalar approach, social events and processes are also seen as occurring within interrelated
scales that have both spatial dimensions (e.g., local/global) and temporal dimensions (e.g.,
past/present, or temporary/durable). In summarizing the scalar approach, Blommaert (2007, 5)
notes that ‘every social event develops simultaneously in space and in time, often in multiply

imagined spaces and time frames’ (Blommaert 2007, 5).

The spatial dimension of identity relates to the fact that identity construction takes place at
various spatial scales, ranging from the relatively local (e.g., workplaces and nation-states) to the
relatively global. As noted in Chapter 2, the locality or globality of these groupings is always a
matter of perspective, rather than being ontological (Canagarajah & De Costa, 2016, 4). Thus
‘France’ may be initially characterized as a local (national) scalar phenomenon, but one that
becomes increasingly global as images of Frenchness are circulated via global channels such as

films and advertising. However, as the interpretation of these images varies from place to place
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and from individual to individual, globality does not imply that they are always the same. In
other words, although images of French culture may sometimes appear to be more-or-less
shared, forming part of social representations (Dreyer, 2009) or what Coffey (2010, 126) calls an
‘iconographic repertoire of national types’, they are taken up in different ways by different

people.

The temporal dimension of identity can be understood in terms of what (Wortham, 2005) calls
timescales (see also Lemke, 2000). Individuals have biographical trajectories through time, along
the ontogenetic timescale of human lives. Within these ontogenetic timescales, there are short-
term or microgenetic timescales, which may range from single interactions to more durable
patterns of association. The microgenetic and ontogenetic timescales can in turn be seen as
nested within longer-term sociohistorical timescales, ranging across hundreds or thousands of
years. There are two main ways in which the temporal dimension can be observed in interaction.
First, explicit reference to past, present and future can be made, for example in stories and
narratives (Barkhuizen, 2016). Secondly, what is talked or written about can be seen as referring

to things that are durable in nature.

Although scalar approaches can illustrate how all social and linguistic events are shaped along
these timescales, the concepts of space and time cannot easily be separated in the analysis of
social phenomena. In fact, Lemke (2000, 282) describes identity as ‘a multi-timescale dynamical
system’ that develops across co-present spatial and temporal scales. Bakhtin’s (1981) concept of
the chronotope also captures this interrelationship (see also Canagarajah & De Costa 2016, 4).
To illustrate these spatiotemporal connections, Blommaert (2007, 6) provides an example of an

interaction between a thesis supervisor and a postgraduate student. The student informs the
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supervisor that he or she intends to begin the dissertation with a chapter reporting on the
fieldwork. The supervisor disapproves of this, and replies: ‘“We start our dissertations with a
literature review chapter here’. The temporal dimensions here are the future-oriented approach of
the student and the past-oriented approach of the supervisor. The spatial element is given by the
‘here’, which is the institution in which the interaction occurs, but this in turn carries the
temporal qualities of durability and non-negotiability in terms of its practices. The speakers’

appeal to these scales, and their possible contestation, are therefore matters of power.

Even in the ‘here and now’ of interaction, what people say and how they say it involves
references to various interrelated spatiotemporal dimensions, and so once again imagination is an
important factor. In an approach that expands upon Blommaert’s vision of ‘multiply imagined
spaces and time frames’ (2010, 34), Kanno and Norton (2003, 242) see imagination as allowing
the language learner to envision himself or herself taking part in ‘future relationships that exist
only in [his/her] imagination as well as affiliations — such as nationhood or even transnational
communities — that extend beyond local sets of relationships’. Under contemporary conditions,
global media and digital interaction have expanded the range of possibilities for relationships,
creating an ‘expanded space of self-authoring’ (Francis 2010, 126-127). With new technologies,
language resources can be ‘detached from their original community and space of use and are

deployed elsewhere’ (Valentine, Sporton & Bang Nielsen 2009, 191; see also Jacquemet, 2005).

Nevertheless, while the spatial and temporal dimensions exert their effects in dynamic
interaction, there may be some value in trying to separate them in analytical terms. Blommaert
(2007, 6) identifies some of the dimensions along which social events are performed and

evaluated; the spatial oppositions include ‘local/translocal’, while ‘momentary/timeless’
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describes part of the temporal dimension. It is the interrelationships between the two that must be

constantly acknowledged.

One of the main points of interest of the scalar approach is that it allows for the
acknowledgement of power and inequality as ever-present aspects of social phenomena. Even in
its spatial dimension, the metaphor of scale reminds us that space is ‘stratified and therefore
power-invested’ (Blommaert 2007, 4). The supervisor/student interaction example given above
shows how the recommendation of established institutional practice is also a demonstration of
power. Language is one of the most important resources involved in maintaining and contesting
these relations of power (Bourdieu 1977, 1987, 1991). However, while scales may be initially
seen in terms of hierarchies, it is important that scales should not be understood as being fixed or
deterministic (Canagarajah & De Costa, 2016). What is also of interest are the processes of
rescaling (or ‘scale redifferentiation’) by which hierarchies and power differentials are contested
(Brenner, 2011). These processes allow individuals to access resources from different scales,
potentially resisting or even overcoming the impositions of hierarchical orders. In this way, the
scalar approach offers yet another perspective on processes of identity construction, and reminds
us of the role played by agency and imagination, while not neglecting power and structural
constraints. The data in this study illustrates some of the ways in which additional languages
provide learners with opportunities for rescaling, partly in response to the effects of these

constraints.
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Chapter 4 Methodology

4.1 What it means to take a qualitative approach: a brief introduction

As the aim of the study is to uncover what French learning means in terms of identity
construction for some individuals in the Hong Kong context, I chose to take a qualitative
approach as it privileges close attention to individuals. This follows a more general movement in
the social sciences and in educational and language learning studies where the individual is
viewed as a central source of understanding (e.g., Danilo, 2007; see also Passeron & Revel,

2005).

Qualitative approaches are seen to offer the most promising way of opening ‘dimensions of
insight into the processes of language teaching and learning’ (Richard 2003, 147) because they
look at learners as ‘real persons-in-context’ as opposed to abstract language learners (Ushioda
2012, 64; see also Toohey & Norton 2010). This is the reason why many language researchers
(e.g., Norton-Peirce 1995; Norton, 2000; Valdés, 1998; Kinginger, 2004; Morita, 2012) have

taken a ‘social turn’ (see Block, 2003; also see Lantolf & Thorne, 2006).

In this study, I am using a narrative approach. More specifically I am engaging in a particular
process of narrative inquiry. In the sections below, I will explain what engaging in narrative
inquiry means, starting with an introduction of narrative research in general and then, presenting
the epistemological grounding of narrative inquiry and explaining what is meant by the term

‘case’ in this methodology.
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4.2 Narrative inquiry as the method of investigation in this study

4.2.1 Definitions

Research using narrative methodology has grown exponentially in the last few decades and it has
become difficult to determine what the terms ‘narrative’, ‘narrative methodology’ and ‘narrative
inquiry’ actually refer to across different studies. Taylor (2003, 195) notes that narrative studies
is ‘a broad field encompassing a range of theoretical assumptions and analytical approaches’ (in
Barkhuizen 2011, 392). Regarding the term ‘narrative inquiry’, Barkhuizen, Benson and Chik
(2014) use it as an umbrella term to designate different narrative approaches. In this, their use of
the term ‘narrative inquiry’ differs from that of Clandinin and Connelly (2000) (also Connelly &
Clandinin, 1990 ; Clandinin, 2013), whose approach to narrative inquiry is the main one guiding
this study. The reasons for choosing these authors’ approach is firstly, the clarity of their
explanations regarding the ontological and epistemological assumptions of this methodology and
secondly, the clarity of their explanations as to what narrative inquirers do or should do. Also, as
a woman researcher, I was perhaps particularly drawn to Clandinin’s descriptions of narrative
inquiry. However, Barkhuizen’s work and guidelines (2011, 2016 ; also Barkhuizen et al. 2014,

84-93) were a useful addition and perspective on Clandinin & Connelly’s approach.

Polkinghorne’s (1995) distinction between ‘analysis of narrative’ and ‘narrative analysis’ also
helped to consolidate my understanding of the methodology with ‘analysis of narrative’ focusing
on ‘analytic procedures to produce taxonomies and categories’ which are common across stories

and ‘narrative analysis’ consisting of seeking data in the form of descriptions of events and
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actions ‘to produce explanatory stories’ through a process of emplotment (Polkinghorne 1995,

5). ‘Narrative analysis’ is the type of research process which I have used in this study.

It should be noted as well that the type of narrative inquiry approach taken by this study is
known in Francophone research as ‘étude de récits de vie’ or ‘méthode de recherche
biographique’ (see, for example, Pineau & Legrand, 1993 ; Bertaux, 2005; Delory-Momberger,
2004, 2005 ; Gaulejac, 2002 ; de Villers & Joassart, 2006 ; Molini¢, 2019, 2015 ; Chaxel,

Fiorelli & Moity-Maizi, 2014).

4.2.2 A brief history of narrative research

Narrative research as a mode of exploration of the human has exploded in the field of language
education in these past few years (e.g., Barkhuizen 2007, 2009, 2010, 2011; Benson & Nunan,
2005; Kinginger, 2004; Pavlenko 2001, 2002, 2007; Pavlenko & Lantolf, 2000; Kramsch, 2006;
Liu & Xu, 2011). Since the 1980s, there has been an exponential development of narrative
research approaches in the social sciences, forming a narrative turn of sorts. Key actors in the
development of narrative approaches in the social sciences include Polkinghorne (1995, 1988)
and Ricceur (e.g., 1990) with their views on the interpretation of texts, and Bruner (1987, 1991)
with his view of narrative as the ‘ontological basis of human knowledge’ (see Watson 2007,

371).

Barkhuizen (2011, 396) notes that the point about narrative research is that it ‘recognizes the
active, fluid nature of meaning making, and aims to avoid conceptions of narrative knowledge as

stable, permanent, and unchangeable’. Because of this, Barkhuizen (2011) chose the term
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‘narrative knowledging’ to emphasize the exploratory and complex nature of examining human

experience in the narrative mode of inquiry.

One of the philosophical bases of narrative research comes from Dewey (1938, 1958, 1981) who
observes that the self does not exist by itself, but is constructed in constant interaction and

friction with the world:

[E]very experience is constituted by interaction between “subject” and “object,” between
a self'and its world, it is not itself either merely physical nor merely mental, no matter
how much one factor or the other predominates. ... [...] In an experience, things and
events belonging to the world, physical and social, are transformed through the human
context they enter, while the live creature is changed and developed through its

intercourse with things previously external to it. (Dewey 1981, 251)

Another of Dewey’s contributions which is useful to narrative research is that thinking about

human experience means thinking about continuity:

Experiences grow out of other experiences, and experiences lead to further experiences.
Wherever one positions oneself in that continuum — the imagined now, some imagined
past, or some imagined future — each point has a past experiential base and lead to an

experiential future. (Clandinin & Connelly 2000, 2)

With regard to the usefulness of narratives for research, storytelling gives analysts a view of how

narrators ‘represent social worlds’ (i.e. how they make sense of the world), which also gives ‘a
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glimpse of how people construct a sense of self” (De Fina & Georgakopoulou 2012, 160; see also
De Fina 2006, 352). Narratives also inform analysts about how people ‘establish themselves as
members of particular groups’ (De Fina 2006, 352). As such, narratives are almost indispensable

in studies of language and identity.

4.2.3 Narrative research: ontology and epistemology

The ontological basis of narrative research centers around the fact that we need stories to ‘fill our
world with meaning and enlist one another’s assistance in building our lives and communities’
(Connelly & Clandinin 2006, 35). Clandinin and Rosiek (2007, 2) note that stories have been
around human beings ‘for as long as we could talk’ and Ochs and Capps (2001, 59) that ‘the
impulse to narrate’ is rooted in our need to communicate. The fundamental role of stories in

human social life is summarised by Clandinin and Rosiek in the following terms:

The only thing that keeps us from floating off with the wind is our stories. They give us a

name and put us in a place, allow us to keep on touching. (Clandinin & Rosiek 2007, 2)

Connelly and Clandinin (2006, in Clandinin 2013, 13) further explain that stories are ‘a portal
through which a person enters the world and by which their experience of the world is
interpreted and made personally meaningful’, and Ollerenshaw and Creswell (2002, 329)
equally point out that narrative is an activity by which people make sense of their lives as they
engage in ‘think[ing] about, and understand[ing], their personal or another individual’s, thinking,
actions, and reactions’ (see also Barkhuizen 2011, 393; Bell, 2002). Ochs and Capps (2001, 3)

further remark that the process of making sense of experience is not only undertaken by
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narrators; readers or listeners are also involved if we take the perspective developed by Bakhtin
and realize that the true essence of a text ‘develops on the boundary between two

consciousnesses, two subjects’ (ibid.; see also Bakhtin 1994, 111).

An important aspect of using stories as a mode of knowing is that the researcher deals with a
different kind of truth to scientific or historical truth. Bruner (1990, 111) calls it ‘narrative truth’,
drawing attention to the fact that neither external criteria nor internal criteria can ever ensure that
the ‘rightness’ of a life self-report has been grasped (Bruner 2004, 693). Thus, narrative
epistemology has a different focus to positivist ways of knowing (De Fina & Georgakopoulou
2012, 16). Its focus is to understand ‘the concreteness of human experience’ (see De Fina &
Georgakopoulou 2012, 18) in its particularities. De Fina and Georgakopoulou (2012) further

describe this way of knowing as follows:

Human intention and emotion predominate over reason and objectivity, and the worlds of
action and consciousness are presented as parallel but separate universes. At the center of
the narrative mode are human vicissitudes and drama, and the particularities of human
existence rather than its general patterns receive the greatest attention. (De Fina &

Georgakopoulou 2012, 16)

Thus, the epistemology of narrative research is ‘interpretive, meaning-seeking, subjective and

particularistic’ (De Fina & Georgakopoulou 2012, 20).

Furthermore, following Bruner and Dewey, narrative research starts from the standpoint that any

narrative is a never-ending composition. Capturing lived experiences is never a completed
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process nor can it be definitely fixed as experience is by essence the expression of a ‘continuous
interaction of human thought with our personal, social, and material environment’ (see Clandinin

& Rosiek 2007, 6), which can only be captured selectively (Clandinin & Rosiek 2007, 6).

To summarise, a narrative inquiry can be considered a complementary source of data to more
traditional empirical approaches (Pavlenko 2002, 213). Its purpose is to capture ‘the stream of
human lives’ (Clandinin & Rosiek 2007, 12). As an epistemology, it embraces subjectivity as a
mode of knowing, with subjectivity being ‘an essential element of understanding’ rather than ‘a
failure to be eliminated’ (Stake 1995 in Duff 2010, 56). In an interview, the philosopher Charles

Taylor notes than we can only apprehend phenomena from the prism of our own perception:

[[Jmportant currents in behavioral and social science have been driven by a desire to
achieve “objectivity” by disengaging from interpretation. Of course, knowledge of
humans includes many “objective” elements from physiology to demography. But it
cannot be complete — or wise — on these bases alone. Humans are not altogether objective
and transparent even to themselves.... Cultures vary and no analyst’s knowledge escapes
culture. Like other human practices, moreover, voting often expresses meanings that go

beyond manifest, instrumental decisions. (Calhoun, 2016 Oct. 13)

4.2.4 The notion of case in narrative inquiry

As noted above, narrative inquiry focuses on individuals and their particularities (see De Fina &

Georgakopoulou 2012, 17). For example, this study focuses on four individuals and their

experiences of learning languages in Hong Kong. In this way, this study can also be thought of
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as a case-study empirical inquiry (see Duff 2010, 22; also Polkinghorne 1995, 15). Like narrative
inquiry, the case study approach has been described as exploratory (see Duff 2010, 44) and as an
‘intensive, holistic description and analysis of a single entity’ (Merriam 1998, 6) which yields
rich data and thick descriptions within and across cases (Creswell 2013, 101; see also Morita,

2012; Duff, 2010).

Most importantly, the case-study approach and narrative inquiry have in common that they do
not have generalization as their primary aim, but try to capture phenomena in their complexity.
For this reason, the ‘cumulative effect’” of reasoning in these approaches is ‘a collection of
individual cases in which thought moves from case to case instead from case to generalization’
(Polkinghorne 1995, 11). In this way, the analytical procedure in both these approaches is very
different to the paradigmatic analytical procedure in other methodologies with their focus on
producing ‘taxonomies and categories out of the common elements across the database’

(Polkinghorne 1995, 5; also see Duff 2010, 48).

Passeron and Revel (2005) refer to this way of thinking as ‘penser par cas’ (‘thinking by
singularity’ or ‘thinking by case’). In the ‘penser par cas’ approach, the authors note that cases
are not only examined in relation to each other, but in relation to an ‘enigma to be solved’
[“énigme a résoudre”] (Passeron & Revel 2005, 20). This is to say that the focus of ‘penser par
cas’ is on the circumstances surrounding each case. However, as the circumstances — the contexts
— of the situation are expanded, the uniqueness of the ‘singularity’ of each case appears (see

Passeron & Revel 2005, 17-18). Passeron and Revel summarize this as follows:
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Faire cas, c’est prendre en compte une situation, en reconstruire les circonstances — les
contextes — et les réinsérer ainsi dans une histoire, celle qui est appellée a rendre raison
de I’agencement particulier qui d’une singularité fait un cas [To think by case means to
take into account a situation, to reconstruct its circumstances —its contexts — and to insert
them into a narrative which will bring to light the process by which a singularity is

transformed into a case] (Passeron & Revel 2005, 22)

And thus, the practical or theoretical interest of this way of thinking is to illuminate both
situations and cases with the view to re-assess both what is already known and how knowledge is
sought. One of its advantages resides in its potential to modify researchers’ way of thinking (see
Passeron & Revel 2005, 20). Clandinin and Rosiek (2007, 26) remark the need for research to
‘respectfully examine, rather than conveniently ignore, the cases that don't fit our categorizations
and dichotomies’ whilst Barbour points out the usefulness of ‘grey areas that force the researcher

to question straightforward models or typologies’ (2008, 29).

To summarize, the way of thinking adopted in narrative inquiry can also be described as ‘penser
par cas’ (i.e. case-oriented). In this study, the cases are ‘bounded together’ by their origin (they
are all Hong Kong citizens and Cantonese speakers) and by a common experience of learning
French in Hong Kong. The study examines the ambiguities and complexities of these
experiences not as a way to detect anomalies so as to confirm a rule, but as a way to develop
more sophisticated insights (see Barbour 2008, 29). In this study, for example, I hope to gain a
more complex understanding of and perspective on what it means to learn a language such as
French, which is not a compulsory language in Hong Kong. In this way, I hope to usefully

complement other studies which have explored identity with a similar case-oriented approach
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(e.g., Norton 1995, 2000; see also Morita, 2012; Kinginger, 2004; Toohey, 2000; Valdés, 1998),

but which have not taken a narrative inquiry perspective.

4.2.5 The relationship between identity and narrative

As already mentioned in Chapter 3, the view the study takes of identity is that of a social process
whereby individuals ‘manage and negotiate their selves in social circumstances’ (De Fina &
Georgakopoulou 2012, 159), highlighting the ‘situationally-motivated’ aspect of identity
(Bauman R. 2000, 1). In this perspective, identity is considered multiple and constantly changing
as people deploy a range of identities in response to social situations, or develop new identities in
response to changing social conditions. Researchers such as Norton (2000; Norton Peirce, 1995)
have also made the link between ever-changing identities and the unequal relationships of power
that exist in society. For example, Norton (2000) showed that women who migrated to Canada
coped with positions of inequality by deploying a range of identities — at work or in their family.
Only when they did so were they allowed and able to claim the right to speak English (see

Chapter 3, section 3.3.1.4).

The link with narrative is that the construction and reconstruction of social identity is revealed by
narrative. Barkhuizen (2011) makes the remark that by ‘telling stories, participants are
performing themselves; they are doing their identities’ (p. 399). Schiffrin (1996) similarly
highlights the role of narrative in providing human beings with a conduit for communicating

(including to themselves) who they are:
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The ability of narrative to verbalize and situate experience as text (both locally and

globally) provides a resource for the display of self and identity (Schiffrin 1996, 167)

Polkinghorne (1988) argues that narrative structure enables us to understand who we are by
‘configur[ing] a sequence of events into a unified happening’ (p. 18). Bruner (1987, 15) even
goes one step further by suggesting that we eventually ‘become the autobiographical narratives

by which we tell about our lives’ [emphasis in original].

Poststructuralist thinkers such as Weedon, who observed that the subjectivity of the women she
studied could be described as ‘constantly reconstituted in discourse each time we [they] think or
speak’ (1997, 32), have inspired researchers to think of narrative as ‘fertile ground’ for learners
to express their self-identity and to ‘explore new identity formations’ (see Early and Norton
2012, 199; also see De Villers & Joassart, 2006). Watson (2007) reflects that narrative is the
ultimate ‘focus of interest’ in revealing identity moves since it provides an observation of the

individual in his or her social environment. She notes:

If identification is conceived as an ongoing performance accomplished locally in and
through our everyday interactions then it is the narratives that emerge in this context that

become the focus of interest. (Watson 2007, 372)

Schiffrin (1996) refers to narrative as the action of creating a ‘story world’, which reveals not
only the social and cultural expectations within our society but also how we position ourselves in
relation to them (p. 70). In other words, as Riessman (2008, 105) points out, ‘[s]tories don’t fall

from the sky...; they are composed and received in contexts — interactional, historical,
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institutional, and discursive’, which is to say that narrative is the product of a particular context.
Block (2007) also remarked that identity work is not exclusively revealed through narrative as

we also perform who we are from the way we dress, act or move:

[Identity is] socially constructed, self-conscious, ongoing narratives that individuals
perform, interpret and project in dress, bodily movements, actions and language. (Block

2007, 32)

However, researchers note that the process of identity construction is ‘facilitated by linguistic
properties of the narrative genre’ with the use of language helping to ‘convey temporal

continuity, a self/other distinction, and reflexivity of the self’ (see Schiffrin 1996, 169).

4.2.6 The narrative inquiry methodological approach: key points

Narrative inquiry is described by Clandinin as a way of ‘thinking narratively’ about
people’s experiences (2013, 38). I will refer to this methodology simply as ‘narrative
inquiry’ as do Clandinin and Connelly (2000; also Connelly & Clandinin, 1990), Clandinin

and Rosiek (2007), who concentrate their research work on this methodology.

This type of narrative approach is intended to be explanatory rather than descriptive
(Polkinghorne 1988, 161); its outcome is a constructed (or re-storied) narrative account
‘explaining “why” a situation or event involving human actions has happened’ (Polkinghorne
1988, 161). In doing so, it sequences events in the story and makes connections between them

(Polkinghorne 1988, 161; also Polkinghorne 1995, 15). The intention is to go beyond narrative as
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‘merely an analytic or representational device’ (Clandinin 2016, 38) and to avoid fixing

phenomena. The focus instead is on highlighting ‘the shifting, changing, personal and social

nature of the phenomenon under study’ (Clandinin 2013, 38).

The analytical process follows three main principles described below:

a)

b)

Firstly, the process highlights the ‘context sensitive and particular’ aspects of experience
(Bruner 2006, 116). In other words, people are not dealing with the world ‘event by
event’ but rather visualize events and choices of their lives ‘in larger structures’ (Bruner
1990, 64 in Polkinghorne 1995, 7). In this way, the analytical process consists of
illuminating the co-construction of human experience and its social context, including
larger and wider macro-contexts such as ‘broader sociopolitical discourses’ (Barkhuizen
2011, 451). Clandinin and Connelly (2000) describe the co-construction process in
narrative inquiry as ‘a collaboration between researcher and participants, over time, in a
place or series of places, and in social interaction with milieus’ (p. 20). This process will

be further explained in section 4.7.1.

Secondly, the narrative inquiry analytical process looks to configure the various pieces of
data ‘into a coherent whole’ instead of ‘pulling experience apart’ (Barkhuizen 2011, 401-
402). In other words, narrative inquiry focuses on the ‘continuity and wholeness of an
individual’s life experience’ (Clandinin and Connelly 2000, 17). The end product at the

closure of the analytical process is a reconstructed narrative.
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c) Thirdly, narrative inquiry supposes a deep collaboration between researcher and
participants all through the inquiry. Clandinin describes narrative inquiry as being a type
of research with participants as opposed to on participants (2013, 42-44). The relationship
between researcher and participants requires a deep ethical sense from the researcher (see
Clandinin 2013, 30). During the narrative process, participants reconstruct their own
experiences through the process of re-living and telling them, and the researcher actively
participates in this reconstruction by asking questions and by simply listening whilst also
sharing elements of his/her own experience. During the process, the researcher does not
cast himself or herself out of the research process (Clandinin, 2013), as already made
clear in the introduction (see Chapter 1). Because of all these reasons, Clandinin reflects

that narrative inquiry is ‘markedly different’ to other methodologies (2013, 42-43).

4.3 The analytical framework in this study

In this study, I used Clandinin and Connelly’s three-dimensional analytical space (2000, 50; see

also Clandinin 2013, 39-42) along with Barkhuizen’s (2016) approach to visualising this space.

4.3.1. Clandinin and Connelly’s three-dimensional analytical space

In Clandinin and Connelly’s analytical space there are three dimensions, which are
metaphorically described as temporality, or the times — past, present and future — in which
experiences unfold; sociality (also referred to as ‘interaction’) — the personal emotions and
desires, and the social environment narrators interact with, and place — the place or sequence of

places in which experiences are lived.
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The temporal character of experience in narrative inquiry means that experience unfolds in the
past, present and future, including the imagined future (see Barkhuizen (2016, 659; see also

Barkhuizen & de Klerk, 2006).

However, as Layder points out, we can only ever look at our experience than from the present;
he thus notes that past, present and future are ‘compressed into the immediacy of the unfolding
present’ (Layder 2004, 136). Yet, the past can also be said to exist separately from the present
and future ‘as a guide to the present or future’ (Bruner 2004, 708). Georgakopoulou (2006) also
suggests that using the past helps us rectify our identity trajectory in the present and gain a

perspective on the future:

[S]tories become rehearsals for later action more than reconstructions of the past; they are
more about imagining the future than about remembering the past. (Georgakopoulou

20006, 127).

Despite this, Layder (1994, 209) developed the concepts of ‘psychobiography’ and
‘psychobiographical experiences’ to describe how our attitudes and dispositions towards certain
behaviours in the present are firmly linked to the past. Bourdieu (1990) with his concept of
habitus similarly emphasizes that our present actions and thoughts are embedded in the past,

whilst not being entirely determined by it.

The second dimension, sociality, involves considering the social space from the point of view of
interaction with the environment: first, ‘social influences’ (the outward aspect), which refer to

other people, their intentions, purposes, assumptions and points of views, which constitute the
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social environment (see Ollerenshaw & Creswell 20002, 340); and then, personal reactions to the
environment (or inward aspect), which refers to personal conditions such as, ‘feelings, hopes,
desires, aesthetic reactions, and moral dispositions of the person’ or the person’s reactions to the

environment (Clandinin & Connelly 2000, 50; also Clandinin and Rosiek 2007, 39 & 41).

The third dimension of the analytical framework is expressed by the term place. Connelly and
Clandinin define this term as ‘the specific concrete, physical, and topological boundaries of place

or sequences of places where the inquiry and events take place’ (2006, 480).

4.3.2 Barkhuizen’s analytical framework

Barkhuizen’s analytical framework (2016) is inspired by Clandinin and Connelly’s ‘three-
dimensional inquiry space’ with its temporal, social and place dimensions. It is useful because it
enables the inquirer to visualize that space more clearly, especially in terms of the ‘sociality’
dimension. This is achieved by drawing attention to the embedded relationships between
people’s lives and their environment. Barkhuizen’s visual depiction of this framework (see
Figure 1 below) shows environment (or context) in the form of three concentric circles which

surround the individual:
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Figure 1: Barkhuizen’s analytical framework (2016)

For Barkuizen (2016, 663), the first level of context is the lower case ‘story’ level, which
includes the inner thoughts, emotions and ideas of the participants. This refers to the immediate
psychological and interpersonal contexts surrounding the individual. The second ‘Story’ level
extends to include the surrounding institutional context, such as the school or workplace. The
third ‘STORY” level (upper case STORY) refers to broader sociopolitical contexts, such as

national language policies, discourses of national identity, etc.

What is interesting about this graph is that each circle represents various levels of constraints, as
well as agency, from the perspective of the scalar theory (see Chapter 3, section 3.5). More
precisely, the graph illuminates firstly how individuals are constrained by their own feelings and
personal conditioning (see Chapter 3 section 3.3.1.3); secondly, it represents other people’s
intentions, purposes, assumptions and points of view which constrain individual actions; thirdly,

it surrounds the individual with sociopolitical discourses, policies and debates, which are another
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kind of pressure on the individual. Although these seem further away from the individual, they
arguably affect the individual more than the other two. In effect, Barkhuizen (2016, 663) wants
to show through this graph that there is a different potential for agency at each level of context.
The upper-case STORY reflects both the wider scale of sociopolitical discourses and also their
greater power and durability; at this level of context, there is little or no scope for individual

agency. The lower-case story (the personal space) is where agency is more likely to be revealed.

To summarize, in this study I used Clandinin and Connelly’s three-dimensional inquiry space
along with Barkhuizen’s interpretation of that space. These two combined frameworks helped
me visualise the space in which each individual story unfolds. Using these two frameworks, I
was able to capture the complexities of experience by connecting past, present and future (i.e.
moving backward and forward), connecting internal conditions (such as feelings and hopes) as
well as outward conditions (people, the social environment) by situating experience in relation to

a place or places (see Clandinin & Connelly 2000, 49 and 54).

4.4 Approaching the participants

As already mentioned, the process of narrative inquiry is first and foremost a collaborative
process between the participants and the inquirer (see Clandinin 2013, 44; Clandinin & Connelly
2000, 71-79; see also Ollerenshaw and Creswell 2002, 332). In this way, Clandinin (2013, 34)
remarks that narrative inquiry involves a lot more than interviewing participants or writing their
stories down. In fact, narrative inquiry has deep implications for the participant and the
researcher alike (Clandinin 2013, 43-44) as it seeks to uncover meaning alongside the

‘interwoven’ story of the researcher, ‘as she or he gains insight into himself or herself” through
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the inquiry (Ollerenshaw & Creswell 2002, 332). Barkhuizen describes his own involvement in

the research process as follows:

In my case, [ was not merely passively listening to the migrant participants’ stories, I was
actively involved in constructing them. I was part of the story being produced, both as
narrator and as character. And I could hardly retell their stories without talking or writing

about my own experiences. (Barkhuizen 2011, 393)

In this constant exchange between participant and researcher, both may discover something
about themselves that they did not know before (see de Villers & Joassart 2006, 216). In this
way, Clandinin and Connelly have described narrative inquiry as ‘a more difficult, time-
consuming, and yet, profound method’ (Connelly & Clandinin 2006, 478). One difficulty is that
narrative inquiry requires the overall negotiation of ‘a shared narrative unity’ (Connelly &
Clandinin 1990, 3), which is to say that both the participants and the inquirer need to maintain, at
all times, a common understanding of the purpose of the study as the inquiry advances and new
understandings appear. Another difficulty is that inquirers ‘cannot subtract themselves from
relationship’ (Clandinin & Rosiek 2007, 39). In fact, the narrative inquirer has many ethical

responsibilities and commitments throughout the inquiry (see Connelly & Clandinin 1990, 4).

This began in earnest when I sought to establish a collaborative relationship with the participants
in this study. This was achieved through a series of negotiations as described by Clandinin and

Connelly (2000, 71):
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1. Negotiating access to the participants

2. Explaining the purpose of the inquiry to the participant and negotiating their
involvement around a sense of purpose

3. Negotiating relationships between the researcher and the participant to readjust the
sense of purpose and thus, lessen discrepancies between the narrative told and the
narrative reported

4. Negotiating transitions from the moments of data gathering to the closure of the
inquiry

5. Negotiating a way to be useful to the participants

In the sections below, I will explain the main stages of negotiation with the participants.

4.4.1 Negotiating a relational inquiry space with the participants

Clandinin and Connelly (2000, 63) describe negotiating entry with the participants in the inquiry
as ‘entering the field’. Negotiating entry is described as a crucial step of the inquiry as all the
participants need to ‘have voice within the relationship’ (see Connelly & Clandinin 1990, 3-4).
This is why all the elements of the negotiation - including ‘when and where and why the act of
selection took place’ (Dewey 1958, 271 in Clandinin & Rosiek 2007, 6-7) - need to be made
clear. In this section, I will explain how I approached the participants. I will also link these

explanations with the ethical considerations that evolved as I designed the study.

First of all, I designed the study in such a way as to include two types of participants, former

students with whom I had maintained contact through Facebook, and undergraduate students
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who were learning French at the time of the inquiry. In this way, I would be investigating people
with whom I had developed a relationship with as well as people who did not know me. This
rationale came from thinking that including undergraduates who were taking French classes at

the time of the inquiry could give me a perspective on French learning as it actually happened.

4.4.1.1 Former French students

My former students had studied French at university with me and had left university two to seven
years before the start of the study. They had since found employment in Hong Kong or were
continuing their studies at postgraduate level. In February 2014, I contacted all the former French
students I had kept in touch with (around forty individuals) to see how many might be interested
in taking part in the study. I circulated details about the project, first on Facebook and then by

email;

In my research, I am interested in local individual stories of French learning in the
context of Hong Kong. I want to investigate how individuals come to learn French and
what it means for them to know an additional language such as French. I invite you to

Jjoin my study if you are interested in exploring this topic with me.

Full details of the information given to former students are in Appendix la. Along with this
description, I gave an idea of the timeframe involved and the number and type of activities that

would be involved (see Appendix 1b).
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As sixteen people answered positively, including nine students from Hong Kong, I decided to
limit the project to Hong Kong citizens. I thanked other students for their interest and re-
contacted the Hong Kong students, asking them to wait for further information pending the

approval of my proposal.

In March 2014, when my proposal was approved, I sent these people (eight females and one
male) further details of the language learner history (LLH) written activity as well as a survey
(see details of these activities in section 4.6. below). All responded positively, but two dropped
out in the autumn of 2015 as they could not find the time to complete their LLH or survey.

Another one dropped out after the first interview because of work pressure.

Before I started the actual inquiry with each participant, I made it clear that I would be unable to
tell them ahead of time how many of them would be included in the final data analysis since I
could not yet picture exactly where the inquiry would lead me. The participants were all
interesting to me, each with their own singular story, and it was difficult to make a selection. I
eventually informed three participants of my final decision not to include them in the final
analysis. The three cases were not included in the final analysis mainly because the scope and
time of my study was limited, and I felt we would have needed more meetings and discussions to
continue exploring their stories. In the end, I only kept three cases among my former students,

which was manageable for a study of this kind.
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4.4.1.2 The undergraduate students studying French during the inquiry

In terms of the group of undergraduate students that I wanted to get access to, I started by
approaching two French teachers in two different Hong Kong universities in the autumn of 2014
whilst I was developing my thesis proposal. I wrote and talked to them about what I intended to
do. As part of my negotiation with them I asked if I could conduct an LLH activity (see section
4.6.2) introducing it via the free software Kaleidoscope?, which was used and developed by
Helsinki University to encourage self-reflection about English learning and which I had
discovered during the 2009 ILAC conference (see Chapter 1). In exchange, I offered my help

both in class and online.

In one class I was able to offer my help to students during oral activities, observing the class and
the students the rest of the time, and I also introduced informal topics of discussion related to
French culture and stereotypes on the class Moodle account. In the other class I worked more
closely with the teacher, who used drama techniques to teach French. I modeled dialogues with
him and helped groups of students with dialogue writing and role-playing. This teacher also
invited me to begin my collaboration with him in the second semester of 2014-2015, as a point of
entry for my inquiry. I realized from asking for volunteers to take part in my study that very few
people were willing to make a commitment, even though I felt accepted by the class. Since
narrative inquiry is based on close collaboration between inquirer and participants, it became
clear that I needed to work harder at developing a relationship with this category of potential
participants. Creating a closed group account on Facebook and another account on Instagram

was one way of making myself more familiar to students (see section 4.6.7 below).

2 Kaleidoscope platform: http://www.helsinki.fi/kksc/alms/kaleidos.html Accessed on 11 Dec. 2018
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In the end, eleven students (six in one of the universities and five in the other) took part in the
first phase of the research project and of these eleven students, six agreed to continue with the
second phase of the research (see Appendices 1b, 2a and 2b for details of the information given
to undergraduates about the project). This number, which was higher than expected, suggested
that I had succeeded in gaining the undergraduate students’ trust and raising their personal

interest in the study, which is an essential aspect of an inquiry of this type.

As with the ‘former student’ group, although six undergraduate students completed the data
collection process until the third and final interview, I had to make a decision as to how many
and who to include in the final analysis for this thesis. Among these six students, there were
three with whom I developed a closer relationship. One of them is from Taiwan. I initially kept
this student in the study (with her knowledge and approval) because I thought she could enhance
my understanding of the Hong Kong context. However, as the study developed and the stories
from Hong Kong developed in interesting ways, I decided not to retain her data in the final
stages of the study. I kept only one participant from the undergraduate student group for the final
analysis, taking care to relay to the other participants my reasons for not including them (as I had

done with the participants of the former student group).

The study thus included four participants in total, including one undergraduate student (Candice)
and three graduates who had taken my French classes (Yasmina, IC and Nicole). Their profiles
will be introduced in section 4.5 below, but I will first continue to introduce further aspects of

the negotiation process.
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4.4.2 Explaining the purpose of the inquiry to the participants

Right from the start, I kept in mind that the research would be ‘on, for and with subjects’ and that
‘the researcher and the researched are equal’ following Norton (2000, 23). First, this involved
making clear at every stage of the research what my purpose was in conducting this study and

what it would involve for the participants (see examples of consent forms in Appendices 3a, 3b

and 3c¢).

Also, the series of interviews with the four participants were also opportunities to revisit my own
relationship with languages and my own story of learning languages, as listening to their stories
naturally made me recall my own experiences in a process of ‘living, reliving and retelling’, as
described by Clandinin (2013, 34). This led to discussing similarities between our experiences.
For example, in one case the participant and I talked about our mutual experience of having
fallen silent in an international group of people and of experiencing their perceived mistrust and
surprising judgment of us. In another interview with a different participant, we talked about how

speaking in English — a second language for both of us — made us feel lighter and more relaxed.

To reiterate, the purpose of the study was refined and clarified as the inquiry progressed,

following the stories the participants told me and the process of self-reflection these triggered in
both myself and the participants. It is in this way that the process of co-constructing the meaning
of what it means to learn French in their lives began. I will explain further what is meant by ‘co-

construction’ in section 4.7.1 below.
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4.4.3 Readjusting the sense of purpose

As the end of each interview, I arranged a few minutes to talk about what we had discussed - this
sometimes developed into another (unrecorded) conversation. During these debriefing sessions I
would ask the participants about their experience during the interview and if and how they had
benefited from it (see De Costa 2014, 415). As well as giving them time to take some distance
from what they had just shared with me in the interview, these sessions were intended to reduce
potential feelings of unease (perhaps caused by relations of power) and give participants the
opportunity to clarify any aspect of the study. Allowing participants to comment on the

interviews was also meant to encourage a sense of ownership over the study.

As would be expected from a consideration of identity — its ever-changing nature and its
performance in discourse — it became more and more obvious that the participants’ perspectives
were changing during the two years the inquiry took place and as their purpose for taking part in
the study also evolved. Nicole, for example, suggested that although she might have joined the
project out of curiosity and/or as a way to be helpful, the project helped her to take some distance
from herself and thus, to see herself more clearly. Upon receiving my first analytical text about
her experience, she sent me an email with this comment: ‘Thanks so much for this research on
me! It recalls some forgotten memories and the way how my old self thinks’ (Nicole email 27
Aug. 2017). A similar comment from Yasmina highlights the self-reflective process in action
during the study: ‘You you almost forget that kind of feeling already so... is it is it representing
something that I really want to express?’ (Yasmina INT2). In IC’s case, the purpose of the study
broadened from talking about language learning to commenting on the sociopolitical changes in

Hong Kong at the time of the inquiry (see Chapter 8).
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These examples show that to some extent the participants were carefully thinking about the
purpose of the study for themselves. Candice summed up the research for her as a ‘win-win’

situation (Candice INT2), explaining in what ways the study was benefiting her:

because when I’'m clear about myself, the outside world seems to be clear... it’s like a
mirror, what you see in the mirror is actually not about the things or the actual things, it’s

about myself (Candice INT2)

4.4.4 Negotiating a way to be useful to the participants

As should be clear by now, this research was designed to be of some benefit to the participants. I
designed the study from the point of view that I should aim to be a resource for the participants
(Candlin & Sarangi 2003, 279), as a way to give back to the people who had allowed me access
to their stories, their classrooms, their social media sites and so on (see Clandinin 2013, 51).
Also, the study was intended to explore the participants’ experiences ‘in a respectful manner’
(Bell 2002, 211). I took care to give participants time to develop their answers as they wished,
and in so doing tried to help them find a sense of purpose for themselves in our conversations. In
addition, I tried to address issues of power assymetry in the relationship between me, as the
inquirer, and my participants (see Connelly & Clandinin 1990, 4) by asking participants to
suggest meeting places for each interview to give them some amount of control. I also tried to
remain alert to signs of fatigue, and to adjust the interviews accordingly. Mostly we met in places
where we could relax, drink and eat so as to make this moment as pleasurable as possible.

Interviews took place in a range of locations, including hotel lobbies, outdoors or in cafés, which
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participants would always be offered to choose, and occasionally in my home (see details of our

meetings in Appendix 4).

Another way to give back (as already mentioned in section 4.4.1.2 above) was to help with
French learning — either with oral presentations or with questions related to French learning — in
the two classes I observed as part of the study. In addition, I created two social media accounts
(Instagram and Facebook) to provide opportunities for interactions in French or about French

culture online (see details of the IG account and the FB group in section 4.6.7 below).

In the next section, I will introduce the four participants who took part in my study. A complete
narrative for each participant, including biographical details, will be presented in Chapters 6, 7, 8

and 9.

4.5 The participants: Candice, Yasmina, IC and Nicole

The participants in the study are all female and are under thirty years old. Their pseudonyms in
this study are Candice, Yasmina, IC and Nicole. Of these four participants, only Candice has not
been my student in the past although I was her French teacher’s assistant in the French beginner
class she attended in the first semester of 2015-2016. I met the other three in my French classes
at a local university between September 2006 and August 2013. All four of them took French as

a free elective.

Despite all being ‘Hongkongers’, the participants’ backgrounds naturally differ in many ways

reflecting the natural diversity and overall tissue of HK society, for example, in terms of their



97

language background. Although all four participants recognize Cantonese as their mother tongue,
I discovered that the language situation differs significantly in each family. This illustrates the
social and linguistic diversity of Hong Kong, where other varieties of Chinese than Cantonese
and Putonghua (e.g., Hakkanese and Shanghainese) as well as other languages (e.g., English and

Tagalog) cohabit.

There are of course other differences between these four women, including their social
background and the type of schools they went to (e.g., English Medium of Instruction (EMI) or
Chinese Medium of Instruction (CMI) schools; high-ranking or less prestigious schools). The
individual profile of each participant will be made clearer during the retelling of their individual

stories in Chapters 6, 7, 8 and 9.

As the aim of the study was to look at French learning in relation to identity in the Hong Kong
context, the participants have in common that they share a common history in Hong Kong; they
are all Hong Kong citizens, have gained their primary, secondary and tertiary education in Hong

Kong and consider Cantonese to be their mother tongue.

Although a positivist approach to research would see a close relationship between researcher and
participants as undesirable, as Clandinin (2013, 34) repeatedly notes, narrative inquiry is
conducted ‘alongside’ the participants (see Shkedi 2005, 68; Barkhuizen 2011, 398).
Collaboration involves trust, empathy and interest in each other’s experience. This explains why
three of the participants (Yasmina, IC and Nicole) are former students of mine. As we had
known each other for four to seven years before the research project started, we had had time to

learn about each other and develop the kind of relationship necessary for this type of study. In
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Candice’s case, although our relationship began because of the study, it quickly became closer
due to shared interests and a sense of ease with each other. Studying people known to the
inquirer is not unusual among narrative inquirers. For example, Barkhuizen (2016) studied Sela

again after interviewing her for the first time in 2006.

Among the other factors leading to the selection of these four women, all have a high level of
English, which was the language used for data collection and was a second language for all of us.
In the interviews, it also became clear that they had a certain ability to verbalize their experience,
and also enjoyed the introspection process which this study required (see De Villers & Joassart

20006, 216).

The summaries below briefly introduce each participant and how we met each other. More

detailed information about each participant is available in chapters 6, 7, 8 and 9.

4.5.1 Candice

Candice was 20 years old at the start of the inquiry. My first encounter with Candice was in her
French beginner class at a Hong Kong university, where she was studying for a B.A. in Chinese
Studies until the summer of 2017. During the first semester of 2015-16, I observed and assisted
the teacher of her French class. Candice was then in the third year of a four-year B.A.
programme in Chinese Studies. She had just spent the previous semester in Switzerland (in the

German-speaking side of Switzerland) as part of a study-abroad programme.
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4.5.2 Yasmina

Yasmina was 24 at the start of the inquiry. I met her for the first time when she enrolled in my
French beginner classes at a Hong Kong university in 2012. She was then in her final year of a
B.A. in Cultural Studies. Just before graduating, in the summer of 2013, she enrolled in a French
summer programme in Nancy, France, in partnership with the university. She spent three weeks
there and traveled across Europe afterwards (to Germany, England and Denmark). Since
graduation, Yasmina has worked in arts-related employment. She has changed job three times.

She now works at an arts venue in Hong Kong.

4531C

IC was 27 at the start of the inquiry. I met IC for the first time in 2006 when she enrolled in my
French bearing beginner classes during the second year of her English major undergraduate
degree studies at a Hong Kong university. In 2007, IC took part in a one-month summer
programme in England before going to France, where she studied for a week in an intensive
summer course at the Alliance Frangaise (AF) in Paris. She has travelled several times to Europe
for work since. Since graduating in June 2008, IC has worked as a corporate trainer for various

companies, including two international ones.

4.5.4. Nicole

Nicole was 27 at the start of the inquiry. I met Nicole for the first time in 2008 in my French

beginner classes when she was in the second year of an undergraduate degree in Visual Studies.
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In the summer of 2008, Nicole went to study French on a three-week intensive summer course at

a private school in Paris. After the course ended, she stayed in Europe for one more week touring

several cities. This was Nicole’s second trip to Europe. She has traveled to Europe a total of four

times, including once as a volunteer for the AIESEC student organization. After graduating in

June 2009, Nicole did various temporary jobs before finding various employment as

administrative assistant, including in a small family-run French company in Hong Kong. At the

end of the inquiry, she was working in marketing for a Japanese company.

4.5.5 Summary of information for each participant

Table 1 below gives other relevant information about each participant, including their previous

study of French, their trips and studies abroad, and the presence of other languages in their lives.

The letters used in the table refer to:

E =English  C = Cantonese P= Putonghua AF = Alliance Frangaise
Pseudo | Age/start | B.A. Experience | Trips Language(s) | Other Parents’
of graduation | of learning abroad spoken at languages languages
inquiry year + French home + than E, C
Major (Pre- considered and P
university mother
and whilst tongue
at
university)
Candice | 20 2017 Pre-uni: AF | Study-abroad | C Japanese Mother: C,
Language (1.572 programme Hakkanese Pand E
Studies hrs/week; in Mother Korean (weak)
(Chinese) between 1 Switzerland | tongue: C German Father: C,
and 2 years) | (1 month); Italian E (fairly
Uni: 1 Study-abroad fluent)
beginner programme
level course | in Taiwan (1
(HKIEd) semester)
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Yasmina | 24 2013 Uni: 2 Summer C Japanese Mother: C,
Cultural beginner programme South China | P
Studies level courses | in France (3 Mother dialect
Post-uni: AF | weeks); trip tongue: C Father: C,
(3hrs/week around P, E (weak)
in autumn Europe with
20151i.e. 3 Europass;
months) Japan
(several
trips), China,
Taiwan
IC 27 2008 Pre-uni: / Uni summer | C Japanese Mother: C
Language Uni: 2 programme Italian
Studies beginner in England (1 | Mother Father: C
(English) level courses | month); tongue: C
Post-uni: / summer
(+M.A.in course in
Language France (1
Studies in week);
2013) several trips
to the U.K.
and China for
work; Italy,
Iceland,
Japan
Nicole 27 2009 Pre-uni: / School tripto | C Shanghainese | Mother: C,
Visual Uni: 2 Sydney (3 Mother Japanese P
Studies beginner weeks); tongue: C Thai
level courses | Summer German Father: C,
Post-uni: programme Korean P, E (very
Private in France Portuguese weak)
lessons (1month); Polish
started in several trips
2012 (1 to Europe
hr/week) (2008, 2010,
2015
including
Romania for
AISEC (12
days; 2007)

Table 1 : Summary information for each participant

4.6  Collecting data

In line with Connelly and Clandinin (1990, 4), I used a variety of data collection methods in

order to gain a sense of how their experience of knowing French was embedded in their lives.
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An important term in narrative inquiry is ‘field texts’. This is preferred to ‘data’ to describe the
raw material that narrative inquirers work with (Clandinin & Connelly 2000, 93). In terms of
their content, field texts are conceived as inquiries within the inquiry (see Clandinin & Connelly
2000, 115) as well as ‘co-compositions that are reflective of the experiences of researchers and
participants’ (Clandinin 2013, 46). In other words, they are the start of the interpretive process —
of the general sense-making activity — going on throughout the inquiry (see Connelly &
Clandinin 1990, 93 & 375; also Barkhuizen 2011, 393; Ochs & Capps, 2001, 35). Clandinin and
Connelly (2000, 95) suggest ‘routinely and rigorously’ making notes about the context, including
temporal and spatial details as well as information about the personal and the social. Connelly

and Clandinin (1995) talk of this process as an ‘active recording’ process (p. 5).

In the sections below, I will introduce the varied data collection methods and the field texts I
collected during the study whilst also describing the longitudinal aspect of the study. It should be
noted at this stage that according to the ethical clearance applied for and received approval for in
June 2015, I am ‘the only person able to access the data’. For that reason, the corpus collected
for this study (including transcripts or recordings) cannot be made available in full to readers of

this thesis.

4.6.1. The data collection process: longitudinal aspect

Although limited to two years of data collection (from September 2015 to August 2017), the
study can be said to have the elements of a longitudinal study. First, as mentioned by Duff
(2010), the Language Learner Histories (LLH) collected in this study can be seen as ‘reflections

on a long temporal period (e.g., across decades), reflecting a longitudinal perspective’ (p.40).
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Furthermore, I had known three of the participants for several years before the study began and

in some ways there was a longer timeframe than that indicated by the study itself.

Blommaert (2013) notes that engaging with participants over a long period of time has the
advantage of encouraging ‘relaxed identity work’ (p. 620) and moments of ‘conviviality’ (p.
619). This period of time also allowed for the observation of ‘natural changes in the individuals’
behaviour’ (Duff 2010, 40), which met the study’s aim of understanding identity development
across time and space in the Hong Kong context. More importantly, it gave participants time to
think about the object of the inquiry and to develop their reflections about their experiences of
learning French in Hong Kong. Appendix 13 gives an example of IC’s views about language
learning changing during the study and how the two-year inquiry process gave participants time

to reflect more about their experiences of learning languages.

4.6.2 Language Learner Histories (LLH)

LLHs are described as ‘self-report-based, introspective research narratives written by students
about their own language learning’ (Oxford, 1995 cited in Chik and Breidbach 2011, 554). They
are commonly used to elicit individual reflections on learning experiences and on ‘how and why
these languages were acquired, used, or abandoned’ (Pavlenko 2007, 165). Mercer (2013, 164)
observes that LLHs have the potential to generate ‘a reflective process that leads to a deepened
appreciation and understanding of personal experience’. This can be beneficial as a way to re-
interpret past events, for example in revisiting perceived failures in language studies (e.g., see
Ryan & Irie 2014, 120). Ford (2011, 30) also explains that LLHs help learners to visualize their

progress and thus maintain or regain motivation (see also Oxford 1995). Because of this, an LLH
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activity can also be considered a form of ‘giving back’ to the participants (see section 4.4.4

above).

Finally, LLHs are particularly useful in study of identity as they help learners ‘construct
coherence by finding connections or relating past experiences to the present and future” (Ford
2011, 30). Mercer (2013) notes that LLHs are a way to ease participants into the task of
reflecting about ‘their identities, experiences, perceptions and emotions related to their language

learning histories’ (p. 161; see also Chik & Breidbach 2011, 554; Benson, 2011).

The instructions for the completion of the LLH are presented in Appendix 5.

Participants were given two alternative ways of preparing their LLH, following my observation
that Mercer’s model (see Mercer 2013, 185) confused some students. Option 1 was to develop a
text according to five clearly defined paragraphs whilst Option 2 was to tell stories of language
learning in any order and with whatever details that they wished to include. In both sets of

guidelines, I asked the writers to be as detailed as possible.

4.6.3 The interviews

Three interviews were carried out at approximately the beginning, middle and end of the first

year of the inquiry. Details of the approach to interviewing and transcription are given below.
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4.6.3.1 The approach to interviewing in this study

To start with, the approach to interviewing in this study can be said to have emerged partly from
‘unpacking’ my own story of learning English (see Clandinin 2013, 34 and Chapter 1), in
particular following the discovery that my story of learning languages was intricately connected
with many other aspects of my life: people, places and wider contextual elements. This reflection

began to make me think of ways I could unearth the complexities of personal experiences.

The approach to interviewing in this study reflects this and the need to produce narratives.
Participants needed to feel at ease in sharing personal aspects of their lives, and in taking part in
exchanges with me, as part of the process of co-constructing meaning, i.e. what it means to learn
a language such as French in Hong Kong. These exchanges required time and space to develop

(see Connelly & Clandinin 1990, 4).

In this way, the interviewing technique adopted in this study resembled more ‘an everyday
conversation’ with ‘multiple turns at talk’ than a research interview (Barkhuizen 2011, 392), and
the interviews can be described as ‘discursive’ interviews (Barkhuizen 2011, 398) or ‘in-depth’
interviews (see Shkedi 2005, 59-68; see also McCormack 2000a, 2000b, 2004). The interviewing
technique makes the researcher a ‘traveler’ of information rather than a ‘miner’ (see Kvale 2007,
19). Etherington and Bridges (2011) explain the focus of interview questions in narrative inquiry,

noting that questions are there to:
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help the storyteller address cultural context; their embodied engagement in the events,
their senses, feelings; thoughts, attitudes and ideas; the significance of other people; the
choices and actions of the teller: based on values, beliefs and aims; historical continuity;
and metaphors, symbols, and creative, intuitive ways of knowing which create pictures

that capture vivid representations of experiences. (Etherington & Briges 2011, 11)

In this way, general, open-ended questions in conversational mode were preferred to explore the
territory, yet they were organised within a structure (see Barkhuizen ef al. 2014, 21; Barbour
2008, 113-132). This was for two reasons: firstly, they guided the interviewee during the
interview and secondly, they would be useful during the reconstruction of research texts at the
end of the inquiry. Each interview began with introducing the different areas (or themes) of the
interview to make the interviewee aware of the purpose, yet taking care not to limit the story
being shared (Barkhuizen et al. 2014, 21). Riessman (1993) remarks that narratives ‘emerge
when you least expect them’ (p. 56). In other words, I let myself be led by the interviewee as
much as possible yet strived to cover all the themes I had envisaged. If they were not all covered
during the time allocated for the interview, I made note of this for the following interview.
During the interviews, I also reduced my note-taking to mere key words in order to maintain eye
contact as much as possible as well as remain alert to the ‘emotional micro-process’ during the
interactions, which may involve non-verbal as well as verbal reactions (see Wengraf 2001, 191-

206).

In the preparation stage of the interviews, I worked on questions which I conceived on the model
of in-depth semi-structured interviews such as those described in Barbour (2008, 113-132; see

also Wengraf’s description of ‘lightly-structured depth interviews’, 2001, 111-151). This meant
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preparing prompts ‘should interviewees not flag up anticipated issues’ (Barbour 2008, 113-132)
and questions that were focused and yet open, with questions such as ‘Can you tell me
about...?’, for example (see Wengraf 2001, 111-151; see also my interview guides in
Appendices 7, 8a, 8b, 9a and 9b). More specifically, the preparatory stage was conceived as a
guide for the researcher rather than as a precise road map for the actual interviews (see Shedivy
2004, 107). It was never my intention to cover all the questions I had prepared during the
interviews, but I hoped that by internalizing questions around the themes I wanted to cover, I
would be able to free myself for listening to and interacting with the participants during the

interviews.

4.6.3.2 Design of the three interviews

The three interviews in this study developed following the iterative process of any qualitative
methodology (see Maxwell 2013; see also Clandinin 2013, 49). This is to say that each stage of
data collection was built on the previous stages. In this way, the design of each interview was
based on the field texts collected in the stage preceding the interview (for example, LLHs, after
interview-notes, field notes, memos, artifacts recordings of interviews and transcriptions, if they

were available).

Another aspect of the design was that the first and second interviews were preceded by a
preparatory activity given to the participants (see Wengraf 2001, 191-206). This was conceived
as a way to stimulate the reflective process as well as introducing the participants to the structure
of the interview. In this way, the first interview was based on the LLH and the second interview

was based on the techno-linguistic report as well as on what had taken place in the
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FRENCHINHK Facebook closed group (these activities are explained in more detail in sections
4.6.4 & 4.6.7 below). For the third interview, no preparatory activity was necessary as its

purpose was to revisit aspects that seemed unclear or which I felt had not been explored enough.

All of my meetings with the participants were recorded using an iPhone. Each interview lasted
between 1 and 2.5 hours, the total length of recording was between 6.5 and 7.5 hours for each

participant.

Also, it should be noted that apart from the recorded interview meetings, there were other
informal meetings which were not recorded (see details in Appendix 4). In addition, recorded
interviews were often preceded or followed by an informal chat around a meal or a drink during

which we caught up with news of our lives.

4.6.3.3 The focus of the three interviews

The focus of the first interview was ‘to put the participant's experience in context by asking him
or her to tell as much as possible about him or herself in the light of the topic up to the present
time’ (Seidman 1998 in Wengraf 2001, pp. 111-151). More specifically, it focused on
investigating participants’ relationship to their environment (including family, education and
jobs). The interview also aimed to investigate participants’ descriptions of themselves and
language learning experiences, including beliefs, practices and experiences abroad. It also
explored some of the information shared by the participants in their LLH. Full details of the

interview questions for the first interview are presented in Appendix 6.
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The second interview was designed ‘to concentrate upon the concrete details of the participants’
present experience in the topic area of study’ (Seidman 1998 in Wengraf 2001, pp. 111-151). It
focused on the participants’ notions of ‘Frenchness’ (for example, through investigating their
views about trends, lifestyles, French language and culture, and French in comparison to other
languages), and exploring how participants portrayed themselves, for example on Facebook.
Also, the second interview explored the information provided in the techno-linguistic report,
which was one of the two preparatory tasks for this interview. These interviews took place in the
middle stages of data collection in January and February 2016. The participants had become
more familiar with the purpose of the research project by then and had also been participating in
the FRENCHINHK closed Facebook group, which was created in October 2015 to encourage
reflection on the meaning of learning French (details of this group are given in section 4.6.7
below). The second preparatory task for the second interview involved looking back at postings
on this FB group. Details of the type of questions prepared for the second interview are presented

in Appendix 7a (the researcher’s guide) and Appendix 7b (the participants’ preparatory task).

The third interview in May 2016 did not require any preparation by the participants. The aim of
this interview was to probe changes in French language learning experiences across time (e.g.,
across a semester and/or across one academic year for the participants in Group 1) as well as to
address gaps in the stories and clarify areas that were unclear or needed elaboration. To prepare
for this interview, I listened back to the first and second interview recordings and looked at the
field texts, whilst noting down specific areas or points to probe into. I then designed a specific
interview guide with ‘narrative-pointed’ questions for each participant (see Wengraf 2001, pp.

111-151). The interview guide developed for IC is presented in Appendix 8 as an example.
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4.6.3.4 Post-interview notes

Post-meeting notes were written up without delay and were then transferred immediately onto

my computer (see Wengraf 2001, 191-206). These notes included details about the length of the
interviews, notes regarding the manner in which each meeting was organized, the content of the
debriefing session at the end of each interview and my own observations of how I had perceived
the atmosphere of the meeting. I also took notes about what had gone well in the interview in

terms of interview flow and what I had been unable to cover. At the end of my notes, I listed the
points I needed to revisit in subsequent interviews. Finally, I noted the points raised in our post-

interview discussions.

Finally, in my post-interview notes, I jotted down ‘flashing” impressions I had of the participants
and their stories, especially at the beginning when we were getting acquainted. I summarized my
impressions in short phrases (e.g., ‘Deep thinker’, ‘Not afraid to be different although might

suffer a little from it’, ‘A girl more worried than a year ago’).

Collecting these field notes started the analytical process. Wengraf (2001, pp. 111-151) remarks

that writing down notes immediately after the interviews is ‘vital’ for ‘subsequent analysis’:

[Y]our brain is already re-ordering the material in a free-associative flow. It is already
making connections within and outside the interview itself; it is already providing
material about emotions and feelings; it is already complementing the dry chronology of

the tape-recording with the data-provision of your own brain. It is therefore your ‘closest-
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to-experience’ start of your eventual theorizing of that experience (Wengraf 2001, pp.

111-151).

4.6.3.5 Recording and transcribing the three interviews

Transcribing was an important step in this study, as in narrative inquiry it is actually considered a
major element of the analytical procedure (Riessman 1993, 11; Kvale 2007, 93-101). Mishler
(1991) notes that the way ‘we arrange and rearrange’ an interview text is a process of ‘testing,
clarifying and deepening our understanding of what is happening in the discourse’ (Mishler
1991, 277). Riessman (1993) has likened transcribing to ‘photographing reality’, which conveys
the idea that transcribing is an interpretive practice (p.13). Thus, Riessman (1993) notes that
decisions regarding the manner of transcription are important for researchers because it is these

decisions which create the ground for their arguments (p. 13).

However, questions arising at the transcription stage are multiple. Wengraf (2001, 208-223)
notes that transcribing is anything but straightforward since transcribing is in effect translating
others’ thoughts and intentions. Wengraf (2001) remarks that any decoding is also an encoding
(pp- 208-223). Mishler (1986) further notes that any form of transcribing is ‘only a partial
representation of speech’ and that ‘each representation is also a transformation’ (in Wengraf
2001, 208-223). This explains why Mishler (1986) remarks that researchers ‘must be wary of

taking their own transcripts too seriously as the reality’ (in Wengraf 2001, 208-223).

Following these considerations, I followed Mishler’s advice and aimed for a form of

transcription guided by both ‘theoretical concerns and practical constraints’ (Mishler 1986, in
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Wengraf 2001, 208-223). To start with, my focus in this study was not on minute aspects of the
texts as in the ‘small stories’ narrative approach (for e.g., see Bamberg, 2006; Geogakopoulou,
2006). Instead, my study was about trying to grasp the whole experience. This is why a verbatim
transcription was chosen in this study. In addition, ‘striking features of the conversation’
(Riessman 1993, 56), such as intonation, short and long pauses, laughs and changes in volume,
as explained in Kvale (2007, pp. 93-101), were also highlighted. This gave a useful perspective
on participants’ reactions to my questions and research topic. Wengraf (2001, 208-223) remarks
that ‘the task of interpretation intrinsically requires the attribution of meanings and connotations
and strategies to the speakers in a transcript’, which also illustrates the co-constructive aspect of
narrative inquiry. Overall, the transcriptions in this study can be described as ‘unedited as
possible’, with attention given to avoid ‘tidying-up’ transcripts (see Wengraf 2001, 208-223).

The exact transcription conventions used in this study are presented in Appendix 9.

My second reason for choosing the form of transcription used in this study was also practical,
since the amount of data was considerable. I engaged two student helpers to assist me with the
task of transcribing. Maintaining consistency across the transcripts meant that the transcription
conventions needed to be easy to use. In total, they transcribed about two thirds of the recordings

across twelve interviews (see Appendix 14 for details of the length of each interview).

Following Wengraf (2001, 208-223), I used the transcribing stage to make notes about thoughts
that came to me regarding the participants and their stories. Wengraf (2001) particularly stresses
the importance of catching this opportunity ‘to generate and sense new understandings of ‘what

it's all about’ (pp. 208-223). If I was not the transcriber, the same ‘once-off opportunity to hear
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the tape freshly’” was attained when checking the work of the other transcribers (Wengraf 2001,

208-223).

4.6.4 Techno-linguistic report

To get a view of my participants’ involvement with French, I adapted Barton and Lee’s (2013,
168) idea of an electronic logbook. As a field text, I designed a table labelled ‘techno-linguistic
report’ in which participants were asked to list the various technologies they had used since
starting to learn languages (see the instructions concerning the completion of the techno-

linguistic report in Appendix 10).

This techno-linguistic report (or TLR) gave me insight into the technologies and Internet
websites participants used as part of their language learning activities, the range of methods they
used, the transfer of practices between languages (e.g., from English to French) and the degree of
autonomy participants displayed in the way they approached language learning, especially

French learning.

4.6.5 Other modes of communication

I also kept records of exchanges with participants through mediated modes of communication

(e.g., emails and WhatsApp, Facebook and Messenger messages).
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4.6.6 Memoing and field notes

I also kept classroom observation notes when observing Candice’s French university classes and
collected materials from her, such as a self-learning diary, self-reflection report, and creative
texts that Candice wrote as part of her French course at university. Memos and questions were
written about the participants’ postings on Facebook, with the aim of exploring their significance
during the interviews (especially during the second interview, which was designed specifically to
explore participants’ perceptions of themselves and of Frenchness). I also wrote researcher’s
memos which consisted of thoughts I had around various topics such as, autonomy or identity

(see Appendix 14).

Finally, a survey collecting general background information was given to each participant. It
included questions about their studies and the schools they had attended, as well as information

about the languages they and their parents knew (see Appendix 11).

4.6.7 Artifacts: objects, photographs, IG and FB accounts

Artifacts were collected from all the participants with the intention that they would help ‘trigger
the telling of stories’ (Clandinin 2013, 46) as well as help in the reconstruction of the role of
French in each participant’s narrative. For the first interview, participants were asked to bring to
the first interview photographs or objects which they associated with language learning in
general and with French learning in particular. For the second interview, they were asked to
select two or three FB postings which gave an idea of who they were or of what they wanted to

do in their lives.
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In October 2015, I created an Instagram account named @frenchinhk to help students in the
French class I was observing. This IG account was also accessible to the former French students
in my study. However, Candice and Nicole were the only two who communicated with me
through this account. In particular, Candice exchanged with me often as a way to practice her

French. I kept field notes of my exchanges with her until the account was closed in the summer

of 2016.

I also created a closed Facebook group, which I named FRENCHINHK. This group account was
opened in October 2015 and remained active until October 2016. Out of all the former French
students I invited to join the group, forty-eight joined, among them the four participants in this
study. The purpose of opening this FB group was three-fold: firstly, it created a channel of
communication with the participants; secondly, it encouraged the exploration of their perceptions
of French and French culture, which I called ‘Frenchness’ following Coffey (2010); thirdly, it
was part of the process of ‘co-constructing’ the meaning of French in the study, a term referring
to the collaboration between researcher and participants in working out the meaning of an
experience (see Clandinin & Connelly 2000, 20). Similarly, Lenchuk and Swain (2010) used
Richard Burton’s poetry and films to stimulate conversations with their participant, Alise (pp.

20-21).

On 1 October 2015, I introduced the FRENCINHK closed group to its members in this way:
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Bonjour everyone!

You remember that | am doing some research into French learning in HK for
my PhD. | am interested in exploring what you think might signal "Frenchness"
in HK. By "Frenchness" | mean any link with French culture or language or any
perception about "Frenchness" (It does not have to be a real, concrete sign,
image or word; it can just be an impression which instantly makes you think:
"Oh, so French!" or "Oh, this is somewhat French!"). It could be an image, a
scene you witness in a street, a piece of music... really ANYTHING.

Also, | am interested in your perceptions of each other's postings.
To recap, please feel free to 1) react/comment, 2) post pictures, 3) like, 4)
invite other people whom you think might be interested in this group because

they are or have been learning French in HK.

Merci beaucoup, beaucoup, beaucoup!

Figure 2: Introduction to the FRENCHINHK closed FB group

I then started to post visuals with questions or remarks regarding a potential link with Frenchness
and encouraged participants to do the same in a process of exploring and co-constructing the
notion of Frenchness with the participants. The two examples below show this process in
operation. The first example is a chain of reactions following a post by Candice, which was seen
by 25 people and liked by 6 people including myself. The post is a meme with an introductory

comment by Candice, which reads as follows:
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7 November 2015 .
| like this one. They are not going to do what you say*® It's sexy, non?

- Say something sexy in French.

- Non.

LikeComment
Seen by 25

Me: Do you think it's a woman or a man who says "no"? In which case is it the sexiest? Pourquoi

? (don't need to answer in French :-))

Me: Who is "they" Candice?

Candice: French people! Many of them have their own characters. Besides I think it is a woman
who says no. That's charming because the woman is able to say no to things they don't like.
There are still many women who don't know that they can, might be because of the social norms,
traditions or education level.

Me: And what do you think the woman is saying no to ?

Candice: She says no so to tell the person that she is not going to do as he/she say. She has the
nerve to object people which may make the situation awkward and the person who is asking
embarrassed. She may be regarded as rude. But I like the way that she is rebellious to the golden

rule of socialization haha
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Me: And do you think that the use of French is significant here? Why not another European
language like "Nein" or "No"? Aren't women in other cultures confident to say NO? Why French
?

Candice: Because German or English is not a sexy language! And the people are not particularly
known as sexy people. So the French word Non relates more to the question.

Me: smile emoticon

Me: define "sexy" please smile emoticon

Candice: sexy to me means more like having a character wink emoticon

Me: Like sticking to one's opinion even when criticised? Being confident?

Candice: perhaps confidence and tact too

Me: And you associate this especially with French women? Why is this? Where is this coming

from?

Figure 3: Posting and interaction on the FRENCHINHK closed FB group — example 1

The second example is a visual post by me. It shows a street scene I photographed after Yasmina
(one of the four participants in the study) had pointed it out to me, explaining that she thought it
looked French. I decided to check with the members of the FRENCHINHK FB group what they
thought of it. The post was seen by 27 people and liked by none. Two different members of the

group interacted with me about this post, as follows:
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' 18 October 2015

LikeComment
Seen bv 27

Member 1: Would it be something like: the rare street showcase of a musical performance in
such an unexpected place as outside Festival Walk? France appears to me as a country treasuring
culture and heritage to a better extent, while Hong Kong is generally perceived as a "cultural
desert".

Me: Yes, Festival Walk. You're saying "rare". Can you explain then your views about "HK
cultural desert"?

Member 1: People are saying Hong Kong citizens are deficient in the cultural sense. I beg to
differ. My view is that a lot of city-dwellers possess the potential or talent to express their love
for music, film and arts. Nevertheless, due to the inadequacy of public promotion (by the
government) and owing to societal tendency towards money, citizens here become increasingly

less indulged or even guilty if they're involved in a cultural or artistic career path, as it's
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generally perceived as a "less financially rewarding" field. A very sad truth that prevails here.
Me: So when you see this scene, you think that it's not a typically HK scene but it could be one.
So why do you perceive the French artistic scene as different? What makes you say this?
Member 2: Isee " la vie en rose" haha

Me: smile emoticon Me too !

Me: Is this scene more French than Spanish or German? Or...? Would you have thought of

"French" if I had not mentioned it?

Figure 4: Posting and interaction on the FRENCHINHK closed FB group — example 2

To reiterate, the participants’ contributions on the FRENCHINHK FB group page were used to

encourage reflection about perceptions of French language and/or culture.

Thirty-eight visuals were posted between October 2015 and October 2016. Thirty-one of these
were posted by me (with three of these being reposts from participants) and seven visuals were
posted by members of the group. The large number of views showed that the posts were at least
seen even though they were not necessarily ‘liked’ (using the ‘like’ button) or commented on. I
further explored the reflections the FRENCHINHK postings had triggered during the second

interview, which took place between January and February 2016 (see Appendices 8a and 8b).

To conclude, a variety of field texts were collected during the data collection period between
January 2015 and September 2017. Information about the different stages of field text collection
is shown in Appendix 12 whilst details of the field notes collected during the inquiry are

presented in Appendix 14.
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4.7 The analytical procedure: from field texts to interim research texts to final research

texts

The production of four final research texts (FRT) or narrative texts was the overall goal of the
study and the outcome of the analytical procedure, in accordance with the narrative inquiry
methodology. The aim of a study of this kind is to both ‘reveal uniqueness of the individual case
[...] and provide an understanding of its idiosyncrasy and particular complexity’ (Polkinghorne
1995, 15). As already mentioned (see section 4.2.3), the epistemological position of narrative
inquiry is that narrative is an ‘interpretive feat’ (Bruner 2004, 692-693; see also Riessman,
1993), but one which requires narrative inquirers to make transparent the analytical process as
much as possible (Clandinin and Rosiek 2007, pp. 6-7). The aim of this section is, thus, to

provide precise details of each of the analytical stages in the study.

Before I do this, I would like to note that I did not rely on a computerized approach in organizing
my data in this study, even though technology has progressed. This was, first, because the
number of participants in this study was small and also because there were technical problems
with accessing the NVivo software at my university. Clandinin and Connelly (2000) note that
manual organization is possible as long as the ‘total volume of field texts is not overwhelmingly
huge’ (p. 144). Charmaz (2000 in Shkedi 2005, 92) suggests that software analysis cannot attain

a holistic view of the data and that only the researcher can.
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4.7.1. Processes of co-construction and co-composition

The FRTs in this study came about in the manner of a ‘recursive movement’ (Polkinghorne
1995, 16; see also Clandinin 2013, 47-51) and involved processes of co-construction and co-
composition. According to Etherington (2007), ‘co-construction’ refers to the fact that stories are

inherently constructed as much by the tellers of stories as by the listeners:

The researcher, as audience, may become actively involved in co-constructing previously
untold stories by asking curious questions that help thicken and deepen existing stories
and invite the teller into territory beyond what is already known to him or her. Even when
we read stories, we might silently fill in the gaps with our own assumptions and beliefs.
The stories that are told and received are therefore influenced and informed by what
tellers as well as the audience bring to the relationship from their own lives and contexts.

(Etherington 2007, 600)

In this way, the actions and reactions of the researcher (the moment the researcher presses the
record button or responds to the participant with a smile, a clarification question or body
language) are also part of the co-construction process. Clandinin and Connelly (2000, 94) note

that:

What may appear as an objective tape recording of a structured interview is already an
interpretive and contextualized text: it is interpretive because it is shaped by the

interpretive processes of researcher and participant and their relationship; and it is
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contextualized because of the particular circumstances of the interview’s origins and

setting. (Clandinin & Connelly 2000, 94)

In other words, any aspect of the relationship between the participant and the researcher ‘embeds
meaning and imposes form on the research text ultimately developed’ (Clandinin and Connelly

2000, 94). To summarise, the process of co-construction in narrative inquiry reflects the fact that
in narrative epistemology meaning is seen as intersubjective. As Charmaz (2000, 524) puts it, the

observer ‘is part of what is viewed rather than separate from it’ (in Shkedi 2005, 5).

By the term ‘co-composition’, Clandinin (2013, 49) means that FRTs emerge after several
stages, including the researcher composing interim research texts (IRTs) which are then
discussed with the participants. This process further advances the reflection on and composition
of the FRT. More information about the process of writing the IRTs and the FRTs will be given

in section 4.8.

4.7.2 First phase of the analytical procedure: framing the research puzzle

At first, I found myself overwhelmed by the quantity of field texts I had collected (see Appendix
14) at the end of the data collection period and found it necessary to take time to re-read the
literature regarding the analytical procedure in narrative inquiry. My primary aim was to
reconsider what capturing the ‘continuity and wholeness of an individual’s life experience’
(Clandinin & Connelly 2000, 17) implied with regard to the analytical phase of the study.

Clandinin and Rosiek state the aim of narrative inquiry as follows:
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[T]he narrative inquirer seeks a knowledge of human experience that remains within the
stream of human lives. In other words, narrative inquiry does not merely describe this or

that feature of someone's experience. (Clandinin & Rosiek 2007, 12)

With this in mind, I went about reaching an understanding of each participant’s experience in
relation to my research question: ‘What does it mean for the participants in the study to learn

French?

In narrative inquiry, Clandinin and Connelly explain that the inquiry is ‘composed around a
particular wonder, a research puzzle’ (2000, 124; also Clandinin 2013, 42). Instead of ‘wonder”’,

de Villers and Joassart use the term ‘enigma’:

[Flor a story to emerge, there must be an ‘enigma’ [« pour qu’il y ait un récit, il faut qu’il

y ait une intrigue »] (de Villers & Joassart 2006, 216).

De Villers and Joassart (2006, 216) present narrative inquiry as ‘a quest’ [« une quéte »], during
which ‘something connects’ [« quelque chose [qui] se noue »]. Clandinin (2013, 42) describes
narrative inquirers’ task as framing a research puzzle rather than ‘framing a research question
with a precise definition or expectation of an answer’. In this inquiry, I started to ‘frame the
research puzzle’ of the entire study by thinking about the role of languages in my life (see
Chapter 1). In the next sections, I will describe how I went about continuing that process with the

participants’ stories.
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4.7.2.1 Listening back to the interview recordings, reviewing transcripts and organizing field

texts

I started the analytical procedure by actively listening back to the interview recordings
(McCormack 2000a, 288) and checking the transcriptions against the recordings, an important
step as ‘a focus for analysis often emerges, or becomes clearer’ as a result (Riessman 1993, 57-

58).

During the procedure of reviewing transcripts, I located ‘narrative segments’ (Riessman 1993,
58) in the transcripts, highlighted them, copied them in a separate document and extracted a
sentence or words to use as a title for that segment. For example, one of IC’s stories about her
university years was captured by the following sentence: ‘the time to expose yourself more’ (1C
INT1). During the final analytical phase, the segments and their titles became useful in

constructing a narrative for each participant (see section 4.7.3.1 below).

Riessman conceives narrative segments as discrete stories within the overall story, differing from
other segments such as ‘question and answer exchanges, arguments, chronicles and other forms
of discourse’ (1993, 58). These segments are to be considered as ‘individual and isolated text[s]
with [their] own narrative qualities’ (Clandinin & Connelly 2000, 139). What interested me in
these segments was that they enriched the overall story and would be helpful in reconstructing

the complexity of each of my participants’ experiences.
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The point of the ‘listening-back’ stage was to reacquaint myself with the data, but also to help to
establish the ‘three-dimensional inquiry space’ in each story (see Clandinin & 2000; 54-57,

Barkhuizen, 2016).

4.7.2.2 Establishing the three-dimensional inquiry space

Establishing this space in each of the participants’ stories involved asking the following

questions (Clandinin and Connelly 2000; 54-57):

- Who are the characters in the story?

- What are the main events, and when and where do they happen?

I worked with the field texts and went back to them many times to avoid excessive reliance on
memory, as advised by Clandinin and Connelly (2000, 143), who consider that field texts are as
much ‘memory transformers’ as ‘memory signposts’, meaning that they always carry the
possibility to surprise the reader. In particular, I went back to the narrative segments I had
located earlier (see section 4.7.2.1 above) and adopted a procedure similar to that used by

Barkhuizen (2016) in his analysis of short stories in the Sela study.

For each segment, I looked for tentative answers to the when, who, where questions as well as at
the participant’s experience in relation to their context, following Barkhuizen’s (2016) model
(see section 4.3.2). This is to say that I looked at the social environment — including other people

and their intentions, purposes, and points of view — surrounding the participant (i.e. the ‘outward’
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aspects of the ‘sociality’ dimension) as well as personal reactions to this changing environment

(i.e. the ‘inward’ aspect of the ‘sociality’ dimension; see Clandinin & Connelly 2000, 50).

The usefulness of this analysis is linked to the post-structuralist perspective on identity whereby
individuals’ actions are always in tension and in interaction with the environment and therefore,
always in tension with social structures of power and inequality (Blommaert 2010, 4; see also
Chapter 3, section 3.3.1.4). During the interviews, I had noted that participants often broke into
storytelling mode when they recalled feelings of being unjustly treated or wrongly perceived, or
were relating their experiences of communication difficulties with colleagues or successes they
had had in their lives. In other words, narrative segments often hinted at issues of power and
inequality and gave indications of how the participants dealt with or wanted to be seen to have
dealt with the issues. In Chapter 3 (section 3.5.1), I mentioned the potential use of rescaling
strategies to ‘jump’ across contexts in an effort to contest or skirt power and regain a sense of
control in a situation of inferiority (Blommaert 2010, 34). And thus, looking closely at narrative
segments was a way to begin to observe these strategies in use, how they worked and what they

revealed in terms of identity construction.

To record my answers to the questions when, who, where (and what), which define the three-
dimensional narrative inquiry space, [ used a slightly adapted version of the table designed by

Ollerenshaw and Creswell (2002, 340). The table is shown below (Table 2):
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Sociality/who? Temporality/when? Place/where?/what?

Personal Social Past Present Future Situation(s)/Place(s)
Look Look Look Look at Look Look at where the
inward to outward to | backward current forward to | experience is
internal existential to experiences, | implied and | situated i.e.
conditions conditions remembered | feelings, and | imagined physical landscape,
(i.e. feelings, | linked to the | experiences, | stories experiences | topological and
hopes, environment | feelings, and | relating to and plot spatial boundaries
aesthetic (i.e. other stories from | actions of an | lines
reactions, people, their | earlier times | event
moral intentions,
dispositions) | purposes,

assumptions

and points of

views

Table 2: The three-dimensional narrative inquiry space (Ollerenshaw & Creswell 2002, 340)

At the same time as completing the table, I made notes of other clues and added these as
complementary notes to the table. These clues included ‘transition points’, ‘special moments’

and language features in the stories, as I will explain in the sections below.

4.7.2.3. Transition points, language features and special moments during the telling of the stories

Also referred to as ‘epiphanies’ (McCormack 2000a, 294) or ‘turning points’ (Mishler 2006, 38),
transition (or turning) points help in the reconstruction process of stories as they give an idea of
how people patch up ‘inconsistencies and conflict’ in their lives (Adawu & Martin- Beltran
2012, 396). Turning points also give clues on how narrators want to be perceived in the world
(Coffey & Street 2008, 461) and how they position themselves in ‘social worlds’ (Mishler 2006,
38 & 41). Turning points can reveal a desire to be perceived in different ways, for example as an

‘authoritative voice’ or as a ‘cultural mediator’ (Coffey & Street 2008, 461).
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Transition points are also important in narrative studies because they challenge the view that
lives are coherent and linear. In effect, for Mishler (2006, 43), stories are not necessarily
structured by a beginning, a middle and an end (e.g., Labov 1972, 1982; Cortazzi, 1994).
Although every story has a beginning, it might not necessarily have a middle or an end, as when
an individual (conveniently or unconsciously) forgets a major event, such as an illness (Mishler
2006, 44). This is to say that individuals might be in denial that certain events happened and
choose to remain silent about them, illustrating that people’s lives are often complicated,
fractured and not easily transformed in a coherent story. Layder points out that critical events
‘put into question the viability of the current view of self’ (2004, 139) and thus, individuals’
stories in narrative inquiry can only ever be ‘partial’ reconstructions (Clandinin & Rosiek 2007,

4).

Looking for transition (or turning) points in the lives of the participants across the interviews
often involved highlighting language features such as adverbs or chunks of language (e.g., ‘This
was it’; see Mishler 2006, 39; see also McCormack, 2000b). I also looked for other language
features such as sudden changes in intonation or voice level as well as the use of repetitions and
other features of language which seemed prominent in the stories. These included the frequent
use of ‘euh’ or ‘hmmm’, indicating that thinking was taking place or suggesting an emotional
response (e.g., embarrassment or uncertainty). I also noted down the use of direct questions.

In addition, ‘special moments’ were introduced by the use of non-verbal devices such as, a
sudden laugh (or cries), or the use of singing, humming or silence during the telling of the
experience (see McCormack 2000a). These moments were often linked to the narrative segments

I talked about earlier (see section 4.7.2.1 above). In other words, they were also sometimes
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linked to issues of power and inequality. I had already mentally highlighted them and made

further notes about them after the interviews.

The final stage of the analysis consisted of establishing tentative links between the various
elements of the story. To do this, I organized events in a chronological order, characterised the
context and possible consequences of these events. By linking these elements together, the
process of defining the storyline (or ‘plot’; see Polkinghorne 1995, 16) began, as I will further

develop in the following section.

4.7.2.4 Organizing participants’ story events in a chronological sequence

The idea of drawing a summary of events chronologically was inspired by Polkinghorne’s view
that the process of narrativisation is a ‘cognitive process that organizes human experiences into

temporally meaningful episodes’ (1988, 1). The author notes:

We are in the middle of our stories and cannot be sure how they will end; we are
constantly having to revise the plots as new events are added to our lives. Self, then, is
not a static thing nor a substance, but a configuring or personal events into a historical
unity which includes not only what one has been but also anticipations of what one will

be. (Polkinghorne 1988, 150)

Connelly and Clandinin (2006, 479) also note that events are to be considered from the point of
view of their ‘temporal transition’ between past, present and future with past conveying

significance, the present, value, and the future, intention (see Connelly & Clandinin 1990, 9).
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My decision to organize my participants’ narratives in this way was also based on Creswell’s
guidelines (2013, 259) as well as Clandinin’s (2013, 118) own procedure for organising the story
of Andrew, one of her participants in a large study about the experiences of early-school leavers.
In her draft or interim research text (IRT), Clandinin presents major events in Andrew’s life,
such as ‘belonging to a church’, ‘playing sports’ or ‘going to school’. She organizes these events
in a way that gives an overall view of Andrew’s story, but also tentatively suggests connections

between the parts of his story.

Reflecting on both of these inputs, I went back to the field texts I had collected for each
participant and organized events in a chronological sequence whilst adding details of contextual
issues (middle column) and possible consequences (right column), a procedure inspired by
Whiffin, Bailey, Ellis-Hill and Jarrett (2014, 23), who started to make sense of their medical data
in this way. An example of this procedure as it was carried out in IC’s case is shown in Appendix

15.

4.7.2.5 Summary of the first phase of the analytical procedure

To summarize, defining the three-dimensional inquiry space for each participant was the main
focus of the analytical procedure in this study. This space provided information about individual
experience across time (answering the question why), in relation to people and personal emotions
(answering the question who) as well as in relation to the spaces and situations related to this
experience (answering the questions where and what). I completed this analysis by filling up a
table and at the same time looking at the data through ‘multiple lenses’ (McCormack 2000a),

including looking for transition points, special moments (e.g., a change of thythm or emotion in
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the storytelling) and language features (e.g., repetitions), and also looking in depth at narrative
segments to gain a finer understanding of the interaction between each individual and their

context.

Looking at the field texts in multiple ways helped me grasp the complexity of each individuals’
experiences and frame the puzzle of what it meant to learn French in their stories. From this, I
was able to start writing what is known as an ‘interim research text’ (IRT; see Clandinin 2013,
47). The composition of the IRT represents the second phase of the analytical procedure in this

study and is explained in section 4.7.3 below.

4.7.3 The second stage of the analytical procedure: writing Interim Research Texts

Clandinin (2013, 47) describes the process of moving from field texts to the composition of
interim research texts (IRT) as a moment ‘marked with tension and uncertainty’. Although
interpretations of the experience under study naturally take place during the entire inquiry, this is
the first time the inquirer is faced with the task of putting all the elements of the experience

together in writing, and the first time that this is done in isolation from the participants.

4.7.3.1 Writing the IRT

Clandinin (2013) refers to IRTs as “partial texts’ (p. 47) to stress firstly that they are not the final
outcome of the inquiry, and secondly that they are open for further discussion between the

participants and the researcher, as explained in her quote below:
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Interim research texts are often partial texts that are open to allow participants and
researchers opportunities to further co-compose storied interpretations and to negotiate

the multiplicity of possible meanings. (Clandinin 2013, 47)

I wrote several versions of the IRT for each participant, but only shared one with my
participants. Whilst writing the IRTs, I remained wary of presenting my participants’ lives as
‘smooth and narratively coherent’ (Clandinin 2013, 48). Carr (1991) makes the remark that
human lives don’t ‘hang together’ well and even ‘occasionally tend to fall apart’ (p. 97; see also
Mishler 2006, 44). This is why Clandinin (2013, 49) advises narrative inquirers to remain alert to

‘unspoken’ messages and accept that it might not be possible to produce a coherent text.

The IRT was organized under headings corresponding to major events or specific moments in the
participants’ lives and contained quotes from the participants (following Clandinin’s model, as
well as Lenchuk & Swain’s (2010) use of headings to introduce aspects of their participant’s
narrative. In particular, the headings were inspired by some of the titles I had extracted from the
narrative segments during the first phase of the analytical procedure (see section 4.7.2.1). An
illustration of how the IRTs were organized is presented in Table 3 below, which shows the

headings in IC’s IRT:



DO NAU AW~

10.

11

IC and me

My meetings with IC

Learning English: creative games

Learning English at primary school

Secondary school

IC the-self-learner, the explorer

Uni and learning French: ‘the time to expose yourself more’

Knowing French is to know English better and it is to be ‘more localized’
French: ‘it’s like a secret code’

What learning French means for IC: other reasons

. Views of French language and culture
12.
13.
14.
15.
16.
17.
18.
19.
20.

A sense of self

Gaining new perspectives through international exposure
Work: a further revelator of self

IC’s attachment to HK

IC’s concern about Hong Kong’s future

Mainland China in IC’s stories

Economic and social issues

The meaning of Cantonese in IC’s life

IC’s view regarding her identity

Table 3: Headings in IC’s IRT (14 June 2017)

During the process of writing the IRTs, I did not attempt to create definite links between the

different events in the story, and each paragraph read like a summary of each major temporal
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event in the life of the participants. There were several reasons for this: first, it reflected the fact

that the text was ‘in-the-making’ (Clandinin 2013, 131); second, it was intended to encourage

participants to think about and discuss connections. I wanted as much as possible to avoid

imposing my own interpretations and influencing their reading of the IRT; even though we had

begun sharing ideas about the ‘enigma’ surrounding the role of French in their lives during the
three previous interviews, it was the first time they were seeing the pieces of the ‘puzzle’ put

together in writing (see section 4.7.2 above). An example of a completed IRT is presented in

Appendix 17 (along with my notes taken during and after the IRT meeting).
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4.7.3.2 Organizing an IRT meeting

After working on the four IRTs from June to July 2017, I organized a meeting with each of the
participants. The aim was to continue the process of co-constructing the meaning of the French
experience in each participant’s story (Clandinin 2013, 47). Clandinin notes that the dialogue
with participants around their IRT can continue as long as necessary until coherence had
emerged (Clandinin 2013, 48-49). As Connelly and Clandinin note, ‘it is in the tellings and

retellings that entanglements become acute’ (1990, 4).

In this study, I only organized one formal IRT meeting with each participant. This reflected the
terms I had negotiated with the participants at the start of the study, i.e. they had agreed to take
part in three interviews and one post-data collection meeting, and I wanted to honour this
commitment and the ethical line I had fixed for the inquiry. I gave the participants a couple of
weeks to read their IRT and provided some instructions on what to do with the text. I encouraged
them to read the IRT several times and to note down their reactions, pointing out that the IRT
was not the final version of their story of learning French and that it was only an initial
interpretation of their experience of learning languages; as such, they had to feel free to disagree
with it, comment on it, argue with it and alter it as much as they wanted. These instructions were
sent to them by email and via WhatsApp. The instructions I gave the participants are shown in

Appendix 16.
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4.7.3.3 The IRT meetings

The meetings (which I will henceforth refer to as ‘IRT meetings’ to differentiate them from the
previous three interview meetings) took place in places of the participants’ choosing (see
Appendix 4). They gave the participants an opportunity to talk about the IRTs and the extent to
which they represented their experiences of learning French. The IRT meetings lasted
approximately two hours of recorded time for each participant and continued for approximately

one more hour of informal conversation, which was not recorded.

The participants had all prepared for the meetings by making notes directly onto the text, whilst
IC and Candice also came to the IRT meeting with drawings and/or a list of key words. During
the first IRT meeting (with Candice), I initially followed the procedure described in Clandinin
(2013, 130). I began by slowly reading each narrative, inviting Candice to stop me whenever she
wanted. [ paused the recording to note down points Candice raised as well as the correct factual
errors. However, after about thirty minutes, I became aware that the procedure was contrived and
did not encourage the free flow of ideas; it also contrasted too much with the flow of our usual
conversations. Also, Candice had come to the meeting with notes and was eager to share them

with me, but I was preventing her from doing so because of the procedure.

Upon realizing this, I changed my IRT meeting procedure and technique: to begin with, I invited
participants to share with me everything they had prepared in order to catch the flow of initial

impressions, and made notes directly onto my computer; then, I went back to each section of the
IRT and read passages in each section of the IRT (see Table 3 above), privileging passages I had

made notes about during the analytical procedure (e.g., transition points, special moments and
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language features) hoping to stimulate discussion about their content. I proceeded slowly to give

participants time to think, but did not try to coax reactions if there were none.

The long pauses in the recording (and in the meetings) made me decide not to transcribe these
meetings. Instead, I made extensive notes immediately after the meetings covering everything
that had passed between us as well as the participants’ reactions to the puzzle of French learning

I had began to lay down in the IRT.

Candice, Yasmina and IC had a lot to say about their IRT, which showed that they felt they
could share their thoughts with me despite the inevitable power differentials in our relationship; I
could not eliminate the fact that I was older, more experienced, their former teacher, a French
native speaker (who was looking at the way they used French and at their view of French

culture) as well as more generally, a white western woman. Nevertheless, [ am confident that
during the inquiry the effects of these power differentials were minimized. The participants were
strong in the knowledge that by accepting to take part in the study, they had made the inquiry
possible. Also, they realized that through sharing their story with me, their voices would be heard

by others and that the process had been beneficial for them in some way (see section 4.4.4).

Candice and IC both came to their meetings with drawings, which they explained to me in great
detail. These were useful in completing my interpretation of their story and in drawing my
attention to aspects of their story I had misinterpreted or over-emphasized. Nicole’s reaction to
her IRT was a little different. She started by saying that she was very ‘comfortable’ with the text
and had not much to add to it, in a similar way to Andrew’s reaction in Clandinin’s study (2013,

131). Yet, as we went through the text together, I began to see that I had by-passed the
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importance of art in her story. As we discussed this aspect further, a new version of the IRT for

Nicole emerged.

The IRT meetings took place two years after the start of the inquiry. By that time, the
participants and I had learned a lot about each other and had furthered our relation of trust. This
strengthened relationship gave the IRT meetings a particular flavor and significance as we
engaged in finalizing the story of what French learning had meant in their life. The co-
construction and co-composition process continued as before but it had reached a new intensity.
One reason for this seemed to be that the participants seemed to have found a purpose of their

own in the inquiry, as I have already mentioned (see section 4.4.3).

4.8 Composing the final research texts (FRT)

Barkhuizen (2011) reminds us that the purpose of constructing narratives for narrators (including
me as an analyst) is to ‘make sense of their lived experience’ and to ‘understand it, give it
coherence, make connections, and unravel its complexity’ (p. 393). The process of writing a final
research text (FRT) is also complex. Despite its name, it does not offer ‘final answers’, since
narrative inquirers do not come with questions (as remarked by Clandinin 2013, 51). Clandinin
(2013, 49) describes this stage only as a further stage of unraveling the puzzle in the inquiry.
Nevertheless, it represents the stage at which the researcher is forced to commit the stories to

writing in order to disseminate his or her findings.
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4.8.1 Reflecting upon the IRT meeting

As already mentioned, I took extensive notes immediately after each IRT meeting (see Appendix
17 for an example). These notes were useful in noting changes in the participants’ points of
views and connections with French learning and Frenchness, as well as with other aspects of
their lives, illustrating the fluidity of experience. In section 4.7.3.3 above, I already talked about
how my understanding of Nicole’s story of learning French had been modified during my
discussion with her about the IRT, partly as a result of the process of self-reflection deepening
during the inquiry, but also because of the passage of time during which views and opinions

were constantly modified.

Indeed, during the two years of the inquiry all four participants went through many professional
and personal changes, but during that time, changes also occurred in the wider sociopolitical
landscape of Hong Kong (see Chapter 5, section 5.3). As an expression of time passing, Nicole
remarked that the IRT represented an ‘older’ version of herself (see section 4.4.3). One effect of
time was that the participants’ relationship with French learning was becoming more distant,
either because they were struggling to find time to continue studying it due to busy professional
schedules (e.g., Yasmina) or because French was losing its immediate relevance in terms of

travel or employment prospects (e.g., Candice, IC, Nicole).

In this way, Clandinin & Rosiek (2017, 13) remark that narrative inquirers must proceed ‘with an
attitude of knowing that other possibilities, interpretations, and ways of explaining things are

possible’. Equally, Connelly and Clandinin (1995, 9) remark that producing a narrative research
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account (such as the FRT) is a ‘continual unfolding’ process since like life itself, ‘the narrative

insights of today are the chronological events of tomorrow’.

The concept of plausibility provides overall guidance in the narrative writing process, as will be
explained below. Finally, writing a final narrative inquiry research text is to engage in a process

of restorying and burrowing, as will also be explained below.

4.8.2. Plausibility

Based on Bruner’s (1990, 2004) point about truth in narratives being a different kind of truth (see
section 4.2.3), Denzin (1989a) underlines the difference in evaluating a piece of narrative
research as opposed to other pieces of research, and this also applies to the kind of study carried

out here:

The lived experiences of interacting individuals are the proper subject matter of
sociology. The meanings of these experiences are best given by the persons who
experience them; thus, a preoccupation with method, validation, reliability,
generalizability, and theoretical relevance of the biographical method must be set aside in
favour of a concern for meaning and interpretation. (Denzin 1989a, in Creswell 2013,

258).

Instead of the usual criteria of evaluation, Denzin (1989b) identifies ‘criteria of interpretation’ as
the standard by which narrative accounts should be judged (in Creswell 2013, 258). These

criteria include ‘respecting the researcher’s perspective’ and ‘thick description’. In other words,
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the validity of a narrative account depends on the ‘ability of the researcher to illuminate the
phenomenon in a thickly contextualised manner (i.e., thick description of developed context) so

as to reveal the historical, processual and interactional features of the experience’ (Maxwell

2013, 258).

This is to say that narrative researchers have a different way of addressing issues of validity. For
Connelly and Clandinin (1990) plausibility is what guides narrative inquirers. A plausible
account is one that ‘tends to ring true’ and one of which ‘one might say “I can see that
happening””’ (Connelly & Clandinin 1990, 8). The authors describe this task as a ‘dialectical
balancing act’ (Connelly & Clandinin 1990, 8) consisting of connecting elements within the
story as well as drawing from the resonance of the inquirer’s own experience (see Clandinin
2013, 43; see also Creswell 2013, 259). More specifically, the achievement of plausibility in a
narrative account is guided by two elements. The first one is whether or not readers validate the
account when asked to read it. Polkinghorne (1995) explains this aspect of plausibility as

follows:

The explanation needs to satisfy the subjective needs of the reader of the report to
understand how the occurrence could have come about. The story has to appeal to the
readers’ experienced general sense of why humans respond and act [...] It needs to be
compatible with the reader’s background knowledge or beliefs in characteristic behaviour
of people or nature in order for the reader to accept the explanation as possible.

(Polkinghorne 1995, 19)
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Thus, the second element in achieving plausibility is the development of a plausible story line or

plot, as explained by Polkinghorne (1995):

This final guideline concerns the need for the researcher to provide a story line or plot
that serves to configure or compose the disparate data elements into a meaningful

explanation of the protagonist's responses and actions. (Polkinghorne 1995, 18)

Guidelines on how to develop a story line are presented in the section below.

4.8.3 The process of constructing the final research text: A process of restorying and burrowing

Restorying is ‘the process of gathering stories, analyzing them for key elements of the story (e.g.,
time, place, plot, and scene), and then rewriting the story to place it within a chronological
sequence’ (Ollerenshaw & Creswell 2002, 332; see also Polkinghorne 1995, 18). More simply,
restorying is the process of reconstructing the research participants’ stories along a storyline,
which McCormack (2004) refers to the process of ‘storying stories’. Polkinghorne (1995)
remarks that narrative inquiry involves ‘the advancement of a plot’ (p. 16) and in this way, final
research texts can be described as ‘emplotted’ narratives (p. 15; see also Clandinin & Connelly
2000, 165). The crucial navigational aid in this process is supplied by the three-dimensional
narrative inquiry space. The writer must ‘compose a text that at once looks backward and
forward, looks inward and outward, and situates the experiences within place’ (Clandinin and

Connelly 2000, 139-140).
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I have already explained the thinking behind the three-dimensional space (see this chapter,
section 4.3), and here I will further explain its application to the process of writing the FRT.
First, the writer defines place, which is also referred to as setting ‘the scene’ (Connelly &
Clandinin 1990, 8). As already mentioned in section 4.3, ‘[p]lace is where the action occurs,
where characters are formed and live out their stories and where cultural and social context play
constraining and enabling roles’ (Connelly & Clandinin 1990, 8). In this exercise of setting the
scene, | focused on all the topographical and physical places as well as on the people appearing
in the stories. I particularly looked at those who appeared often and observed how narrators
referred to these people. This indicated how the narrators responded to a particular environment.
For example, the narrators might convey a feeling of frustration in relation to certain people or
places. In this way, I addressed both the ‘space’ and ‘sociality’ dimensions of the inquiry space.

As already noted, stories do not happen in a vacuum (Riessman 2008, 105).

Then I defined the plot, which was done by looking for ‘connections of cause and influence
among the events’ (Polkinghorne 1995, 18) and selecting data events giving an answer to the
initial question (i.e. What does it mean to learn French for the participants in this study?). As
Polkinghorne notes (1995, 18), an ‘algorithmic solution’ does not exist to produce an outcome in

this kind of study, but the writer is guided in this work by two questions:

How is it that this outcome came about; what events and actions contributed to this

solution? (Polkinghorne 1995, 18)

Yet, as already mentioned, the task is not simple because stories are embedded within several

layers of context. Polkinghorne’s (1995) guideline is to look at ‘combinations and accumulations
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of events that influence a response or provide sufficient reason for an action’ (p. 18; italics in the
original). This involves looking at temporal markers i.e. past, present, and future, as each
temporal marker gives different information: ‘the past conveys significance, the present conveys
value, and the future conveys intention’ (Connelly & Clandinin 1990, 9; see also Mishler 2006).
With regard to the research puzzle in this study, I began to construct each plot by asking myself

the following questions:

- What was significant in the participants’ lives that might be linked to the decision to learn
an additional language, such as French?

- How do participants view French language and culture, and perceived French values and
how does this relate to other aspects of their lives?

- What are their intentions for the future, and what relation might this have with additional

language/French learning?

Also, in this process, I was guided by Giddens’ idea of ‘biographical continuity’ (1991, 54 in
Cameron 2000, 4-5), which is that individuals have the propensity to ‘integrate the diversity of
experience into a satisfying narrative’ (Cameron 2000, 5). Cameron notes that this process is
crucial to make oneself ‘intelligible’ to oneself as well as others (Cameron 2000, 6). In this
study, during the process of defining the plot, I thus primarily focused on the logic of the
storyline from the participants’ point of view instead of my own, adopting a process known as

burrowing.
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Burrowing is described as the process of reconstructing the stories ‘from the point of view of the
person at the time the event occurred’ (Connelly & Clandinin 1990, 11). Connelly and Clandinin

(1990) note:

We focus on the event’s emotional, moral, and aesthetic qualities. We then ask why the
event is associated with these feelings and what their origin might be. (Connelly &

Clandinin 1990, 11)

During this process, I looked at the information gathered during the analytical work of the
smaller narrative segments (see section 4.7.2.1), at my notes on ‘special moments’ and devices
such as laughs, silences, hesitations and repetitions (see section 4.7.2.3) because they provided
information on the way each individual perceived or was affected by a particular moment. These
emotional responses alerted me more keenly to the message the participant wanted to convey,

which is to say I was more able to reproduce each individual voice.

The participants’ reactions during the IRT meetings also became useful at this stage because they
gave me an indication as to whether or not I had reproduced that voice clearly. For example, IC
sent me the following email upon receiving her IRT signaling that it mainly reflected her own

view of her experience:

Bonjour Lorraine! Thank you for the attachment and it is such a GREAT piece for my
reading! When I was reading it I felt like it is my autobiography and I will treasure it a
lot! I have jotted down some comments by last weekend and I have added some of my
thoughts as I went through my words, as well as some clarification needed on the time

sequence (may not be a matter on the analysis but important to get it right! (IC email 14
Aug. 2017)
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4.8.4 Form

Clandinin and Connelly (2000, 149) identify some of the considerations that apply to the form of
narrative research texts such as, FRTs. The authors note that the question of form for a narrative
inquirer is there ‘from the outset of an inquiry’ since as we begin to think about the inquiry, there
is always ‘a tentative sense of plot’ (Clandinin & Connelly 2000, 165). In my study, I was from
the onset curious as to whether or not the participants would have experienced the same power
issues as I had during my secondary school years, and whether they established a link between
this and their involvement with language learning. Although I was mindful of not imposing my
own story onto them (see Clandinin & Connelly 2000, 141), this inevitability influenced my

identification and investigation of possible causal relationships.

4.9 Summary of the methodological approach and analytical procedure in this study

Conducting this narrative inquiry was a process of thinking narratively about the lived
experience of learning French of my four participants; this process was realized in close
collaboration between the participant and myself. It ended when an acceptable level of
plausibility and coherence was achieved, according to the criteria explained above (see section

4.8.2).
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To summarize, the table below details the stages of the analytical procedure:

Summary of the analytical procedure

May to Jul.
2017

1.

Making sense of field texts and field notes including: reading and re-
reading transcripts in their entirety, comments on Facebook and
Instagram accounts, emails, Messenger & WhatsApp messages, notes
made along the study, researcher’s memos, photos collected during the
study

Looking at data with my chosen analytical framework and applying
the analytical procedure for each participant

Making sense of the research puzzle in each participant’s stories,
reconstructing the narrative for a tentative storyline and producing an
interim research text (IRT)

Beginning of
Aug. 2017

Sending each participant an IRT for reading

End of
Aug/Sep. 2017

Meeting each participant to discuss the IRT (i.e. IRT meeting) and
continuing the process of reconstructing the participants’ experience
and co-composing a coherent text on what it means to learn French for
each of them

Sep. 2017

Writing further field texts after the IRT meetings, incorporating my
discussions with the participants about the role of French in their lives.
This also led me to participate in a conference in November 2017 and
work on an article presenting my analysis of one of the participants, as
an intermediary step before composing the four final research texts.

Apr/May/Jun.
2018

Writing a final research text (FRT) for each participant which offered a
perspective on the research puzzle: What does it mean to learn
French for the participants in this study?

Jul. 2018

Looking across the four experiences to gain another understanding of
the phenomena under study and developing a discussion about the
meaning of French learning in the lives of the four participants as well
as about the meaning of learning a ‘minor’ additional languages such
as French in Hong Kong.

End of the
research project

9.

Sharing the FRTs with an audience

Table 4: Summary of the analytical procedure
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Chapter 5 The Hong Kong context

5.1 A multilingual city and territory

In this chapter, I will illustrate certain aspects of the Hong Kong context, which permeates the
four individuals’ lives and stories in this study and plays a role in processes of identity

construction.

Hong Kong’s history is marked by its colonial past. English was the only official language for
over a hundred years, from the ceding of Hong Kong to Britain in 1842 until Cantonese became
Hong Kong’s second official language in 1974. This was despite Cantonese being the language
‘most commonly used by Hong Kong’s indigenous Chinese on political, social and cultural
occasions’ (Gu & Tong 2012, 502). After Hong Kong’s sovereignty was returned to China in
1997, China’s national language (Putonghua/Mandarin) entered the school curriculum, and the
official language policy in Hong Kong is that citizens should be trilingual in Cantonese,
Putonghua and English, and biliterate in Standard Chinese (written in traditional — as opposed to

simplified — Chinese characters) and English (L1, D. 2009, 76-77).

In official terms, according to the 2007 census, Hong Kong’s population is described as
approximately 95% ethnically Chinese (L1, D. 2009, 72), with Cantonese being the vernacular
language for over 90% of the population (Li, D. 2009, 74). Li, D. (2009) notes that by contrast
the non-Chinese population has ‘rarely exceeded 5%’ (p. 74). But to see Hong Kong as a
monolingual society has been called the ‘monolingual myth’ by Bolton (2000; see also Bacon-

Shone & Bolton 2008). In fact, there is pervasive multilingualism in Hong Kong. Bacon-Shone
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and Bolton (2008, 44) found that the ‘Cantonese monolingual’ grouping had declined from 30%
of the population in 1983 to only 9% by 2003. The largest grouping in 2003 was ‘Cantonese-
English-Putonghua trilinguals’ at 63% of the population followed by ‘Cantonese-Putonghua
bilinguals’ at 17% (Bacon-Shone & Bolton 2008, 44). Over this period, knowledge of English
increased considerably, with the proportion claiming to know it ‘quite well’ increasing from 5%
to 31% (Bacon-Shone and Bolton 2008, 37). In recent years, the proportion of people who speak
Putonghua has also significantly increased (see Li, E. 2015, 115). Li, D. indeed notes (2009, 76)
that Putonghua/Mandarin is expanding in the world due to ‘China’s expanding sociopolitical
influence internationally’ and that speaking Putonghua is fast becoming ‘a must’ for an

international professional career (Li, D. 2009, 78).

Beyond these familiar patterns, there are also many variations in Hongkongers’ early experiences
of language. For example, the Hong Kong people may spend their early years in China with the
Mainland Chinese side of their family, where they become familiar with either a local dialect
and/or the national language of China (i.e. Putonghua/Mandarin) before being exposed to
Cantonese. Li, E. (2015, 115) notes that ‘many Hong Kong people speak more than one Chinese
dialect’, such as Hakka, Fukien or Shanghainese (see also Bacon-Shone & Bolton 2008, 2011,
35). Regarding English, it is not rare for Hong Kong families to send their children to study in
Britain or Australia at primary and/or secondary level. These children often come back to Hong
Kong with native-like fluency and/or accents, and there is a considerable range in the kind of
English people use. It is not unheard of, for example, to unexpectedly hear Manchester or
Geordie accents in family shops in the New Territories, and Canadian accents are frequently
heard in broadcasting. In conclusion, Li, E. (2015) notes that the increase in international

experiences tends to make Hong Kong ‘increasingly multilingual and multicultural’.



150

Another multilingual phenomenon in Hong Kong is that of code-mixing, whereby local
Hongkongers mix English words with Cantonese. A number of authors (e.g., Ho, 2008; Li, E.
2015) note that intra-sentential code-mixing, involving English words in a Cantonese matrix, is

common in Hong Kong and is used for a wide range of reasons.

Hong Kong’s multilingualism reflects the fact that it is at the crossroads of several worlds and
communities. Li, D. (2009, 78) remarks upon Hong Kong’s ‘success story’, its transformation
from a ‘sleepy fishing village’ in the 1840s to an ‘international metropolis cum global financial
centre’ today. There is considerable mobility, both in terms of actual migration (e.g., overseas
exchanges) and of the migration of ideas via new technologies (e.g., Hong Kong has one of the
highest rates of smartphone use; The Asian mobile consumer decoded, 15 Jan. 2014). As a
paradigm case of globalisation, Hong Kong shows, some of the multiple possibilities for identity
opened up by prosperity and mobility, including imaginative possibilities opened up by the

Internet.

Within the complex language environment, a particularly important and relevant aspect of
language policy is that which applies to the educational system. In section 5.2 below, I will
explore in more detail these policies at primary, secondary and tertiary educational levels, in

order to explore the background of the participants in this study.

5.2. Language and education in Hong Kong

As already noted, Hong Kong has a unique linguistic matrix with Cantonese, Putonghua and

English playing different roles. These languages are in competition, to some extent, and in the
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education system policies are made and unmade regarding which language should be the
medium of instruction. It is in this context that additional languages, such as French, carve a
space, and this section will attempt to position French in the Hong Kong linguistic and

educational landscape.

5.2.1 The characteristics of the Hong Kong educational context

At primary level, the medium of instruction (MOI) debate has focused on the increasing presence
of Putonghua. Wang and Kirkpatrick (2013) found that Putonghua was ‘commonly’ used to
teach Chinese, with Cantonese being ‘predominant’ in other subjects. The increasing use of
Putonghua has led some parents to complain that it is difficult to find kindergartens using
Cantonese (Yau, 2014 Sep. 2). The MOI issue immediately raises questions of identity, with Yau
(2014 Sep. 2) claiming that ‘some residents fear that Hong Kong’s identity may be lost as the

special administrative region is integrated into mainland systems’.

Until the academic year 2010-2011, Hong Kong secondary schools were classified into either
Chinese Medium of Instruction (CMI) or English Medium of Instruction (EMI) categories. Since
September 2010, the CMI and EMI labels have been abandoned to diminish the polarization that
they brought. The new ‘dual-medium-of-instruction’ (L1, D. 2009, 79) or ‘fine-tuned medium of
instruction framework’ (Li, E. 2015, 194) means greater scope and flexibility for ex-CMI schools
to introduce EMI in their curriculum, based on their professional judgments, circumstances and

needs (Gu & Tong 2012, 502).
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Although the ‘fine-tuned’ policy was partly intended to encourage mother-tongue (Cantonese)
teaching, what can be said at this stage that is that it is not clear how schools are implementing
the policy. Li, E. (2015, 194) claims that the policy has actually given English more prominence
because English continues to be in high demand in Hong Kong (see also Humphreys & Spratt
2008, 325). The ‘strong public demand’ for EMI in Hong Kong is linked to English being

considered ‘a path to success’ (Gu & Tong 2012, 502; see also Li, D. 2009, 78).

In tertiary education, the medium of instruction dilemma does not exist since English is the only
medium of instruction (except for Chinese topics). Over the past few years, universities have
started to internationalize, following a decision by the Hong Kong government to position Hong
Kong as a regional ‘education hub’ in Asia (Yu & Zhang 2016, 1) on top of its self-proclaimed
title as ‘Asia’s World City’. The two key measures in the government plan are to attract foreign
students to Hong Kong campuses (see Cheong Cheng, Cheung, & Yeun, 2011) and increase
exchanges internationally with partner institutions. According to a government website, there
were ‘about 5,600 incoming and 6,200 outgoing students on exchange’ in 2014-15, bringing the
number of Hong Kong students who exchanged abroad to ‘one out of four’ students (‘The Policy

of "Developing Hong Kong’s status as a Regional Education Hub", 2017).

Among the population of non-local students in Hong Kong university campuses, it is worth
noting that there is a ‘steady rise’ of Putonghua-speaking graduate students coming from
Mainland China (Yu & Zhang 2016, 2). Statistics released by the University Grants Committee
(UGC) - the funding body of Hong Kong state universities - reports that the number of Mainland

Chinese students had tripled in the past eleven years, going from 3,319 in 2004-2005 to 11,548
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in 2014-2015 (Yu & Zhang 2016, 2). Students from Mainland China makes up ‘the biggest

group after locals’ (Matthews, 2016 Sep. 20).

In addition to the language-in-education policy, which as Li, D. (2009, 76) points out has been ‘a
source of tremendous social tension in the last two decades’, the situation has become ‘more
complicated’ after the return of sovereignty to Mainland China in 1997 (Li, D. 2009, 76).
Aspects of this complexity will be presented in the following section about trilingualism on

Hong Kong university campuses.

5.2.2. Trilingualism in practice on Hong Kong university campuses

The three dominant languages of Hong Kong (i.e. English, Cantonese and Putonghua/Mandarin)
perform distinct and separate functions for the two main groups of Hong Kong university

students, who are the Hong Kong and the Mainland Chinese groups.

For Hong Kong students, Cantonese is ‘the most commonly-used language for out-of-class
activities and communication’ whilst English is ‘less frequently used for out-of-classroom social
purposes’ and is mainly used for academic purposes (Gu & Tong 2012, 502; Li, D. 2009, 74). Li,
E. (2015, 123) notes that in Hong Kong, ‘the role of English at the personal level is rather
limited’ and that English is ‘a psychologically “detached” language in the life of most Hong
Kong Chinese’. On the other hand, local students are used to mixing English with Cantonese in
their daily use of language (see section 5.1 above about ‘code-mixing’ in Hong Kong). There are
both linguistic factors (e.g., the availability of terms) and sociolinguistic factors (e.g., signaling

one’s identity as an educated, English-knowing bilingual) which explain this. In addition, this
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kind of hybridity is a common feature of language use under conditions of globalization (see,
e.g., Jacquemet 2005). Regarding Putonghua, Humphreys and Spratt (2008, 316) note that the
motivation to learn Putonghua is ‘mainly’ instrumental and attitudes towards Putonghua ‘tend to
be negative’. However, Li, D. (2009) also makes the point that Putonghua is increasingly seen as

a passport to success in Hong Kong, in much the same way as English is (pp. 78 & 80).

As for Mainland Chinese students, Putonghua is used when communicating between themselves
and ‘occasionally when communicating with local Hong Kong students’ (Gu & Tong 2012, 502;
see also Yu & Zhang, 2016). For these students, Hong Kong Cantonese is a new language even
when they already know the variety of Cantonese spoken in Guangdong province. Between
English and Cantonese, Mainland Chinese students often concentrate on English because it is
considered more useful for the future (Yu & Zhang 2016, 13). Finally, English is privileged
because Mainland Chinese students need to adjust to the EMI system at tertiary level, which is a
new experience to them (Yu & Zhang 2016, 7). Yu and Zhang (2016, 13) also note that
Cantonese is often considered an ‘inferior’ ‘dialect’ by Mainland students in comparison to

China’s official national language, Putonghua/Mandarin.

The trilingual situation at university can thus be described as tense. Communication problems are
sometimes the source of misunderstandings and tensions, but are complicated by a clash of
‘opposing ideologies’ between the two groups (Yu & Zhang 2016, 8). One Mainland Chinese
participant in Yu and Zhang’s study (2016) of Mainland students’ experiences in Hong Kong
universities remarked that Hong Kong felt ‘more foreign than a foreign country’ (p. 8). Tensions

have in fact steadily risen between Hong Kong people and Mainland Chinese visitors since the
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handover in 1997. As Yu and Zhang (2016) remark, Hong Kong has become a ‘highly

politicalized city’ (p. 8).

In the next section, I will look in more detail at Hong Kong’s recent history, highlighting social
change in Hong Kong as well as raising the question of Hong Kong’s identity, which has

relevance in understanding the participants’ stories in this context.

5.3. Social change and the question of Hong Kong’s identity

In this section, I will look at key recent landmark events in Hong Kong in order to further frame
the sociohistorical context in which the participants in this study live. Studying the history of
protest movements in Hong Kong, as Dapiran (2017) does in City of Protest, is a way to explore
competing senses of Hong Kong’s identity, and illustrate the differences between older and

younger generations of Hongkongers.

In 2014, students occupied the central districts of Hong Kong for about four months in an
unprecedented show of defiance and dissatisfaction. The so-called Umbrella Movement is
particularly significant because it coincided with the start of my research project and with the
beginning of my meetings with the four participants in this study. However, according to
Dapiran (2017, 51), the Umbrella Movement should be seen as a continuation of a long history
of protests in Hong Kong. In these protests, Dapiran (20. 17, 51) perceives that Hongkongers
have gradually moved away from the ‘borrowed time, borrowed space’ frame of mind of the pre-
handover colonial era to a new ‘sense of local identity’ with a new catchphrase: this is ‘our time,

our space’ (Dapiran 2017, 51).
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5.3.1. Recent events and protests in Hong Kong

The Umbrella Movement was a widespread popular movement led by students in the autumn of
2014. The central demand of this protest was for Hong Kong people to have a greater say in the
election of the region’s chief executive. Dapiran (2017, 95) sees the cause of the Umbrella
movement as a problem of ‘disequilibrium’, noting that on the one hand, Hong Kong enjoys ‘a
high level of freedom’ while on the other hand having ‘a low level of representative democracy’
(Dapiran 2017, 95). For Dapiran (2017), the Umbrella Movement revealed a turning-point in

Hong Kong’s history:

[T]he imbalance has shown itself to be increasingly unsustainable, and Hong Kong has

seen mounting pressure to right it. (Dapiran 2017, 95)

And Dapiran (2017) also links the Umbrella Movement to the thorny question of Hong Kong’s

identity:

The Umbrella Movement and all the protest movements that came before it were never
just about the immediate issue at hand — whether the universal suffrage or the protection
of heritage buildings or support for democracy in Mainland China. These protests have

always had at their core anxiety about Hong Kong’s identity. (Dapiran 2017, 108)

The Umbrella Movement therefore clearly revealed tensions and divisions, most obviously in
society as a whole (as in the encounters between “Yellow’ (pro-democracy) and “Blue’ (pro-

Beijing) camps), and in the fact that the protesters belonged, on the whole, to the so-called ‘post-
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80s generation’. The students’ democratic stand was denounced as unpatriotic by a portion of
society, whilst the others saw it as a source of renewal in the political arena. What the movement
succeeded in triggering, however, was a collective questioning regarding Hong Kong’s identity.
Many articles in the local press have since debated this issue. For example, Blundy (2016 Nov.
12) reports on the findings of recent opinion polls, noting that ‘most [Hong Kong people]
identified themselves as Hongkongers rather than Chinese’. A discussion on ChinaFile (a project
of the Center on U.S.-China Relations at Asia Society) exposes two different views regarding the
process by which Hongkongers approach the question of local identity. For some, a ‘local
identity’ is seen in mainly negative terms, defining Hong Kong’s identity as being ‘not Mainland
China’ (see Schlesinger in Schlesinger et al., 2016 Sep. 7). By contrast, others describe the
Hongkongers’s self-identification process as engaged and deterministic (see Ilaria Maria Sala in
Schlesinger et al., 2016 Sep. 7). Sala explains that young Hongkongers affirm their identity by
looking for solutions to their constraints and by making constructive propositions (ibid.). For
example, they have proposed ‘a fairer system of government and representation’ and have

articulated ideas regarding the Hong Kong urban space and environment (ibid.).

A consideration of these factors is relevant to this study because taking an identity-based
perspective means considering the interactions between different elements of context with
individual stories, such as the four stories in this study. Hennig (2010a, 314), for example, notes
that ‘the learners seemed to have drawn parallels between Germany’s reunification in 1990 and
Hong Kong’s return to Mainland China in 1997, showing that perceptions of additional
languages are formed in relational terms within a wider sociopolitical environment. More
insights of this kind are needed if we are to understand more about why and how people study

additional languages.



158

5.4. The presence of French in Hong Kong

The comments made in Chapter 2 regarding the interplay between fixity and fluidity also apply
to one of the most important ‘characters’ in this study, the French language. It is of course
important to avoid conceptualizing ‘the language’ as a fixed set of language structures (e.g.,
Makoni & Pennycook, 2007; Blommaert, 2010; see also Chapter 2, section 2.2.4). Narrative
accounts of learning French, and investigations of what it means to study French, must take
account of the myriad ways in which elements of French appear in the local context, and the
ways in which these linguistic phenomena are perceived by local people. As Sergeant (2009) and
Blommaert (2010) observe, linguistic resources are often used for their symbolic meaning in the
contemporary world. Many of the visible uses of ‘French’ in Hong Kong, for example in
advertising or signage, may not even be recognized or accepted as French by native speakers of

the language.

However, though languages may be increasingly cut off from their origins (e.g., Jacquemet,
2005; Kramsch & Whiteside, 2008; see also Chapter 2, section 2.3.3), they are also perceived as

languages in the relatively fixed, conventional sense by a wide range of actors.

Accordingly, in this section I will outline some of the conventional ways in which French may
be said to have a ‘presence’ in the local environment, starting with the existence of a French-
speaking community and with the local institutional contexts in which French is learned, before
describing the more fluid presence of French and Frenchness through commercial and other

visuals.
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5.4.1. The French community in Hong Kong

According to the latest census, Hong Kong has a population of approximately seven million
people (Census, 16 Nov. 2018) with 60% of this population being born in Hong Kong
(Population By-census, 2016). Among this population, there are approximately 25 000 French
nationals living in Hong Kong, compared with 4000 German nationals and 2000 Italian nationals
(Panorama of the French Community in Hong Kong, 31 Mar. 2016) with an estimated increase

of 5% every year (Keegan, 2017 Dec. 28).

However, 25, 000 people out of 7 million is not many in percentage terms, and although the
community is growing there are of course other ways in which French is present in Hong Kong. I
will consider these in the following section, starting with the opportunities for studying French in

Hong Kong.

5.4.2. Learning French in Hong Kong

The French language is taught in several different types of educational institution, including the
‘Lycée francais international’ (i.e. French International School), local institutions at primary,
secondary and tertiary level, and various private language schools of which Alliance Francaise

(AF) Hong Kong is the most well-known.

The French International School (FIS) has been delivering the French national curriculum to the
French expatriate community of Hong Kong since 1963 and also opened an international stream

about thirty years ago. According to the FIS website, about 2,000 students from Reception to
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Year 13 were enrolled in the French Stream in the year 2017-2018% whilst during the same
period the international stream enrolled 642 students from thirty different nationalities. However,
the number of students is very small in relation to Hong Kong’s population and as with the other
international schools in Hong Kong, FIS is an expensive, elite option for those who wish their

children to learn French.

Other educational institutions provide a range of additional language courses, including French,
to Hong Kong students. At secondary level, French can be taken as a public examination known
as the Hong Kong Diploma of Secondary Education (HKDSE) at the end of the secondary cycle

as part of Category C subjects, which also include Japanese, German, Spanish, Hindi and Urdu.

Yet, one point of importance is that Category C subjects are mostly available at HKDSE for
students whose mother tongue is not Chinese and who need to replace Chinese with another
language for university admission. As a result, there are few Hong Kong students who take
French at HKDSE. According to the HKEAA website, only a handful of pupils take French at
the HKDSE examination (for example, see Press Release 2016 Hong Kong Diploma of
Secondary Education Examination #). Despite this, some Hong Kong primary and secondary
schools offer additional language courses as part of their curriculum or as extra-curricular
activities to boost their profile and help them stand out from other schools, but they are likely to
be elite schools such as Grant Schools (schools initially created by missionaries and churches in
the 19" century), English Schools Foundation (ESF) schools which are partly funded by the

government, and international schools.

3 French International School in Hong Kong: https://www.fis.edu.hk/en/french-stream (Accessed on 22 Nov. 2018)
* PRESS RELEASE2016 Hong Kong Diploma of Secondary Education Examination, Catégorie C subjects results
released: http://cfswahyan.weebly.com/uploads/3/8/5/4/38548659/20160712 hkdse full results eng.pdf (Accessed
on 22 Nov. 2018)
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At university level, among the eight government-funded universities in Hong Kong, only two
offer either a major or minor programmes in French whilst the others offer a selection of credit-
bearing or non-credit bearing courses at different proficiency levels. Baptist University offers a
BSocSc (Hons) in European Studies in French, which requires students to study in France for
one year in their partner institutions. Over the past few years, the universities have stepped up
their efforts to create partnerships abroad as a way to provide students with study destinations
abroad; France is among the possible destinations, especially as courses with English as medium

of instruction are increasingly offered there.

French courses are also offered by the Continuing Education sector and institutions such as Open
University and HKU Space, which offer a selection of graduate and post-graduate programmes
and courses for adults. Private companies may also offer French courses internally as a training
option to their staff. Statistics are difficult to obtain, but according to the Consulate General of
France in Hong Kong and Macau, there are an estimated 50,000 people who occasionally
practice French, while ‘2% of Hong Kong’s total population of 7 million have studied the
language’ (French Language in Hong Kong, 18 Sep. 2014). In relation to this, according to the
online magazine of the French Chamber of Commerce, 800 French companies were registered in

Hong Kong in 2016 (Panorama of the French Community in Hong Kong, 31 Mar. 2016).

Commercial schools such as the Hong Kong Institute of Languages offer extra-curricular French
classes to Hong Kong children, whose parents are often anxious to give them a head start in a
very competitive educational and professional environment. In Hong Kong, it is not rare for

children to attend extra-curricular classes in the evenings or at the weekends in order to boost
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their chances of being accepted in the top schools and universities. In the private sector, the

Alliance Francgaise (AF) is the most well-known option.

AF is an international organization created in 1883 for the propagation of the national language.
In Hong Kong, an AF institution has existed since 1953. It now has three sites across the city,
including language classrooms, a multimedia library (La Médiathéque) and a digital library
(Culturetheque) situated in well-chosen spots in the city, and enrolls approximately 6,000
students every year. AF is known as the main commercial provider of French courses for adults,
teenagers and children as well as being the official organiser of French diplomas such as DELF,
DALF and TCF — which are popular with Hong Kong’s exam-obsessed population — and as a
training centre for teachers of French as a Foreign Language (FLE). AF is also associated with
opportunities to experience French culture, and AF centres regularly organize cultural activities
such as wine tasting evenings, film shows and cookery classes. AF also works in partnership
with the French Consulate for the organization of French cultural events across the city

throughout the year, as explained further in the following section.

5.4.3. French cultural events in Hong Kong

There are several institutions, organizations, and associations which contribute to the visibility of
French in the city by organizing events. The main one is the French Consulate of Hong Kong and
Macao, which through its dedicated services (for example, the ‘Service de Coopération et
d’Action Culturelle’ i.e. Cultural and Cooperation Services), organizes major cultural and
education-related events in support of or in tandem with local French partners. Amongst these

partners are the Hong-Kong and Macao Alliance Frangaise (AF), the Lycée frangais
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international, the French Alumni Association, the ‘Centre d’Etudes Frangais sur la Chine
contemporaine’ (the French Centre for Research on Contemporary China, funded by the French
Ministry of Foreign Affairs and the National Centre for Scientific Research or CNRS) and the
Association of French Teachers in Hong Kong and Macau (AFLE).

The main cultural events organized by or in coordination with the French Consulate in Hong

Kong include:

- ‘Le French May’ Arts Festival, created in 1993, promotes cultural exchanges between
Hong Kong and France by organizing over a two-month period a large variety of events,
such as exhibitions, performances, cinema screenings and gastronomic events. According
to the French Consulate website, these events attract about two million participants every
year>.

- The ‘Festival de la Francophonie’, which runs worldwide during March every year,
involves a number of language and education-related activities aimed at raising
awareness of the French language as well as encouraging local French learners to
participate in a series of French-language related events and give them credit for their
French learning efforts (see Destination Hong Kong, 4 Apr. 20159).

- The French Cinépanorama (or the Hong Kong French Film Festival), which includes
special ‘French Nights” where French directors are invited to talk about their films.
Retrospectives of French directors are also shown (for example, a retrospective of French
director Benoit Jacquot was scheduled in various cinemas of the city between 6 and 25

Jan. 2017).

5 See ‘Le French May’ on Consulat Général de France a Hong Kong & Macao website:

https://hongkong.consulfrance.org/Le-French-May,6862 (Accessed on 23 Nov. 2018).

¢ Destination Hong Kong. (2015, Apr. 4). [Television series episode and podcast]. In Destination Francophonie, TV5
Monde. Retrieved from

http://apprendre.tvSmonde.com/fr/apprendre-francais/destination-hong-kong-0 (Accessed on 23 Nov. 2018)
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In addition to these festivals, there are a number of other cultural events, including conferences
and literary events. There are also a number of French-language publications, including Paroles’

and Trait d’Union®.

To conclude, a lot of work is done in Hong Kong by French institutions and/or private
associations to position French language and French culture from the perspective of a relatively
fixed language and culture belonging to a nation state. But the presence of French presence is

also felt in other ways, as explained below.

5.4.4 French in the global context

Moving beyond the local level and considering the global factors that contribute to the presence
of French in Hong Kong, there are two main influences to take into account. One is the French’s
government policy of promoting French and increasing the number of French speakers

worldwide, known as ‘la Francophonie’ (with a capital ‘F’ to refer to the institution as a whole),

and the other is the strong commercial (and thus visual) presence of French language and culture.

5.4.4.1 Francophonie

Although French is still an official working language of the UN, NATO, UNESCO, the
International Olympic Committee, the European Union and the International Red Cross, its
position is seen as fragile in the face of the development of English in the world. A recent report

by the French Assemblée Nationale reaffirmed the place of French language in the world as a

7 See Alliance Frangaise Hong Kong: https://afhongkong.org/paroles/about-paroles (Accessed on 23 Nov. 2018)
8 See Trait d’Union website: http://www.traitdunionmag.com (Accessed on 23 Nov. 2018)
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‘major component of worldwide pluriligualism’ [ “une composante majeure du plurilinguisme
mondial’] noting that the role of French in the world should therefore be boosted (Rapport
d’information sur la Francophonie 22 janvier 2014, p.7). The notion of ‘plurilinguisme’ (or
plurilingualism) has been the centre of discussion in Europe for many years, and refers to the
perceived need to increase bridges and links between languages and cultures as well as nurture
the idea of pluralism in societies (see Moore & Gajo 2009). Although the mission of
plurilingualism often devolves to education (see Macaire 2008, 11), it is also relayed by

organizations such as ‘la Francophonie’ through a variety of actions.

The concept of ‘la Francophonie’ appeared at the end of the 19" century to designate all the
countries and people who used French as their lingua franca. Today, Francophonie is an
international organization, which also includes countries where a proportion of the population
speak French as well as countries which declare an affiliation with francophone cultures or with
the French language, resulting in a loose grouping of countries which have certain cultural and
educational interests in common. 84 countries are currently members of Francophonie (having
satisfied a list of criteria), which represents 274 million people or 4% of the world population
according to Organisation Internationale de la Francophonie (see OIF website ?).

Amongst Asian countries, Laos is on the list of full members of Francophonie whilst South
Korea and Thailand possess a Francophonie observer status. In a 2014 Assemblée Nationale
report on Francophonie, Asia is also mentioned as one of the regions with the largest increase of
French speakers in the world (Rapport d’information sur la Francophonie 22 janvier 2014, p. 36).
China is estimated to have 100 000 French learners, whilst in Japan, this number is 200,000

(Rapport d’information sur la Francophonie 22 janvier 2014, p. 36). According to this report, the

? Organisation Internationale de la Francophonie (OIF): https://www.francophonie.org
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motivation for studying French in Japan is linked to wanting to compete with China in
francophone African countries (Rapport d’information sur la Francophonie 22 janvier 2014, p.
38), where the number of French speakers has been predicted to rise. The report also suggests
that 85 % of the predicted 500 to 700 million French speakers in 2050 will be in Africa (Rapport

d’information sur la Francophonie 22 janvier 2014, p. 17).

In other words, the French government can be said to be quite active in promoting a certain
image of French language and culture in the world. Actions such as those coordinated by ‘la
Francophonie’ are also targeting non-francophone countries (such as Hong Kong) to make
French culture look desirable, and the French language appear useful and meaningful (see for
example, Willsher, 2017 Nov. 6). It should be noted, however, that the role of OIF is seen by

some as a way of ‘sustaining French imperialism’ (see for example, Chrisafis, 2018 Feb. 19).

5.4.4.2 The commercial and visual presence of French in the urban landscape

The intention behind the cultural events organised by the French Consulate (e.g., the French May
festival or the Festival de la Francophonie) is to disseminate a controlled and specific image of
France, usually as a dynamic, refined and powerful culture. For example, as part of the French
May festival, the French Consulate in Hong Kong and Macau started a campaign in 2015 to
promote a new image of French culture as technologically advanced and innovative, with the
slogan ‘So Innovative, So French’ (e.g., Le French May, 2018'?). These representations of the
‘French brand’ are also exploited — in different ways — by a range of commercial actors and

organizations.

19 Le French May 2018: http://frenchmay.com/en/events/so-french-so-innovative/ (Accessed on 26 Nov. 2018)
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There is a ubiquitous commercial and visual presence of French luxury brands and luxury
products in the most affluent districts of Hong Kong, most obviously visible in huge and
colourful advertisements and shop fronts. No knowledge of French is needed for most people to
recognize that the advertised products are French, since they now belong to a common globalised
bank of images which circulate freely throughout the world (e.g., the Dior and Chanel logos).
The three brands and logos presented below (see Figure 5) are all well known to Hongkongers,
according to my acquaintances and my own knowledge of the city. They are seen across the city
on large billboards, in magazines, in the streets and in large shopping malls, particularly in the
central districts of Hong Kong Island where there is the greatest concentration of wealth and
wealthy shoppers; the advertisements target both local and international (especially Mainland

Chinese) customers, whose number has increased over the past few years.

i '
.‘-‘-(- .
i J | ‘
——————————————

L’OCCFTANE
EN PROVENCE

e

Figure 5: French brands in Hong Kong

Apart from signs such as these, there are also signs advertising smaller businesses (e.g., fashion
boutiques, toy or accessory shops, restaurants or bars, bakeries or delis), as shown below in

Figure 6.
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Figure 6: Uses of ‘French’ in Hong Kong

What is interesting about these signs is their playful usage of or reference to the French language
or French culture. It is uncertain whether they originate from French businesses or that they have
any connection to anything French. The use of French words here is therefore of a different
nature and for a different purpose. Among the four signs, the sign ‘La Terrasse’ is the only one
that is semantically and grammatically correct, the restaurant being positioned at the top of steep
stairs. The other three signs are coinages (‘visionaire’) or have incorrect accents (‘pe:tite’ or
‘amelie”’), but all can be said to exploit images of Frenchness. The sign ‘amelie & tulips’ is an
allusion to the French film character, Amélie Poulain, which is known to many young people in

Hong Kong.

In showing these examples, I want to suggest that the presence of French in Hong Kong is also
symbolic and evokes emotions, feelings and impressions which are context-specific and de-
territorialised. In other words, these examples probably appear very different to a French
national. In seeing the sign ‘visionaire’, for example, my immediate reaction was to think that the
word was incorrectly spelled or that the creator of the sign hesitated between ‘visionnaire’
(French) and ‘visionary’ (English) and could not decide. With the sign ‘Amélie & tulips’, |
wondered why the author could not give ‘tulip’ an ‘e’ (‘tulipe’) to continue the French theme,

assuming from the start that ‘Amelie’ (without an accent) referred to ‘Amélie Poulain’, the
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French movie character because of having heard it mentioned so often by my students. In other
words, although the French words in these signs are apparently meaningless, they communicate
something important to particular people in this particular context. Interest in new
communicative practices such as, translanguaging, metrolingualism or polylanguaging are
showing that ‘disorderly recombinations’ (Jacquemet 2005, 274) have significant meanings and
play an important role in providing people with a way to position themselves in their own society

(see Chapter 2, section 2.3.3).

In his book about English in Japan, Sergeant (2009, 1) draws attention to the ‘symbolic meaning’
of English in Japanese society, noting that English is ‘displayed as part of a far wider field of
semiotic practice’. For example, Sergeant (2009) explains that the use of English in Japan is
linked to emotions, lifestyles and dreams (p. 106), which is far removed from the traditional idea

of language use being motivated by ‘mutual intelligibility (ibid., 167). Sergeant notes:

The language is still signifying... both in an aesthetic and broadly symbolic way, but it
does not do so as a communicative code for the expression of denotational meaning in the

manner privileged by formal linguists (Sergeant 2009, 145)

Similarly, Blommaert (2010, 29-30) observes regarding the name Nina’s Derriére (which can be
translated as ‘Nina’s bum’) given to a chocolate bar in Japan, that this sign is detached from
linguistic practice and is not targeting customers with linguistic competence in French. Instead,
this sign has an ‘emblematic function’ (Blommaert 2010, 30). Blommaert also draws attention to
the fact that a language draws on ‘a complex of associative meanings’ (2010, 29). In the case of

French, associations might be made, for example, with ‘high culture and civilization’ (see Coffey
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2010, 122) or to romance (see Hennig 2010a, 312; also Dreyer 2009, 34) with variations
according to different cultures. For example, as already noted (see Chapter 2, section 2.4.3.1),
French is perceived as romantic in China and Taiwan, but not in Japan. In other words, a
language is also ‘constructed by the voices and actions of the society’ (Sergeant 2009, 2; italics

in the original).

5.5 Conclusion about the local context

To conclude, France’s ‘soft power’, or the ways France asserts its presence and exerts influence
through cultural and diplomatic efforts, is palpable in Hong Kong. Apart from in education,
French also manifests itself via a busy calendar of cultural and educational activities, which have
become annual fixtures in the Hong Kong cultural landscape. Some of these cultural events are
organized in relation to globally coordinated efforts by the French Government to promote the
French language. Other aspects of Frenchness, such as those appearing in the discourses of
advertising and cultural products such as films, are arguably less fixed, but both fixed and fluid
aspects form part of globally-circulating discourses of French and Frenchness and contribute to
the stereotypes (or social representations) which circulate through Hong Kong. However, and
perhaps especially in the case of the more fluid elements, the available meanings of Frenchness
are not fixed but can be reinterpreted and combined with other semiotic resources, opening the

door to more personal interpretations and motivations to learn the language.

To conclude, France’s ‘soft power’, or the ways France asserts its presence and exerts influence
through cultural and diplomatic efforts, is palpable in Hong Kong. Apart from in education,

French presence also manifests itself via a busy calendar of cultural and educational activities,
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which have become annual fixtures in the Hong Kong cultural landscape. Some of these cultural
events are organized in relation to globally coordinated efforts by the French Government to
promote the French language. These initiatives can explain the kind of globally-shared

stereotypes (or fixed discourses) which circulate about Frenchness in Hong Kong.

However, other elements such as creative visual displays transcend the semiotic meaning of
French and can contribute to the dissemination of another kind of image of Frenchness in Hong

Kong, opening the door to more personal interpretations and motivations to learn the language.

5.6 Introduction to the case chapters

It is at a time when Hong Kong’s collective identity is itself being contested (see section 5.3.
above) that the inquiry into the stories of learning French in Hong Kong for Candice, Yasmina,
IC and Nicole took place. The aim as stated from the beginning of the study is to understand

what learning French in Hong Kong means for the participants at this particular moment in time :

What does it mean to learn French in Hong Kong, i.e. in what ways does the learning of

French as an additional language contribute to processes of identity formation?

The narratives presented in these chapters are reconstructions of the participants’ stories of
learning French after a two-year inquiry. These narratives are based on data collected from the
participants in writing (e.g., in LLHs, in TLRs, from postings on IG or FB and from email
messages as well as messages on Messenger or WhatsApp) or orally (during interviews and

informal conversations) and are the result of a joint reflective exploration process, guided by the
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three-dimensional narrative space and the notion of emplotment. The production of a plotline
focused not only on the participant but also on the entity ‘French’ and on the sociopolitical
context in which the stories evolved. The overall aim was to characterize the role played by
conceptions and experiences of French (as well as of other additional languages) in the
participants’ journeys of language learning, and to understand why the participants’ stories of

language learning had unfolded as they did in the context where they live.

Each narrative contains excerpts of the participants’ voices as well as excerpts of actual
conversations during interviews (including during the IRT meeting, when each participant
discussed the plausibility of their narrative with me) and during other exchanges (for example,
on Messenger and by email) to give the reader a sense of the co-construction process which took

place throughout the inquiry.

Each narrative is organized in three parts. The first part is descriptive and includes details of the
participant’s relationship with me and information about their background. This is followed by
the stories they told about their past, present and future, including stories related to their
perception of French and Frenchness. The third part is exploratory (see Polkinghorne 1998, 161),
which is to say that links are established between the three dimensions of their story (i.e. the
temporal, spatial and social), as well as with their notions of French in order to arrive at an
interpretation of what it means to learn French for each participant at this particular moment in

time.
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Figure 7: Candice's notes for the IRT meeting (2) (25 Aug. 2017)
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Candice was 20 years old at the start of the inquiry. She is the youngest of the four participants

and the only one who was still at university during the inquiry. My first encounter with her was
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in a French beginner class in the first semester of her four-year postgraduate degree in Chinese

Studies. [ met her while I was assisting the French teacher in the first year of my PhD studies.

From the beginning of Candice telling me about herself, I was struck by the variety of interests
she had. She described them as ‘really weird things’ (INT1). For example, she was interested in
spirituality (such as New Age spiritual beliefs and practices, including ‘the meditation thing and
the raw, vegan eating style’, INT1), and in Chinese traditions of palmistry and face reading.
After coming back from a semester abroad in Taiwan at the end of her fourth year at university,
she had become interested in organic food and environmental protection (IRT meeting) after
taking part in ‘well-being classes’, which she described as ‘learning about oneself through
movement’ (IRT meeting). In her LLH, Candice also mentioned her interest in languages. Beside
French and Japanese, she said she knew some Korean, German and Italian as well as Hakkanese,

a southern Chinese language spoken in her mother’s family.

Although Candice and I did not know each other prior to the inquiry, our relationship developed
quickly. Candice often sought my advice during the French class as I moved around to offer my
help. She had many questions about language use as well as about aspects of French culture and
between classes, she also regularly sent me SMS messages to clarify some language points. She
was also communicated with me via the two social media platforms I had created for the inquiry
(i.e. Instagram @frenchinhk and the FRENCHINHK FB accounts; see Chapter 4, section 4.6.7).
On these platforms, the two of us had long exchanges which informed some of our discussions

during the interviews.
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The first interview with Candice was on 7 November 2015 in a quiet room at university. It lasted
for one hour and a half and continued over lunch, during which Candice started a discussion
about religion and told me about her father’s beliefs. Thus, we began entering the process of

narrative inquiry, of sharing our lives with each other.

Our second interview was on 28 January 2016 and lasted a little more than two hours. It took
place at university again. I noted the mood during the interview as being relaxed, perhaps
because we stopped half way through to look at my recent holiday pictures from Japan. After the
second interview, we continued to talk about our holidays over lunch. Candice talked about her
Christmas holiday in China when she visited the Yao ethnic minority with other university
students. In her story, this experience is described as an important moment for her: ‘I learned to

open myself more to others and I find the result is good’ (INT?2).

The third interview was on 17 May 2016. This time I invited Candice to my home. During our
exchange, which lasted approximately one hour, we made ourselves confortable, sitting on the
floor with homemade muffins and tea. During this interview Candice said she posted on the
Instagram account @frenchinhk to get an opportunity to exchange with me, so another reason for
taking part in the study for Candice was to gather more knowledge about French language and

culture.

After the interview, I took Candice to a nearby market. As we walked, she told me about her plan

to go on exchange in Taiwan the following semester.
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After Candice’s return from Taiwan (where she exchanged for a semester in a Buddhist
university) and during the writing of her IRT, Candice and I met socially a few more times. We
first used Facebook and then, WhatsApp and Messenger to keep in touch. All of our interactions

are in English with some reference to French when discussing Frenchness during the inquiry.

6.2 Candice’s stories: childhood, secondary school and university

Family
In the survey, Candice described Cantonese as her mother tongue and the language she speaks at
home. Her parents also speak Putonghua and English (her dad is ‘fairly fluent’ in English) and

her mother speaks Hakkanese, the language of the Hakka Southern China community.

Candice mentioned her father as a special influence on her thoughts and behaviour. Many of her
eclectic taste and interest in ‘weird things’ (INT1) such as New Age, palmistry and face reading
were inspired by him. Her father also influenced Candice in other ways. Candice mentioned his
interest in alternative ideas (‘he doesn’t like to go with the mainstream’, INT1) and his taste for
contradiction: ‘he like[s] to confront with people about all the things’ (INT1). In relation to her
father’s position regarding religions, Candice mentioned her disagreement about the way the
Catholic Church positioned itself towards many issues (for example, homosexuality) adding that
she was interested in the ‘values of religion’, but did not like the rules dictated by religions

(informal conversation after INT1, 7 November 2015).

Thus, throughout the inquiry a picture emerged of a person who did not like to follow the crowd.

Like her father, Candice seemed to prefer to explore things in her own unformatted way:
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I was really interested and attend some classes [about New Age philosophy] in Hong
Kong [...] The things they taught me I couldn’t find in any textbook, in a school and it
makes me curious to know about the unknown (INT1)

The following excerpt further emphasizes the connectedness between Candice and her father:

And I think my father is also really proud of me because ((silent chuckle)) I share the
same interest with him ((laugh)) [...] it [is] really specific but very minority thing and I
was influenced by my father (INT1)

Beside her father, Candice mentioned the rest of her family in loving terms. She described how

both her parents gave her and her little brother freedom of choice and supported their decisions:

I have a little brother and he has a very bad result at school, not that he didn’t try, he tried
so hard but he just couldn’t understand the lessons and my parents are all fine about that
and they said if you want to study overseas or go to Tibet to be a monk, I’ll come with
you right (INT1)

They [parents] support my choice, whatever I choose they just support my choice because

my parents give... they’re the parents who give much freedom to the child (INT1)
Candice’s story is thus situated in a family context where individual differences are both
accepted and encouraged. Candice’s school years continued to brush the portrait of a confident
individual who knows her own mind, for example regarding the most effective way to learn

languages.
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Learning languages at school

Candice started to learn English at primary school. In her LLH, she described having a higher
proficiency level than her classmates as well as a natural ability in picking up this language:
I can naturally spot out the grammar mistakes made by other classmates. I scored very
high for the English tests even though I didn't spend much time revising. (LLH)
During these primary school years, she also studied Japanese in ‘a small shop nearby home’

(LLH) for half a year, a decision she made on her own.

At secondary level, Candice attended a public EMI school recognized for its academic
achievements (‘it has a good reputation’, INT1) although she did not like the methods of
teaching and learning languages. In the excerpt below, she shares her frustration with a system
where the development of language speaking skills is minimal (‘more on reading and writing
skills, while less on listening and speaking skills’; LLH) and is also mainly associated with class
presentations. What Candice would have preferred was to prepare for real life interactions so as

to develop her confidence:

I think I am just too shy for human interaction. It is the same when I speak Cantonese.
Besides I can do really well in class presentations in either Chinese or English. Therefore
the language itself is fine, just the culture I live in matters. (LLH)
Despite Candice’s negative feelings towards the way she was taught English, her results were
good. Her story suggested that she maintained her motivation through her own sense of worth

and confidence in her own abilities. For example, Candice talked about her oral imitation skills

which helped her ‘pick up English really quick’:
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I also noticed that I couldn't understand nor memorize any of the terms such as "transitive
verbs", "third person singular" etc. This didn't disturb my English learning though. I
think one of the reasons that I can pick up English really quick is I can imitate the way
people talk without effort. (LLH)
During her secondary school years, Candice also decided to learn Japanese and French. She
studied Japanese for three consecutive years at a local private institute. In her LLH, she
described her level in Japanese in terms of being able to read and understand 30% of Japanese
dramas with only Japanese subtitles’ as well as say ‘simple sentences’. Despite this achievement,

Candice gradually lost interest in learning Japanese because of the way it was taught at the

institute:

I performed well at the beginning of the course but couldn't catch up later on because of
the numerous vocabularies. (LLH)
In her LLH, Candice explained that the reason she gradually lost motivation was linked to too

much emphasis on grammar and vocabulary:

For me, it is always fine to learn the basics of a language first but I become more passive
when it comes to grammars and vocabularies that I don't think I would use them during a
casual conversation. (LLH)

As for French, she studied it at Alliance Francaise (AF) Hong Kong for about half a year, but

ended up giving it up for the same reason she had given up Japanese:

I have attended course at the Alliance Francaise before. However I gave up because of
the conjugations and the division of masculinity and femininity words. (LLH)

But the reason Candice abandoned French was also linked to her lack of interest in French

culture at the time:
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Because maybe it’s because I don’t know a lot about the French culture when I was
younger. When I’m not attracted to the culture, the French is linked simply like a
language and it’s not that interesting (INT1)

A major theme in Candice’s story of learning languages is that interest in the culture of a

language is essential for interest in learning the language to be sustained. In the following

comment, she described language learning as a ‘by-product’ of increasing cultural knowledge:

I think when I am in love with the culture, language learning becomes a lot easier, just
like a by-product. (LLH)
This point that languages are picked up automatically just from learning about the culture was
further illustrated with a reference to the French film ‘L’ Auberge Espagnole’ (directed by French
director Cédric Klapisch), in which international exchange students pick up Spanish just by

being immersed in the culture:

This [movie] I associate with the language learning because you’ve to be with the people
from different countries and to be in a new environment and you learn a language really
fast! Because yeah it’s in the air. You couldn’t use your mother tongue anymore but and
there’re a lot of new things you could explore in a new environment (INT1)
What is interesting in Candice’s story is the way her interest in French culture and language was
(re)ignited. At university, Candice chose to go on exchange in the German-speaking part of
Switzerland for a summer programme. There, she met a female French-Congolese student with
whom she became close friends. This experience was a re-entry point into French culture and

influenced her later decision to take up French at university. The trip to Switzerland also

happened in the context of personal difficulties during her university years.
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University

When I asked Candice about her university experience, she mentioned an ‘identity crisis’ in the
first two years of her undergraduate degree in Chinese Studies. The crisis seemed to have
originated from a feeling of disappointment towards herself for not scoring high enough in the
university entrance examination. As a consequence, she was not eligible to study Chinese

medicine, which was her primary choice:

I think I was quite DEPRESSED (stressed word) because I expect my DSE results to be 2
or 3 scores higher and I was confident that I can get into the Chinese medicine
programme so I was disappointed (INT1)
But not only did she take this as a personal failure, she also keenly felt she had failed other
people’s expectations as she came from one of Hong Kong’s most well-known schools and

should have obtained better academic results: ‘“When I say that I’'m from xxx and the people

would “Oh! You’re from xxxx!”... Yeah, that kind of school!” (INT1).

The consequence of her lower than expected results meant that she reluctantly chose Chinese
Studies as her major. Although she had enjoyed her Chinese lessons at secondary school, after
two years in her undergraduate degree she realized that she had made her choice for the wrong
reason: ‘I realized that I liked the Chinese teacher [rather] than the Chinese [subject]’ (INT1). In
particular, she was disappointed because there was little emphasis on creative writing, which she

had hoped for:

In my mind, before I enter university, I thought I’'m going to learn how to write beautiful
and how to write poems and a lot of creative work but I find that more, the majority of
the Chinese lessons are about linguistics which I’m not good at it, I don’t understand the
theory and it makes it hard to learn and the creative parts of the style lessons are so little
(INT1)
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During the IRT meeting, Candice explained that during this time she was in a state of denial,
which had effects on her life and wellbeing. In the interviews, she talked about a feeling of
isolation from her classmates. In her descriptions, her classmates seemed perplexed and

unwilling to interact with her:

My friends in HK, some of them see me as like spirit living in a cave of a mountain,
some see me as a master something because I was speaking a lot about philosophy things
lately so they all call me master but they don’t really quite involve in my philosophy
talking (INT1)

The source of her classmates’ unwillingness to communicate with her seemed also to be linked

to Candice’ own unwillingness to share discussions around the usual topics expected by

classmates:

We don’t have common topic. They always chat about little things, small talk and maybe
because there are mostly student girls studying here, they chat about make-up, the
boyfriends and gossiping euh this was my impression of most students here (INT2)
In other words, Candice seemed to have resisted the usual socialization pathways amongst peers
in these early university years of university life, partly as a reaction to her disappointment with

her exam results but more generally due to a general feeling of unease about herself, which she

described as an ‘identity crisis’ (INT1).

Study-abroad in Switzerland

Candice went to Switzerland in her third year at university as part of a study-abroad programme
and her mood started to change. She described the trip as one of the things — along with the
discovery of the New Age philosophies — that ended her ‘identity crisis’: ‘So last two years of

study, I wasn’t happy at all until I went to Switzerland’ (INT1). In her descriptions of the trip,
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‘fun’ occurs frequently and there is an emphasis on the process of discovering herself, which is
typical of many study-abroad experiences:
When I went to Switzerland I thought I would miss my parents, my family, but I didn’t at
all because it was so much fun in a new environment, it’s like to become a new self [...]
in Switzerland you can be whatever you like (INT1)
Switzerland was also presented in her story as her first encounter with French culture although
she was in the German-speaking part of Switzerland. The link with French culture was gained
through her acquaintance with a French-speaking student (called S in this story), who was born
in Congo but brought up in France (‘she moved to Paris when she was 7°, LLH). Although her

friend ‘talked more about Congo than France’ (INT1), Candice perceived her as representative of

French culture:

There’s a thing she [her friend S] said to me like the croissant (French pronunciation),
croissant in Switzerland is far different from the croissants in Paris (laugh)! And I think
that is a very French thing to say (INT2)

Thus, S was described as the source of Candice’s reignited interest in French learning:

I pick it [French] up again at the university because I have made a French friend this year
(LLH)
Apart from this, S was generally described as a source of inspiration in Candice’s story. First,
Candice realized from chatting to S that her ideas and opinions could be of interest to other
people, which came as a total surprise since in Hong Kong she had mostly ‘one-way’ discussions

with her classmates:
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I can talk the philosophy things and euh and some maybe regarded as crazy things like
euh reincarnations and she’s really interested in this and she told me what she thinks too,
like we have euh sharing ideas but to my HK friends it’s like ONE WAY! (stressed
words) (INT1)

Candice was also inspired by the way her friend S projected herself confidently in life:

She [referring to S]’s not afraid to express herself (INT 1)

This again contrasted with the way Candice felt she had to behave in Hong Kong around other

people, especially her classmates:

Maybe it’s better for me to not to talk so much about THIS (stressed word)! (INT1).

Switzerland in itself was a source of new discoveries. For example, Candice experienced new
ways of learning and new teaching methods. She observed in particular how varied the

classroom activities were:

The host school office and international class include lessons like culture lessons,
excursions and English lessons, art, sports. It’s a very flexible and casually, not
(emphasized) very academic, they’re more like to exchange ideas between people from
different countries and I like (emphasized) this atmosphere A LOT (stressed word)
(INT1)
Again, for Candice, this compared positively with a typical Hong Kong lesson and its focus on
‘standards’ and ‘rules’ rather than on creativity and innovation (INT1). Candice remarked that in
the Hong Kong educational system students’ potential was not developed, noting that she would

prefer an education system less focused on ‘measurements’ and more on making children

‘creative’ (INT1). The excerpt below summarises her views:
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Hong Kong, the lessons are planned in a way that we all follow the standards and the
rules, we lack the creative and the innovative part like to bring the potential out of the
students, we’re lacking of this (INT1)

Another aspect of her sojourn in Switzerland was that it gave Candice a perspective on how
people in other cultures lived, as she shared a room with an Italian girl and lived in the house of a
Swiss family. Her descriptions of her Swiss host mother’s habits and lifestyle particularly stood

out because of the striking contrast they offered with Candice’s perception of the lives of Hong

Kong women of a similar age:

I stayed in a host family and the host is I think 50 or 60 years old but she doesn’t look
like that (emphasized) old! She’s like 40 something. She likes to hike, she likes to go to
gym and cook and she has so many hobbies (emphasized)! She knows like six languages
and she... a teacher... She’s all really energetic and it’s really different to what I have
seen in HK and in China and I admire this a lot because we’re too family-oriented and we
couldn’t find... I mean the old generation couldn’t find... euh beside the family, to do!
(INT1)

From her observations, Candice projected herself to an imagined far future. She imagined herself
as a ‘really free’ grandmother who would give her grandchildren some space ‘to do their own

things’. Most importantly, she would not forget to satisfy her own needs:

I hope I have a big family (laugh) but I would be a grandma that is really free and I may
take care of the grandchildren some time but I’d leave them alone to do their own things
and I’m doing my own euh... things yeah... so maybe I would travel or talk to friends...
yes (INT1)

Return to Hong Kong after study-abroad in Switzerland

On her return to Hong Kong, Candice joined a winter immersion trip to China with a group of

fellow university students. During that trip, she realized that she had changed, that she had

become more socially engaged and accepting of others:
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I learned to open myself more to others and I find the result is good [...] Because | made
friends and I give the opportunity to others to understand myself... me a bit [...] It just
happened naturally! (INT2)

For the first time in her life, she found the confidence to express her thoughts in front of a group

of peers and realized that in Hong Kong too, she could find like-minded people:

The people there are really... encouraging and heart-warming. They’re kind, they
encouraged me to express my feels and they don’t criticize that easily yes [...] I feel
encouraged (INT2)

Another aspect of change after Switzerland was that she was less afraid to reveal her differences

vis-a-vis others. For example, she now found pleasure in being alone and sitting away from other

classmates in class:

Sometimes especially when I was in Year 1 and Year 2 [she felt lonely] but after some
time [ particularly enjoyed being alone and I feel confident ... I feel confident for being
alone, sitting alone in the class (INT2)

In other words, after her trip to Switzerland Candice gained confidence even though she also

pointed out that coming back to Hong Kong was reverting to ‘an older version’ of herself:

Because when I was in another country and a different environment... there’s a feeling

that I can do everything I want and I can express myself more freely than when I was in

HK [...]it’s like I have to become the older version of me again (emphasized) (INT2)
Perhaps in order to maintain the ‘new self” she had discovered in Switzerland, Candice decided

to take French classes on her return to her Hong Kong university. In her story, Candice’

experience of learning French at university was described with enthusiasm. She wrote her
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appreciation in French in her end of year reflective essay: ‘Je n’oublierai pas ces lecons de

frangais!” (I will not/never forget these French lessons).

Her enthusiasm for French learning appeared to be linked to the drama teaching methods, songs
and creative writing activities used by her French teacher. She mentioned in particular the
opportunity to create her own mini dialogues in French as well as to learn French through songs.
Songs enabled her to get ‘a glimpse of the abstract culture/ living style of France’ (Reflective
essay, Dec. 2015) and through singing songs, she had the feeling she was learning the language
without realizing it, which echoed her comment that learning a language is a ‘by-product’ of

learning about the culture (see section about learning languages above):

This element of the class makes the language more dynamic and vivid. I find myself
humming the songs randomly when I am in the streets. Then when I realize it I start to
sing out the lyrics. This is uplifting. (Reflective essay, Dec. 2015)

I will describe these learning activities in more detail in the section about the meaning of

learning French for Candice (section 6.4 below).

6.3 Candice’s perceptions of France, French and Frenchness

In the second interview, Candice chose the words ‘dignity’, ‘no regret’, ‘courageous’ and ‘wise’

to describe French culture. She explained her choice as follows:

They [French people] respect their own choice, they know what they’re doing and they
will not be regret, they just do it! And if it fails, it’s OK they accept! [...] they’re
courageous! They just go! If they think this is right or if they want to do this, they just go
[...] unlike many some people who think too much and maybe procrastinate (INT2)
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In this description, French people are seen as adventurous and daring whilst in another

description, they are associated with the notion of refinement and enviable lifestyle:

I think maybe French people like any elements of the life to be the best like the bakery,
they use really good ingredients... they enjoy life! And for other people we don’t mind
what the croissant tastes like normally (INT1)
These views of French culture can be said to be borrowed from widely circulating images of
French culture in the world, but the inquiry revealed that Candice constructed her own images of
French culture from French songs she listened to, including those used in her French class (she

mentioned Edith Piaf and Yves Montand, which she described as ‘really French’) as well as from

watching French films:

I have watched some French films and I think they’re really interesting, IT’S REALLY
FRENCH TO ME! (stressed phrase) (INT1)
She described how through French films she was able to sense something of the values of French

culture:

I think French people values the thinking of a person a lot and the feminity in the French
movies, it’s really beautiful and attractive! (INT1)
More precisely, Candice talked about four French films she had enjoyed: ‘Amélie Poulain’, ‘Les
Intouchables’, ‘Les Choristes’ and ‘Mood Indigo’. She referred to the film ‘Les Choristes’
(which tells the story of a popular and empathetic teacher in an orphanage during the second
world war) to illustrate her point that ‘French people values the thinking of a person a lot’, noting
that the teaching methods of the teacher - who knew ‘each student in person’- brought the best

out of everyone in the class:
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He brings out the potential of his students and he know[s] each student in person... [...]
and he developed a teaching method that suits every (emphasised) students and it’s really
touching! (INT1)

The film ‘Mood Indigo’ by French director Michel Gondry (known for his inventive visual style

and surrealist atmospheres) was used to illustrate Candice’s general perception that French

people are ‘romantic’, following the widely held image of French culture in Asia:

There’s a scene of the two main characters getting married and they were under the

water! I don’t know why! It’s really (emphasized) romantic I think and they kiss under

the water with the dresses and this really eye-opening, breath-taking... yes! (INT1)
Another point that Candice made in relation to the French films she had seen was that French
people have ‘humour about life’ (INT1). When I asked her what she meant by ‘humour’, she said

that it was ‘abstract’ but that it was related to how sexuality was expressed freely in French

films:

French humour is really abstract to me because I see in every French movies and it’s
really fun to watch! They make fun of sex like... I don’t know! (INT1)

In an exchange on the FRENCHINHK FB group, this idea was repeated:

Unlike other culture, French people see sex as a natural and an enjoyable thing. It is not a

taboo or a big deal or a special thing (FRENCHINHK FB posting dated 10 Nov. 2015)
The film ‘Le Fabuleux Destin d’Amélie Poulain’ and its female character, Amélie, came back
often in our conversations about Candice’s impressions of French culture and more particularly
of French women. When I asked Candice to tell me what she liked about the character Amélie,

she mentioned her confidence and sense of self. Candice had used the adjective ‘weird’ several
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times during the interview to describe herself. In her story, it seemed that Candice made a
connection between Amélie’s character and her own character in that regard, as well as between
Amélie’s confidence and Candice’s need to grow into a more confident self. The following

exchange illustrates these points:

Me: So just to summarise about Amélie... so she’s weird (emphasized)... but she’s
listened to? She’s appreciated? She’s a place in society? Is that what you see in her
character?

C: And she’s really confident (emphasized)!

Me: Confident. Hmmm

C: And I think she (emphasized) doesn’t focus too much on “Oh, I’'m weird!” She just
DO (stressed word) herself, to be herself! And really happy!

Me: Hmmm... so and how does that compare to you as a person? Do you see yourself as
different... weird as well?

C: Yeah! Because I like things that my friends you know... don’t really understand I
think (said in a very low voice) and although I was really unhappy because I couldn’t find
anyone to talk about interest but now (emphasized) I start to enjoy my euh life (said very
quickly and low) and I and to like my weirdness... yeah! (INT1)

In other words, Candice seemed to have found, through the fictional character Amélie Poulain, a
way to deal with what she called her ‘weirdness’. More generally, her perceptions of French
women helped her develop her own sense of femininity. In the quotes below, Candice contrasts

appreciations of beauty in French and Asian cultures, suggesting that she finds French standards

preferable to Asian ones:

The French women gave me an impression that they’re confident and they’re charming
and I couldn’t find well maybe some of the Chinese but generally the atmosphere or the
women in China or HK is very different from French women (INT2)

They [French women] don’t need plastic surgery, they just bring themselves up... I mean
women in France... and they’re really confident and it’s really charming not like...
maybe... Korea! They [Korean women] do a lot of things on outside of the body or
make-up, and they’re still really not confident about themselves. And also a lot of
skinship [plastic surgery?] and and sex! In France I think they see it [sex] as a beautiful
thing that we need to treasure or... but sex is more like a taboo in Asia (INT1)
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From comments such as these in the inquiry, I began to develop an understanding of the role of

French in Candice’s life, as I will develop in the next section.

6.4 Exploring the meaning of French with Candice

As mentioned above, Candice’s story suggests that one of the main roles played by French is to
assist her in discovering a sense of her own version of feminine identity by comparing her
perceptions of ‘feminine’ roles in different cultures. Yet, French also performed other roles in

her life at the time of the inquiry, as I will explain in the following paragraphs.

6.4.1 Learning French to gain inspiration and to appropriate perceived French cultural values

In her descriptions of language learning, Candice had repeated many times throughout the

inquiry that her prime motivation was to learn about a culture; language learning only happened

almost by accident, as a ‘by-product’ of learning about the culture.

The idea that studying French is to ‘get a glimpse of a different culture and style of living’ is

expressed in the first document she brought to the IRT meeting as shown in Figure 8 below:
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Figure 8: Candice's notes for the IRT meeting (1) (25 Aug. 2017)

As already mentioned, Candice discovered aspects of French culture through meeting people (for
example, her Franco-Congolese friend S) or by watching films (for example, Amélie Poulain).
Through these activities, Candice gradually constructed her own images of French culture, which
also matched what was important to her in her life at the time, as she expressed in the following

excerpt:

Maybe there’s a list of what I like and taking the French course adds something to this
list (INT2)
The type of values which matter to Candice and which she sees as being embodied by French
culture are detailed in the second document she brought to the IRT meeting (see Figure 7, p.

181). First of all, Candice mentions the ‘French style of living’ and the perception that French



193

culture is ‘rich” with ‘sentimental, intellectual, philosophical’ values she identifies with. Candice

explained her view of the ‘French style of living’ during the second interview as follows:

Why I’'m interested in French culture maybe... I think there are two points, one is that
French people know how to live a life, they put themselves into the life, enjoying the
life... and they know how to eat, to dress, like they have a lot of attention or they put a lot
of thinking into this... how to live a life issue (INT2)
What she meant by ‘French people know how to live a life’ was further developed in a posting in
the FRENCHINHK FB group after the Charlie Hebdo killings in Paris on 7 January 2015. In this
posting, cartoons by the French comics artist, Joann Sfar, represent (ironically or not) much
fantasized aspects of French culture, including its romantic aspect (with the caption: “La France
est un vieux pays ou les amoureux s’embrassent librement” [France is an old country where
lovers embrace freely]) or its hedonistic aspect (with the caption: “Paris est notre capital. Nous
aimons la musique 1’ivresse, la joie” [Paris is our capital. We love music, drunkenness, joy]). In
our discussion of these captions, Candice said that the cartoons made her think that French

people always ‘find the beauty in things around them’ (INT2) and she expressed her motivation

to incorporate such attributes in her own life.

Thus, the point of learning a language in Candice’s view is to find in it something that builds on
her existing values while adding something new to them. In the first document she brought to the
IRT meeting (see Figure 8, p. 203), Candice explained that learning a language was to ‘steal the
essence of the culture’ and that the point of doing this was to ‘get inspired’ with the hope or
intention that she will ‘thrive’ from it. In the excerpt below, the link between Candice’s

perceived Frenchness and her own desired identity are again made clear:
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I learned from it [French culture] that I have to be serious or sincere in every little things
in my life (INT2)
In other words, the roles of French in Candice’s life at the time of the inquiry involve addressing
both a search for inspiration and a desire for appropriation, in order to become more than what
she is now. More specifically, the data showed that Candice ‘stole’ from French culture ideas

about how to deal with her gendered self, as developed in the next paragraph.

6.4.2 Using perceptions of French women to construct her gendered self

As already mentioned, my meetings and discussions with Candice quickly highlighted the
centrality of gender issues in her story. For example, in our discussion about what kind of people
she was attracted to, Candice mentioned ‘confidence’ (‘I’'m really attracted to confident females
or daring, brave or intellect or tender yes’, INT2), but it was an unexpected comment she made

in relation to her friend S which further drew my attention to these issues. The comment was:

I’ve something to add... the French thing I find in S [her friend S], she told me that the
little black marks they... French people consider them as a beauty... what are they?

(INT1)
After a few seconds working out what she meant, I realized that Candice was talking about
beauty spots [grains de beauté]. When I told her what they were called in French, she

commented:

C: Because euh they... (laughs)... it gives me the impression of French people that
they’re... they’re proud of all the things... of themselves! And also like... the teeth if
they’re not euh...

Me: Straight?
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C: Straight or white... it’s fine euh... to French people... I think! That’s because most
people in the world, they think they have to go to the dentist to make euh beautiful euh
teeth... so I think that’s really good (laugh)! (INT1)
During this exchange, I noted again the ‘fantasy’ aspect of French culture in Candice’s stories (a
point which will be developed in sections 6.5.3 and 6.5.4 below), but I also sensed that
something significant had been said. In relation to telling me what she appreciated in French
culture, Candice was telling me about her own physical appearance. This made me interested so I

asked her if having a ‘couple of beauty spots’ made her feel uncomfortable. She answered that it

did because they were considered ‘not beautiful” and ‘bad luck’ in Chinese culture:

When I was young and... many... not many but... my family particularly, grandma, my
grandma said that I had to remove the spots because in... China they think the spots mean
...like euh... it’s not beautiful and may bring you bad luck (INT1)

Another aspect of Candice’s frustration with the way women were portrayed in her society was
displayed in her comments about a post which circulated widely on the Internet at the time of the

inquiry and where women were likened to ‘goddesses’ (which Candice explained meant ‘ideal”’)

if they could meet certain male-determined standards of femininity:

I recently received a picture through Whatsapp. The picture was sent to a group chat and
the sender meant to initiate a funny discussion on the content of the picture. But I can't
help being a bit offended by this. The pic is a list of "qualities/characteristics of a
'goddess"'. (In case you are wondering what does "goddess" referring to, it means a girl
who is being admired and worshiped like an idol. It is a culture of my generation.) The
list includes "pretty", "long hair", "doesn't go to clubs", "doesn't drink and smoke",
"knows how to cook", "knows how to do chores" and anything that sums up a "good girl"
and "pretty girl". The picture is quite popular i guess. (Messenger, 11 Apr. 2016)

In this excerpt, Candice was offended that women in Hong Kong should be talked about in such

a conformist and male-dominated way, especially since the comments were made by young
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males of her own generation. Sharing this post with me was a way to show me that she rejected
being labelled in this way. In the next quote, Candice talked more explicitly about her dislike of
the ‘herd’ mentality and her concern about how such circulating opinions about women in

society affected her directly:

I found that there are still many peers around my age living on labels and conformity.
The reason behind is fear, of being isolated, of themselves. It is probably the society and
the herd who feeds this fear. I am sometimes upset because this situations affects me in
certain ways. (Messenger, 11 Apr. 2016)
Her concern regarding society’s expectations of women was repeated several times during the
inquiry. In particular, she talked about how Chinese women’s lives seemed to revolve around the

family. In the excerpt below, although Candice reflected about her grandmother’s life, I sensed

that she was also indirectly thinking of her future life:

.... in China the older generation... they think that particularly the grandmothers, the
grandmothers they see life as take caring of the children or the grandchildren and ... they
don’t know how to find another hobby or things to do for the leisure time so when the
child or grandchildren grow up and they don’t know the life purpose, they lost the life
purpose and they become really not energetic so... because my grandma is like this...
(INT2)

Thus, Candice’s concerns about women in her own society fed into her narratives of French
women, who in comparison appeared to her confident in themselves, proud of who they were
and free to act as they pleased. An illustration of this is contained in Candice’s post of a popular

meme at the time of the inquiry on the FB FRENCHINHK thread (consisting of a two-line

dialogue: ‘Say something sexy in French’ ‘Non!’) followed by a caption:

I like this one. They are not going to do what you say. It's sexy, non? (FRENCHINHK
FB posting dated 7 Nov. 2015)
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In the long exchange that this post triggered between the two of us, she explained that the person
saying ‘non’ in the meme was a woman and ‘they’ referred to ‘French people’. She added that
the woman said ‘non’ because ‘she [was] not going to do’ what other people asked her to do

following her perception that French women are not afraid to speak their mind:

She [the French woman] has the nerve to object people which may make the situation
awkward and the person who is asking embarrassed. She may be regarded as rude. But I
like the way that she is rebellious to the golden rule of socialization haha
(FRENCHINHK FB posting dated 7 Nov. 2015)
Other interpretations of the meme are of course possible, demonstrating how identity positions
are constructed in narrative by foregrounding certain issues. In another exchange on the

FRENCHINHK FB group, Candice added that women in general needed to learn to be ‘proud’ of

themselves in their mind:

I think one of the best ways to improve this situation [sexual harassment] is to be proud
of ourselves, not because others say so, but because we know it ourselves.
(FRENCHINHK FB group, 12 Nov. 2015)

She further reflected that women were quickly prone to assume the role of victims:

I do think that many of us [women in general] have been putting ourselves in the "victim"
position (FRENCHINHK FB group, 12 Nov. 2015)
In the IRT meeting, I discussed with Candice the link between her investment in learning French
and her developing notions of feminine identity, and she showed me a document (see Figure 7, p.
181), where she links French or France with the words ‘femininity and feminism’, adding that
she had reflected about this link long before the inquiry. She went on to explain that, in her mind,

French women were associated with the adjectives ‘daring, independent, confident, self-love,
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classy, proud’ (see Figure 7) and that it was these ideas that had started to make her ‘see the
possibility of what a woman can be’ (see Figure 7). This included starting to see her beauty spots
and unaligned teeth as part of who she was instead of wanting them removed. She added that she
now loved these unique marks because they embodied her uniqueness as a person and were an

integral part of who she is:

Now I love them [her beauty spots]... I’'m loving myself... that’s who I am... not to
conform [to beauty standards] is OK (IRT meeting)
Perhaps another consequence of her perception of French women is that she began to have more
confidence in the way she was with people in society. Although in the past there had been
moments when she felt lonely amongst her peers, she suggested that she now felt less affected by

other people’s opinions:

I learn to not care that much and I enjoy staying in my own position! Well... my own
way of doing things [...] I ‘won’t be influenced that much’ in future by other people
(INT3)

However, Candice underlined that these changes were also linked to her readings about feminist

issues as well as New Age philosophical thought, which had also contributed to a change in the

way she saw herself during her last two years at university.

To conclude, by gaining knowledge about French culture, Candice developed a perception of
how women in another culture behaved. From this, she developed alternative notions of
femininity. These in turn affected her self-image, giving her the courage to accept the way she
looked and to appreciate her own uniqueness as an individual. Although these notions were

developed in relational sense vis-a-vis her own culture, this is not to say that she is averse to her
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society’s points of view. Instead, she has gained a more critical perspective on whether or not to

conform to particular norms:

I won’t use the word “fit in”... I will try but if I don’t like it then I won’t do it so... I've a
strong opinion I think so (INT3)
6.4.3 French as a way to offset the cultural norms in her environment by adding a ‘little bit of

sentiment’

An exchange Candice and I had on Messenger on 11 April 2006 helped me further understand
Candice’s relationship with her societal norms. The exchange followed a posting on Instagram
about the French singer Yves Montand and one of his most famous songs ‘Les Feuilles Mortes’,
which I introduced to Candice to encourage her in her French learning efforts. I commented that
the singer had a nice voice as well as a lot of charm [‘Il a une belle voix et beaucoup de charme’]
adding that charm was an important quality for French people [‘Le charme est une qualité trés

importante pour les francais, je crois’].

Reflecting on what I had written, Candice said that the notion of ‘charm’ corresponded exactly to
her perception of French people and culture, which was that in French culture, every unique
aspect of the individual was valued (perhaps in relation to her initial discovery that beauty spots

were considered charming in French culture):

I sort of understand what u mean:) u mentioned que le charme est une qualité tres
important pour les frangais [‘charm is an important quality for French people’]. That’s
also one of the image France gives me. "Individualism/ uniqueness in everybody" has its
place in western societies.” (IG posting, 2016)
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She added that she was drawn to such a culture:

That is a culture that i yearn for, though I dont know if this is a real case in french. I hope
a culture like this could be more developed in hong kong. (IG posting, 2016)
In a follow-up Messenger message about this posting, Candice further reflected that the notion

of ‘charm’ symbolized for her a positive treatment of others. She wrote:

The culture of "finding the charm in others"” which we had discussed previously is
fascinating. This adds a little bit of sentiment element when we appreciate each other.
When we find the charm in someone, in some ways we also love this person. This is also
the image of France to me. That little bit of sentiment. (Messenger, 11 Apr. 2016)

She went on saying that she wished for a society where people would be appreciated ‘for who

they are’:

Understanding that each of us is different and unique, at the same time knowing that we
are all the same and that we should treat each other equally and fair (Messenger, 11 Apr.
2016)
Candice’s comments suggested that she did not think Hong Kong valued individuality or gave
individuals the chance to ‘thrive’ as an individual (Messenger, 11 Apr. 2016). In fact, the portrait
she brushed of her society was scathing. She described Hong Kong culture as not interested in

individual values and as never offering praise, an observation she made partly in contrast to

Switzerland where she perceived the opposite was true:

We don’t give a lot of praise or ... appreciation so we don’t know first... how does that
person see me? And second, what is the good of me? So when I was in Switzerland I hear
a lot of appreciation from my classmates and I was really happy because I see... how
good I am at doing certain things and they can see each person’s uniqueness... Candice is
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like this and maybe (name of classmate) she is like this... but we just accept! It’s euh...
him or her! (INT3)
In the IRT meeting, Candice further explained that there was ‘a lot of fear’ of standing out in HK
society, making a contrast with French society in which people seemed to be proud of their

authentic self and uniqueness:

They [French people] are proud of their authenticity... in HK, people are striving not to
be singled out (IRT meeting)
Yet, at the same time, Candice exonerated her Hong Kong compatriots for being the way they
were, blaming the Hong Kong environment for infusing stress and making people keep ‘things
inside’, which ended up in ‘low self-esteem’ (INT3). The excerpt below describes a stressful

environment in which there seems to be no energy left to enjoy life:

HK is you know really stressful and really fast, really... we like to focus on the efficiency
and... we have less time to put... for leisure or to enjoying my things! (INT2)
Thus, another role of French in Candice’s life is to provide her with a way to reclaim a sense of
personal value in an environment which does not praise easily and where individuality seems to
be repressed. Candice enjoyed the French learning activities in her class at university precisely
because they offered her an opportunity to express her uniqueness, as well as her emotions and

feelings.
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6.4.4 French as a way to express her inner emotions and feelings

One of Candice’s mini dialogues (see Figure 9 below) gives an example of how Candice
expresses her uniqueness through her inner feelings. This dialogue is an imagined conversation
between a dog (Rex) and a door (‘La Porte’). In this short story, the dog decides to leave the flat
where he lives because he wants to explore his life more (‘la belle vie de moi’) and because
staying in the flat makes him feel sad (‘triste’). The door plays the role of revelator of the dog’s

feelings.

Figure 9: Candice's creative writing in the French class at university (15 Nov. 2015)
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Candice hinted that writing these short pieces in French was a way to release emotions and
feelings through the fictional characters she created, which is to say express more clearly who
she is:

When I write these passages I put a lot of LOVE (stressed word spoken very softly) and

real feeling into this writ[ing]... I think it’s really romantic (INT2)

I like imagining characters and have empathy with them. In some way they express who I
am because I put a bit of my feeling and identity in them. Therefore the more I build
something out of French, the more the language have meaning to me. (Reflective essay,
Dec. 2015)

And in these moments of emotional transport, grammar all of sudden becomes less important

than the process of expressing what she wants to say:

Conjugation is one of the things I hate when learning a language. However, it turns out to

be fun when I use them to create my own dialogues. (Reflective essay, Dec. 2015)
Candice liked learning through songs for the same reasons. In an extract from the musical ‘Les
Misérables’ introduced in the French class, she recalled how as she visualized the homeless [ ‘les
sans-papiers’]| and the refugees [‘les étrangers’] in the song, she felt as if she experienced their

plight:

And I really really like the feeling to be a refugee, it’s really dramatic and I imagined
myself in this situation and I... and I just sing in this situation and it’s really touching!
Yes! (INTI)
The interesting aspect of these learning activities is the minimal vocabulary Candice possessed to
express complicated feelings or emotions. Yet, this did not impede the expression of her feelings.

Candice suggested that the reason she was able to go so deeply and so meaningfully into her

feelings was because of the intrinsic characteristics of the French language, which differed from
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other languages she knew. In the inquiry, she had mentioned that she liked French films such as
‘Mood Indigo’ (see section 6.3 above) because of its mystery and fantasy. She also mentioned
that in French, animals and things seemed to be able to talk, which in her perception increased

the expression of personal feelings:

Yes! Personification. Maybe a rock may be a bird! And some romance or sentiment
element in it, which makes it oh really touching! (INT3)
When I asked her why she could not express herself in the same way with Chinese and English
(‘I don’t think I could do the same effect using Chinese or English’, INT2), she also suggested
that this was due to her lack of vocabulary in French; because of her limited vocabulary, she was
forced to dig deeply and summon her whole self (including her emotions) to compensate for this

lack: ‘you could put all of myself into the exercise’, as follows:

Because I know more words in English and Chinese, I couldn’t find the perfect word ...
and also French is a new language you could put all yourself into this and not many
people that know me can understand what I wrote ... and because the vocabularies of
French that I know is really little and I can examine each word carefully and pick the
right word (INT2)

This excerpt also suggested the possibility of feeling more able to experiment with emotional

expression in French because it is a less well-known language in Hong Kong. This would reduce

the possibility of being criticized:

When you use French to express yourself... because this is a new language, people won’t
criticize you (INT2)

In other words, in Candice’s story, one of the advantages of French was that it provided a means

to skirt disapproval or criticism. This is important because she had repeatedly described herself
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as ‘weird’ in the inquiry. For example, she mentioned finding it difficult to communicate with
her classmates at university because of her ‘weird’ ideas: ‘I was speaking a lot about philosophy
things lately so they all call me master but they don’t really quite involve in my philosophy

talking’ (INT1).

These aspects of Candice’s narrative show that one of the roles of French is to provide a way to
express her uniqueness in a creative way in response to the constraints of her culture. Although
Candice described Cantonese as ‘playful” (INT2) and full of possibilities for expressing the self
(for example, she talked about Cantonese’s potential for meanness: ‘Really hurtful (laugh)! Like
I threw you a punch!’, INT2), it seemed that French enabled her to express other emotions and
feelings and through this, she could become ‘more’ than what she is now, as she expressed in of
the documents she brought to the IRT meeting: ‘[With French] I think I can be more than what I

am now’ (see Figure 8, p. 203).

6.4.5 French in Candice’s life: a temporary meaning

However, despite the role French seemed to play in Candice’s story, she did not seem
particularly concerned about the possibility of continuing to learn it. In the excerpt below,
Candice suggested that even though she had a positive experience learning French at university,

there was no immediate plan to continue:

I’'m (cough)... there was not a plan! I... I will continue reading about the Instagram
posts, about French grammar, phrases and... there was not particularly a plan (INT2)
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In other words, although French seemed to be playing an important role at this stage of
Candice’s life, it is also remarkable for its temporary usefulness. This suggests the importance of
considering additional language learning from the point of view of identity development with the
ever-changeable character of the identity construction process. There is no evidence that the
kinds of inspiration noted above led to long-lasting or permanent change and of course, French in

Candice’s life is not a closed chapter either.

Candice’s story also draws attention to the fact that French is only one of the many resources she
takes to construct her identity. In the inquiry, the New Age movement also appeared
prominently, particularly during her ‘identity crisis’ just before going to Switzerland. In the first
interview, she described the ‘New Age stuff’ as helping her to ‘connect back’ to herself (INT1).
In the second interview, New Age ideas were also credited for helping her to be ‘more confident

and brave’ in herself and to be less concerned about what others thought of her:

I think it [New Age] played a lot... a big impact on me... I’'m more confident and brave
and to be myself and not to care that much of how other people think of me or see me and
just to be myself (INT2)

Candice captured the interconnectedness of French and her other interests with the metaphor of a

‘pie chart’:

If I see myself as a pie chart, a part of it is Japanese and a part of it is French... I mean
the element of what I see... what I see from these cultures ... maybe French is more
focusing to the moment of now [...] each different cultures’ elements put together maybe
and becomes me (INT2)
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In this quote, Candice highlighted the idea that individuality is at once singular in its uniqueness
and authenticity, but also changeable. In this, any labeling of her identity would be limiting (or

imprisoning), as she expressed below:

I don’t want to say HK people! I don’t want to say [the name of her university] student. |
don’t want to say I’m a female, 21 years old [...] because the labels of identities limit
myself (INT3)

6.5 The meaning of French in Candice’s story

In conclusion, from the inquiry, French can be seen to have played a significant role in Candice’s
life because it gave her ideas and inspiration for other ways of living her life (for example, she
perceived the French lifestyle as inspiring) and to express her individuality. She described

French learning as a way ‘to thrive’ and ‘to be more than what [she was] now’.

In particular, French seemed to have helped her construct her own sense of gender identity in
relation to prevailing discourses of femininity in her own culture. From her representations of
female identities in French cultural products (such as in the film ‘Amélie Poulain’) as well as
from encounters with people whom she associates with Frenchness (such as her friend S),
Candice found resources to accept her ‘weirdness’ (i.e. her differences) including those aspects

related to her physical appearance.

Also, it seemed that Candice was able to express herself in French in a way she did not in other
languages. She could get in touch with a deeper emotional space within herself and she was able

to express her creativity.
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In other words, through French, Candice found a way to express her individuality in the cultural
context of Hong Kong, which Candice perceived as lacking interest in individual potential,
creativity and difference. In this way, the role of French in Candice’s story is that it helps her

expand the range of her identity potentials within the constraints of her society.
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Chapter 7 Yasmina

finally home. quirky weather. exhausted soul. bonsoir chez moi.

£y £

Figure 10: Yasmina's own photography with caption posted on FB (23 May 2013)

7.1 Yasmina and I

Yasmina was 24 at the start of the inquiry. We met for the first time during the two 2012-2013
semesters when she enrolled in my beginner French classes at a Hong Kong university. She was

then in her final year of a B.A. in Cultural Studies at the same university.

Since her graduation, Yasmina and I have regularly kept in touch, at first mainly through
Facebook and Messenger and more recently on WhatsApp. When I contacted her about this
study, Yasmina immediately answered positively. We held three interviews and also met

informally during the inquiry. In our meetings, we always spoke in English.
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During the time she was in my French classes at university, I came to know that Yasmina liked
photography and loved the cinema. Perhaps for that reason, I felt that she had a certain flair in
the way she presented herself (for example, in the way she dressed). She seemed confident in
herself, and the other students seemed to look up to her. Once, she suggested that everyone
should bring food to one of our classes, and everyone shared an informal moment of

togetherness.

During the study, I found that Yasmina also had an introspective side, and I discovered someone
who liked discussing ideas. Her keen interest in all forms of art, and more specifically in film
and photography, also came across strongly. She mentioned liking films that enabled her to look
for deeper meanings, such as art-house cinema, and talked about her avid interest in
photography, which she shares with a group of close friends. Like her, they are particular about
the types of photographic film they use and develop their own photographs to get the results they
want. For her trip to France, Yasmina took several rolls of film carefully selected for their quality
of grain and intended effects during the development process. When she shared her European
pictures in a dedicated album on Facebook, I thought that the result looked distinctively different
to those of the four other students who had accompanied her to France. She entitled this album
‘A CROS S’ In the interviews, she explained that she devotes a lot of attention to aesthetic
details such as what title to give to her FB photo albums and how to present them. So for
example, the two ‘Ls’ in the album « SM A |]HAPPINE S S !» are inverted to ‘resemble a

photo [frame] (demonstrating a frame with her hands)’ (INT2).

My first meeting with Yasmina for the research took place on 2 April 2015. We talked for two

hours. Yasmina had suggested a place to meet, but it was closed. She remembered a nearby
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Agnes b. café and we settled with tea and cakes and made ourselves comfortable. Yasmina dived
into our conversation with eagerness. In all the interviews we had together, it felt as if she had a

need to speak.

Our second meeting on 12 February 2016 lasted two and a-quarter hours and took place on the
terrace of an outdoor café. Once again, we made ourselves comfortable with tea and cakes and
started the interview. In the course of that conversation, Yasmina spoke of herself as someone
quite intense, serious and perfectionist who likes her own company and does not enjoy groups.
Yet, at the same time, she finds it hard to deal with how other people see her: ‘Sometimes they
[people at work] think I am too serious on certain things or some topics [...] I guess, sometimes
when you have to be serious like at work, I would be so serious because I want to attain certain

kind of perfections’ (INT2).

Perhaps, to counterbalance this perception other people may have of her, Yasmina spoke to me
about another side of her personality. For the second interview, she chose a photo of two friends
draped in flowery bed sheets being silly on the small balcony of a hotel room in Taiwan, to
express that she could also be silly. The choice of photo also illustrated that she likes

experimenting and exploring things:

To do crazy things and I [do] not care about what people think about these crazy things,
sometimes you would find funny sides in it and you’ll discover the wonderful... like
you’re doing some experiments! Sometimes I think how you develop the photos, you
don’t know how do your photos look like unless you develop them. Sometimes it’s a
process of waiting, plenty of wait and the pleasure of waiting (INT2)
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Yasmina repeated the words ‘explore’ and ‘exploration’ several times during the inquiry. This
partly explained why she was interested in taking part in a research study on identity. It was also

an opportunity for her ‘to recall and to remind’ herself why she was learning French (INT2).

Our last interview was on 16 May 2016. After a meal in the vegetarian restaurant of a local
university familiar to Yasmina, we sat outside in a campus corner and talked for an hour and a
half. Yasmina looked thin and tired on that meeting. She was experiencing a lot of stress at work
and was not eating properly. She had a day off the next day to compensate for long working

hours over the previous weeks.

7.2 Yasmina’s stories: childhood, secondary school, university and work

Childhood
Yasmina’s father came to Hong Kong from China during the 1970s because of ‘the deficient
living condition’ in China then, and her mother took refuge in Hong Kong in the 1980s (email, 5

Apr. 2015).

When Yasmina was born, since her father was travelling a lot for work and her mum was also
working, Yasmina was taken care of by her mother’s family in South China. She recalled
spending her early childhood in a place where a local dialect known as Zhangjiang (described by
Yasmina as ‘a mix of Leizhou Min and Hakka, with little Cantonese’) was spoken. Thus, in her
survey, Yasmina indicated that both Cantonese and this southern Chinese dialect were her
mother tongues. Cantonese is the main language spoken in Yasmina’s home today, although

Mandarin and the southern dialect are also used by her parents.
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In her LLH, Yasmina recalled that when she arrived from China at the age of three to join her
parents, she did not know Cantonese and her parents found it difficult to enroll her in a Hong

Kong kindergarten. This was the first important transition point in her life:

The worst memory evoked is the entrance examination and interview in many
Kindergartens. As I could not understand and answer the questions, most of the schools
that my parents applied had rejected my submission. (LLH)

As aresult of this experience, she remembered having to spend a lot of time catching up with her

Cantonese. But she also wrote that this experience planted in her ‘the seed of interest in language

learning’ as well as giving her an ‘eagerness of self-learning’ (LLH).

In her family, Yasmina is the only one who speaks English well although her father speaks it a
little. She learned English mainly from her Filipina maid, who also spoke to her in Tagalog. Her
perception of that period is that she lived in a ‘multi-linguistic childhood’ (LLH), which was
enjoyable and gave her a good start at school in English: ‘I don’t find particular difficulties in

having any of the English exams when I was in kindergarten’ (LLH).

Later on, however, English became a less enjoyable learning experience.

Secondary school

Yasmina began her secondary school years in a CMI secondary school, where she felt she was
better than average in English. Following her mother’s wish, she then joined a well-known high-
ranking Catholic EMI secondary school where the English standard was much higher. This was

recalled as a painful realization by Yasmina:
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When enrolled at my EMI secondary school, the whole situation twisted. Because,
because they are brought up in a really English-speaking world. Some of my classmates
they read Harry Potter in a really early age, like in Primary three to four they already
reading English, English versions of Harry Potter. I had really huge difficulties in
catching up with their standards (INT3)

In Yasmina’s description of this experience, there was also a feeling of injustice. Not only did

she feel that she could not compete with her classmates, whom she described as being ‘really

elite’ (INT3), but she also suffered from being labelled by her teachers:

I was in the left behind group among different classes because my class was characterized
as the bad class (INT1)

We were black-listed actually we are not naughty we just think it’s a bit dull and boring
life, we just need some kind of experience but we were just trying to see which rule we
can break and which we cannot... we were just testing the lines and we were just testing
how far we can reach (INT1)
In effect, she and other students whose English results were lower than average had to take part
in speech competitions to improve their English. This perhaps explains why Yasmina described

English as a ‘burden-like language’ in her LLH and why she perceived herself as not good in

academic subjects, in comparison to visual arts where she was successful:

When I received my results in the HKCEE public examinations, my classmates around
me they are 26 to 29 and even 30 points out of 30 points [...] I’'m just 17 something
points over 30 and even a great portion of the points that I got was not from the usual
subjects. It didn’t come from the core subjects, it’s come from just art... visual arts
(INT3)

In this context, Yasmina began her involvement with Japanese language and culture. She

discovered the Japanese pop singer Sheena Ringo and her pop-rock band, Tokyo Jihen, through a
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friend and found in the lyrics and the singer’s attitude a rich ground from which to explore new

ideas and expand her horizon. Her descriptions suggest a personal breakthrough:

I just think that I was quite a good kid because I was told every thing that the adults asked
me to and I didn’t really listen to my own self [...] she [Sheena Ringo] looked in
different topics of so called taboo, taboo topics and have different perspective and
encourage me to think [...] it impressed me, it kind of surprise me because I never think
that some of the issues can be discussed in this way [...] you were told good and bad
values very clearly, you would know what [it] is according to the Bible, you have do
what... you have a clear taboo and straight instructions to do everything (INT1)

For example, Yasmina’s recalled how the song ‘Kabukichou no Joou’ which portrays society’s

outsiders, made her think more deeply about attitudes towards these people:

I was very surprised by how [...] things could be perceived in childhood in this way
and... actually she looks in different kinds of issues like religion and also most of songs
are about sex and even about drugs [...] she gives me a different perspective to think at
least in that early age of teenage life (INT1)
After her discovery of Sheena Ringo, Yasmina decided to study Japanese by herself. She
described this as ‘an intense learning process’ (LLH), which led her to level 3 in Japanese on an
official scale of 1 to 5. Her connection with Japanese remains strong and she has been to Japan
several times. She continues to take a lesson with a private tutor every Saturday, although she

said she studies Japanese less intensively than before: ‘in a really casual way! I’'m no longer

focusing myself on studying the grammar thing” (INT3).

Yasmina’s experience at the Catholic school ended with Form 5 because she did not meet the
school requirements. She had to find a new school again, and was enrolled by a CMI school. She
stayed there until the Hong Kong Advanced Level Examination (HKALE) before university.

During that time, she was introduced to Chinese literature and to political issues in Hong Kong
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by one of her teachers, who made a strong impression on her. With him, she learned about the
preservation of cultural heritage sites in Hong Kong (linked to the 2008 protests against the
destruction of Central Pier) and about the controversy around the construction of the Pearl River
Delta Highway. She also volunteered for an NGO distributing badges during the 4 June 1989
Tiananmen Movement commemorations, which was a new experience for her because such

issues were never discussed with her parents.

In the end, Yasmina decided to abandon her initial plan to study visual communication or fashion
design at university and to pursue a B.A. in cultural studies. She attributes this decision to the
literature teacher because he opened her eyes to political issues although she felt ambivalent

about abandoning more creativity-oriented studies at the time.

University

During our discussion in the IRT meeting, Yasmina talked about the importance of her
undergraduate programme in cultural studies in further developing her critical judgment, but also
remarked that this specialization could not easily lead to a job in Hong Kong: ‘[it] could not get

you into society’.

Despite enjoying her undergraduate courses (including a course entitled ‘Film and Cinema
Studies’), Yasmina described painful moments of inhibition in her relationships with her

classmates and teachers during her university years:

When I was in college I gone through a very (emphasised word) difficult period to deal
with my... actually it’s not shame to talk to anybody that I got some kind of depression
(INT1)
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In class, she said that she would feel ‘really nervous’ (an adjective which often reappeared in her
overall story) when dealing with people and when the teacher asked her questions: ‘I don’t know
why I really can’t control it and I wouldn’t like to speak any word, I just keep silent” (INT1).
Yasmina described her problems as ‘socialistic problems’ because she was ‘afraid being
surrounded by people’ and had ‘strange reactions’ around people (for example, her hands would
start shaking; INT1). This nervousness around people came as a surprise to Yasmina because it

was a departure from the way she had perceived herself in childhood:

I remember when I was in a kindergarten I was a very talkative girl, I was really a really a
proactive kid compared to the personality that [ have right now (INT1)
Although she had taken a short introductory course in secondary school, it is during these
postgraduate years that Yasmina started to study French by enrolling in French beginner classes
mainly because she wanted to join a follow-up three-week summer programme at a partner
university in France. She said she wanted to grasp a last opportunity to go abroad before

graduating, and also she wanted to travel across Europe.

Her early memories of French are linked to French films: ‘the aesthetic things, the colour
combination in French [films]’ (INT2). One of the first meanings of learning French for Yasmina
is thus the link with her interest in the arts and more specifically, in films. Another meaning,
which regularly appears in the study, is her desire to go beyond the usual stereotypes in

exploring French culture:
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I want to explore more in French [...] is it the same as what I explored right now or are
there other possibilities in this language? Because...I think for most of people they learn
French because it’s so poetic, it sounds so elegant [...] but is it romantic the only thing in
French? [...] Why not political and philosophical? There’re a lot of different kinds of
elements in French, this language (INT2)

Work

On her return to Hong Kong, Yasmina began looking for work and signed a two-year contract as

a trainee in an arts venue in Hong Kong. After this two-year contract Yasmina changed job three

times, but mostly remained in arts-related employment.

When describing her work experience, Yasmina incorporated many stories within the bigger
story, frequently using direct questions, changes of intonation and lightly sarcastic laughs as she
was reliving striking moments at work. The vignettes she provided brushed a complex portrait of
her work environment. In effect, it was the most consuming experience in her life at the time of
the inquiry, since as a young trainee and new employee, there was a lot to take in and to get used
to. Yasmina repeatedly described a constraining environment, where she felt stressed and where
her ideas and opinions were mostly ignored. She used words such as ‘stereotyped thoughts’,

‘stress’ or ‘oppression’ to describe her experience of her work environment:

They’ve [colleagues] really strong and concrete stereotyped thoughts and they won’t let
any others to have different kinds of opinions (INT1)

I always feel kind of stressed and oppression because they have a lot of expectations on
you (INT1)
Being a trainee was an added stress because she was a lot less experienced and less
knowledgeable than her colleagues. She hinted at being acutely aware that in comparison to

them, she was ‘really new and fresh to this industry’ (INT2). She recalled a scene when her
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hands were shaking whilst in charge of pouring tea to her colleagues at a meeting: ‘my hands

were shaking...so I make excuse to my colleagues “Actually, I drank coffee this morning!™”’

(INT1).

The fact that her colleagues were older than her also played a role in her feeling oppressed and
lacking in self-confidence. She described a conversation at lunch between her colleagues at the
time of the Hong Kong student protests in the autumn of 2014. During this conversation,
Yasmina said she had to remain silent because she ‘would definitely have a hard time
afterwards’ (INT1). But having to be silent made her feel ‘lonely’ and ‘ashamed’ (INT1). She

described her frustration as well as the ‘generation gap’ (INT3) that existed at work:

My colleagues are [about] 40 something, that’s why they have good living with sufficient
materialistic support [...] they just think that “Why do the students have to do this?” [As]
a young person in the society, we have another interpretation and we want another life.
It’s not because we don’t have much as they [do], it’s what we think is important is
different in comparison to them (INT1)
In her stories of work, Yasmina also seemed to experience some of the same socializing
difficulties that she had faced during her university years. Her story about interacting online with
her colleagues on WhatsApp illustrates her general uneasiness and lack of confidence when

communicating with them; Yasmina expressed the feeling that it was because of her — because

of her interacting inappropriately — that her colleagues stopped exchanging with her:

Sometimes I don’t know how to respond to my colleagues when they’re just chit chatting,
I feel so strange to bump into their discussions. I’'m not sure my reaction [is] appropriate
or will I just END (stressed word) ... the discussions accidentally? (INT3)
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Yet despite these doubts, Yasmina also described her work experience as being beneficial. She
gave the impression that the problems she encountered were an opportunity for her to improve

her work performance:

It’s really beneficial because I wasn’t a person that capable of following step by step and
execute or exercise the standards without flaws. I’m not that kind of person. But I'm
trying my best because I see how my limitations extends and I think it’s what the job’s
about in these two years (INT3)

The need for a ‘step-by-step’ approach is a recurring theme in Yasmina’s stories of work; she

described it as ‘being passive’ but remaining ‘proactively in control’:

I think sometimes being self-controllable you can see a lot of things ...it’s a process of
making observations. It’s not being passive but you proactively control yourself[...] I
can observe ...because when you observe and you’re not proactively expressing
yourselves you can see a lot more things sometimes (INT3)

In other words, Yasmina’s strategy at work is to be patient and observe the situation, which

seems to suggest she is someone who usually knows what she wants and who has a strategy to

get it, instead of passively suffering in a difficult situation.

The next section presents Yasmina’s ideas about Frenchness, which feed into understanding the

meaning of French for her.
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7.3 Yasmina’s perceptions of France, French and Frenchness

Yasmina’s perceptions of Frenchness seemed to largely derive from globally circulating images
and discourses, and made reference to cultural products such as films as well as images from her

experiences of visiting France.

A first perception which stands out in her story is the association of French culture with the
notions of ‘relaxed’ and ‘free’, the two adjectives she chose to describe French culture in the
second interview. The ‘relaxed’ notion appears in her choice of a photograph from the
FRENCHINHK FB thread to explain how she perceives Frenchness. The scene is a café in Hong
Kong where two people are seen sitting on a small outdoor terrace next to the pavement, waiting

to be served food or drinks (see Figure 11 below).

18 January at 17:00 - Hong Kong
Café comme les Francaises

Figure 11: Posting in the FRENCHINHK FB group (18 Jan. 2016)
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Yasmina first explained that this scene could not be in Hong Kong because it was not a Hong

Kong thing to sit outdoors to relax, but she said it was how she perceived French people:

For most HK yes they won’t pick the outdoor to feel so relaxed! [...] But in this kind of
atmosphere, they [French people] show that they’re SO_(emphasized) relaxed with their
cup of coffee or they chit chat with friends in an outdoor restaurant, like outdoor café ...
it’s how French or French people they have in their life, everyday life. For example no
matter what age the French is, you can see all walks of people they’re having coffee
outside the café, no matter gender, the age and they’re showing, I think they’re showing a
kind of lifestyle, take it easy (INT2)

From this, another perception is that French culture involves being true to oneself or ‘free’ to be

oneself. Her story of observing of French waiters whilst in France illustrates this:

I had a really really strong (laugh) strong impression on the waiter in France. If they
wanted to give you bitch face, they would really give you the bitch face. It’s kind of « I
don’t really want to do it, but I have to do it so I give it to you ! » showing their real own
self (INT2)

In Yasmina’s reading of this experience, the French waiters do not care what their clients think

about their behaviour and are simply behaving according to their moods — they are ‘relaxed’

even during their professional duty:

Sometimes what I observe from the scenes in France is [that] you can’t really stressed on
everybody [anyone] to serve you and that’s why people, everybody lives so relaxed in
their way [...] at least during my journey, I don’t see people stressing on each other, to
force each other to do something that they don’t want to do and that’s a kind of
relaxedness, the origin of the relaxed atmosphere comes from (INT2)

For Yasmina then, being relaxed also means being free to be oneself. This idea was further

illustrated in her choice of posting in the FRENCHINHK FB group. She chose an Internet meme
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in both French and English picturing a dialogue between two people (‘Say something sexy in

French’ “Non!’; see Chapter 4, section 4.6.7) as another example of Frenchness for her:

« Can you speak something sexy in French ? » and then the reply is « Non !», it sounds
very French [...] Yeah ! Like you’re expressing something relax and yet you’re relaxed
and you’re confirmed with what you’re saying (INT2)
To further explain this perception that French people are true to themselves, Yasmina talked
about two cultures she knows well: Hong Kong and Japanese cultures. In Hong Kong, she said

that waiters behaved in a polite manner towards their customers even though they might not feel

like it:

But in HK, most of people, even if you don’t want it, their common idea of how to deal
with this kind of forced order, they would just smile and « yes, sure! (high-pitched voice)
I can give it to you the next day » for example, to the boss (tone goes down) but after
that, their real face (laugh) just pops up (laugh) yeah! (INT2)

Similarly, Yasmina said that in Japanese culture people needed to keep a tight control over their

behaviour and described Japanese culture as ‘stressful’:

It would be so stressful and very intense that life, if you are always thinking what others
are expecting you to do or you’re following the order so well, the social order so well
(INT1)
As expected, Yasmina’s perceptions of Frenchness also come from its association with art.
Yasmina talked about French Nouvelle Vague film directors such as Jean-Luc Godard, Louis
Malle, Jacques Demy and Francois Truffaut, explaining that what she liked in them was the new

perspectives they offered, an idea reminiscent of her interest in the Japanese singer, Sheena

Ringo. She mentioned how Malle’s film ‘Le Souffle au Coeur’ (‘Murmur of the Heart’) inspired
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her to consider mother-son relationships differently. Yasmina’s impressions of Frenchness and

French culture were also linked to the visual aspects of French movies:

For Jean-Luc Godard, I always recall the seaside, I don’t know why, the French coastline,
it feels so relaxed and I don’t know if it’s one of the elements in Frenchness: the sea!...
And very colourful from a film of Louis Malle... films like Playtime or The young girls
from Rochefort [...] and Zazie dans le Métro (laugh) very colourful film, very bright
(INT2)

Further related impressions of French culture were developed during Yasmina’s stay in France

whilst studying French for three weeks in Nancy. When retelling her experience there, Yasmina

recalled feelings of comfort and coziness as well as of peace and relaxation:

I think in general, France this country provided a shelter to me, it makes me feel so
(emphasised word) comfortable, so (emphasised word) peaceful and so (emphasised
word) cozy and even [though] I had to follow the schedule assigned by the school I can
still manage it and because I feel so relaxed I gained weight in France, just three weeks
and [I] gained three pounds already (INT2)

This contrasted with some of her friends’ experiences in France. For Yasmina, the experience

was enjoyable because of the people she met and the relationship she felt she was having with

French people:

I don’t know why (laugh) I think the French treat me very well in France... [...] [ don’t
know why French [are] really helpful... in my own experience compared to others people
because other friends of mine will say some of the French experience of them, they think
French are really arrogant and really ego-centered (INT1)

Although lacking proficiency in French and considering French a ‘difficult’ language (she

described it as ‘a kind of obstruction for people from other cultures’; INT2), this did not seem to

affect her overall positive feeling towards France and French culture. The following excerpt
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where she compares her experiences in France and Japan also suggests that she felt ‘at ease’ in

France:

I felt rather at ease in France by comparing to the experience in Japan [...] Japan is really
in good order, you live at ease because of the good order but in France, you live at ease
because other people think about you (INT1)
To conclude, Yasmina’s perceptions of French culture and of Frenchness were built mainly from
circulating images of French culture (e.g., of a certain lifestyle, of a connection with the arts) as

well as from her own experience and observations of French culture when she was in France.

These perceptions were also built alongside other cultures in a relational manner.

Yasmina’s relationship with French is further interpreted in the sections below.

7.4 Exploring the meaning of French with Yasmina

The general meaning of French for Yasmina is that her initial interest in learning languages (and
French in particular) comes from an interest in exploring and understanding a culture in depth, as

suggested in the excerpt below:

Sometimes I think people just trying to stereotype the French elements [...] ... not talking
in depth about Frenchness itself. I think it’s somehow about how people respond or
behave in the public area, how their activities and behaviours represent the Frenchness
instead (INT2)

But Yasmina’s story of learning French can also be interpreted as a process of identity

construction, as presented in the sub-sections below.
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7.4.1 Using French to assert her identity as an aesthetically and creatively- minded person

As already mentioned, Yasmina’s interest in French appears in the study as being linked to her
interest in aesthetics and the arts, although this interest is not limited to French arts. In the
inquiry, the subject of art came back often. She talked about photography and cinema, museum
visits in Kyoto and Paris, and a dance class in Taipei, as well as her intention to pursue museum

studies in future.

Learning French presents a possibility for Yasmina to develop her sense of identity as an
artistically-minded person because of the association — whether real or perceived — between
French culture, creativity and aesthetics. In the interviews, Yasmina made reference to directors
associated with the French Nouvelle Vague such as Jean-Luc Godard or Francois Truffaut. On
the other hand, they are some of the best-known French cinematographers in the world so it is
not surprising that Yasmina would have known about them after her course on cinema at
university. However, mentioning these particular directors draws attention to something else
which is important in Yasmina’s story. These artists campaigned in the 1960s to redefine the
film-making process as an art-making process, in contrast with the prevailing formulaic type of
film-making practiced by studio-style Hollywood directors. In other words, they argued for films

to be seen as works of art, and for film making to celebrate the creative voice of a director.

In drawing attention to these directors, Yasmina thus draws attention to the importance of
individual artistic voices as well as to unique personalities. In music, Yasmina equally referred to
French musicians who are well known for the strength and uniqueness of their artistic creations

such as Serge Gainsbourg and Francoise Hardy. In Japanese music, Yasmina said she was
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attracted to the singer Sheena Ringo because of her strong and independent artistic stance.
Talking of Sheena Ringo’s influence on her, Yasmina said that she was impressed by the way

Ringo dared stand for what she believed in:

You still need to have your own voice and it’s not really shameful... to stand up for your
own stand and I think that changes me (INT1)

7.4.2. Understanding her environment in the process of learning French and Japanese

As mentioned above, Yasmina finds in studying artists from French and Japanese cultures a path
to explore and strengthen her own ideas and values. What the excerpt below also suggests is that
understanding a culture is not helped by looking at the culture in isolation, but rather by looking

at it in contrast to other cultures:

Through learning [an] additional language like French or Japanese... I think (pause) it’s a
process like finding (pause) differences and similarities (INT1)

And this process of drawing ‘differences and similarities’ between cultures (between French and

Japanese cultures in this case) also enables Yasmina to understand her own culture better, as

expressed in the two excerpts below:

Because actually when we are learning additional languages like French, actually we are
not learning the language itself, we learn the history and their people [...] they have their
own philosophy, they’ll have their own beliefs, and their thoughts actually provide
another perspective that may be in contrast to your own life or similar to your own life
(INT1)

The similarities are that these two cultures [Japanese and French], they really treat art as
national pride... I don’t think that we [HK people] treat art really well [...] I wonder why
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HK people didn’t treat their own creativity so well... why didn’t they value themselves

but instead of looking to others and also state that others are better? (INT1)
The belief that Hong Kong people ‘didn’t treat their own creativity so well’ surfaced in different
ways in her stories. For example, Yasmina talked about her perception that Hong Kong
undervalues its natural beauty. Although she said that Hong Kong had ‘a lot of rare species of
plants and flowers in the country parks’ (INT1), it ignored them and preferred to copy or import
natural beauties from other cultures. So although orchid trees (known as bauhinias) grow
naturally in Hong Kong, the authorities prefer to plant mountain cherries (sakura in Japanese) to
emulate the popular pink blossom scenes in Japan during springtime. To Yasmina, this lack of

self-appreciation is a problem in Hong Kong culture:

Why don’t they treasure what they have? Instead of artificially planting... mountain
cherries [...] That makes me so curious: Why are you not treasuring what you have but
instead you’re just following and... I’'m quite puzzled about this logic! (INT1)

In other words, through learning about other cultures and languages (including French), Yasmina
gathers a better understanding of her own culture and of her own positioning within it. For

example, Hong Kong is described as a place where people seem less free to express themselves

in comparison with people in French culture, as expressed in the following excerpt:

I think it’s easier to express yourself in a free culture. Actually in HK, it seems so free! It
seems so flexible for you to speak about anything, but in the end it’s not the same
(laugh), not this kind of free, there are a lot of hidden agendas, a lot of restrictions that
you might not notice from... the first impressions but after that when you live into a
group or you fit in into a working group or in a group of friends, you’ll find the hidden
code immediately (INT2)
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In this way, Yasmina’s interest in learning languages seems to be inextricable from how she feels
about her own culture. The next paragraph highlights further how constricted she feels in her

own culture and how better able to express herself she feels when using foreign languages.

7.4.3 Learning French and Japanese in response to the constraints of her environment

When we discussed differences and similitudes between Hong Kong and French cultures,

Yasmina described her difficulties in the Hong Kong environment, as follows:

Me: So you’re saying fast... changing [the Hong Kong environment]

Y: Yeah, you can’t [take] everything so seriously.

Me: So how do you fit in that?

Y: It’s hard.

Me: Yeah? Why is it hard?

Y: Because I'm not a really quick-paced person. But you have to adapt with this kind of
working environment this kind of attitude otherwise you...I’m not saying that you’ll get
bullied, but you’ll be considered as an outcast in this society, or in the working
environment. And you will have more difficulties to work with people.

Me: So if I asked you what does (emphasized) bother you the most? What bothers you
the most (emphasized) in Hong Kong culture? What would you say?

Y: Double standard (emphasized)

Me: Double standard? Can you explain that?

Y: They’re praising personality but actually they’re not. People are praising for unique
personality, but actually...while you’re working they don’t praise for that. They don’t
really value on unique personality.

Me: You mean people who don’t fit the mold, who are a bit different?

Y: Yes

Me: More creative perhaps?

Y: Yes.

Me: So they say they value those people? But in reality...

Y: They aren’t. Sometimes the standard are created for people to follow [...] people are
following that standard, people blame each other for following that standard, blaming that
people are not creative enough. Like the Hong Kong parents they’re forcing their kids to
learn a lot of things to learn a lot of extracurricular activities like drawing, dancing in
ballet, play instruments, learning drawing lessons [...] they wanted their kids to be
multifaceted, they wanted them to have more bargaining power or challenge or to be
more competitive. But actually, they don’t really they don’t really have interest on these
[creative] activities (INT3)
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In this exchange — in which Yasmina seemed to be mainly referring to her work environment —
there is a clear sense that she experiences difficulties in fitting into the Hong Kong environment.
This seems to be because Yasmina cannot express herself creatively in this culture and because
she is alienated by the pressure to conform. During the inquiry, she referred several times to how

conformist and suspicious of different behaviours, her Hong Kong colleagues were:

That senior manager on first day of my job, she emphasized mainly on common sense...
this word... which makes me rethink, what is common sense? [...] If your behaviour’s
out of their expectations they think you are out of the box of common sense so they might
discriminate you (INT3)

Me: So what you’re saying is that not everybody has the same common sense?

Y: Of course I don’t think so! (INT3)
Her description of the Hong Kong environment also contained stories about her communication
problems with people in the workplace. Yasmina suggested that the pressure to conform in Hong

Kong society was a major reason for her difficulties in socializing with her colleagues:

When you live into a group or you fit in into a working group or in a group of friends,
you’ll find the hidden code immediately (small laugh) ! When you speak of something
they thought « Oh it’s so awkward ! » or « We don’t say this, we won’t say that ! » and
we try to not, to talk about some sensible euh sensitive, sensitive political issues for
example. [...] and I feel so so so (laugh) awkward and then I... OK I just don’t talk about
these issues anymore, and euh it’s not free to speak about it (INT2)

Her feeling of unease was so strong that she even felt inadequate when using her own language,

Cantonese, especially with her seniors at work:
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Me: [but] you’re fluent in Cantonese?

Y: Yes... I don’t think so! Even in workplace, I sometimes I can’t restructure Cantonese.
I have problems (laugh) in speaking (laugh) ... in reporting the issue to my boss in
Cantonese [...] sometimes I blame myself for being so nervous, speak to a senior grade.
Sometimes (emphasized) (INT3)

In the excerpts below, Yasmina further described her communication in Cantonese as ‘robot-
recording like’, contrasting this with moments when she felt more relaxed and more lively using

English:

It’s like a robot...when you’re repeating that Cantonese phrase. “E5i,cuh 1574
((Cantonese phrase))” [...] but in English I don’t know why I spoke it more differently
and confidently [...] It’s...more lively, rather than a really robot recording-like
announcements (INT3)

When I speak in English, the whole person is different... from me speaking Cantonese,
it’s totally different! [...] I think when I speak English I would be more and more relaxed
[...] I think I get this job in because I did the English interview well instead of getting
(laugh) ... yeah because I would be very very nervous in speaking Cantonese, I don’t
know why (INT2)

Thus, part of the appeal of a foreign language is that there is less pressure to conform and more

scope to express her views freely, as suggested in this excerpt:

Sometimes I can make friends with people from different cultures but not from really
local HK [...] Sometimes they think I’m too serious on certain kind of things or some
topics but I think I can make fun of some issues or speak or to make some jokes but not
every moment I guess [...] Because they think you don’t want to be in a group, they think
that you’re over independent and not fit in their world (INT3)

Also, in a foreign language Yasmina feels on an equal footing with other Hong Kong people. For
example, English is described as the key for Yasmina’s success in getting her job: ‘I think I get

this job because I did the English interview well” (INT2).
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The same feelings of ease of communication were described in relation to French. For example,
Yasmina described her use of French in France as unproblematic as well as enjoyable, even

though in conventional terms she is a beginner:

Throughout the summer exchange programme in Nancy, I could make good use of
vocabularies in daily lives that acquired from the semester course, from taking basic meal
orders in restaurant to asking fare in transportation and travelling directions... Despite an
unobvious improvement in French, my confidence to speak in a French environment was
strengthen even there is room for mastering the language fluently. (LLH)

The same liberating effect was further illustrated in her interpretation of the ‘bitch-faced’ French
waiter scene mentioned above in section 7.3. For Yasmina, this was an expression of carefree

attitudes of honesty and truth to self, which made her reflect that it would be easier to express a

‘kind of truth’ about herself and be more ‘honest’ to herself in French:

Me: So is this something that you that you find attractive in life [to be like the bitch-faced
waiter]?

Y: Yeah a kind of carefree in life because you’re really speaking about yourself, because
at that moment you don’t want to do something you just speak directly and « I don’t want
to do that thing» and it’s kind of truth and it’s representing your own self. But in HK,
most of people, even if you don’t want it, their common idea of how to deal with this
kind of forced order, they would just smile and « yes, sure! (high pitched voice) I can
give it... to you... the next day » for example, to the boss (tone goes down) but after that,
their real face (laugh) just pops up (laugh) yeah!

Me: Ok. Would you like to be like this more? Would you like to live like this in this
carefree manner more?

Y: At least to be honest I guess (INT2)

Thus, part of the appeal of French in Yasmina’s story is linked to the pressure to conform in
Hong Kong as well as a sense of failure (and fear) in expressing her ideas and opinions directly

in her own culture. By contrast, Yasmina feels able to create spaces for carefree expression in
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foreign languages (including in French). It seems that she makes a connection between her
difficulties in expressing herself correctly in Cantonese and her early childhood memories, when
she was rejected by several kindergartens because she could not pass the entrance test in this

language. She wrote in her LLH about this experience:

The fear of not speaking my mind in concrete expression lies under failures of
communication in a young age. (LLH)
However, in the inquiry, I also developed the sense that Yasmina’s concern about expressing
herself directly was linked to what was happening in Hong Kong at the wider sociopolitical
level. She referred to how she had felt voiceless and useless at a luncheon where her colleagues
discussed the 2014 student political movement (see section 7.2 above). She also mentioned the
Cantonese forum HKGolden as something Hong Kong people used to express their views freely

through language play:

It’s really local, it’s full of foul language but they have a filtered version, they filtered
every four letter word or the foul language into some kinds of phrase... which is
nonsense... this would be a really lively example like for example, pardon my language,
« fuck your mother! »... in HK, in Cantonese say « .... » (Cantonese words spoken in a
low voice), it becomes « Hi aunty! » (INT2)

In the next paragraph, I will look in more detail at Yasmina’s practices of French, further

illustrating how she finds meaning in using French even at a beginner level.

7.4.4 Performing her identity with the help of French online

In her TLR, Yasmina said she used French rarely, but nonetheless reported having written ‘quite

a few posts with French words’ on social media. Several Facebook postings were captured in her
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TLR to illustrate her use of French, with explanations as to how and why she was using French

in these instances.

First, Yasmina explained that the use of images and words in combination (such as the one
shown in Figure 10, p. 223) could create ‘another possibility for the language itself” (INT2). In
effect, the meaning of the familiar phrases bonsoir and chez moi, combined with English words,
striking imagery and visual devices such as the use of lower-case letters, seems to take on a
different meaning. They also become a personalized and individual creation. Yasmina said that it
was through this creation that she chose to share the idea of Frenchness with her friends so that

they could also experience it for themselves:

I think it actually creates another possibility of the language itself... because every time
you express it in a foreign language, you’re representing a facet of the language and the
culture itself [...] actually it’s creating a possibility to understand French [...] to show
them [her Facebook friends] or display a facet of the language and the French culture
(INT2)
And as Yasmina also explained, the aim is not to ‘understand’ French in the caption, but to let
readers be carried by the instinctive experience of Frenchness she is providing to them through
her association of visuals, colours (black and white here as shown in Figure 10, p. 223) and
carefully-chosen words, which somewhat seem to recreate the characteristics of a zen moment.
In the IRT meeting, Yasmina suggested that when she used French on social media she was
using it in a similar way to an artist (‘similar to put paint on a canvas’; IRT meeting).
Presumably, too, ‘bonsoir’ and ‘chez moi’ are widely circulated images of French and might be
known by the readers of the posting anyway. But in the inquiry, Yasmina also suggested that

people did not need to know foreign languages since with Google Translate at the ready when

using social media, there was no need. In her TLR, Yasmina mentioned a Facebook posting in
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which she introduced a song video (entitled ‘Quiet Night Of Quiet Stars’) in Chinese, English
and French (Merci mon ami, beaucoup beaucoup.). She explained that she communicated with a
friend via Google Translate underneath the post because he did not know any French. In other
words, the French words were irrelevant, but were still meaningful in that they succeeded in

conveying an emotion, with an attitude, to a select audience.

Yasmina sees in additional languages a way to express herself playfully and creatively. She
thinks of language in terms of atmospheres, feelings, visuals and actions more than in terms of

textual meaning:

So I think sometimes the word itself is associated with the atmosphere, the feeling and
also including some kind of actions (INT2)
In addition, Yasmina found in French ‘a mystery key’ (INT2). She mentioned that posting status
updates in a lesser-known language enabled her to hide (or make less accessible) the full

meaning of what she was trying to communicate:

Sometimes knowing a language that is hard to translate is somehow beneficial in keeping
secrets (TLR)
Also, French was used as a code for mutual recognition amongst members of a group. In the
excerpt below, a semi-private communication space seems to be created between the classmates

who shared the French learning experience in Nancy:

It creates a private space to me and a particular group of people especially the with the
French classmates or the friends at [university], we learned French together, we can recall
some kinds of memories and some of the others won’t know it [...] it creates a certain
kind of privacy or a private corner amongst friends (INT2)
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In addition, it seems that learning or using French gives Yasmina the possibility to express her
artistically and aesthetically-minded sense of self in a way that was different from other
languages. In the excerpt below, she suggested that it was easier to free her imagination in
French and English because they were associated with colourful images and poetry, compared
with Mandarin Chinese or Cantonese which conveyed more ‘simple’ images as well as being

linked to different kinds of atmospheres:

Me: How is that different to Cantonese or English because there is poetry as well in
English words, Cantonese or Chinese? Why not? What is different about using French?
Why would it be more poetic?

Y: Because as I studied Chinese literature in secondary [school] I think... it’s from a
different kind of atmosphere. For English I think it’s really imaginative, very colourful,
when you write the poetry in English, it’s full of pictures, it’s really colourful but for
Chinese it’s kind of like a Chinese painting very simplified [...] for French it’s poetic, it’s
somehow associated with the pronunciations and how when you speak [and] when you
read poetry in English, the accents create a kind of atmosphere, and imaginative idea...
imagination or a space to the audience but for French I think the pronunciations or the...
the linkage between the words...

Me : Yeah but when you write on Facebook, there is no sound

Y : Yes. But people can still pronounce it... if if the audience or the reader, they
understand English somehow they can still pronounce it ... although it’s not really a
formal way but I think they can still pronounce it....because I write really simple French
and it’s a really genuine French and I think, most of them, if you Google Translate it you
would get the meaning.” (INT2)

This also suggests Yasmina’s appreciation of the expressive and semiotic potential of different

languages, even if they are not well known by her.

To conclude, Yasmina’s practices of learning and using French can be described as a form of
self-expression as well as a response to the limitations of her environment, for example in terms

of creativity. In the following excerpt, Yasmina refers to her need to explore her ‘sensibility’,
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which I interpreted as referring to her deeper (and possibly hidden) personal thoughts and

emotions:

To learn various languages to understand how to express as much as a way to explore the
sentimentality in myself. (LLH)
However, Yasmina’s narrative also suggested that French and other foreign languages are not
merely learned and used as a reaction against the constraints of the Hong Kong context. Her

stories suggested a more complex interpretation, as I will explain in the next section.

7.4.5 Learning foreign languages as a way to reconcile with the local environment

It would be an oversimplification to conclude that foreign language learning — such as French
learning — was mainly driven by struggle with the environment in Yasmina’s story. When I asked
Yasmina if she used foreign language learning as a way to escape her environment, she found
this interpretation too simplistic. From her comments and our discussions another story emerged.
This new story includes the notion that Yasmina finds in language learning a way to step back

from her environment before going back to it with new ideas and a conciliatory mindset:

Y: ... I don’t know is learning another additional language as a way to escape from the
current culture that I am living with (pause) [...] when I don’t understand the mother
tongue or the language that I use every day which means I don’t understand cultures I
have been living with, I am finding some other perspectives or some other alternatives of
living through learning languages...’

Me: So to summarize... it helps you... maybe decode your own culture by understanding
another culture? It helps you understand your own culture?

Y: Yes, you may say so.

Me: And another point perhaps, it helps you to have a voice?

Y: To speak up my mind [...] and at the same time, I am not standing against... [...]
because I just want to speak my voice... but [ don’t want to... [...] to have your own
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opinions but you are not violating others’ beliefs [...] both parties are really

communicating and try to understand each other (INT1)
In this exchange, Yasmina suggested her ever-present intention to go back to her environment
with the intention to find a way to deal with it. Her comments show that even if she wants to
learn to ‘speak up her own mind’ (or express herself better, as highlighted in section 7.4.3) in her
environment, she also wants to try to keep a harmonious relationship with it. For example, if her
Hong Kong colleagues had a certain idea of what ‘common sense’ should be, Yasmina did not
mean to impose her own version of common sense onto them; what she hoped for instead was
for a dialogue to be established between them and her in which both parties’ ideas could be heard
and respected (not ‘violating others’ beliefs’). In other words, Yasmina simultaneously hopes to
make peace with her environment (for example with her colleagues) and increase her ability to

make her voice heard by others.

At this point, French seemed quite distant in her story. During the inquiry, Yasmina had first
described the significance of her French trip in terms of being able to ‘explore some possibilities

of new self’, even though she also suggested that the effects might be short-lived:

I think in France... I think in the journey, sometimes I explored some possibilities of new
self in me but of course a short-term one or a temporary one but you would be surprised
that actually you would have this side in your personality which you didn’t expect and I
think that’s how the journey meant to me ok always explore the possibilities on myself

(INT2)
In the IRT meeting, she further explained that although she did not deny that France and Europe
had an impact on her (‘impact happened’), it was ‘hard to change the long-term self because after

all it’s about how a person evolves in society’ (IRT meeting). This seemed to suggest that she
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felt there was no escape from the constraints of her own environment: ‘like a Japanese, I follow

the rules’ (IRT meeting).

Yet being engaged in finding her place in her society did not preclude the possibility of change.
Another meaning of learning languages in her story is that it maintains the imaginative

possibility of a different self in the future, a point I will develop in the next section.

7.4.6 Maintaining the possibility of a different self in the future

In the IRT meeting, Yasmina said that some things had changed since her return from Europe:

I brought this short-term self to Hong Kong [...] [The trip] influenced me and encouraged
me to keep myself (IRT meeting)
By ‘keeping herself’, Yasmina suggests a desire to keep in touch with her new self in an
environment where she might lose track of it because of constraints and impositions. For
example, in the IRT meeting, Yasmina talked about having to keep ‘a balance between two
mindsets’: the mindset she was obliged to espouse at work and the mindset she could nurture
outside work:
I mentioned before that I am learning to pick up some obligations and responsibilities and
I wouldn’t mind... I would like to try some new experience in future because I think I
don’t want to be stuck... in this kind of work situation or in this kind of living
situations... (INT1)

Although this excerpt refers to constraints, it also refers to the possibility of change in the

expression ‘I don’t want to be stuck’. In a comment Yasmina made in relation to Japanese
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culture, she expressed her worries about how conformity might remove any possibility of making

changes by exhausting the courage needed to effect change:

If you are always thinking what others are expecting you to do or you’re following the
order so well the social order so well, you won’t find a way to change something if you
want to change something because you’re discouraged by others, you’re even
discouraged by yourself... you don’t believe you can make change (INT1)

In comparison with Japanese culture, French culture was perceived as more free and less
conformist. In the IRT meeting Yasmina said that what she liked most about the bitch-faced
waiter (see sections 7.3 and 7.4.3 above) was his ‘confidence’. The following excerpt suggests

that she found in her perceptions of Frenchness the inspiration to shake off conformity and to be

a more truthful version of herself:

Me: [...] if you could speak French fluently, how would it change your life?

Y: (pause) euh...

Me: have you thought about that?

Y: to be more bitch-faced.

Me: (laugh)

[...]

Me: hmmm. So in other words knowing French would allow you to...to be... euh...
Y: true.... to be more natural or truly to myself.

Me: hmmm

Y: I don’t have to always keep smiling actually it’s quite tiring (laugh)! (INT3)

In other words, perceptions of Frenchness can be seen as a way to expand the possibilities of self
while remaining connected with her environment. In the excerpt below, she described her self as

living ‘in the middle’ of French and Japanese cultures, but also as someone fully aware of her

own needs and desires:
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Me: So which societies could you see yourself living in?

Y: I think I am living really in the middle [of Japanese and French cultures] [...] Yeah, I
always go between extremes and at the current stage, [’'m in the middle because I’m sort
of learning how to deal with the institution but at the same time I really care about people
and also myself” (INT1)

This notion of taking care of her own needs and desires was also present in Yasmina’s

description of her identity:

My identity! (pause) Because... my parents had a really extraordinary life, former life, so
I don’t think my identity be refrained from geography, not being restrained by culture...
by what culture I mean (pause) I think my identity is formed through how I express
myself indeed [...] I prefer to identify myself as an art lover, a person who’s passionate
in learning languages I think this kind of traits are more significant in explaining identity
because it’s after all about yourself, about your interest, your attitude maybe! It’s about
culture but it’s not refrained from cultures. And that’s what I mean because I don’t want
to limit the identification of a self being limited by just nationality for example I gotta be
a BNO passport, or I gotta be a HKSAR passport, it’s not just (pause) about these
physical things! (INT3)

In this description, Yasmina again suggests the idea that she does not want to be trapped
(‘refrained’) by the impositions of a societal system or of national identity. She wants to be free
to explore and exploit her interests and her inspirations from many sources, including from other
cultures. Her interest in languages is long lasting because of the doors they open to other

possibilities of self. When I asked Yasmina if she thought she might eventually give up learning

some of her languages, she answered that she would not:

I have never thought of giving up learning a language, to be honest (INT2)

Me: is it possible that you might give up on French?

Y: NO! (stressed word)

Me: No?

Y: I don’t know why I have that certainty, like study Japanese (laugh) I never gave up
[...] and 'm going to have my Japanese lesson on Saturday again (INT3)
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7.5. The meaning of French in Yasmina’s story

Yasmina’s story of learning French revealed several aspects. First, French could be seen as a
way to express her identity as an artistically and aesthetically-minded creative person. Then,
French learning enabled her to express her own ideas and compensate for the feeling of not being
able to do so easily in Cantonese, particularly in the workplace among her peers. The study also
suggested that Yasmina’s perceptions of Frenchness helped her identify what mattered to her
(she did not want to get trapped in her culture) and how she would like to be as a person (for

example, ‘more bitch-faced’ i.e. more assertive and less dependent on conventions and norms).

Also, in Yasmina’s narrative, learning French is not about acculturation in the sense of trying to
make herself more French. Learning and using French serves to create some distance from her
own culture, but these new perspectives enable her to find ways to deal with her own
environment. In her case, this meant finding a way to make her voice count at work, but in a

conciliatory and non-threatening way.
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Chapter 8 IC

4 October 2015 - Hong Kong

| just had my Sunday brunch in a French cafe! Egg benedict and Breakfast galette!
Yummy and feel so French (not sure if | have seen one galette when | was in
France)

Seen by 27

Figure 12: IC’s posting in the FRENCHINHK FB group (4 October 2015)

31 October 2015
| love the tram!

Hong Kong French Film Festival

Hong Kong French Film Festival also known as French Cinepanorama. Every year the latest and
best of French cinema is brought to HK by Alliance Francaise.
Liked

Figure 13: IC’s posting in the FRENCHINHK FB group (31 October 2015)
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8.1ICand I

IC was 27 years old at the start of the inquiry. I met IC for the first time in the academic year of
2006-2007 when she enrolled in my French beginner classes during the second year of an

undergraduate degree in English at a local university.

My first meeting with IC for the inquiry was on 16 May 2015. We had not seen each other for a
long time, but had been keeping in touch via Facebook. I knew, for example, that she had
recently been to Italy on holiday and to London for work. I had commented a couple of times on
her FB postings, and she had responded from time to time. IC had chosen to meet in one of the
shops of the company she worked for, but we then moved to an outdoor area which was quieter.
Sitting down with refreshments, we talked for one and a half hours without further interruption.
Before starting the interview, we exchanged news about her former university. IC was keeping in

touch with a retired professor there and knew about the latest news.

On seeing the way she addressed the staff at the shop, my first impression of IC after having seen
her only once since she graduated from university in 2008 was how much she had matured and
developed her professional self. She seemed outgoing and confident, and our conversation
developed easily. At the end of the interview, during the debriefing when I asked her about her
experience of the interview, she said that it was very interesting for her because I was asking her
questions (such as “Where do you see yourself in 10 years’ time?”’) which she now asks others
when she recruits staff for her company. She also commented that it was interesting to look back

at events in her life and to realize how much she had accomplished.
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Our second meeting was on 20 February 2016 and lasted for more than two hours, which was
longer than I had planned. IC said she did not mind, that her whole afternoon was free and that
she was happy to see me. Chinese New Year celebrations were still going on, and IC was going
to a big family gathering after the interview, hoping to receive some more lai see (traditional
money gifts presented in red packets). We met in the lobby of a hotel I had suggested, and over
tea and cakes I caught up with her work news and learned how busy she was. She was about to
travel to the U.K. for a period of training and was then planning to visit Iceland with a friend to
see the northern lights. Also, on her agenda was Shanghai in May. She said she was happy about
these plans. It was clear that she was feeling professionally fulfilled in her job and that she was

happy with her progression in the company.

Our third interview was on 29 May 2016 and lasted a little more than one hour around brunch in
a café called “Café Causette”, known for its French patisseries. The venue was IC’s suggestion
this time. Before settling for the interview, we talked about her dad’s health and then about her
job. She had been away from Hong Kong for about a month, first to London for a week’s
training in April, then to Rome, Denmark and Iceland for leisure, and had also spent time in
Shanghai training the company’s staff there. During this conversation, I once more noted IC’s
interest in the study. At the end of our interviews, she would ask about the progress of the
research and about my findings. She said that she was interested to see where the research would

lead and what it might reveal, and that she was happy to help me with it.



246

8.2 IC’s stories: childhood, secondary school, university and work

Family

IC was born in Hong Kong in a Cantonese-speaking family. I initially had the impression that
her parents had been born in Hong Kong, probably because Hong Kong was a recurring theme in
IC’s story, but in an email she told me that her father had migrated to Hong Kong from
Guangdong province when he was young, after the Chinese civil war. Like many Chinese
immigrants who arrived in Hong Kong at that time, he found life very difficult: ‘He [IC’s father]
retold his story like he was so poor at that time that he needed to eat wood-skin!’ (email
response, 6 May 2018). IC’s mother had also come from outside Hong Kong (Macau) with her

family, but her family felt it belonged to Hong Kong:

So strictly speaking none of my parents are born in Hong Kong but they lived

and grew here for long. (email response, 6 May 2018)
Learning languages at primary school
What was striking in IC’s stories was the contrast between her experience of learning English at
school and at home. She talked at length about how she had loved her English learning activities
at home, such as watching the children’s TV programme ‘Sesame Street’” and practicing English
with her sister. Regarding Sesame Street, she wrote that she couldn’t finish her homework fast

enough because all she wanted to do was watch her favorite cartoon show:

I switched on the TV, turned to TVB Pearl, and waited until I could hear the song “how
to get to Sesame Street...” I don’t know when I was hooked on this but I was surely
fascinated by the characters and the songs, even though I had no idea on what the
characters are talking (or singing) at that time. (LLH)
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A large part of her motivation to learn English was to try to understand what the characters in the
show were saying:
I can say the show aroused my interest in bettering my English, so that I can finally
understand what they are saying. (LLH)
English games with her elder sister were another source of motivation. Her sister, who was ten
years old at the time, had the responsibility to help IC with her studies as their parents did not
know English. IC and her sister (‘a top student at all times’ and a ‘good teacher’, LLH) shared
the same interest in English, but whilst IC was engrossed with Sesame Street her sister liked

‘Pride and Prejudice’ from the BBC: ‘she [IC’s sister] has the whole set of books in VHS video

tapes recorded from TVB Pearl’ (LLH).

The two girls created English dialogues and role-plays based on their preferred programmes
using a ‘family’ of soft toys (INT1) to give voice to their characters. IC would play the
characters in Sesame Street whilst her sister would try ‘to copy from Pride and Prejudice [...]
Mr. Darcy or something else’ (INT1). IC brought her favorite toy (‘Frightened Bear’) to the first
interview as a souvenir of her home language learning activities, explaining that ‘Frightened
Bear’ personified her ‘side’ — which is to say her views and opinions — whilst her sister used
other soft toy characters to express her own views and opinions. In her LLH, IC described how

meaningful these games had been for her and how they spurred her motivation to learn English:

I will probably say the passion to learning language (and creativity I guess) largely came
from the time we spent at home - playing with the stuffed toys. Every night we will have
our own stuffed toys - with different character and with each other - and did role-play
having daily conversation - all in English. [...] This was the happy moment I had before
my bedtime - and surprisingly I didn’t take English a burden during play. (LLH)



248

Apart from being fun, these creative activities seemed to have also increased IC’s confidence in

speaking English although she said they had ‘minimal influence’ on her English results at school:

Though such habit has minimal influence on my English (as reflected by school exams), I
still enjoyed this regardless how much effort I put into understanding what Elmo and
Cookie monster were arguing, or how Ernie and Bert make their reconciliation after a
stupid misunderstanding of each other. (LLH)

The importance of these games for IC also seemed to have been that she was able to experiment

with English away from critical and judging eyes (such as those of her classmates and teachers at

school), as suggested below:

I am not confident in speaking in English in public but I was able to use English freely at
home - that’s what I would conclude myself the confidence built up from. (LLH)
This contrasted with IC’s descriptions of learning English at school. She talked about

unimaginative ‘duck feeding’ activities:

It’s duck feeding. Textbooks. First half, vocabularies for this chapter. Part B, grammar.
Part C some reading exercise. Part D, it’s a comprehension, it’s a fill-in the blanks, try to
make use of what you learned into this chapter into one passage, stuff like this.
Supplementary exercise would be a small book bought from... I don’t know where it is,
it’s called P.E.U., Practical English Usage book, full of grammar exercise, you have a
grammar table, you have to do a dictation on grammar table every week and... yeah and
try to memorise every vocabulary, you have to learn the spelling... (INT1)

Homework also consisted of ‘copying sentence or simpler log guessing in grammar questions, as
similar to other conventional duck-feeding primary schools’ (LLH) whilst at home, her sister

would drill grammar and vocabulary content to help her meet the school accuracy targets: ‘my

sister trained me to get 100% in my dictation as well” (INT1).
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When I asked IC about her feeling towards this manner of learning languages, she answered that
it was ‘tiring’ and ‘exhausting’. In her LLH, she suggested not much intelligence was needed to

complete the work:

As long as you know the trick then you just put yourself into spelling or vocabularies and
you put yourself into memorizing the whole passage, it’s done (INT1)
Despite these seemingly negative perceptions, IC also saw a use in these activities. She said they
provided a necessary ‘base’ (INT1) and a ‘more systematic way’ (INT1) of learning a language.
In other words, although they were ‘boring’, they were a ‘must-process’ (IRT meeting), which is

to say a necessary (though painful) part of English learning.

Secondary school
At secondary school, IC met a high school teacher with whom she still keeps in touch. In her
story, this teacher is a role model, someone who inspired her, who shared ‘a lot of thinking” with

her (INT1).

IC’s initial idea was to study graphic design, but she changed her mind and decided to study
English. The reason for this change seemed to have been her teacher’s advice, which was that ‘if
you study language you can do whatever you want as long as you can express yourself freely’

(INT1).

Also during her secondary school years — perhaps as a result of her teacher’s positive influence
on her — IC became a dedicated self-learner. Her summers were spent mainly at the public

library, gathering knowledge on a variety of topics (such as web design, Japanese, astrology and
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feng shui) and following a tough schedule, which demonstrates dedication to learn and to

develop herself:

... during the two months summer holiday I used to go to the library, pick a topic every
year so one year, | study about horoscope which is very funny, one year I study about
website building (INT1)

so when I get up around 10 or 11 I have my late lunch and I spend the whole afternoon on
that particular topic and until 5pm, I watch my cartoon and then, dinner and then after
dinner when I have time I play with my sister with my toys, if not then I would keep
reading books or design my website. Yes. (INT1)

University

IC approached her university years in much the same way as she had approached self-learning

during her secondary school days, which is to say with the intention for these years to be rich in

experiences and knowledge and above all, meaningful to herself:

During the three-year studies in the uni I didn’t put a lot of effort in studying, instead i
wanted to explore myself more in other aspect, like social skills or aesthetic interests.
(LLH)
Apart from courses for her English major, IC enrolled in a cinema course as well as a French
beginner course. She decided to study French after considering several aspects: first, she looked
at the fact that it was less commonly learned than Japanese in Hong Kong; then, she acted upon
the recommendation of a friend of hers who had learned it; finally, she felt it complemented her

cinema course and corresponded with her idea that ‘“university time is the time to expose yourself

more’ (INT1).
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Her experience of learning French was described as greatly different from the way she had
learned English at school. She recalled a particular class assignment, for which she had to
prepare an oral presentation in English on an aspect of French culture, which made her realize

that learning a language involved more than just learning linguistic content:

... when I start doing that presentation [she chose to present Francois Truffaut’s movie,
Les 400 coups i.e. ‘400 Blows’] I start thinking actually learning a language is not
something only about a technical thing, it’s not something about remembering about
masculine or feminine form, it’s something about the culture itself (INT1)

Her intensive summer course at Alliance Frangaise (AF), Paris, at the end of her second year at

university continued this interest in learning French through learning about the culture:

I deeply believe that the more into the culture you will learn the language naturally
(INT1)
IC’s experience of studying French came to an end when she graduated. She has not undertaken
further learning activities, whether formal or informal, since. In other words, her story is that of a

French learner whose last formal French learning activities took place ten years before the

inquiry.

First jobs: relishing international exposure

After graduating in June 2008, IC found employment in a popular and well-established Japanese
supplementary education provider in Hong Kong where she worked first as teaching assistant
and then as corporate trainer. At the same time, she also studied part-time for an M.A. in

Language Studies at a Hong Kong university. She obtained her post-graduate degree in 2013.
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After this, IC found a job with a well-known international food chain based in the UK, becoming
responsible for recruiting new staff and training them to follow safety and hygiene regulations.
During the inquiry, her job responsibilities also involved implementing an e-training platform as
well as monitoring training in the Hong Kong and Shanghai shops. Her own training took her
several times to the London headquarters, where she met her international colleagues. Although
work was busy, IC seemed to be enjoying herself. Throughout the inquiry, it was obvious that
she relished the opportunities she was given to expand her horizons whilst travelling abroad for

work:

I met people from Spain, from Italian from British, Scotland...Mexico, a lot of different
people but I think they’re more or less the same they are all friendly, they are all nice and,
whenever you are true to them they must be in return true to you so I think, the formula is
the same so there is no such there is no such thing about different nationality will have
different reactions or comments (INT2)

Whilst IC was meeting people from different cultures, gaining a new understanding of the world,

her family continued to live a local Hong Kong life. IC began to perceive the contrast with a

more ‘localized’ sister:

Compared with me she [her sister] has a relatively... not limited but her social life is
more localized because I [am] used [to] hang out with different people, my friends, my
boss is Chinglish and my colleagues are from somewhere else but where she works, it’s
an international company but the colleagues are local people so perhaps her personality
or her cultural diversity or... oh her exposure is relatively more limited (INT1)
Her sister’s lack of ‘international exposure’ became more visible to IC when her sister
accompanied her to London on one of her business trips. IC realized through her sister’s eyes the

‘big variance, diversity between local Chinese and Western style’ (INT1) and how far she herself

had gone in clearing ‘some misunderstanding or some misconceptions about Western people’



253

(INT1). For example, IC had changed her perception about her British manager’s habit of

starting the day by chatting about personal things before settling down to work:

it’s good to start with something non-work because they [managers] will feel more
relaxed to talk about work later on they will [be] less oppose[d] to the things you are
trying to bring them (INT3)

In the second interview, IC talked of her cultural awareness as a ‘breakthrough’ because she now

felt on ‘equal footing’ with foreigners and needed ‘no more [to] be afraid of meeting people with

different nationalities’:

It’s a breakthrough process I think from the beginning I start joining this company and up
till now (INT2)
Also, as a result of contact with people from different cultural backgrounds, IC said she had
become less distant and less incisive in her manner of saying things, which was something she
had been criticized for in the past: ‘I know that when people didn’t come close to me they will
think I am cool, distant, not very friendly somehow so I'm trying to adjust myself little bit so

keep smiling, say hi!” (INT1).

To summarise, IC’s early jobs gave her the opportunity to continue the process of developing
herself and gaining a new understanding of the world. In this process, she developed a different

relationship with her own culture and became more open to different views:

I’'m not a Chinese traditional person yeah... I’'m quite o-p-e-n (said slowly) in terms of
thoughts yeah positively I’'m open to change (INT1)
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But during the IRT meeting, IC announced to me that she had changed job and was now working
for a local Hong Kong company where ninety-nine percent of the staff were local Chinese and
where there was no need (at least for the time being) to use English. When I first heard about it, I
saw this move as difficult to reconcile with the rest of IC’s narrative and wondered what had
happened during the time between the third interview (on 29 May 2016) and the IRT meeting (on
3 Sep. 2017). As the inquiry progressed, I learned this decision was not the consequence of one

event or one action, but rather had a number of causative factors.

8.3 Tensions in IC’s life

During the IRT meeting, IC told me that she had found a new job as corporate trainer in a large
Hong Kong company. This meant that she would not travel abroad anymore and that she had to
adjust to working in an entirely Chinese team (‘if you talk about your personal life [at work] it
may become gossip... you might be attacked’, IRT meeting). I was a little surprised, but when I
thought about this further, I realized that IC’s stories had contained a lot of uncertainty regarding
her ability to become fully accepted in a western or international team. Also, her stories had
revealed insecurity regarding recent changes in the Hong Kong sociopolitical context, as will be

explained in the paragraphs below.

8.3.1 Changing perceptions of herself in a western environment

During the inquiry, the way IC talked about her social experience with her colleagues during her

stays in London suggested some challenges in adapting to a new cultural environment, as

suggested in the excerpt below:
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I can still see myself not as talkative as the other European... so when I was in London
the team organize a drink party for me which is very appreciated and we start drinking
and I don’t know it’s just they are just naturally talking to each other quite easily and I
am observing this (laugh) [...] and every people is listening... and the people look very
interest[ed] (laugh) (INT3)

In comparison with her European colleagues, IC felt uncomfortable talking about herself when

socializing, which made her feel insecure:

I may not be confident to talk about something very personal that make people interested
to listen to me further (INT3)
She explained that whenever she tried to imitate her western colleagues’ ways of talking up their
lives (‘it’s seems that they are having a very rich personal life’, INT3), her efforts seemed to fall
flat. For example, she recalled telling her colleagues about how her dad had bought her a can of

beer when she was five or six years old and how this had been badly perceived:

... and I share about this and then I ask... “would you let your kids start drinking when
they are very small ?” [...] and then they just felt that “are all Chinese like this?”” (laughs)
[...] and they start talking about they won’t let their kids drink they will go to a pub still
but they drink apple juice (INT3)
After several experiences of trying but falling short of creating the right sort of effect and instead
feeling misunderstood and awkward, she came to the conclusion that she could not describe
things in a ‘very entertaining way’ (INT3) with enough details ‘to intrigue’ westerners (IRT

meeting). In other words, when socializing with westerners, IC always felt a little tense and on

her guard.

As a result, it seems that she began to doubt her ability to fit into what she perceives to be

‘western culture’, as reflected in the excerpt below:
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I’'m just thinking if my personality is still really outgoing enough to be working in a very
diversified culture, I’'m quite not sure because every people looks like very outgoing
sociable you know drinking and can communicate quite confidently but I’'m yeah I’'m still
hesit[ant] whether I can be really that kind of person when I really work overseas (INT2)

By contrast, life in Hong Kong seemed to compare favorably:

... because I'm in the place that I born, so I can be very comfy, and I can be very
confident, talking, communicating (INT2)

In Hong Kong, she felt she did not need to adapt to other cultures and would find it easier to

have a normal social life. IC described the challenges of creating a social life abroad:

you have to meet new friends you have to build your social network, you need to gain
support from others sometimes you need to ask for support so...there are a number of
challenges I can foresee (INT2)

IC’s concern about her ability to adapt to other cultures also appeared when she asked me about

my own experience of adapting to Hong Kong. Our conversation developed as follows:

IC: ... is that what you ... encounter[ed] when you first in Hong Kong (laughs)?

Me: yeah I... because I it’s a little different for me because I...when I came to Hong
Kong... so I have been here eleven years but before that (pause) ...I really left
my...HOME (stressed word) like my parents’ home and lived in England on my own,
and since 1989, so I was twenty two, twenty one twenty two, so since then, I’ve always
lived abroad, and it was a variety of people... But yes I mean I can I can still remember
what it was you know what it felt like to...at the beginning in England

IC: Was it on your own at that time?

Me: yeah... yeah, and...YEAH (stressed word) the challenge is linked to...living in a
different culture, though it was very...CLOSE (stressed word) to France, but still quite
different

IC: yeah because...UK or London ...is a society with diverse culture, that
sometimes...it’s the its diverse culture makes you feel a little bit lost sometimes (laughs)
(INT2)
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In this exchange, what IC seemed to be saying was that she saw western or ‘international’ culture
as very different to Hong Kong culture, and that this created added difficulties. Elsewhere in the

inquiry, IC hinted that outsiders could never fully grasp Hong Kong culture:

I think the outsider is [only] able to appreciate the surface of Hong Kong culture (INT3)

It may be a little bit hard for them [foreigners] to imagine what exactly I am talking about
(INT3)
The following excerpt further explains in what ways Hong Kong culture differs from others and

why she thinks it is hard for outsiders to penetrate:

So first we don’t have a really Hongkongese ah we have a Hongkongese culture in euh
popular culture. But for other cultures like euh...music, like euh writing style, euh...I
mean the very sophisticated aspect of culture [...] So for example we have a lot of slangs
in Hong Kongese culture and we’ll be very happy to talk about this when we are also
born in Hong Kong and we understand Hong Kong culture, but when we trying to
promote it to other it’s always hard Because first it’s a popular culture, it’s not highly
appreciated by sophisticated people (INT2)

To reiterate, during her cultural experiences in Europe, IC started to question whether or not she
could (or even wanted to) adjust to a different or culturally diverse environment on a long-term
basis, even though she was enjoying the perspectives it provided. In addition, at the time, there

were sociopolitical changes in Hong Kong which triggered feelings of insecurity and further

affected her relationship with the ‘home’ culture.
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8.3.2 The presence of sociopolitical factors in IC’s narrative

The topic of Mainland China came up frequently in IC’s stories, and generally not in positive
terms. First, there were descriptions of her experience of training Shanghai staff. IC remarked
that when training Shanghai staff ‘ABC’, the result was often ‘ABEF’ (INT3) and that she
constantly needed to check what they were doing: ‘you have to [be] patient and you have to be
very insistent to say that no it’s not the right thing’ (INT3). By contrast, Hong Kong staff were
described in positive terms; they were flexible and could take the initiative, and work with them

was smooth and unproblematic:

If I tell my [Hong Kong] shop managers “ok! We want to achieve A ok? And ... I don’t
bother about the process” then they will be very flexible in doing the process to achieve
target A (INT3)

I am not trying to be discriminative but they [Hong Kong managers] are more smart in
knowing how to achieve the target with their own way ok? (INT3)
Although IC conceded that the misunderstandings between the Shanghainese and herself might
be related to ‘cultural difference’ or ‘culture shock’ (INT3) or that maybe her proficiency in
Mandarin (the language she used to train them) added to the problem (‘maybe it’s part of
language barrier because my native or my first language is not Mandarin’, INT3), IC gave the
impression that the main reason for her difficulties with the Shanghainese staff was that they

were not prepared to take orders from her:

...because part of culture I think their culture as they have to have their very strong mind
is part of the reason (INT3)
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Elsewhere in the inquiry, IC talked about how ‘rude’ Mainland Chinese were to Hongkongers
(she chose the adjective ‘rude’ in the second interview to describe Mainland culture in general).
In other words, she felt Mainland Chinese did not respect Hong Kong culture, as illustrated in the

following excerpt:

I guess... most of us understand it [the choice of the adjective ‘rude’] why, because of
how they behave in outside China, as tourist... how they speak, how they behave how
they react with the conflict, how they think about themselves, that makes...us feel...very
rude to it's not rude to us it's rude to our Hong Kong culture actually, it's rude to our area
actually. Euh...they're not respecting others' culture (INT2)
There were many similar references to sociopolitical tensions in Hong Kong in IC’s story. In the
third interview, IC made explicit the need to stay put in Hong Kong (‘not moving out’) in order

to influence the future generation of Hongkongers, as if Hong Kong was under siege and needed

protection:

It is my home somehow I'm still insisting that why I have to leave my place to somebody
from outside make my home worse? There’s no reason for that, so from this moment I
will have the same feeling about last time that I’m happy to be here and I want this place
to be better and better, not by moving out but staying here. Maybe influence in a positive
way to the next generation (INT3)
IC’s decision to move to Hong Kong and work for a local Hong Kong company can thus be seen
as linked to the tense political atmosphere in Hong Kong one year after the 2014 students’

protests known as the ‘Umbrella Movement’. In the excerpt below, IC talked of her desire to

‘contribute’ to Hong Kong:

I don’t know maybe just move out or something else, it is not the right way to contribute
to the society you are being raised by (INT3)
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The search for the meaning of learning French in IC’s story is thus situated in this context of
tensions both at the personal level and at the sociopolitical level. Section 8.4 below will explore
the role of learning French from this perspective and from the related perspective of IC’s

perceptions of French culture and language.

8.4 IC’s perceptions of France, French and Frenchness

As might be expected, IC’s perceptions of Frenchness come from different sources. One of the
first she mentioned was French cinema. IC explained that French movies were instantly
recognizable from the artistic feel and atmosphere they created: ‘even though if you don’t see the
subtitles, even you don’t listen you just see from the screen what it is you will know it is French’
(INTT). From advertisements depicting France, IC developed the idea that French people knew
how to enjoy ‘the moments of life” and ‘treasure [...] their life’ (INT2). From watching the news,
IC also developed the perception that French people (as well as European) were concerned and

knew how to fight for their rights:

Britain, Germany, euh France in particular, because I always see some news about they're
going on strikes because they're asking for some rights of their work (INT2)

By contrast, Hong Kong people behaved like ‘slaves’ towards their employers, forgetting their

‘right to speak’, as described vividly in the excerpt below:

I think sometimes Hong Kong people are too tending to be slaves [...] we are very good
to the employers sometimes but we sometimes forget our rights. Yeah so so we are very
hard hardworking yeah sometimes (laugh) and but sometimes we forget to speak for our
rights and we always presume that we don't have the right to speak (INT2)
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In other words (and as in Candice’s and Yasmina’s stories), IC’s perceptions of Frenchness were

also built in a process of comparison with her own culture:

When you step up outside you can see the reality differently (IRT meeting)

Another example of this process of construction is contained in the excerpt below, where I1C
recalled a French film in which French children were playing in a forest. This made her realize

how much more urban her Hong Kong childhood had been:

so there’s again children playing each other euh the background is ... there’s a forest like
with a lot of trees, no buildings and yeah it’s a big playground and they just run and with
a lot of greenery and yeah it is what I perceived about “Oh how great French children can
play in a big greenery forest... but we can’t!” (laugh) yeah! that’s what... that’s what I
perceive about French culture somehow (INT1)
In the IRT meeting, when we further explored IC’s perceptions of French culture in comparison
to Hong Kong culture, IC commented that it was important to be collectively proud of one’s own
culture because it would be the base for developing a shared concern in ‘preserving’ the culture.

In the second interview, she had explained that one of her perceptions of French culture was that

French people seemed proud of their culture:

My perception is, French people they are proud of... they’re proud of their culture,
they’re proud of their language...wherever you are in France, when you ask for directions
in English even though they understand in English they can speak in English they will
still speak in French... (INT2)
In the IRT meeting, IC added that she would like ‘to have this [pride] in my own culture too’,
suggesting that Hong Kong people might not be united enough to defend their culture. This made

me recall what IC had said in the inquiry about the tensions caused by the political changes in
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Hong Kong since the return of sovereignty to China in 1997. In IC’s narrative, the role of French
learning is closely linked to this situation and to IC’s anxiety about the future of Hong Kong, as

will be further explained in section 8.5 below.

8.5 Exploring the meaning of French with IC

In IC’s story, the decision to learn French (or other languages) can be understood as a desire to
develop into a confident person because gaining an understanding of other cultural environments
enhances her ability to deal with intercultural situations. But knowing languages and gaining a
wider cultural awareness can also be seen as a way to define and strengthen her Hong Kong

identity in the face of perceived threat from Mainland China.

I will begin with IC’s quest to become a confident person on the world stage.

8.5.1 French as part of IC’s drive to become more confident in the world

IC mentioned three role models and their influence, her high school teacher, the president of her
university, and a work colleague, whom she said had all encouraged her to become ‘more all-
rounded in terms of thinking’. In the first interview, she talked about how these people had given

her new perspectives and encouraged her to think critically:

You’ll look at different aspects from on the same issue [...] you can see the same thing
from the other point of angle and you will feel it in another way so you’ll just feeling
inspired and enlightened really! (INT1)
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In the inquiry, IC also clearly showed her interest in learning about different cultures and
languages. Her investment in learning English and her decision to work for foreign companies

are examples of this.

A first interpretation of the role of French in IC’s story is that it contributes, along with other
cultures and languages, to IC’s quest to become more ‘all-rounded’ and to acquire new
perspectives on the world. In the excerpt below, she suggests the importance of languages in

general in broadening her horizons:

The more language[s] you learn the more... the easier you understand the rest of the
world apart from your place [...] people who are able to speak different language[s] are
having a broader sense in looking at things because language[s] do making you look at
things differently (INT3)
Being able to interact in different languages also helped IC to become more confident in the
world. For example, she has learned to appreciate different ways of doing things (for example,
her boss chatting before starting work; see section 8.2 above) as well as to appreciate different
kinds of humour. For example, IC’s comment below suggests that she is able to recognize the

British sense of humour, as opposed to her sister who lacks these perspectives because of her

more ‘localized’ outlook:

She [her sister] has a less exposure internationally than me so for example ... she doesn’t
feel the sense of humour about European people and she... she relatively quite stressful
[...] she doesn’t feel it funny when people doing some tricks (INT2)

In the second interview, IC described her experience of meeting western colleagues in London as

a ‘breakthrough’, not only because she realized that she was on ‘equal footing’ with westerners,

but also because she had lost her fear of interacting with foreigners:
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I was yeah equal footing... and the thing is you’re no more be afraid of meeting people
with different nationalities...so in the past I’'m I I’'m quite afraid meeting with a guy from
Italy because he sounds like very rude, and sounds like very strong personality... but in
the end when you sit down, understand him more, talk to him more, and he is a
very...enthusiastic guy who you know helping you and then play with you, yeah (laugh)
have jokes with you so it’s a breakthrough process (INT2)

To reiterate, one of the roles of French in IC’s life is to form part of her quest to gain new

perspectives as well as to build her confidence in dealing with the world.

8.5.2 French as a tool for cultural differentiation in the context of political tensions in Hong

Kong

In IC’s story, knowing French also appeared as a way to differentiate herself from Mainland
Chinese and reinforce her identity as a Hongkonger. For example, IC suggested that including
some French words in her English conversations was not only ‘more fun’, but it also made her

sound more English:

I think French can use along with English... for example...in the current company I'm
working with sometimes we’ll [her boss and her] speak French “Au revoir” “Bonjour”
“How does it feel?... Comme ci-comme ¢a” yeah, they know each other but it makes
your language into more fun, it puts more elements into it and makes it more... diverse...
(INT1)
In addition, emulating the French-English code-mixing practices of her British co-workers
reinforced her Hong Kong identity because code-mixing (specifically the mixing of Cantonese

and English, which is usual in Hong Kong) differed from Mainland Chinese’ linguistic practices,

which were perceived to be more monolingual:
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... if it [French-English code-mixing] is the way that they [British people] speak ... then
it is... just like code mix[ing] between English and ...Cantonese in Hong Kong but for
example like Mainland immigrant, they won’t so you can differentiate between how
localized you are in a particular country or language (INT1)

Thus, in this excerpt, the multilingual practices of some British people in Hong Kong are seen as

resembling Hong Kong multilingual practices whilst being different to the linguistic practices of

Mainland Chinese.

Although the link is tenuous, using French alongside English is a way for IC to mark the
boundaries of her identity as a multilingual and multicultural individual, as well as to position
Hong Kong as a multicultural society in her talk about language in Hong Kong. The equation
that IC is arguably making is that Hong Kong has more in common with Britain, in terms of its
inclination towards multiculturalism, multilingualism and linguistic hybridity, than with
Mainland China, which for IC is associated with monoculturalism and monolingualism as well as
discourses of linguistic and political unity. The excerpt below expresses IC’s view that China is
not in favour of multiculturalism and multilingualism, as Mandarin has been imposed as the

unifying language:

China is an area with different races or different ethnic groups or different areas of people
who speak their own language or dialects and Mandarin is just a way to unify (INT2)

By contrast, IC thought of Hong Kong as being accepting of other cultures and languages:

We welcome different cultures to be in our society, we love to embrace good culture
positive culture from other areas so you can see we have a lot cuisine from different
cultures in Hong Kong and we love to try them we love to understand more about those
cultural things, that's why we have French May every year, that's why we have some food
festival, food fair [for] which suppliers from all over the world come to us (INT2)
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In the IRT meeting, IC further explained that Hong Kong people were open to foreign cultures:
‘we [Hong Kong people] are not taking a resisting side of resisting other cultures [...] Hong
Kong is opened to the world” (IRT meeting) whilst Mainland Chinese were ‘arrogant’ towards

other cultures (IRT meeting).

In other words, part of the meaning of learning foreign languages (French as well as English) for
IC is that they can be used to assert her identity as a Hongkonger, to distinguish herself from
Mainland Chinese at a time of political transition in Hong Kong. By reasserting her Hong Kong
identity, IC at the same time (re)asserts Hong Kong’s cultural existence, even if only within the

confines of the interview situation.

8.5.3 French as a way to affirm Hong Kong identity: re-appropriation of a global language for

the local context

When IC talked about her sense of national identity in the second interview (I did not specify
whether national, religious or other) she chose to tell me about her national identity, sharing that
she felt mixed western and local influences in her life and stressing the impossibility of

separating the two:

I won't have the definite nationality of culture here because we are, I am I'm born in
Hong Kong and I'm born to be a multicultural person so my lifestyle is totally a mixture,
but I think mostly I think it's Hongkongish because most of my time is in Hong Kong
(INT2)

However, in the third interview, the local aspect of her identity appeared more prominently as

expressed in the excerpt below:
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Identity (pause)...I will use the word local in Hongkongese... I am born in Hong Kong I
am raised in Hong Kong ...I was the last batch of the old education system... I study
university three years in Hong Kong definitely I am a very local Hong Kongese I used the
word local...because I am local I am exposed to local popular culture I listen to local
songs I watch local movies...I am able to speak colloquial Cantonese, I go to those
Cantonese gossip websites so I understand what peoples are referring [to] when they talk
about some secret codes in Cantonese so pure local Hongkongese I’d say (INT3)
In other words, IC identified herself both as ‘multicultural’ and as ‘local’ but the local aspect of
her identity seemed to prevail when she was required to choose (i.e. ‘pure local Hongkongese’).
IC made connections between national identity and language not only with Cantonese, but also
by referring to Kongish, which she described as a local practice of mixing Cantonese with

English words. According to IC, only local Hong Kong people (i.e. not Mainland Chinese) can

understand Kongish:

Only local Hongkongish can understand Kongish, and then can use Kongish fluently.
Yeah because because, it’s it’s a funny mixture of Cantonese and English and Cantonese
total different with the system of euh...Chinese or Mandarin, so so it's a way to highlight
yourself I'm a really local Hongkongish (INT2)

Her descriptions of what she considered to be Hong Kong culture also contained the idea that it
had both local and international aspects. On the one hand, there were very local aspects of the
culture (such as local songs, Cantonese gossip websites, etc. which were hard for foreigners to

penetrate; see section 8.3.1 above), but on the other hand, Hong Kong culture included many

cultural influences from external sources:

So my Western culture influence may be from TV programmes, maybe from schools,
people I met from work definitely, and also from the Western... I don't know for those for
example like the exhibition, like if there is a Christmas fair in the Stanley Plaza, so for
those common activities that we have are trying to touch and trying to expose to it and
become more Western-like people (INT2)
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So you can see we have a lot cuisine from different cultures in Hong Kong and we love to
try them we love to understand more about those cultural things, that's why we have
French May every year, that's why we have some food festival, food fair [for] which
suppliers from all over the world come to us (INT2)
What is interesting in IC’s conception of herself and of her culture is her interpretation of
‘multicultural’, as revealed in her posts about Frenchness in the FRENCHINHK FB group. IC’s
shared examples of perceived French culture in Hong Kong suggested a local (or ‘localized’)
reinterpretation of it. For example, the first posting IC shared with the group was a picture of a
French galette (see Figure 12, p. 264). She suggested an interpretation of Frenchness which in
addition to involving coffee and ‘galette’ (a kind of pancake made of buckwheat, iconic of
western France) also included eggs benedict and brunch. The latter, to most French people,
sounds distinctively foreign. At the same time, IC suggested that she had an easier time finding

‘galette’ in Hong Kong than in France, which made it sound as if there were more (or equal)

opportunities to experience French culture in Hong Kong than in France:

I just had my Sunday brunch in a French café! Egg benedict and Breakfast galette!
Yummy and feel so French (not sure if | have seen one galette when I was in France)
(FRENCHINHK FB group posting, 4 Oct. 2015)
In the second posting, the picture and caption ‘I love the tram’ (see Figure 13, p. 264)
superimposed an advertisement (for the annual French cultural event ‘The Hong Kong French
Film Festival’) with an iconic mode of transport in Hong Kong (the tram). The effect again
blurred the lines of ‘French’ culture: is the event a projection of French culture in Hong Kong or
has it been assimilated as a Hong Kong cultural event? Even though this event is organized by

the French Consulate and jointly sponsored by various Hong Kong businesses and organizations,

along with the French government, the point this posting seems to be making is that French



269

culture in Hong Kong is readily assimilated into Hong Kong’s multicultural and globally-

oriented identity.

The perceived re-appropriation of French culture (and possibly, by extension, of other foreign
cultures) by the local culture in IC’s story is interesting, in the context of the tensions between
Hong Kong and China at this moment in time. It serves to reaffirm Hong Kong’s global identity
and place in the globalized world in contrast to the centralizing tendencies of Mainland China.
IC’s practices of French (as well as of other languages) can be seen as part of her contribution to
protect and reaffirm Hong Kong’s identity in the face of the threat she perceived from China at
the time of the inquiry: ‘it’s just about how to conserve our identity’ (IRT meeting). By
reaffirming its multicultural aspect whilst stressing Hong Kong’s successful integration of
foreign cultures, IC used the inquiry to emphasize Hong Kong’s unique identity and its strong

connections with the outside world.

As already mentioned (see section 8.3.2), an image of Hong Kong being under threat emerged in
many places in IC’s story. As a result of this, IC seemed to feel the need to reassert Hong Kong’s
existence and identity. An example of this was that she felt compelled to correct the foreigners’
perception that Hong Kong was like the rest of China when she was abroad. Specifically, she
recalled a conversation with a French waiter during which she made a point of affirming Hong

Kong’s distinct identity:

I think it’s a French waiter, when we had a coffee just opposite to the Notre-Dame...
yeah? We have a coffee and then they asked “Where are you from?” and “We’re from
HK” and then “Yeah, it’s China... it’s part of China!” “No, it’s not part of China!”
(dramatic voice) blablabla like this... so we [Hongkongers] have a strong identity...
myself yeah (INT1)
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Likewise, IC recalled how happy she had been on a trip to England when a UK immigration
officer had recognized her Hong Kong passport. To her, this meant that Hong Kong had a

recognizable identity from Mainland China: ‘it’s a sign of identity’ (IRT meeting).

IC’s intense concern with these issues was palpable throughout the inquiry. One decision she
seemed to particularly focus on was whether or not leave Hong Kong. A Facebook conversation
with a friend about his planned move to Singapore with his Singaporean wife revealed her

position on this matter:

So this means escaping... Are you escaping? You are Hong Kong person why do you
need to escape? (INT2)
‘Escaping’ was not an option for IC. During the IRT meeting as we explored her complex
relationship with Hong Kong, IC explained the feeling of responsibility she felt towards Hong

Kong and her desire to ‘contribute’ to preserve Hong Kong’s identity:

It’s not about doing something great, it’s about conserving the language or conserving the
culture same thing. So imagine if no one is using the language so Cantonese will be
replaced or if we all move out so no one will understand the root of the Cantonese culture
for example and it will be replaced or be mistaken somehow [...] so [contribute] is not
about your work or is not about how beneficial HK will be financial wise or in any other
aspects but it’s just about how to conserve our identity (IRT meeting)

As previously mentioned, IC had also started to question whether or not she could fit into an
international work culture after her experiences socializing whilst working for a British company

(see section 8.3.1 above). In addition, she was disturbed by her observations that Chinese were

often negatively perceived in Europe. The excerpt below tells the story of an incident in
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Florence, where whilst waiting to be served an ice cream, IC thought the ice cream seller was

intentionally ignoring her because she was Chinese:

I was queuing between two Westerners and then... after serving the westerner before me,
the server just saying “Hi!” to the person behind me... obviously, I was here and he
knows me at that time and then... and then I just said “Hello, here!” ... and then the
server just realized then “Oh, OK, what do you want?” so... euh a couple of experience
like this makes me feel like yeah I understand how they feel about Chinese (INT1)

The excerpt below further suggests her feeling that she could eventually become a victim of anti-
Chinese feelings in Europe just because she looked Chinese; it also suggests that until then IC
had felt quite protected by her Hong Kong identity, which in her mind is different to being

Chinese:

they can’t distinguish between HK Chinese... no matter [who] it is, this is Chinese. I
think it’s the trend and I can understand so if [ am a Westerner, if [ am being disturbed by
the Mainland Chinese so no matter who you are as long as you look like a Chinese I
would have some perceptions [...] so discrimination perception, bias yeah (INT1)

To reiterate, feelings of insecurity had started to assail IC and tainted her experiences abroad, so
although she initially thought she would like to live abroad, she had started to reconsider her
options. Apart from the fear of discrimination, she also started to think that moving abroad was

problematic in terms of financial stability and job opportunities, as global competition was

getting fiercer:

In the past I have quite a strong eager or strong will if I can move to overseas to work and
the States will be great! “yeah I I want to get a place!” But now I will say “no...don’t
think overseas is as good as you expect because they’re still competition and the
competitions are more furious because you are not competing with Chinese mainland
locals but you’re competing any people from European countries or rest of the world so
euh and discrimination is getting more serious and serious towards Chinese? (INT3)
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As an example of this, she mentioned an encounter with a Spanish colleague who felt at risk of
his contract not being renewed. The excerpt below suggests insecurity both in terms of the
economic risks of moving abroad and the risks presented by recent political changes and their

associated uncertainty:

I met a UK visitor who is from Spanish, and we talked about the cultural things because
he moved to UK for 4 years [...] they're [British authorities] trying to grow more British
people to defend theirself [...] it's a arrogant move because I think having people
working with diverse culture is euh...is a positivity or it's a added value to the company as
a corporate culture or corporate value (INT2)
In this excerpt, the shadow over the future fate of foreigners in post-Brexit Britain looms,
something which may have also been in IC’s mind when deciding to return to work in Hong

Kong. A remark she made during the IRT meeting when discussing her decision to settle back in

Hong Kong suggested this:

The outside world might also have some dark sides like news or political stability so it
does not seem that the outside world is better than your hometown (IRT meeting)
A drawing she scribbled for the IRT meeting (see Figure 14 below) illustrates her state of mind
further. We see the words ‘conflicts’ related to both home (presumably in relation to the political
situation in Hong Kong in the light of the inquiry) and the ‘outside’ (i.e. abroad). The word
‘protective’ is associated with home because as IC explained, ‘home is your final destination or
is your safe place’ (IRT meeting). She added that she felt it was better for her ‘to take a more

protective approach’ at this moment in time (IRT meeting).
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Figure 14: IC’s notes for the IRT meeting (3 Sep. 2017)

To reiterate, various sociopolitical issues at home and abroad influenced IC’s stories of identity
at the time of the inquiry, and seemed to be behind IC’s decision to go back to the security and
predictability of Hong Kong. Although IC described herself in the inquiry as both very local and
very global, it seems that her strong identification with Hong Kong and its culture dominates her
story. For example, the way she re-appropriated French cultural images for her own context
suggested a personal strategy to reinforce Hong Kong’s identity as one of the great multicultural
and cosmopolitan places in the world. This seemed to occur as a reaction to the political tensions
in Hong Kong, but also as a reaction towards the outside world, which she increasingly
perceived as threatening. In the inquiry, IC seemed to have changed her views about the
attraction of living or working in other cultures, which prompted her to decide to come back to
Hong Kong and work for a local company. In this way, her practices of ‘global’ cultures and
languages need to be seen as being adapted for her own needs and for the needs of what she

perceives as the local culture.

Two other aspects of her connection with French surfaced during the inquiry, and I will present

them in the next sections.
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&.5.4 French as a tool for social differentiation

During the inquiry, IC suggested that knowing French would be a source of curiosity for fellow
Hongkongers, and that learning French was a way to make oneself noticed in Hong Kong

society:

They [Hong Kong people] will be impressed that you can speak a third language, they
will keep giving you some French to ask you to translate it, they may ask you is Agnes b.
pronounced as Agnes b... (INT2)

In the exchange below, IC also hinted at how French would make people feel ‘high end’,

referring to an increase in social status:

Me: So why do people learn French then? What’s the use of knowing French in HK?

IC: ... perhaps HK people feel that French is more... superior that’s what we said... it
makes you feel high end (laugh) somehow... yeah the perception of knowing French is...
you know French gives HK people a little bit... romantic, more... exotic and... if you
know French or if you speak French it makes people think that “Oh yeah, you know
French!” and it seems that you’re... you’re more than other people (INT1)

During the IRT meeting, IC added that by using French to replace English, one showed one was

educated.

IC’s descriptions of her childhood, as well as of her father’s social situation when he arrived in
Hong Kong (see section 8.2 above) also contained clues as to her social background and
importance of increasing her cultural capital (including the knowledge of foreign languages such
as French). At the end of the third interview, IC remarked that she felt it was a lot more difficult

for a working class girl like her to move ‘upward’ socially. She added that she particularly liked
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the phrase ‘everyone is equal but some are more equal than others’ (informal conversation, end
of INT3). In another excerpt, IC repeated that code-mixing was also a way to show that you were

educated:

if I encounter some of the customer or some of the people who walk by and if they code-
mix Mandarin and English somehow I would feel that you are... showcase... you are
showing you are educated you know a little bit English et cetera (INT3)

These comments confirmed my impression that languages represented an important source of

social and cultural capital and mobility for her.

8.5.5 Performing her identity with the help of French online

As already mentioned (see section 8.2 at university), IC had not studied French formally for
some time. She recalled during the inquiry several instances of having lost proficiency in French,

for example:

You know after these few years of study of French...I’m trying to make use of them
[French vocabulary]...I went to Paris, I go to a shop selling macarons and I just
“Combien est-ce que c’est?” but I mistook it... 5 euros... I mistook 15 euros as 5 euros
(laugh) so I paid 5 euros for actually 15 euros so it’s a very interesting experience (INT1)
But despite this, IC sometimes used French in online communication. In her LLH, IC wrote that
she would sometimes use it to express ‘inner feeling’, which she explained as ‘emotions about
personal life’ including those relating to family, work, or political issues (IRT meeting).
Although her use of French seemed limited (in the form of French phrases such as ‘Merci’,

‘C’est bon’, ‘Bravo’, and so on), IC explained that the use of French as a ‘less widely accessed

language’ (TLR) was useful because few people could easily understand:
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I want to speak something for myself, as an inner feeling, and I don’t want others to
understand it straightly from the post that I have in Facebook (INT1)

I want to post something but I don’t want others to “read it directly” (TLR)

So you want to express it [inner feeling] online but you don’t want to make it too explicit
so you will think of some tactics or techniques (INT3)
In other words, French was used as a filter, a way to screen out impatient or unsuitable readers.

IC also described French as a kind of code:

I use the language as a way...it’s like a code (INT3)

This meant that her online use of French was directed towards Facebook friends who were
genuinely interested in her and in what she shared on her Facebook status. If they wanted to fully
understand what she had written, they would have to take the trouble and the time to Google

translate the French words:

For those people who really want to understand me, then they will do the translation then
they will try to understand it (INT1)

I think it is my way to differentiate people who want to understand you from others or I
just want some minority people.... to understand what feeling I am having (INT3)
What is interesting in these comments is the fact that although IC only knows a few words of
French and has not studied it for ten years, the language still resonates for her and she finds uses

for it in ways which are meaningful to her.
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8.6. The meaning of French in IC’s story

The place of French in IC’s story may seem at first very tenuous because it had been ten years
since IC took any formal French lessons. But despite the limited use that French appears to have
in conventional terms, as a tool for communicating with French people or as a way of integrating
into French-speaking communities, the inquiry reveals that French (and perceptions of

Frenchness) perform a number of personal and identity-related functions.

First, French is a way to gain additional perspectives and a ‘more rounded’ mind, which is part
of what she has set out to gain since secondary school. Secondly, knowing French helps IC to
gain confidence in the world by being able to take part in a range of activities related to work,
travel and culture. Also, becoming multicultural and multilingual is a way to differentiate herself
from Mainland Chinese as well as contribute to (re)affirming Hong Kong’s identity as a society
with a multicultural outlook. This occurs in a changing sociopolitical context in which Hong
Kong people have become insecure about their fate since the handover to China. Thus, IC’s idea
of multiculturalism evolves to become increasingly ‘localized’. In this way, the study shows how
IC’s story of learning French is both a story of de-territorializing cultural experience as well as
re-appropriating the global for local use, illustrating the point that the local is always present in
the global and vice-versa (see Canagarajah & De Costa 2016, 2; see also chapter 2, section
2.2.1). Finally, French acts as a marker of social differentiation and serves to boost cultural
capital, as well as acting as a ‘secret code’ to differentiate between groups online and types of
friends. In all of these boundary-drawing activities, the close connections between language and

identity also become clear.
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Chapter 9 Nicole

dont know what this parade was for.

Figure 15: Nicole’s posting on her FB status (8 Jan. 2011)

9.1 Nicole and I

Nicole was 27 at the start of the inquiry. She is the oldest participant in this study. I met Nicole
for the first time in 2008 in my French beginner classes. At the time, she was in the second year
of an undergraduate degree in Visual Studies at a Hong Kong university. In the summer of 2008
and just before graduating, Nicole took a three-week intensive summer course in a private school
in Paris. After the course, she stayed in Europe for another week touring several cities, but this

was Nicole’s second trip to Europe and the first of three visits to Paris.

During her time at university, Nicole became a volunteer for AIESEC (a youth-run international

non-governmental organization providing young people with leadership development, cross-
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cultural global internships, and volunteer exchange experiences'!). She went to Europe four
times with this organization. During these trips, she also tried to meet former classmates or work
colleagues who were living in Europe. Apart from Europe, Nicole had visited Australia as part of
a secondary school trip in 2003 and also went to Thailand as part of her dragon boat competition

activities.

My first interview with Nicole was on 4 April 2015 and lasted for one and a half hours. We met
at the university where I had taught Nicole in my French classes. We had not seen each other for
a long time and Nicole was happy to be on the university campus again. She was as |
remembered her, bubbly and smiling. She was wearing a fun Italian bag, which reminded me of
her taste for quirky objects and of her self-deprecating sense of humour. On her Facebook page,
there were funny poses, distorted images of herself and humorous posts about various topics,
such as about the comedy drama ‘Inside Out’ by Pixar Animation Studios, which was one of her
favorite movies. After the interview, we went to a local café and carried on talking about our

lives since we had last seen each other.

Our second interview was on 22 January 2016, in the same venue as the first one. It was a rainy
day. We talked for more than two hours. During that interview, Nicole started to cry as we
discussed the terrorist attacks that had taken place in Paris during the previous autumn. She said
that she was ‘very sad’ about the attacks (INT2) and began to talk about the political situation in
Hong Kong as well as the tragedy of the lost Malaysian airliner, which had unfolded that same
year. Her situation at work had also been difficult and Nicole said that her tears were triggered

by ‘everything that happened these few years’ (INT2). After the interview, we continued to

11 See: https://en.wikipedia.org/wiki/AIESEC. Also: https://aiesec.org
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discuss the 2014 student protests in Hong Kong. We also talked about two former Hong Kong
classmates who had also been my students and who now lived in Switzerland and in Paris.
Nicole had visited them in June 2015 and gave me their news: one was developing a successful
career in marketing in a large international group and the other was studying in Paris for a

Master’s degree in translation.

Our third interview was on 21 May 2016 and lasted just over one hour. We met for high tea at a
popular hotel. Before the interview, we started talking about her new job with a Japanese
company, as she had changed job twice since the previous interview and had a lot to tell me
about this. This was one of the many professional changes Nicole had experienced since the start
of the inquiry. Compared with our last interview, Nicole looked a lot happier. She said she had

regained energy and a new motivation to study French despite not needing French in her job:

I think it’s mostly because of my energy and my mood. Now [ am in a very good mood
and I feel a lot of energy. Feeling curious about things and yeah feel like I am in actively
learning mode now (INT3)
After the interview, we discussed contemporary art following an exhibition of Chinese
contemporary art we had both seen and Nicole told me about her desire to create an art studio for

the less privileged in the future. She was very enthusiastic about this idea and was envisioning

organizing exhibitions of the work that would be produced.

During the inquiry, we also communicated regularly via Facebook or Messenger. More recently,

we have also communicated via WhatsApp.
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9.2 Nicole’s stories: childhood, secondary school, university and work

Family

Nicole was born in Hong Kong. The language she speaks at home is Cantonese although her
mother (born in China) also uses Mandarin. Nicole’s father, who passed away just before Nicole
started university, came from Shanghai and spoke Shanghainese (as well as some other dialects
from the Jiangsu region) so Nicole also understands ‘simple greeting, short sentences’ in
Shanghainese (survey). With members of her paternal family, she also communicated in
Putonghua whenever she visited them in Shanghai because ‘they seldom use Cantonese’ (LLH).

In her LLH, she talked about her level in Shanghainese as follows:

Although I never learn Shanghainese properly, I am able to understand some simple
phrases, words or catch maximum 50%-70% of a conversation by words I know, context
and expression. (LLH)

In the inquiry, Nicole painted a picture of a family deeply imbued with Chinese traditional values

inherited from Confucianism. Nicole mentioned her father’s Confucian values and the big source

of inspiration he was in her life:

He taught me to be a good person and sometimes he would recite story from Confucius or
Taoism and I found this interesting [...] We didn’t talk much but I can feel the way he
wants things balanced... we have a saying in Chinese, you don’t do excess or do less so
you stay in the middle (INT1)

Some of the core orientations of Chinese philosophy — to keep ‘things balanced’ and not to be

excessive (‘stay in the middle’; INT1) seemed to have a big influence on how Nicole conducts

her life. For example, she mentioned the importance of filial duty, which she tried to uphold. In
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the first interview, she recalled how her father had reminded her of her duties towards her mother

after an argument:

You should always obey to your senior... to your family because she [your mother] is
your parent and she must (emphasized) be right (INT1)

From her mother, Nicole learned to show compassion to less fortunate people:

I remember when I was maybe four or five euh... we were going to somewhere and we
walked passed a beggar and she was “oh!” and my mum went to a bakery to buy her
some bread ...and it’s a strong memory to me (INT1)
Nicole’s story thus started with a positive view of the heritage her parents had transmitted to her,
despite the pressure exerted by duty-oriented Confucian traditions. Despite it being natural to

help one’s parents, Nicole hinted at the expectations that she should provide for her mother since

her father’s death:

I want something that can offer me and my family a stable life euh my family is not rich
and this can be a constraint for work or for big (emphasized) decision in life... [...] first I
need to think of how to take care of my mum with smaller salary euh [...]... because now
my mum retired and I don’t want her to work anymore so I need to hhmmm... yeah I
need to fulfill my duty on, I think I’'m responsible to this, I need to take good care of her
[...] make her worry free (INT1)

But Nicole was also thankful to her parents for trusting her and allowing her to make her own

choices. For example, they let her choose her degree subject even though the arts are normally

considered an undesirable choice for a prosperous and successful career. In the same way, her

parents had not planned the way she conducted her professional career. Nicole remarked that this

was unusual for Hong Kong parents:
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...they [parents] just want me to be a nice person, a kind person but they don’t euh...
have expectation on what career you have to... you have to take up, what kind of man
you’ve to get married with, they don’t have very (emphasized) specific, they just want me
to be happy [...] and I think it’s quite good because in HK, people try to... the parents try
to plan everything for their children and it’s like prison (INT1)

The only criticism Nicole seemed to have about her family was that they found it hard to share
their feelings with each other, which led to misunderstandings: ‘we don’t talk openly and then,
that leads to misunderstanding’ (INT1). In the second interview, Nicole said that not showing

emotions was a very Chinese trait: ‘Chinese tend to hide their emotion’ (INT2).

Learning languages at school

Nicole’s descriptions of learning languages (English and Mandarin) at school were typical of
many Hongkongers’ experiences. She described an emphasis on teacher explanations (mostly in
Cantonese), on form (grammar and vocabulary) and on memorization, and there was also little

attention to speaking skills:

Even in English lessons, teacher would explain grammar, vocabulary in Chinese. I took
tuition lesson during the last 2 years of primary school where I did extra English exercise
to prepare for secondary school. I had a Putonghua class per week from P.4 to P.6
[Primary 4 & 6] but that did not enable me to speak or understand the language. It was
merely memorizing sentences and Pinyin. (LLH)
The same way of teaching and learning continued at secondary school, but Nicole seemed
pleased with her progress, especially after she entered an EMI school. Her progress in Mandarin

by contrast was slow: ‘For Putonghua, we had one or two lessons per week from F.1 to F.3.

However that did not make any impact on my interest or progress’ (LLH).
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In the inquiry, what seemed particularly significant in these secondary school years was a school
trip to Sydney, Australia, in the summer of Form 3. It was the first time Nicole had the
opportunity to use English in real life, and this made her realize how much she was able to

understand and do in English:

I went to Sydney for a 3-weeks study tour that I improved a lot on my conversational
English. At that time I had not realized myself being able to speak English fluently and
never had had the chance to try. (LLH)

This trip was significant for another reason. Nicole vividly recalled an incident involving an

Australian shop assistant, as follows:

I asked if you [the shop assistant] have something in your stock and not on display so it
seems clean... it’s the Chinese habit to ask for something new in the stock and she was
mad about this. Because she said ‘everything here is new, you cannot choose like that and
actually these products are from your country, from China so what do you want?” and I
was SHOCKED (stressed word) at that time! My memory is still so strong now after
more than ten years! (INT1)
Nicole’s shock was triggered by the stereotyping she experienced and also by the realization that
the shop assistant did not differentiate between Hong Kong Chinese and Mainland Chinese; to
her, they were all the same. For the first time, Nicole had to acknowledge her ethnic identity,
which she had never thought about before. In other words, the Australian trip confronted her

with the question of her ethnic and national identity, which can be summarized as: what was

different about being a Hong Kong Chinese?

University
At university, Nicole pursued an undergraduate degree in Visual Studies: ‘I always wanted to be

an artist...to draw or to paint’ (INT1). She studied courses such as Practical Art, Philosophy of
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Visual Arts, Film Studies and Art History. In addition, Nicole decided to learn French because of
the link between French culture and her interest in art. She also wanted to learn to pronounce

French words in common use in the arts, such as the names of French painters:

The reason I chose French is about the arts...I appreciate French arts, and I want to know

more.... the simple reason is [ want to pronounce the names [of the painters] right (INT2)
At university, she took two French beginner courses as well as joining one-month intensive
French course in Paris. During the three years after she left university Nicole stopped learning
French, but as soon as she was settled enough in her professional life, she started a routine of
studying French every week in a one-hour informal class with a private French tutor with whom
she has become friends. She has been taking this class for the past seven years. The lessons have
mainly been structured around a textbook, and Nicole said that she liked to learn a language ‘in
an organized way’ and to be guided by the teacher: ‘I need someone, a teacher to guide me from
zero to better stage so I think textbook is very important’ (INT1). In the inquiry, Nicole
mentioned wanting to pass the B1 DELF test (corresponding to the ‘independent user/threshold’

level of the Common European Framework of Reference), but has not done so yet.

In the inquiry, Nicole’s descriptions of her language activities suggested that she had confidence
in herself and was able to pick up languages relatively easily. She mentioned being good at
inferring meaning (‘I would say I’'m quite good at guessing the meaning’, INT1). For example,
she was able to understand the gist of what her Japanese classmates in Paris were saying during

her intensive French course in the summer of 2008:
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I sat with them when we had lunch and dinner and sometimes I can guess what they’re
talking about...always guess from their expression and tone and if I get a little hint on the
topic they’re talking of then I can guess maybe they like that thing or they don’t like
(INT1)

Whilst working for the small family-run French company, she also used her observation skills to

guess what her French colleagues were talking about. Nicole’s work as a volunteer for AIESEC

during her university years also gave her opportunities to try out her language skills.

Volunteering for AIESEC during university: a super-connected Nicole
A year after starting university, Nicole enrolled as a volunteer for the international organization
AIESEC. On its website, volunteering for AIESEC is described as ‘a life-changing experience’

(AIESEC website!?).

Joining AIESEC was a defining decision in Nicole’s university years because it gave her several
opportunities to go abroad and meet other young adults from around the world. Her first trip was
to Romania in 2007. There, she coached (with other members of AIESEC) a group of local
university students on the topic of leadership. In total, she travelled abroad four times with
AIESEC, including to Germany in 2010 and to Switzerland in 2015, making trips to Paris on

both occasions.

The AIESEC trips were also an opportunity to learn a few words in different languages, which
ignited her desire to learn more languages. In her LLH, Nicole wrote that making German
friends had made her want to study German, whilst also mentioning that she was inspired to

learn Russian, Japanese and Spanish:

12 For AIESEC website see: https://aiesec.org
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I would like to learn German after finishing French B2. The reason why is some of my
close friends are German. I am interested in other languages like Russian, Japanese and

Spanish too but these will be definitely after I acquire basic knowledge on German which
may come in few years. (LLH)

In her survey, Nicole also mentioned knowing a few words of Thai (‘greeting, numbers, some
vocabs’) and of Polish (‘very limited vocabs like thank you, delicious, good looking”) as well as

knowing some words in Korean, Portuguese and Japanese.

More prominently in her story, AIESEC trips were also a way to build a worldwide web of

friendships:

I was in a group with a German guy, he was doing PhD at that time (laugh) and a Polish
girl, and we three became very good friend. And that German guy introduced me to some
other German friends... when I travel to Germany, he introduced me to other friends and
the other friend called Nicholas and... actually he went to HK to study and afterwards he
came to HK twice for work...and another girl, she went to China to work and I got along
quite well...very well with that girl and...she’s half Chinese, her dad is Malaysian
Chinese and... yeah because of these friends...I want to learn German. Because my
Polish friends speak fluent German too! (INT1)

What I found striking in Nicole’s stories was the care she took to nurture the foreign connections

she made during her travels. The excerpt below describes how this works:

And we somehow keep in touch. She [the Portuguese girl] move to a few cities before
going to Beijing. She is now located in Beijing. She moved to Madrid in Spain and at that
time my friend... I met her through AIESEC... she studied in [Hong Kong university’s
name] associated degree before... she went to Madrid for academic exchange. |
introduced her to my friend and she stayed as flat mates, they shared a flat and she also
introduced her [to] Portuguese who came to Hong Kong to work and I helped them to
look for apartment and we stay good friends afterwards and then from time to time she
has friends coming to Hong Kong, she will introduce them to me (INT2)
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But although it seemed that Nicole was doing a lot of networking, she said that she did not make

a conscious effort to do so; her only motivation was to make new friends:

I think I’m friendly and I have good memory... when someone tells me she is going to
somewhere or doing something in particular, that reminds me of certain friend who is
related to that place or live in that place or... who has done that thing before, so I tend to
connect them, not really to help them to network... and I think that helps me connect
with many different people and from different countries (INT2)

When I asked Nicole why it was important for her to make friends from around the world, she

suggested that it helped her to gain new perspectives and be more open-minded:

It makes me more open-minded to anything and anything new or anything that that makes
me think or look things in different angle. It’s not necessarily positive or negative but
tend to be more positive and more open to different opinions (INT2)
The desire to expand her horizons and seek multicultural as well as multilingual connections
naturally drove Nicole’s job choices. Not long after she graduated, Nicole joined a small family-
run French company in Hong Kong. This job did not last particularly long, and in the space of

the two years of the inquiry, Nicole changed jobs four times as well as taking a few part-time

jobs. Not surprisingly, work was a recurring topic in our discussions.

Nicole’s work experiences

After graduating from university, Nicole found her first full-time employment with a small
family-owned French company specializing in trading well-known international brands. She was
employed there as an administrator, but her duties involved a lot more than administrative tasks;
for example, she was also involved in sales and to some extent in the financial aspects of the

business. Although Nicole really enjoyed the challenge and the fact that initiatives were
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welcomed in this company, she left after four years. This was followed by a series of job
changes. She first joined the administration department of another French company, this time a
large, international one where she was again employed as an administrator, a position she found
increasingly frustrating. She found her actions and initiatives were limited by her line managers
as well as by the fact that she belonged to a larger team where everyone had a specific role and
defined tasks to accomplish. Nicole left and took two part-time jobs whilst looking for new ideas
and a more long-term position. One of her part-time jobs in digital marketing gave her the idea to
work in a marketing-related role. Without marketing experience but with the willingness to
develop her skills, she briefly joined a small traditional Hong Kong family-run business
specializing in skincare products, but left soon after to take up a more substantial role in a large
Japanese company offering financial products. Nicole remained in this company for a little more
than a year, and when I last met Nicole in May 2018 she had just changed job and company

again.

The reasons why Nicole moved from job to job were complex. Her decision to leave a job first
seemed linked to wanting to explore new roles and new tasks as well as different work cultures

and environments:

It’s also interesting to work with the Japanese. I’ve never worked with them at all and
they are very...they are theoretical in some way. They try to make everything so structure
in a very structure way and a lot of timely approval process (INT3)

Also, Nicole was changing jobs because of her growing dissatisfaction with administrative

duties. Many times during the inquiry, she stressed that as a curious individual, she needed

change or would easily get bored. The message below highlights this trait in her character:
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i think 1 am rather ordinary... but indeed i am happy with my growth since university.
and what 1 like (sometimes hate) about this job is my colleague giving me work they not
wanting to do... hahahaa! and they never like explaining how to do either. So i really have
to start things from scratch.. just perfect for a sagittarrius like me. i believe boredom can
kill! lol! (Messenger, 17 Feb. 2012)

As aresult of being bored in administrative positions, Nicole took the decision to reorient her

career towards marketing because she felt that it would be more diverse and creative:

I like the job [marketing] because I have to think or create something, it’s so different
than admin, you just have to work constantly without thinking anything outside your job,
but that job [in marketing] give[s] you some space or it’s actually your responsibility to
create something and I like brainstorming new ideas [...] I did the thinking part and I
think that keeps one... keeps myself interested in this job, bringing in new ideas, and
learning new ideas (INT2)
For a time, it sounded that Nicole had finally found her professional orientation. When I met
Nicole for the third interview, she was beaming. She had found a position in the marketing
department of a large Japanese company and her boss was supportive of her digital marketing
initiatives: ‘and my senior manager and my manager also think this is a wonderful idea to make

this Facebook post’ (INT3). She particularly enjoyed writing creative online texts and slogans to

promote the company’s products:

And the thing I like is I can do copywriting. I like writing. Maybe I just discover recently.
Yeah, I actually like writing (INT3)
But in May 2018, Nicole talked to me about her intention to quit her job in the Japanese
company. Through the inquiry, I began to see that there were other reasons for Nicole’s repeated
dissatisfaction at work. I noticed the recurrence of difficulties she had with people at work and in

particular, with her line managers. The excerpt below describes such issues:
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She’s [her boss] local. She’s I think in her fifties and she’s quite special I would say
(laugh). She’s been in the company for eighteen years (laugh), started as a receptionist
and then, maybe played with a lot of politics (laugh) and then, now she gets the position
(laugh) yeah, and I would say she’s not good in computer and new things. She has her
own way to do things and so many people are against her. She is alone. And she has a
temper too (laugh) (INT1)

In particular, Nicole often felt that her work was not valued or recognized enough by her line

managers and she also felt taken advantage of, as suggested in the extract below:

In my last job I had two bosses, and then the second one was... she wasn’t experienced in
admin. She didn’t know what I was doing, she even ask me to tell her what I was doing to
explain the whole process and I kept explaining, explaining but she wasn’t so positive.
Maybe she just used this to make me feel bad about myself. And when she asks me to do
something on top of the to do list, I didn’t say no. But already before euh without her job
I had to work overtime in order to finish everything. I couldn’t take more. But... but I
said yes (laugh) (INT2)

Nicole’s worst crisis happened with the small French company. Although she found the job

fulfilling and appreciated the freedom and trust she was granted in the company, she decided to

leave because she felt her boss had been ‘unfair’ to her. As revealed in the inquiry, this

experience still marked her (‘no, no we don’t keep in touch because it was too unhappy’, INT1)

and was the beginning of a new awareness in her:

What I have learned is that I need to protect myself in the workplace [...] this is the big
big part that I learned from my last job and... maybe to be more careful with the people
who are close to the boss (INT1)

In particular, following this incident, Nicole was determined to learn to say ‘no’ and be less nice

to people: ‘one of them [New Year resolutions] I remember is to learn to say no, because I think

myself euh sometimes being too nice to people, and especially in workplaces’ (INT2).
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To summarize this part of her story, Nicole had repeatedly felt hurt in her self-esteem at work
and it seemed that this partly explained why Nicole could not settle for long in a job. Also,
perhaps as a result of her artistic leaning and her visual studies degree, she craved the
opportunity to be more creative at work. Having to work in teams where roles were strictly
defined and restricted led to Nicole questioning what she could do to change direction and feel
more contented. In the section below, I will look at the ways in which Nicole creatively

(re)imagined her future self.

Imagined self

Something that became obvious during the inquiry was how heavily Nicole’s problems at work
weighed on her mind. In the interviews, Nicole appeared to be constantly questioning herself.
One of the main questions was whether she was the source of her problems or whether others

WwEre.

A possible solution was to talk to others. Nicole mentioned talking to her French tutor about her
problems and she was also talking to me during the inquiry. In addition, she mentioned taking
personality tests (such as the Myers Briggs test) as well as visiting a fortune-teller in the hope
that it would help her clarify her difficulties: ‘I went to the fortune teller [...] I think he read my

palm he he says this line is euh it means that you have a great chance to live abroad’ (INT3).

Another way of dealing with her problems was to take refuge in her imagination. In the inquiry,
Nicole talked about the future in inspiring terms. Entrepreneurship appeared as a possible

solution because being an entrepreneur meant she could do whatever she wanted and it would
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also be an opportunity to demonstrate what she was capable of. She also mentioned the idea of

charity projects because working for such a cause would be ‘meaningful’:

... this is what I want to do too, because it’s a prize I won for NGO in Hong Kong and I [
want to work for a cause. Hmm, to help to give help to others or to euh make the wealth
gap or the gap between the wealth gap smaller in Hong Kong. Hmm. To do something

meaningful (INT2)
Nicole had already gained experience of charity work whilst working for the large French group,
where she took an active part in a charity fundraising campaign. The Facebook picture below

(see Figure 16) was chosen by Nicole on her FB status to illustrate her enthusiasm for charity

work:

CODJ Prize

HKS 75,000.00

Se -
venty-five Thousand Dollars Only

L ¥ q)

“052005 v

£
< \‘g

v

a)
-
v
L 5
!r

R

Figure 16: Nicole’s posting on her FB status (11 Jun. 2015)

In one interview, Nicole talked about how proud she had been of her achievements whilst taking

part in the fundraising project:

I won this prize... actually my team won two prizes but the other teammates did nothing
with for the project, it was only me did the whole thing. I did a promotional video and it
went very successful, we got the highest vote and we already have that prize for the

highest vote and this seventy-five thousand dollars is given by the panel. They think our
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project is well-structured and euh closest to our company value and that’s why we got
this prize. Hmm, and this is a moment I feel proud of myself (INT2)
From this, it seemed that Nicole developed an idea for a charity project of her own. She

described it as a community project around art activities which would target the less privileged:

I have one dream in my mind and that is quite strong because it’s still active after two
three years. Euh I had this idea since I went to euh studio to paint on during weekends,
like two years ago. I went there maybe every or every two weeks euh I wanted to start up
a centre or studio like that you have all the materials and thing for even board games or
musical instruments. It’s a like a community centre and especially for the poor kids or
kids or people. Not only kids maybe the elderly or people with a disability, anyway the
people with euh less privileges to enjoy the time making art (INT3)

To reiterate, Nicole made active use of her imagination as a way to deal with professional

difficulties. By imagining a more suitable professional future for herself around activities she

enjoyed, Nicole was able to keep her work problems at bay whilst maintaining her self-esteem

and dynamism.

The next section explains the role of Frenchness in supporting these imaginative processes.

9.3 Nicole’s perceptions of France, French and Frenchness

In the inquiry, Nicole described her perceptions of French culture and contrasted them with her

own culture. In Nicole’s perception, there were more differences than similarities between the

French and Hong Kong cultures. For example, although both cultures were seen to be interested

in their architectural heritage, they differed in the way they went about preserving it:
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... French people respect their heritage or their tradition. And I think in Hong Kong yeah
most of the people, at least half of the people respect our heritage or euh historical sites in
Hong Kong. But the difference is euh we don’t have the power to preserve those
heritages (INT3)
Another perception that kept reappearing in the inquiry was that French people were more ‘bold’
than Hong Kong people. The idea of French boldness was linked to Nicole’s perception that
French people dared realize (or had fun trying to realize) their creative ideas, even though their

ideas may have lacked credibility at face value. According to Nicole, this differentiated them

from other cultures and in particular from Chinese people:

I think the French, euh, when they have an idea, they will work hard, put a lot of effort to
realize it. But for other euh, well, people from other countries maybe the Italian or the
Spanish, they would see euh, the difficulty and maybe put it aside. And...the Chinese
would think... euh it doesn’t make a lot of money, or you need a lot of investment to do
it, so they may not realize it. But I think the French is bold, and they want to...euh make
something new or to excite or to surprise people with their idea (INT2)

Nicole also described French people and culture as ‘innovative’, perhaps inspired by the recent

images of French culture promoted in Hong Kong by the French Consulate (see Chapter 5,

section 5.4.4.2):

Innovative, I can associate this with the fashion, technology and also the language. I
recently started a book telling the day-to-day expression. I started only a few pages and
like the second one it tells- it’s “faire un canard” [to dunk], it’s to add sugar for your
coffee (INT2)
When she went to Paris during her intensive study-abroad summer course in 2008, a street scene
(see Figure 15, p. 305) made a particularly strong impression on her. On the photograph she

posted on Facebook, we see people walking with a golf ball covering their entire head: ‘The

cover is like golf ball. They join many plastic cups together, and by staple, and then put it all
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over their head, and just walk through the street’ (INT2). Nicole explained that what astonished
her most about this scene was that passers-by did not seem to notice the strangeness of the scene.
Nicole interpreted this as a sign that French people were used to crazy ideas such as these which

further reinforced her idea that in France, people are bold or uninhibited:

I think they’re [French people] bold. I once saw a few people walking in the street with a
cover over their head, and it doesn’t seem to make any much attention. If you do it in
Hong Kong then you will be on Facebook like a few seconds later (INT2)

To the notion that French culture is innovative was also attached the notion of freedom. In

Nicole’s perception, French people were innovative because they felt free to do so; in other

words, freedom stimulated even more ideas and creativity:

...like the example I’ve given, the [French] people with euh their hair cover in the street.
I can feel the freedom and how people euh react when they have new thing happening
around them (INT2)

By contrast, Hong Kong people were seen as less adventurous because their decisions were less

free. This was because they were preoccupied by the idea of profit-making, which limited

creativity:

Their reaction [French people’s reactions] tend to be euh not exaggerate[ed] or euh

they’re more used to new ideas. But in Hong Kong or in China, when you have a new

idea... you see that idea as foreign, only you agree with the idea if it is successful (INT2)
Among her other positive impressions of French culture was its perceived freedom of expression,

illustrated by Nicole’s choice of posting in the FRENCHINHK Facebook group. She chose the

question/answer sequence ‘Say something sexy in French’ ‘Non’ (see Chapter 4, section 4.6.7)
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as an example of Frenchness because, according to her, French people would never hesitate to

speak their mind, which she had also observed whilst working in the small French company:

First of all I think it’s [‘non’ is] French because I think French is straightforward
and...they tend not to please...just to say yes by saying yes... yeah because I think they
are very straightforward and...they are not fake or yea it’s like opposite to Chinese,
Chinese tend to say yes yes yes to everything... but after all... you will put too much
burden on yourself, but I think maybe generally for Westerner or non-Chinese... they
know when to say no (INT2)
In the first interview, Nicole had remarked on the difficulty of working in a completely Chinese
environment because Chinese people do not speak their mind: ‘I think it’s even more difficult [to
work in a Chinese environment than to work in a French environment] because Chinese tend to
hide their feelings, emotions and... they would say something opposite to their mind (INT1). For

this reason, she said she tried to avoid working for local companies (‘not completely local

companies’, IRT meeting).

To summarise again, Nicole seemed attracted to French culture because of her perception that
French people are bold and innovative and display freedom both in their expression and their
ideas. By contrast, Nicole suggested that Hong Kong people were more restricted in their ideas
and expression, drawing attention to the fact that Hong Kong society was cautious and less
‘open-minded’ because of the restrictions of traditional Chinese culture and the Confucian values

she had mentioned earlier:

I think the difference would be mainly that euh French are more open-minded and maybe
braver to take risks or to be euh adventurous. In Hong Kong, euh although we not
hundred percent said hundred percent same as China but euh we are we still have some
we share some Chinese values, like we have to euh be close to our family, we have to live
together and we cannot abandon everything in Hong Kong and then be an adventurer
around the world, something like that and I think this is this kind of value or attitude is a
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one of the big differences between Chinese or Cantonese Hong Kong and French culture
(INT3)

9.4 Exploring the meaning of French with Nicole

Although Nicole was continuing to take a weekly French lesson throughout the inquiry, there
was very little evidence that the language had much use for her in conventional terms. In her

techno-linguistic report, Nicole wrote that she used French rarely:

Seldom I would write in French if my post is related to French. I found only 2 examples
in my recent posts... The second one is basically in English only that I gave my painting a
French title. (TLR)

She also suggested that knowing French perfectly was not necessary since there was Google

Translate:

... Google translate, I use it for translating text which makes it easier for text/ websites in
French only. Although I have not read many more with the help of Google Translate, at
least I do not panic when I see text in French only and it did help when I was in
elementary level. (TLR)
In addition, Nicole suggested that her motivation to learn French fluctuated according to her
professional development. When she was working for a Japanese company, French learning
became less motivating: ‘It’s not that I don’t want to learn it [French] but it’s not among my

priorities now’ (INT3). But when I asked her if she was thinking of giving up French, she

answered that she was not going to:

I don’t think I will give up French for Japanese. It’s two things, they are separate, so it’s
not that I learn Japanese and I have to stop French. (INT3)
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It’s not that I don’t want to learn it [French] but it’s not among my priorities now (INT3)

Yet, on other occasions, Nicole also showed signs of having a more durable interest in French
despite the fact that she thought she was not progressing well and that she sometimes lost
motivation for learning. In her LLH, Nicole described her level of French as ‘sucky’ (‘I can
speak in French in a sucky way’) and ‘similar to [her] English level back in Primary 4 and 5°. In
general, her feeling was that she had not progressed much since university: ‘The progress is slow
as satisfaction from learning French is not very motivating and I am uncertain of my level since I
never take any French public exam’ (LLH). At the start of the inquiry, although Nicole had told
me about her objective to eventually pass the B1 DELF test (see section 9.2 about university),
she did not mention this again, suggesting either that she could not motivate herself to take it or
that her interest in learning French was not merely linked to acquiring conventional

qualifications and certificates.

Despite this, she seemed attached to continuing to learn French. In the first interview, she
mentioned the possibility of working in France one day as well as gaining other benefits from
learning French. All in all, Nicole emphasized in the excerpt below that language learning was

an integral ‘part of [her] life’:

I still imagine myself being fluent in French, and maybe one day will work in France or
in a French company that I can use French at work. That gives me more opportunity
potential [...] definitely it gives me more confidence. Euh at least when people ask you
what you like or what you learn or what you learn as... a third language, I can euh tell
them about French. And it’s euh can be a strength for at workplace. And it’s also part of
my life, because I like learning languages. And not especially being with foreigners, but
euh it’s a way to explore the world (INT2)
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To summarize this aspect of her story, the meaning of learning French for Nicole is not
explainable as a desire to gain linguistic mastery, although there is an awareness that knowing
French well could be useful one day. The next sections explore what learning French (and by

extension, learning other foreign languages) represents for Nicole at this moment in her life.

9.4.1 Learning languages as a way to satisfy her curiosity and cultivate an open mind

In general, the inquiry showed that Nicole’s interest in learning languages was linked to her
curiosity to discover the world and a desire to cultivate an open mind (as already suggested in

section 9.2 above):

I know more about the language and the culture and about the people and these are new

things new ideas to me and, it may change my value my mind... mindset somehow
(INT2)

I think the more you know then the more you can understand and the more you can
euh...when you understand more and then you have the ability to know even further so
that is the advantage or the use to know several languages (INT3)

In the inquiry, Nicole repeatedly described herself as someone interested in trying new ideas and

learning new things, in particular things that were not Chinese:

I’'m interested in different cultures and languages, I’'m always curious about things that
are not Chinese so... and this interest drives to learn new languages and meet new friends
and I get happiness from this interest (INT1)

Learning different languages for Nicole was also a way to understand her own culture better:
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When you learn a new thing, a new language or culture, always I reflect on my own
(emphasized) culture and it’s like learning both culture or language at the same time
(INT1)
For example, during her trip to Australia (see section 9.2 about her experience of learning
languages at school), Nicole gained a new cultural perspective; she learned that Chinese people

could be negatively stereotyped abroad. This made her reflect about her identity, including its

possible ethnic and national dimensions.

With regard to her decision to learn French, Nicole suggested that her motivation was to learn
about ‘so much more’ than the language: ‘as I develop a language I think I can explore, I can
understand so much more so and I [thought] probably I should take up French because I can
learn so much more’ (INT1). For example, Nicole hoped to feed her interest in art through

learning French (see section 9.2 about university).

To summarise, learning languages (including French) in Nicole’s stories can be seen as a way for
Nicole to satisfy her curiosity and feed her desire for new ideas and cross-cultural perspectives.
As art is a particular interest in Nicole’s life, one of the particular meanings of learning French in
Nicole’s story is to keep her connection with art alive. This is particularly relevant for her in a
context which currently limits her artistic aspirations. This idea will be further developed in the

next section.
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9.4.2 French as a pathway to her future imagined artistic self

Apart from using French to gain new perspectives and artistic knowledge, another role of French
in Nicole’s story was to maintain her connection to art. Nicole initially seemed to minimize the

place of art in her life, as suggested in the following excerpt:

N: I always wanted to be an artist, to draw or to paint. But along the years, I don’t receive
any training in art making or painting. I took lessons like after school lessons once a
week for one or two years in secondary school to learn Chinese calligraphy, I liked it but
I didn’t further developed it into a career

Me: Is this a disappointment in your life?

N: No! Because after...like euh...maybe...maybe it’s...the environment in Hong Kong,

being an artist is even more difficult than getting a normal job in office so I opt for the
easier (laugh) (INT1)

Despite this, several comments suggested that she was not fully satisfied with this situation:

I want to maybe to be a painter after I retire or to use this euh painting talent or to use my
sense in art or creativity euh in my job sometime or maybe for my next job (INT2)
Also, in the extract below, I developed the impression that she was resigned to her fate. The
comments ‘I work to live’ or ‘I hope in ten or fifteen years before I turn too old’ suggested this,

as follows:
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Me: (laugh) so how do you see yourself now? How do you see yourself in the future?

N: hhmmm...myself now hhmm...I work for life... work to live but then euh...maybe

after... I hope in ten or fifteen years before I turn too old, I can have more time for my

hobbies, for my interests like painting, travelling than work

Me: hhmm

N: Now I...I put so much time on work and I have less free time for myself and...friends

and families, I want it to be the opposite at...in certain period of time (INT1)
Likewise, in the IRT meeting, as we were going through my first written interpretation of her
story, Nicole underlined her dissatisfaction with her life balance at the time of the inquiry (‘my
life is out of balance now”) and stressed again the importance of art for her dream of being
involved with art in future: ‘I want to make this [art project] a full-time job not only for
weekends’. From this, I began to think of French learning as a resource for Nicole to maintain a
connection with her artistic interests and future plans. What was interesting in Nicole’s stories
was that learning foreign languages and associating with foreign friends appeared to be a

compromise or reconciliation between these interests and plans on the one hand, and the

constraints of her environment on the other.

9.4.3 Languages as a way to compromise with the limitations of her environment and its

constraints

As already mentioned (see section 9.3), Nicole found the Hong Kong environment limited in
creativity and less ‘open-minded’ than French culture. Thus, one role of languages seemed to be

to compensate for this by gaining new perspectives:



304

I like the feeling that you discover, I like to discover new things. I like just the feeling to
find something different than my routine because in a place that you belong, people are
quite similar in many ways, but when you go abroad maybe something you found so
normal but they will find [it] so funny and I like that feeling (INT1)

In addition to these general limitations, the inquiry revealed many constraints in Nicole’s life.
Apart from tensions at work (see section 9.2), there was family pressure as Nicole became
responsible for looking after her mother after her father passed away. Nicole also described
Hong Kong as ‘quite a stressful city’ (INT1), for example the way people behaved with one

another was a particular source of stress:

Chinese [people] they would put things in a very polish way but actually they are
humiliating or insulting or saying something negative [...] they put in a very polish and
positive way so sometimes if you’re not careful or think in another way, you would be
deceived “oh, they’re saying something positive to... oh, they can be friends... they’re
showing...”, they’re being friendly to you but yeah (sigh/laugh) it’s to be another way
round (INTT)

Another source of stress in Nicole’s story seemed to be the state of the world more generally at

the time of the inquiry. The following excerpt suggests Nicole’s state of anxiety during the

inquiry:

Between Hong Kong and China is very stressed, and... the internet users from mainland
they tried to attack every Hong Kong celebrities or politicians who publicly voiced out
their opinion against China. Like a singer called Denise Ho, she’s very outspeaking, and
she withdraw her business from Tao Bao, the Chinese Alibaba, and she made

statements. .. against the Chinese government and support the... yellow umbrella
revolution, and her page is attacked like non-stop now. And...even Taiwanese politicians
are being attacked on Facebook. And like the son of... Beckham, the footballer in UK,
his son posted a picture of dalai lama, with his saying...I don’t remember the saying, his
quote. And he had attack from the Chinese. They- they’re crazy! I can’t imagine why
what other say matter so much to them (INT2)
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In our conversation about the political situation in Hong Kong, her connections with her foreign
friends seemed to serve the purpose of distracting her from this anxiety. When I asked her about
the importance of her involvement with the international community, she answered that it made
her feel better: ‘At least to... to make myself feel better’ (INT2). She also said that she was
thinking of renewing her British passport and suggested that she would be prepared to leave
Hong Kong: ‘China can change just within a second. They... there’s no logic you can guess.

So... better to have a secondhand [plan]’, INT2).

Yet, when the fortune-teller predicted that she might live abroad in future, she seemed to dislike

this idea:

I am not eager to move outside Hong Kong. I still feel Hong Kong is my home and want
to stay close to my friends and family, but euh yea maybe in future. I don’t know (INT3)

In fact, Nicole’s story showed that she was deeply attached to Hong Kong despite there being
several aspects of its culture she felt unhappy with (for example, the fact that there was limited
interest in the arts and few opportunities to express one’s creativity). The two excerpts below

indicate her attachment and connection to her culture and her language:

It [Cantonese] is just a big part of me (INT1)

Cantonese it’s a language that evolves all the time and it’s like my character (INT1)

Besides, Nicole remarked that every culture was imperfect, suggesting that Hong Kong culture

was as good as any despite the tensions:
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I don’t think you can ever find a culture that you fit in hundred percent and after I've
been here for all of my life I still survive so I think I fit in although in some ways I don’t
agree with the majority maybe but I... yeah maybe I compromise (INT1)
In the inquiry, Nicole’s connection to foreign languages and cultures thus appeared as a form of
reconciliation (Nicole called it a ‘compromise’) with the environment, through a process of

imagination. This arrangement was suggested in her description of her identity, in which she

used the character Alice of Wonderland to suggest that there was more to her than met the eye:

Oh! It’s difficult [to define her identity]. It’s like a question in Alice in the
Wonderland...Who is Alice?... I think my identity would be just a bunch of descriptions
about me. My name doesn’t tell anything, someone born in Hong Kong, loves learning
languages, curious about new things, adventurous... like making friends blah blah
blah.... My identity yeah really difficult to answer (pause) It also includes all the things
and all the things I have done, all the things I have seen and all the people I meet I met
(INT3)
The Alice metaphor seemed to underline the presence of two Nicoles: one Nicole having to live
in her imperfect reality (for example, the fact that work was a dispiriting place for her) and one
Nicole who nurtured a different self, inspired by art and by her dreams of the future. In the
inquiry (see section 9.2), Nicole talked about her respect for her father’s values and particularly
about his ‘middle way’ of thinking (the Confucian way). From this heritage, whose presence had
continued and even perhaps intensified since Nicole’s father passed away, leaving her with

increased responsibility towards her mother, the idea of ‘compromise’ was necessary: ‘I know

euh sometimes you have to go against your opinion or your values just to compromise’ (INT2).
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9.4.4 Frenchness as one of the elements of ‘compromise’

In the inquiry, another of the roles of Frenchness was to assist Nicole’s process of accomodation
with herself and with her context, in a manner which avoided rejecting her upbringing and the
traditions of her culture. As already mentioned, Nicole’s perceptions of Hong Kong culture
contrasted with her perceptions of French culture regarding the role of the arts and the place of
creativity (see section 9.3). In a post-interview email, Nicole further described Hong Kong

culture as not ‘comparable’ to French culture in terms of the treatment of art in society:

I can see HK is developing in arts yet it’s not comparable [to French culture]. Take art
fair as an example, you can easily find a few stalls doing exactly the same thing and the
atmosphere is more commercial than artistic (email dated 28 Feb. 2016)

In addition, Nicole was not satisfied by the limited choices of career in Hong Kong, as

mentioned earlier:

There’re many people doing something they don’t like in Hong Kong. They just work to
get their living. And... it’s not about... it’s not what life is all about [...] There are
limited choices here for people to choose from. Like I study in art, and I couldn’t find a
job related to art... and we lack diversity here, and I find it quite boring. And euh and also
the culture it limits your creativity too (INT 2)
To summarise, Nicole found it hard to fully express herself in Hong Kong. In the excerpt below,
Nicole appears to suggest that learning about French culture was a way to lift herself out of Hong

Kong with the idea of potentially being able to physically ‘break away’ from the way people

lived their life there:
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... it gives me ideas about euh others’ life living on the other side of the world, euh it’s
not necessary for me to live in the same way as other Hong Kong or the major Hong
Kong people live. To live is to make yourself feel contented, or happy, or trying to offer
help to others, and yeah it’s... yeah it... should break away from the ideas or to
physically been in Hong Kong (INT2)

But in the following excerpt, French comes across more as ‘a breathing space’ that enables her to

deal with her own culture, rather than ‘breaking away’ from it:

Me: So it [learning about French culture] gives you the ideas and the confidence to think
of how you can be in your own society, even if it’s very different?

N: Yeah. Euh... even I believe or I agree with some French ideas, it may not be possible
in Hong Kong but still... it tells me that it’s not impossible in the world. So it’s not
impossible at all. Maybe not happening in Hong Kong, or Hong Kong people think it’s
euh not possible or naive or think... in a negative way, but still it works, somehow. So
euh yeah it gives me some breathing space or euh ideas, or it keeps my curiosity... being
curious about other cultures and think in different perspective towards one thing (INT2)
Ideas of Frenchness thus gave her ideas for ways to deal with her environment, to be different in
it and possibly to change it, for example by giving art a greater role. However, crucially,
although Nicole expressed her desire to ‘break away’ from the thoughts and the ways of doing

things in her society (which Nicole called ‘tradition’), she was not prepared to violate her

society’s rules:

...there are always alternatives or other ways to present yourself or [...] there’re many
ways to achieve one goal [...] or to break away from the tradition, but not violating any
rules or it can be simply something new (INT2)
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9.5 The meaning of French in Nicole’s story

To conclude, the practice of learning about languages and their cultures took on several
meanings and roles in Nicole’s story. Her connection with French language and culture appeared
as a way to gain some respite from the constraints in her life (particularly her difficulties at
work) as well as gain new perspectives and ideas. French also created a link with her interest in
art and her need for creativity, which she was not able to express in her own context. Ideas of
Frenchness also created a space in which to reflect and reconnect with herself. The role of
French in Nicole’s story can also be seen as an encouragement to do things which seem
‘impossible’ in Hong Kong (for example, perhaps, her dream of an art-related community
project). Her connection to French (and to other languages) also appeared as a compromise with
her context, which is to say that it should not be seen in oppositional terms, but in cohabiting

terms.
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Chapter 10 Discussion

This study has aimed to discover what it means to learn French in Hong Kong by focusing on the
particularities of four individuals’ stories, in a way which has avoided the reduction of language
learning experiences to accounts of ‘motivation’ occurring in a sociopolitical vacuum. In the
stories of Candice, Yasmina, IC and Nicole, learning and using French can be seen as an
affordance for identity construction at a particular time in their lives, within the limitations and
affordances of their context. At the time of the inquiry, Candice was still a university student and
full of questions about who she was, what she wanted to do and what she might become.
Yasmina, IC and Nicole had all been working for a few years when the inquiry started, with
Nicole’s experience of learning French at university being the most distant (she left university in
2008). But like Candice, the three of them were also trying to clarify who they were and what
they wanted to do in their lives. The issue of finding their place at work was an especially
burning issue in the stories of Yasmina, IC and Nicole. In other words, the inquiry caught the
participants at the beginning of their adulthood, a time when most people find their first full time
jobs and wonder about the suitability of these jobs (and about their suitability for these jobs), and

about the consequences of these professional choices for their future.

Although the analytical process in narrative inquiry warns against excessive generalization —
Clandinin and Connelly suggest that many narrative inquirers end up writing a generalizable
document, ‘in which the threads constitute generalizations and participants fade into support
roles’ (2000, 143) — this discussion will be looking across the four stories reported in this study
because, as Bruner points out (2004, 702), looking across several narratives can help to ‘thicken’

understanding. Riessman (1993, 70) also notes that ‘[t]o reach theoretical levels of abstraction,
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comparative work is desirable’. Clandinin (2013) sees in the creation of threads between
experiences an opportunity to ‘open up new wonders and questions’ about the phenomena under

study as well as become ‘more responsive’ to it (p. 132).

Before summarizing the insights gained from the data in relation to the main research question —
in what ways does the learning of French as an additional language contribute to processes of
identity formation — I will start by highlighting what the study uncovered in contrast to previous

research into identity and language learning.

10.1. Learning French in Hong Kong: key findings highlighted by the study

This study generally suggests that the reasons for learning French in Hong Kong are highly
individualized and localized as well as being interrelated with other aspects of the participants’
lives in a dynamic process, reflecting Dewey’s conception of experience (see Chapter 4, section
4.2.2). In other words, the study illustrates the complexities of socially-constructed identities in

an era of globalization and mobility.

The study also illustrates Layder’s (2006) point regarding the importance of agency (p. 145). A
main finding in the inquiry is that French is a way to deal dynamically with a ‘complex of micro-
hegemonies’ (Blommaert & Varis 2015, pp. 3-5) such as impositions or limitations at the
institutional level (i.e., the workplace for Yasmina, Nicole and IC and university for Candice).
Likewise, in Yoshimoto’s thesis (2008) about Japanese women (including herself) learning
English, English is presented as a way to liberate herself from the gendered and sociocultural

inequities in Japanese culture:
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In my case, English liberated me from old cultural values and norms, transforming me in
a third place, in uncharted waters. I am becoming something of an entirely different
person who has multiple voices, challenging, breaking, revaluing and relocating both

Japanese and Western cultural expectations toward women. (Yoshimoto 2008, 250)

Emotions — often triggered by how other people were felt to think of or behave towards the
participants - also appeared to have played an important part in the dynamic agentive process.
French gained additional meaning in relation to the emotions triggered by the changing political
landscape in Hong Kong, as well as in relation to colleagues’ behaviours or attitudes (for
Yasmina, IC and Nicole) or peers’ reactions (in Candice’s story). This resulted in a great

diversity of agentive behaviours.

The study also shows great variation in the perception of the ‘local’. The learning of French and
the perception of Frenchness inevitably draw on stereotypes of French and Frenchness that
circulate globally but are given individual and local expression in a variety of ways. Related to
this, the study serves to illustrate Pennycook’s point (2010, 80) that ‘the global is always

manifested locally, and the local is always part of the global’.

In addition, French appears as not the only but as one of ‘a multitude of different niches’
(Blommaert & Varis 2015, 5) in which identity is constructed. From this perspective, learning an
additional language such as French can be seen as one of the many micro actions or ‘changing
options’ human beings use to ‘assemble’ themselves according to ‘what is right or wrong’ for

themselves (Rampton 2006, 12). Indeed, in their narratives, French appeared alongside other
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interests and activities, such as photography and cinema in Yasmina’s narrative, voluntary work
and networks of friends in Nicole’s story, and the New Age philosophy movement in Candice’s
narrative, as well as involvement with other languages in all their stories (including English,
which was used alongside French in IC’s narrative as a way to differentiate herself as a
Hongkonger in contrast to Mainland Chinese). Following Blommaert and Varis (2015), the use
of French in the participants’ stories can thus be described as a form of ‘accent’ (p.16) to perform

distinct identity moves.

Furthermore, the study shows that although the participants often defined French language and
culture by contrasting it with their own, the role of French in the participants’ stories was not
merely an act of resistance against their cultural environment. Unexpectedly, the study shows
that the participants used their generally positive (one could say ‘idealised’) perceptions of
French culture to re-assess their own culture in a process of comparison between ‘points of
sameness and difference’ (Coftey 2010, 125), looking for ideas to help them understand their
environment better as well as renegotiate their relationship with it, such as in Yasmina and
Nicole’s stories. In this way, the process of learning French appears as a process of rediscovering
and reinventing Hong Kong culture rather than trying to link up with a French community. In
this way, the study further illustrates Hennig’s finding (2010a) that additional language learning
is a way to gain ‘a sense of societal and cultural belonging’ (p. 313). The findings also
demonstrate that learning an additional language is a way to ‘reinvigorate the local and empower

the locals’ (Gee 2000, 121).

Finally, another major finding of this study is that the participants find, in their limited French, a

lot of meaning potential, challenging conventional ideas of what it means to learn a language. In
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the inquiry, the participants’ practices can be described as activities of reflection (French is
described as a ‘breathing space’ in Nicole’s story; INT2), as a way to nurture the self (by
mobilizing sides of the self they feel they cannot express in their own culture (as in Yasmina’s
story) and as a channel for creativity in general (e.g., in Candice’s and Nicole’s stories). French
also appears as a separate mode of expression online (e.g., for Yasmina and IC). In this way, the
study shows how individuals in Hong Kong use additional languages in their own ways and for
their own needs, and how language learning is more than just learning the ‘correct’ linguistic

forms, even though learners themselves might not be aware of it.

To conclude, throughout the inquiry, a picture emerged of French as a highly personalized and
context-based resource, the overarching purpose of which seemed to act as an affordance for
identity construction. In particular, French appeared in the participants’ stories as a resource to
negotiate the constraints in their society as well as to preserve a sense of who they are or want to
be. This role was constantly changing in response to changes at the contextual level (including at
the personal, institutional and wider sociopolitical contexts, according to the analytical
framework; see Chapter 4, section 4.3). In this, the picture of the language learner that emerged
in the study challenges the idea that language learners take on a language to master it and
instead, painted a picture of language learners using multiple aspects of the language (including
intrapersonal, interpersonal and intercultural insights as well as a range of semiotic and

interactional potentials) to perform their identity and exercise their agency.

In this, the study provides points of contrast with the perspectives gained from previous
motivational studies, which have mainly looked at language learning from the points of view of

acculturation, as briefly summarized in the following section.
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10.2. The study’s perspectives in comparison with motivational studies

In conventional or modernist sociolinguistics and language studies, there is a French community
and French institutions which learners try to ‘negotiate access’ to, as in Lave and Wenger’s
(1991) concept of communities of practice (or CoPs). In this study, where French is an additional
language, the choice of French is of interest for several reasons. First, young Hong Kong adults
are usually encouraged to make ‘useful’ study choices for their future career — such as studying
English or business — and French does not easily fall into the category of ‘useful’ choices. Often,
French is considered to be just a hobby. Secondly, the French community in Hong Kong, even if
it is growing, is still small (see Chapter 5, section 5.4.1), which means that there are few
opportunities to meet French people or work for French companies and thus, there is little reason

to learn French if it is seen as a way to gain access to a French community.

Certainly, in the stories of Candice, Yasmina, IC and Nicole, there were no clearly expressed
intentions to learn French as a way to negotiate entry to a French community (for example, to
live in France or to interact with the French community in Hong Kong) or to learn French for
instrumental purposes (for example, to prepare for a French exam or to join a French company).
Although Nicole had mentioned wanting at some stage to take the DELF exam and has
continued to learn French — and her knowledge of French was useful in finding employment —
what was striking in the others’ stories was how ‘light’ their involvement with French learning
seemed to be. As already mentioned in the introduction (see Chapter 1), I had often wondered
what students gained from a three-month French course. And although the four participants
mentioned at some stage during the inquiry that they had considered either studying in France or

going on a ‘working holiday’ (a Hong Kong scheme to encourage young people to experience
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working abroad), these intentions were never mentioned again or elaborated upon in the inquiry.
Perhaps the participants had mentioned these ideas so as not to disappoint me, or possibly they
found it easier to express such conventional ‘motivations’. In other words, from a conventional
point of view, the participants’ involvement in French would appear to be insignificant. For
example, IC and Yasmina’s level of French has not progressed much since studying it at
university (in 2006-2007 for IC and in 2012-2013 for Yasmina). Yet, IC’s short and far from
recent experience of learning French played an important role in her stories as a connection to
the outside world and as a way to reaffirm her local identity at a time when Hong Kong was
going through a difficult political transition. The significance of additional languages changes,

then, once they are seen as affordances for identity construction.

Also, another insight of the study was that the meaning of French for the participants existed
only in relation to other languages and other cultures, including their own, and was also affected
by the ongoing contextual developments in their society. For example, Yasmina’s perceptions of
French were built alongside her knowledge of the Japanese language and culture and in relation
to her perceptions of Hong Kong culture, but also in relation to her personal situation during the
inquiry. This included difficulties at work that were in turn linked to political tensions in Hong
Kong. In other words, the meaning of French was generated by many different elements in her

stories and was continuously changing.

In order to give additional background to these claims as well as offering some points of
comparison between the four participants’ stories presented in chapters 6, 7, 8 and 9, this
discussion will summarise key aspects of the meaning and role of French for the participants as

the study captured it during the two years of the inquiry. In the first main sub-section, I explain
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how French can be seen as an act of agency in response to locally-generated norms and
constraints in the participants’ stories. This insight will be refined in the following sub-section by
adding the notion that French also appeared as an act of rediscovery and reconciliation with the
local environment. Finally, I will discuss the participants’ personalized French practices as

examples of processes of identity construction.

10.3. Learning French as an act of agency in response to locally-generated norms and

constraints

In the inquiry, the participants’ involvement with French emerges as a way to deal with
perceived norms and constraints in their context. As already noted, from the perspective of
language as social practice (see Chapter 2, section 2.3.1), language is considered not only as a
reflection of social reality, but also as something with the potential to shape social reality (see
Pennycook 2010, 129), and resistance can be seen as one way of shaping this reality. In the
participants’ stories, taking on French appears as a form of resistance against the way things are
usually done in their society; they are resisting ‘simply being socialized into the norms of a
social group’ (Rampton 2006, 12) or what Ollerhead (2012) calls being positioned in

‘undesirable ways’ in their society (p. 67; see also Makoe 2014, 657; Morita 2004; Norton 2001).

Although the narrative inquiry perspective of looking at experience in its wholeness (see
Clandinin & Connelly 2000, 17) generally precludes looking at parts of this experience in
isolation, I have decided for the sake of clarity in this discussion to summarize the role of French
in the participants’ lives in relation to the three levels of context defined in Barkhuizen’s

analytical framework (2016; see Chapter 4, section 4.3.2). First, I will identify the connections
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between French learning (including French language and culture) and the participants’
experiences at the institutional level of context (including work in Yasmina, IC and Nicole’s
stories and university in Candice’s stories). Following this, I will illustrate the role of French in
relation to the wider sociopolitical context. Finally, I will explain how connecting to French can
be seen as a response to thoughts and emotions generated by the institutional and sociopolitical

levels of context, experienced at the personal level.

10.3.1. French as a resource to deal with the institutional context

In all four participants’ stories, perceptions of institutional pressure appeared repeatedly. In this,
the study highlights the importance of power differentials and inequality in language learning
and echoes poststructuralist studies of identity (see, for example, Norton 2000). Candice
mentioned being unable to reach out to her university peers because they were not interested in
the same things as her (“We don’t have common topic. They always chat about little things,
small talk’, Candice INT2), which made her feel lonely and self-conscious at times (she
repeatedly described herself as ‘weird’ in the inquiry). Another example of institutional pressure
in Candice’s story was her description of being confronted with conformist ideas about women

in her society:

When I was young and... many... not many but... my family particularly, grandma, my
grandma said that I had to remove the spots (Candice INT1)
Similarly, Yasmina and Nicole’s stories contained descriptions of a society expecting them to
behave according to certain norms. For example, Yasmina conveyed images of pupils being

forced into a moral straight-jacket in her Catholic secondary school:
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You were told good and bad values very clearly, you would know what [it] is according

to the Bible, you have do what... you have a clear taboo and straight instructions to do

everything (Yasmina INT1)
Her descriptions of her first full-time work experience also suggested the pressure of conformity:
‘If your behaviour’s out of their expectations they think you are out of the box of common sense
so they might discriminate you’ (Yasmina INT3). As for Nicole, constraints appeared in the form
of her father’s expectations that she should lead her life according to the Confucian codes of
behaviour: “You should always obey to your senior... to your family’ (Nicole INT1). In Nicole’s
stories too, pressure from her hierarchy at work kept reappearing. For example, her line manager

was described as being difficult, out of touch with new technologies and someone whom

everyone criticized, but no one could challenge:

She’s local. She’s I think in her fifties and she’s quite special I would say (laugh). She’s
been in the company for eighteen years (laugh), started as a receptionist and then, maybe
played with a lot of politics (laugh) and then, now she gets the position (laugh) yeah, I
would say she’s [her line manager] not good in computer and new things. She has her
own way to do things and so many people are against her. She is alone. And she has a
temper too (Nicole INT1)
Their perceptions of Frenchness and the role of French appeared in contrast to these difficulties
at the institutional level of context, as explained in the final research texts (see Chapters 6, 7, 8
and 9). To illustrate here some of the relationships between institutional constraints and
Frenchness in the participants’ accounts, I will use Yasmina’s stories as an example (see also
Chapter 7). In her stories, French people were perceived as free to express themselves and
unconcerned about being rude (for example, the ‘bitch-faced’ waiters; Yasmina INT2). Yasmina
mentioned the French waiters’ behaviour in relation to her difficulties at work. There, Yasmina

felt unable to express her ideas and told several stories of feeling stressed and inhibited in the

presence of her peers, for example:
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...in workplace [...] I have problems (laugh) in speaking (laugh) ... in reporting the issue
to my boss in Cantonese [...] sometimes I blame myself for being so nervous, speak to a
senior grade (Yasmina INT3)

Another example is feeling she had to follow the way everyone thought (which she referred to as

‘common sense’) even though she may not agree; also, she suggested it was unsafe to share her

view:

They call it common sense... if your behaviour’s out (stressed word) of their expectations
they’re they think you are out of the box of common sense (stressed word) [...] If your
behaviour’s out of their expectations they think you are out of the box of common sense
so they might discriminate you (Yasmina INT3)

In Yasmina’s stories, her perceptions of Frenchness can be seen as a tool to imagine being more
confident and thus, true to herself in relation to the power differentials and her difficulties in

expressing herself at work:

you just speak directly and « I don’t want to do that thing» and it’s kind of truth and it’s
representing your own self (Yasmina INT2)
The second function of Frenchness in these stories is that it is a tool for Yasmina to contest the
power she is subjected to in a process of rescaling, which can be described as a way to regain
power in a situation where power differentials exist (see Blommaert 2010, 34; see also Brenner,
2011; Chapter 3, section 3.5.1). Following the ‘bitch-faced” French waiters’ example, she takes
control of the situation in her own mind by drawing upon perceived French behavioural norms

for inspiration:

If they wanted to give you bitch face, they would really give you the bitch face (laugh).
It’s kind of euh « I don’t really want to do it, but I have to do it so I give it to you ! »
showing their real own self (Yasmina INT2)
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Whether this leads to actual contestation is another question, but clearly there is both inspiration

and potential in these processes of comparison and rescaling.

To summarise, these examples illustrate the use of French and Frenchness as a way to exercise

agency and - potentially at least — to regain power over the institutional level of context.

10.3.2. French and the Hong Kong sociocultural and political environment

During the inquiry, there were multiple hints in the participants’ stories about the challenges of
their sociocultural environment. The appeal of French culture must therefore be seen in relation
to this wider level of local context. For example, Hong Kong culture in Yasmina’s stories was
described as not ‘free’ and full of ‘hidden agendas’ and ‘restrictions’ (Yasmina INT1) which
contrasted with the way she perceived French culture as ‘free’, ‘carefree’ and ‘relaxed’ (Yasmina
INT2). Again, the matrix of similarity and difference is used here to construct the identities of

places in relational terms.

Nicole shared several stories of frustration because her initiatives were not recognized at work or
she was not able to exercise her creativity. By contrast, French people appeared to her to be more
open-minded and more innovative than their Chinese counterparts, who were seen as hindered in

their creativity by Confucian values:
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I think the difference would be mainly that euh French are more open-minded and maybe
braver to take risks or to be euh adventurous. In Hong Kong, euh although we not
hundred percent said hundred percent same as China but euh we are we still have some
we share some Chinese values, like we have to euh be close to our family, we have to live
together and we cannot abandon everything in Hong Kong and then be an adventurer
around the world, something like that and I think this is this kind of value or attitude is a
one of the big differences between Chinese or Cantonese Hong Kong and French culture
(Nicole INT3)

For Candice, who felt different from her university peers and often described herself as ‘weird’

(e.g. Chapter 6, section 6.2), French culture appeared as the antithesis of Hong Kong culture in

terms of embracing individuality. Chinese culture was described as something which does not

give ‘a lot of praise or ... appreciation’ but instead distributes criticisms, which results in ‘low

self-esteem or not [being] really confident when doing things’ (Candice INT3).

In IC’s perception, Europeans (including French people) appeared more involved in fighting for
their rights. By contrast, Hong Kong people were described as ‘slaves’ and as forgetting their
rights (IC INT2), with IC adding that Hong Kong people ‘always presume that [they] don't have
the right to speak’ (IC INT2). These perceptions were developed in the context of the struggle
between Hong Kong and Mainland China, which was prominent in IC’s stories. In other words,
the appeal of Frenchness was intensified in IC’s stories in relation to events at the wider
sociopolitical scale in Hong Kong. These tensions were also in the background of Yasmina and

Nicole’s stories.

Connections to the political environment in Hong Kong also appeared in Yasmina’s stories in
relation to her difficulties at work. In the excerpt below, Yasmina painted a picture of
overwhelming inferiority during a luncheon where the student-led demonstrations of the autumn

of 2014 (known as the Umbrella Movement) were discussed. The fact that she did not share her
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point of view was related to her perception that speaking up would create problems for her

(including the possibility of losing her job, although this was not expressed clearly):

They [colleagues] were making fun of the whole issues and describing the protesters and
the students as really... violent, but it’s not something that I that I ...experienced in the
movement and... [ don’t know why I feel kind of ASHAMED (louder) that I didn’t speak
up in that luncheon and I’m glad that I didn’t speak up because of course (laugh) I will
have a hard time afterwards (laugh) I would definitely have a hard time afterwards if I
speak UP (laugh) ((spoken loud in a kind of jokingly manner)) but I don’t know why I
feel so ashamed at that time... because I feel so lonely in that luncheon (Yasmina INT1)
In this example, the recent political tensions in Hong Kong can be seen to exacerbate Yasmina’s

difficulties at work, including her difficulties in communicating her ideas in her society:

“We don’t say this, we won’t say that !I”” and we try to not, to talk about some sensible
euh sensitive, sensitive political issues for example. [...] and I feel so so so (laugh)
awkward and then I... OK I just don’t talk about these issues anymore, and euh it’s not
free to speak about it (Yasmina INT2)
For Yasmina, Frenchness, in contrast to this, represented the freedom to express oneself openly
and without regard to what other people may be thinking (exemplified by the ‘bitch-faced’

French waiter). Yasmina imagined that if she could speak French fluently, she would ‘be more

natural’ and true to herself [‘truly to myself’] (Yasmina INT3).

Equally, Nicole’s anxiety, linked to her difficult work experiences as she was trying to find her
role in the professional world (during the inquiry, she moved jobs several times) seemed
multiplied by the various tensions in the world, including in Hong Kong. At one stage during the
second interview, Nicole started to cry as we mentioned the Paris 2015 terrorist attacks. After
she had calmed down, she suggested that the recent news was adding to her anxiety (‘it’s

about...yeah everything that happened these few years’, Nicole INT2). She described the
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political tensions between Hong Kong and China as ‘very stressed’ (Nicole INT2) and her link to
the international community as a way to make herself feel better (‘At least to... to make myself
feel better’, Nicole INT2) as well as a kind of insurance policy if things went wrong with China:
China can change just within a second. They... there’s no logic you can guess. So...
better to have a secondhand [plan] (Nicole INT2)
The political changes in Hong Kong also featured prominently in IC’s narratives. In the inquiry,
she repeated in different ways that Mainland China represented a threat for the future of Hong
Kong culture, for example: ‘it's not rude to us it's rude to our Hong Kong culture actually, it's
rude to our area actually. Euh...they're not respecting others' culture’ (IC INT2). There seemed to
be a link between this situation and her decision to come back to work in Hong Kong for a local
company. She presented her decision to stay in Hong Kong and not to ‘escape’ abroad (IC INT2)
— as she accused some of her friends of doing - as a matter of duty to Hong Kong in relation to

the threats posed to Hong Kong culture:

I don’t want to say I’ll move out because yeah... I know Hong Kong is getting worse so
I’ll move out no [...] I don’t know maybe just move out or something else, it is not the
right way to contribute to the society you are being raised by (IC INT3)
Making connections between Hong Kong and other cultures seemed to be a way for IC to cope
with the perceived threats to Hong Kong culture. In the inquiry, IC underlined the multicultural

as well as ‘localized’ aspects of her Hong Kong identity (which by extension also characterized

her view of the identity of the territory):

I won't have the definite nationality of culture here because we are, I am I'm born in
Hong Kong and I'm born to be a multicultural person. So my lifestyle is totally a mixture,
but I think mostly I think it's Hongkongish because most of my time is in Hong Kong (IC
INT2)
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Hongkongers’ code-mixing practices (for example, English, with some French words, mixed
with Cantonese) was presented as an expression of this Hong Kong identity, and was contrasted
with Mainland Chinese culture, perceived by IC as monolingual (i.e., Mandarin-only):
... if it [French-English code-mixing] is the way that they [British people] speak ... then
it is... just like code mix[ing] between English and ...Cantonese in Hong Kong but for
example like Mainland immigrant, they won’t so you can differentiate between how
localized you are in a particular country or language (IC INT1)
In this way, IC’s story illustrates Bloammaert and Varis’s (2015) idea of individuals striving to
create ‘small spaces of uniqueness, of things that we believe we do not share with others’ (p. 27).
In addition, the role of French (and English) here appears as a way to reinforce (and/or
(re)establish) the local culture and identity, seen as multicultural and multilingual in comparison
to China’s (perceived) monolingual and monocultural identity. In Chapter 5 (see section 5.3.1), I
suggested that the inquiry into the four young Hong Kong people’s identity might have a lot to

do with the perceived gradual loss of Hong Kong identity. Ben Bland, the South China

correspondent for the Financial Times, in his recent book entitled ‘Generation HK’ remarked:

In researching this book, I spoke to a wide range of exceptional young Hong Kongers
who are on the front lines of a battle to define themselves, their city and their future at a
time of great uncertainty and change. (Bland 2017, 120)
To summarise, the participants in this study used French (as well as other cultural resources and
languages, such as English in IC’s story) to resist constraints and exercise agency at the
institutional and the broader sociopolitical levels of context (see Barkhuizen, 2016) again
through a process of rescaling. Again, it is uncertain whether these acts — of resistance, and of

imagination — represent actual rescaling, but nevertheless the imaginative rescaling is noticeable

and has significance at the so-called ‘personal’ level.
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I will now consider in more detail the role of Frenchness in relation to the personal level of
context. According to Barkhuizen’s framework of analysis (2016, 663), the personal level is the

one at which individuals have the greatest scope for agency.

10.3.3. French as a resource at the personal level: asserting and re-claiming the self

The interpretations of the role of French in the participants’ stories so far have highlighted the
socially constructed nature of language. Considering the participants’ inner thoughts, emotions
and ideas (which is to say, the personal aspect of their stories and the sociality dimension of the
three-dimensional inquiry space; see Chapter 4, section 4.3.2) added new insights into this
socially-constructed process of language use and learning and into the role of French in the

participants’ stories.

At this stage, I find it useful to refer back to the role of subjectivity in understanding agency (see
Chapter 3, sections 3.3.1.2 and 3.3.1.3). During the inquiry, it was clear that emotions played a
role in triggering agency and the participants’ stories of the Hong Kong environment not
allowing them to express their desires seemed to have triggered an interest in Frenchness, as they
saw in it a resource to express ‘their hopes, desires, aesthetic reactions, and moral dispositions’
(Clandinin & Connelly 2000, 50; see also Clandinin & Rosiek 2007, 39 & 41). Ortner (2005, 34)
highlights the relation between agency and a matrix of feelings (or what she calls ‘a matrix of

subjectivity’). I will illustrate this with examples from Yasmina, Nicole and Candice’s stories.

Yasmina did not feel able to express her own ideas at work. Because she had to control what she

said, she was tense with her superiors and unable to communicate her ideas (even in Cantonese).
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The result of this was visible. For example, when I met her for the third interview, she appeared
to have lost weight and looked exhausted, from overwork and being anxious about work.
Yasmina’s difficulties with self-expression appeared at several places in her stories, including in
her memories of childhood, school and university. In her LLH, for example, she talked about her
‘worst memory’ in childhood (Yasmina LLH) following her rejection by several kindergartens
because she did not know Cantonese, having spent the first three years of her life in her maternal
non-Cantonese speaking family in Southern China. Similar difficulties and feelings appeared in

her descriptions of university (see Chapter 7, section 7.2).

By contrast, her descriptions of herself in Japanese and French cultures conveyed an image of
someone at ease with herself and with others, even though her situation in these contexts was
different since she did not have the pressure and constraints of work and could relax more and
since her involvement with Japanese and French cultures was temporary. Nevertheless, through
the way she talked about her experiences in these cultures, Yasmina suggested her openness to
others and their ideas. For example, she talked about how the Japanese singer Sheena Ringo and
her pop-rock band ‘Tokyo Jihen’ had opened her views about taboo topics (see Chapter 7,
section 7.2). In a similar way, the French New Wave cinema (La Nouvelle Vague) also seemed to

play a role in developing curiosity and openness (see Chapter 7, section 7.3).

In this way, the role of French (as well as Japanese) can be seen in Yasmina’s stories as a
resource to build a more confident image of herself — perhaps leading to actual confidence — as
well as the inspiration to dare to express her own views in an environment where she had felt

restricted in doing so.
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French has a similar confidence-building role in Nicole’s stories as she deals with several
constraints in her life, including the weight of Confucian values in her upbringing (‘we have to
be close to our family, we have to live together and we cannot abandon everything in Hong Kong
and then be an adventurer around the world” (Nicole INT3) and her work situation (see Chapter
9, section 9.2) and finds through French a way to keep alive her suppressed dream of becoming
an artist (see Chapter 9, section 9.4.2). With perceptions that French culture is artistic, creative
and innovative (see Chapter 9, section 9.3), another role of French (as well as that of other
languages) can be understood as a way to achieve a ‘compromise’ (Nicole’s word) with her
environment and more particularly, a way to deal with the absence of art in her life and the fact
that she is not able to use her creativity. Another role of French in Nicole’s story is to allow

herself to breathe and reconnect with herself (see Chapter 9, section 9.4.4).

In this way, the inquiry into Nicole’s stories also illustrates that the meaning of Frenchness is
linked to processes of identity construction and is strongly related to the imagination. As Norton
(1995, 410) notes, imagination is where we explore new possibilities of self for the future (see
also Wenger 1998, 185; Clarke & Hennig 2013, 81). Early and Norton (2012) also note that
imagining ourselves as different is a potent way of dealing with the limitations and impositions

of the local environment (see also Chapter 3, section 3.4).

The personal meaning of Frenchness was also evident in Candice’s story, as explained in
Chapter 6. For example, French culture was perceived as appreciative of uniqueness (which she
referred to as ‘the culture of "finding the charm in others"’, Candice, Messenger, 11 Apr. 2016)
and this became a resource to assert herself as a ‘weird’ individual, which is to say a unique

individual, different from everyone else, as well as reclaim self-respect:
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Understanding that each of us is different and unique, at the same time knowing that we

are all the same and that we should treat each other equally and fair (Candice, Messenger,

11 Apr. 2016)
To summarise, French was one of the resources used at the personal level to deal with negative
emotions, and strive to be the person the participants wished to be. This aligns with Layder’s
idea of identity as a self-realization project (2004, 143; see Chapter 3, section 3.3.1.3) as well as
with Hennig’s idea of ‘self-formation’ (2010b, ii; see also 2010a) whereby part of the attraction
of learning a language such as French is that it serves ‘to attain a particular life-style, to add
value to the quality of life and achieve a sense of self-fulfillment’ (see also section 2.4.2.2). In
this way, the meaning of French (and by extension, the meaning of learning other languages)
appears also as part of a ‘reflexive project of the self’ (Giddens 1991, 5), which is also present in
the concept of ‘care of the self” as it involves ‘making oneself open to oneself, to further develop

oneself, to transform and return to oneself” (Hennig 2010b, 30).

10.4. French learning as a way to rediscover and reconcile with the local environment

Although the sense of agency I have so far highlighted may appear to be an act of

of resistance to certain aspects of the local environment, one of the key insights of the study is
that Frenchness provides resources for people to reconcile themselves with this environment to
some extent. This reveals one aspect of the relationship between ‘fixity’ and ‘fluidity’ (e.g., see

Otsuji & Pennycook 2010, 244; see Chapter 2, section 2.2.1).

In the inquiry, participants could be seen to construct their identity partly by borrowing

circulating images and perspectives from other cultures, illustrating the point made by Block
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(2007) that in some ways ‘discourses may be seen as resources of identity construction’ (p. 19).
However, these resources tend to be integrated in ways that avoid confrontation at the local level.
Even though their rescaling practices may appear to have few external results, the study shows
that using resources from French is to engage in processes of negotiating power differentials.
They then can go back to their environment with new perspectives and a better understanding of
it, which helps them cope with its demands. Thus, another important aspect of the study is that

part of the meaning of learning French is as a means to understand and navigate the local culture.

10.4.1. French as part of a process of reconciliation with the local culture

In the study, the participants’ identities can be pictured as being constructed at two levels: at
ground level (the physical space of Hong Kong where they need to compromise and conform)
and the higher imaginary ground where they go to perform different kinds of identities (including
on the net). It is in the interactions between these levels that participants’ processes of identity
construction take place in relation to French, drawing on additional resources from imaginative
engagement. As noted in Chapter 3 (see section 3.4), imagination is a place from which we
‘move back’ to ‘look at our engagement through the eyes of an outsider’ (Wenger 1998, 185).
From this place, we gather flexibility, freedom and energy and explore new identities and new

relations.

Yasmina resolved her problems in her ‘local’ culture by appropriating elements from ‘non-local’
cultures such as French and Japanese. For example, through Frenchness she developed

intercultural awareness via a process of comparing similarities and differences, which help her to
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communicate better about herself, to gain confidence, and to have her individuality accepted and

recognized by others, but all in a way that avoids confrontation:

I think in the whole process of communication, it shows your respect and your... your
open-minded side throughout the communication if that communication is efficient or at
least, whole parties think you are really communicating and try to understand each other
(Yasmina INT1)

In other words, borrowing from Frenchness did not lead to a rejection of her environment, but

rather helped her negotiate her way into her own society.

In Nicole’s story, the appropriation of Frenchness served the purpose of rehearsing the goal of
reconnecting with art in the future (she mentioned a community art project she has had in mind
for several years), but Nicole also clearly signalled her intention not to confront the realities of
her local culture (for example, by not trying to pursue an artistic career in Hong Kong in view of
the weight of public and family opinion about this). Instead of confronting the prevalent
discourses in her society, Nicole found in her connections with the outside (through foreign
cultures, languages and friends) a ‘compromise’, as through imagination (and for the time being,
through imagination only), she could temporarily break away with ‘tradition’ and continue

nurturing her artistic dreams:

...there are always alternatives or other ways to present yourself or [...] there’re many
ways to achieve one goal [...] or to break away from the tradition, but not violating any
rules or it can be simply something new (Nicole INT2)

This aspect of the participants’ engagement with French clearly illustrates Layder’s (2006) point

about conformity and deviance, mainly that they are not ‘stark alternatives’ but ‘have many

shapes and can be deceptive in appearance’ (p. 145; see also Chapter 3, section 2.2.2). Layder’s
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insight also echoes the point made by Otsuji and Pennycook (2010, 244), that ‘fixity’ and
“fluidity’ are not dichotomous. Compromise may suggest fixity, but by being charged with

imagination it becomes more fluid and dynamic than it seems.

10.4.2. French as a way to reinforce and assert the local against the global

IC’s relationship with the local context was different. Her appropriation of languages can be seen
as an attempt to strengthen the local identity by resisting an external or global imposition. IC’s
use of English and French alongside Cantonese, and her conception of multilingual practices,
serve to differentiate herself as a Hongkonger from Mainland Chinese (see Chapter 8, section
8.5.2). This appears to resemble the kind of ‘clandestine literacy practices’ described by
Canagarajah (2004, in Norton 2012, 5), a form of resistance against the pressure exercised on
Hong Kong by Mainland China (see Chapter 8, section 8.3.2). Her decision to move back to
Hong Kong and work for a local company after working for two large international companies
over a number of years was also narrated partly as an act of resistance on behalf of Hong Kong.
In addition, IC appeared to resist pressure to learn to socialize in a western way and also hinted

at the difficulty of competing for work on the global work market (see Chapter 8, section 8.3.1).

To conclude, this study illustrates the poststructuralist contention that identities are discursively
constructed in ways that show both compliance and resistance (Weedon 1997, 109). Social
subjects ‘actively interpret the world’ (Weedon 1997, 93) and are positioned by, while actively

positioning themselves in, the local and global discourses they are subjected to.
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10.5. Individualizing and personalizing French: using multilingual language practices as

affordances for identity construction

The stories of the participants show that they used French in ways which affected their identity,
illustrating the point that language is ‘an activity rather than a structure’ (Pennycook 2010, 2).

Pennycook makes the point that:

[I]t is not language that governs the speakers of the language but rather the speakers that
negotiate what possible language forms they want to use for what purpose (Pennycook
2010, 129)

In this study, the notion of ‘forms’ takes on a new meaning as it is not primarily linguistic forms

that serve affordances but rather forms of engagement with the multiple meanings offered by

individual perceptions of French and Frenchness.

10.5.1 ‘Truncated’ and personalized practices

Drawing on Blommaert’s (2010, 103) notion of ‘truncated repertoires’, this section shows how
limited levels of ‘competence’, in the conventional sense, are not an obstacle to the performance

of identity work in and through the additional language.

In the inquiry, Yasmina shared some examples of her use of French in the techno-linguistic
report (TLR), including a visual (Yasmina’s self-processed black and white photograph of Hong
Kong’s harbour, see Chapter 7, Figure 10, p. 223) preceded by a phrase in English and French, as

follows:
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finally home. quirky weather. exhausted soul. bonsoir chez moi. (Yasmina TLR)

She explained that the use of French in this post was like an artist putting paint on a canvas
(‘similar to put paint on a canvas’, IRT meeting) and that it was done to share her idea of
Frenchness with her friends so that they could experience it for themselves (see Chapter 7,
section 7.4.4). Yasmina’s idea of language and communication thus transcends the conventional
notion of language. In the excerpt below, Yasmina expressed her conception of language as an
ensemble of words, atmosphere, feelings and actions, which is to say not language alone but a

range of semiotic potentials:

So I think sometimes the word itself is associated with the atmosphere, the feeling and
also including some kind of actions (Yasmina INT2)
At the same time, in her stories, she suggested that French could serve as a ‘mystery key’
(Yasmina INT2) to enter a secret communication corner, in which she would exchange with a
distinct group of friends - the classmates with whom she had shared the French study-abroad trip
(see Chapter 7, section 7.4.4). But once again, the use of online translation means that not

knowing the language fully may not be an obstacle to participation in these ‘secret’ communities.

Candice’s approach to learning and using French also illustrated a broad understanding of
language, which extended far beyond conventional ideas of language learning and took account
of its emotional dimensions and expressive potential. It seemed that singing French songs and
writing short creative dialogues in her French university class (see Chapter 6, section 6.5.4)

enabled her to connect to emotions she could not express in other languages:



335

When I create the plot... the French little plots... I euh... I could... I would say I
couldn’t create... create it in Chinese... too... yeah (Candice INT3)
She described being motivated to put all of herself into these creations as not many people would

be able (or interested) to decipher what she was trying to say (see Chapter 6, section 6.5.4).

IC’s practices of French equally expanded the traditional view of what language and language
learning means to additional language learners. Although French may have seemed peripheral in
IC’s life since she had not studied it formally for ten years, she used it in a similar way to

Yasmina in that she makes her message less readily available to her audience:

I want to post something but I don’t want others to “read it directly” (IC TLR)

In this way, French appeared as a way to form and reinforce group boundaries:

I think it is my way to differentiate people who want to understand you from others or I

just want some minority people .... to understand what feeling I am having (IC INT3)
Another boundary-drawing function of French in IC’s stories was related to her desire to assert
Hong Kong’s identity as a multicultural and multilingual society, in relation to the existential and
cultural threat represented by China, with its perceived homogeneity and monolingual
orientation. This was a recurring theme in her stories. In her Facebook postings linked to
Frenchness (for example, the French galette; see Figure 12 in Chapter 8, p. 264), the suggestion
IC made in her comment was that that French culture was readily available in Hong Kong and
there was no need to travel to France to experience it (see Chapter 8, section 8.5.3). In this way,

IC’s posting could be interpreted as a re-appropriation of Frenchness by and for the local context.
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To summarise, IC, Candice and Yasmina’s practices of French were not limited to the use of
words. Instead, and as already illustrated in the discussion, their practices involved a range of
insights as well as semiotic (e.g., ‘bonjour chez moi’) and interactional (e.g., ‘mystery key”)
potentials, which they used to ‘react to given societal circumstances in their own way’ (Hennig
2010a, 309) and at the same time construct and perform their identity. As mentioned in Chapter
2, the participants’ practices can be seen as ‘translanguaging practices’ (Li Wei, 2011) although
there are other ways of describing diversity of language use (for example, the metrolingualism
and polylanguaging practices described in Chapter 2, sections 2.3.3 and 2.3.4). In general terms,
translanguaging refers to ‘the ability to choose between following and flouting the rules and
norms of behaviour, including the use of language, and to push and break boundaries between
the old and the new, the conventional and the original, and the acceptable and the challenging’
(Li Wei 2011, 94). In this study, French learners found in their practices of French a way to
reconnect with their selves and deal with the pressures and limitations of their context. They
actively fashioned their language practices using all kinds of resources, including intercultural,
interpersonal and psychological insights from French culture (as well as from other cultures),
circulating images of Frenchness and a range of semiotic and interactional potentials that

allowed them to negotiate the boundaries (e.g., ‘secret code’) of their identities.

In this way, the study illustrates the phenomenon of the ‘de/reterritorialisation’ of language use
(see Jacquemet, 2005) and the transcendence of traditional identity categories, which a report by
the New York group K-Hole — known to have introduced the term ‘normcore’ to describe

contemporary youth trends — captures in the following way:
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Once upon a time people were born into communities and had to find their individuality.
Today people are born individuals and have to find their communities. (Youth mode Oct.

2013, 27)

In addition, in illustrating that language learners are capable of doing a lot more with language
than their teachers think, the study creates a link with learner autonomy. Like the students in
Jacques Ranciére’s ‘Le Maitre Ignorant’ who surprised their history teacher, Jacotot, by learning
history in French, a language they did not know at first and learned by themselves through
reading history, the participants surprised me with the meaningfulness and richness of their

practices of a language they are still mostly considered beginners in.

10. 6 Implications

The main insights gained from this study can be summarized using the multiple meanings
offered by the French phrase ‘plus qu 'une langue’ [ ‘more than a/one language’]. It is more than
one isolated language as the perceptions of Frenchness are built in relation to other languages
and cultures. It is more than one indivisible language in that it is more than the sum of linguistic
features, and it also plays more than one role in the construction of the participants’ identities.
This may signal that educationalists and instructors need to reconsider the nature of additional
language learning and their ways of teaching. The sections below suggest some directions for the

future, in the areas of research methodology, theory and pedagogy.
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10.6.1 Implications for methodology

Apart from providing extensive insights for the purpose of this research study, the findings also
suggest that the methodology of narrative inquiry has enabled the participants to better
understand themselves, as several participants reflected upon in the study. Candice expresses this

in the following terms:

Because when I'm clear about myself, the outside world seems to be clear... it’s like a
mirror, what you see in the mirror is actually not about the things or the actual things, it’s

about myself (Candice INT2)

Yasmina also remarked that the research was a chance to understand herself more (‘to make
clear points on my thoughts... and... to recall [my] memories or journeys’ ; Yasmina INT2)
whilst IC reflected that the study was an opportunity to present as well as compare her views

about Hong Kong and the world, as suggested in her comments below:

I think it is a good chance for me to have constructive platform, to introduce Hong Kong
culture. So for example, what you understand about Taiwan and what I understand
Taiwan is different so it's good for us to share. And it's good for me to really understand
how French people looking the same thing as us it must be different so I would love to
see how it's different (IC INT2)

Clandinin and Connelly (2000) indeed stress that narrative inquiry has the capacity to open up

new possibilities for seeing oneself and being oneself in the world:
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[T]he outcome of narrative inquiry is important not so much for the knowledge they
contain but for the vicarious testing of life possibilities [...] that they permit.” (Clandinin

& Connelly 2000, 42)

Also, as Laplantine (1999) suggests, through getting to know oneself better, individuals become
more able to understand others through the complex and multiple reflection of their self: ‘Si je
peux comprendre les autres c’est parce que je suis autre que moi’!?® (p. 81). This idea is also

present in Bakhtin who points out that we can only define ourselves in comparison to others:

To be means to be for the other and through him [sic], for oneself. Man has no internal
sovereign territory, he is all and always on the boundary; looking within himself, he looks
through the eyes of the other... I cannot do without the other, I cannot become what I
want to be without the other; I must find myself in the other, finding the other in me (in

mutual reflection and perception) (in Atkinson 2010, 618).

Thus, a first implication of the study is that narrative inquiry can bring about a better
understanding amongst human beings by narrowing down the differences between them and
instead emphasizing their interrelatedness. Indeed Clandinin and Rosiek (2007) point out that

individual experiences are ‘a source of insights useful not only to the person himself or herself’

(p. 17).

This study has shown how far-reaching narratives can be. It is never only one person’s story; as

soon as it is shared, the story is appropriated by readers, which can have far-reaching

13 My translation : ‘If I can understand others it is because I am other myself’
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implications in their lives too. Clandinin (2013) underlines that when a narrative inquiry
manages to make ‘the complexity of stories lives visible’ then it ‘allows audiences to engage in
resonant remembering as they lay their experiences alongside the inquiry experiences’ (pp. 50-
51). And this resonance can bring about change. Barkhuizen (2011) observed the impact of
engaging in a narrative research project on teachers noting that this process helps them to
understand better their teaching experiences, but also serves as a catalyst for making ‘worthwhile
changes’ in their teaching (p. 397). In this way, narrative inquiry can be said to have the power to

transform (see Barkhuizen 2011, 397; Barkhuizen, 2009; see also Li & Zhu, 2013).

Another implication of narrative inquiry is that, as Clandinin notes, it can help people develop
the notion that their stories are worth telling and thus that, all their different individualities are
important (see O'Donoghue, 2012). This can have far-reaching implications for society as well as
for the classroom, where issues of inequality are always present. Through the type of self-
reflections arising from thinking narratively about oneself and one’s language learning

experience, individuals can regain a sense of self-worth.

Furthermore, Clandinin points out that narrative inquiry has the power to change the discourse at
policy-making level (see McKenna, 2017). In education, for example, she suggests that narrative
inquiry can help look at the problem of ‘retaining’ teachers differently by considering instead
how to ‘sustain’ them in their profession as they face increasing pressure and stress at work (see
McKenna, 2017). Similarly, narrative inquiries can help shift educationalists’ view of language
learning towards being an affordance for identity construction rather than as a means to achieve

linguistic competence in pre-defined terms.
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10.6.2 Implications for theory

Within a context of conventional language education that keeps languages separate and assumes
monolingual norms and practices as its target, the study counterposes the existence and
significance of learners’ complex practices and repertoires, and reinforces the general importance
of considering identity in relation to additional language learning. The study also provides
insights into the non-dichotomous relationship between fixity and fluidity in studying language
phenomena (see Otsuji & Pennycook 2010, 244). Furthermore, as recent sociolinguistic research
directions have suggested (see Flores ef al. 2017, 545-551), this study underlines the need to
reconsider the notions of multilingualism and of language competence, as already hinted at in

Chapter 3, section 3.2.

As a broad indication of what this reconsideration might look like, Ros i Solé (2016, 17) suggests
that we need ‘a new philosophical toolkit’ to understand the possibilities that language learners
encounter. Ros i Solé (2016) argues that SLA has over-emphasized the ‘cognitive capabilities of
the individual and the pursuance of an “ideal set of objective language knowledge™” (p. 17) and
that we need to reconsider its philosophical foundations (p. 16). She proposes a ‘humanisation

project’ (p. 17) of SLA, which would involve:

[A] new way of investigating the world that values the personal and the reflective, the
intuited and the imagined, and where the language learning experience is ‘unjudged’ by

the rational mind. (Ros i Sol¢ 2016, 19)
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Conventional notions of ‘multilingualism’ have also been challenged. For example, Li Wei
(2016) suggests that we are in an era of ‘post-multilingualism’, which highlights boundary-
crossing and downplays the ‘co-existence or co-use of multiple languages’ (p. 20). A post-
multilingualism viewpoint accepts that the rules of using languages are flouted and that the
boundaries are pushed and broken (Li W. 2016, 8). The notion of translanguaging practices
captures this process of going ‘beyond languages’ or ‘transcending’ separate languages (Li W.
2016, 3). This study contributes to the understanding of the creative, critical and ‘transformative’
practices of multilingual speakers (see Li W. 2016, 8; see also Flores et al. 2017, 549; Li & Zhu,
2013; Li W. 2011) as well as the ways in which a language ‘can be appropriated and exploited

without allegiance to its historically native speakers’ (Li, W. 2016, 2).

Linked to this, the study contributes to ongoing conversations about the need to redefine the
notion of competence, including that of linguistic repertoire (see Busch 2012, 521). What exist at
the moment are many different perspectives, which have a lot in common in the way they
address complexity, creativity and ways to re-appropriate language, but there is no consensus on
how to approach teaching and learning languages in the age of multilingualism, mobility and

diversity.

Kramsch (2006) addresses the ‘symbolic and subjective aspects of language’ with the notion of
‘symbolic competence’ (p. 201). Kramsch and Whiteside (2008) describe ‘symbolic competence’
as ‘the ability not only to approximate or appropriate for oneself someone else’s language, but to
shape the very context in which the language is learned and used’ (Kramsch & Whiteside 2008,

664). The learners in this study display symbolic competence in their ability to appropriate
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linguistic and cultural aspects of French and employ them for a range of purposes in Hong Kong,

thus potentially reshaping not only themselves, but also the ‘local’ context.

Dervin primarily focuses on the need for a reconceptualization of the notion of ‘intercultural
competences’ in the plural form (2011; see also Dervin, Paatela-Nieminen, Kuoppala & Riitaoja,
2012; Dervin & Tournebise, 2012). In the study, the participants all demonstrate a heightened
and dynamic awareness of both ‘local’ and ‘other’ cultures. IC’s observations of westerners’
socializing characteristics (see Chapter 8, section 8.3.1) is a good example of how learning about

others help understand oneself more.

Yet another perspective is that of ‘plurilingual and pluricultural competence’, a research
programme commissioned by the Council of Europe (see Coste, Moore & Zarate, 1997; Beacco
& Byram, 2003, 2007; Candelier, 2003, 2008; Moore & Gajo, 2009). Moore & Gajo (2009)
claim that Francophone studies have contributed not only to the development of ‘plurilingualism’
as a concept, but also to ‘the shifting and reshaping of key issues in language learning in a
multilingual world’ (p. 149; see also Coste & Simon 2009; Macaire, 2008; Castelloti & Moore,
2005). However, the notion of plurilingualism remains little known in Anglophone research
circles, according to Macaire (2008, 21). This is despite the fact that early descriptions of
plurilingualism resemble more recent characteristics of complexity and hybridity in language

learning use:

Plurilingual and pluricultural competence refers to the ability to use languages for the
purposes of communication and to take part in intercultural interaction, where a person,

viewed as a social agent has proficiency, of varying degrees, in several languages and
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experience in several cultures. This is not seen as the superposition of distinct
competences, but rather as the existence of a complex or even composite competence on

which the user may draw. (Council of Europe 2001, 260)

The notion of repertoire also appeared in the ‘plurilingual’ research literature along with
directions for assessing the ‘transversal’ dimensions of this competence. An extract from Jean-
Charles Beacco (2005) - who was involved in the development of the notion of plurilingual and
pluricultural competence for the Council of Europe - outlines some of the characteristics of a

composite plurilingual repertoire:

The individual’s plurilingual repertoire is [...] made up of various languages he or she
has absorbed in various ways (childhood learning, teaching, independent acquisition, etc.)
and in which he/she has acquired different skills (conversation, reading, listening, etc.) to
different levels. The languages in the repertoire may be assigned different, perhaps
specialised functions, such as communicating with the family, socialising with

neighbours, working or learning (Beacco 2005, p. 19)

But in this extract, the notion of ‘plurilingual repertoire’ also seems to resemble a traditional
multilingual view of different languages with different functions, and to neglect the role of the
learner agency in deciding what languages consist of and how they are to be used in particular

contexts.

In terms of assessment guidelines and practicalities, the Common European Framework of

Reference for languages (CEFR) (or Cadre Européen Commun de Référence pour les langues;
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CECR) provides some useful guidelines for plural approaches (‘approches plurielles’) to
learning, teaching and assessing languages (see Candelier, 2003) and is already used by
numerous institutions and teachers (e.g., see Council of Europe, 2018). The CEFR distinguishes
general competences (or ‘compétences globales’) from ‘communicative competence’, which
includes linguistic, sociolinguistic and pragmatic competences. Four different types of
knowledge are also acknowledged, including ‘savoir’ (or ‘knowledge’), ‘savoir-faire’ (or ‘skills
and know-how”), ‘savoir-&tre’ (or ‘existential competence’) and ‘savoir-apprendre’ (or ‘ability to

learn’) (see Council of Europe, 2018; see also Candelier 2003, 83-84).

In relation to this study, we can say that ‘savoir-étre’, which the Council of Europe describes as
‘the sum of the individual characteristics, personality traits and attitudes which concern, for
example, self-image and one’s view of others and willingness to engage with other people in
social interaction’ (Council of Europe 2018, 11-12), potentially touches on the issue of language
learning in relation to identity development. However, in practice, the focus often remains on
linguistic attainment and conventional communicative competence. In this study, linguistic
attainment is not the main or only concern of most of the four participants and if language
learning is defined in conventional terms, the learners’ practices in relation to identity
construction are all but invisible. The study has shown that the participants’ interest in French
mainly seemed to serve the purpose of extending their repertoire of identities, rather than their
repertoire of languages, and of dealing with societal constraints. For some of the participants,
involvement in French learning also appeared to have a ‘light’ temporary role. Thus, the question
remains of how educationalists can develop a language classroom for learners such as IC, who
do a great deal with their languages but not in ways which are amenable to measurements in the

ways understood by conventional language teaching approaches.
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To summarise, although there exist some guidelines for pedagogy in the age of ‘new
multilingualism’ (Li W. 2016), there is not yet a consensus as to how such a multilingual
approach can be carried out in the classroom, or as to how to define multilingual competence, as
insights and directions have come from different fields and parts of the world (see for e.g.,
Stratilaki 2012, 191). The section below surveys some pedagogical suggestions for the

multilingual classroom.

10.6.3 Implications for pedagogy

As a broad general guideline, Kramsch (2009) first suggests that languages should be taught ‘as a
living form’ (p. 191). This means that language learning and teaching should be envisaged as a
part of learners’ lives, not detached from their social life or from their social identities. Moore
and Gajo (2009) underline that viewing the learner as a ‘social actor’ means recognizing his or
her ‘capacity for action and analysis’ (p. 142) in echo of Giddens’ view that human beings are
social agents who have the capacity for emancipation, which he has called the possibility of
‘self-actualisation and empowerment’ (Giddens 1991, 6). In other words, the language classroom

needs to acknowledge the existence and importance of learner agency.

A first suggestion for teaching is to apprehend the learner in the sociopolitical context (Heller
2007, 345). Flores et al. (2017, 550) suggest developing an awareness of the different types of
constraints on the language learner. In this study, learning foreign languages operated as a form
of resistance, for example against perceived sociopolitical changes in Hong Kong (IC), against
the imposition of gender norms (Candice) or cultural norms (Nicole and Yamina). Thus,

language learning also needs to be viewed in relation to several ‘forms of social differentiation’
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such as, gender, race or social class (see Flores et al. 2017, 548). However, once again the study
shows that the categories cannot be employed in a pre-determined fashion, as they are negotiated

differently by different learners.

In this way, the language classroom needs to give learners ways to continue to be the agentic
beings they are outside the classroom. Hennig (2010a, 320) notes that ‘learners need to be given
the same sense of agency with which they apply German outside class for their own purposes’.
Yet it is common for most language classrooms to strip the learners of their ‘social self” and to
take them as is there was no social imprint on them. Kubota, Austin, and Saito-Abbott, (2003)
note that students may leave their language studies ‘with the impression that learning a foreign
language entails only how to communicate basic personal needs or facts’ (p. 21). The authors
further point out the danger of leaving out ‘the sociopolitical dimensions in which language and
culture are intrinsically embedded’ (Kubota et al. 2003, 21). Their study investigating students’
backgrounds and learning experiences reveals that language learners (even at beginner level)
would welcome discussions about issues of race and social justice, which they judge ‘incredibly
important’ (Kubota ef al. 2003, 21). The authors thus argue about the necessity for the language

teacher to find ways to address social issues, diversity and inequality in the classroom:

Researchers and practitioners must shift their attention beyond apolitical appreciation and
celebration of foreign culture, to critically explore issues of diversity and sociopolitical
aspects of human communication, and to make foreign language education instrumental

in creating greater equality. (Kubota ef al. 2003, 22)
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This observation echoes Ollerhead’s (2012, 80) call for the development of the concept of
‘transformative pedagogy’ with the AL classroom becoming a place where learners are offered
opportunities to ‘own the target language’ and gain ‘more powerful identity positions for the
future’ (p. 79). As the result of her observations of teachers’ pedagogical practices and
investigation of the way they were responsive to their learners’ development and multiple
identities, Ollerhead (2012) argues against hiding behind carefully crafted lessons and instead
acting on learners’ demonstrations of interest during the lesson as well as using these ‘as a

springboard for a deeply contextualised lesson’ (p. 79).

However, viewing the language classroom as a place where individuals get to exercise their
identity implies being able to improvise activities and to guide learners in the expression of their
stories and points of view. In this, perhaps, creative activities (see paragraphs below) can help.
Also, from a multilingual classroom perspective, all of the learners’ languages can become part
of the lesson. Ollerhead points out teachers will need to be able to recognize ‘which identity
positions offer their learners the best prospects for social engagement and interaction’ (2012, 79).
This means getting to know learners more personally, especially those who might feel
marginalized for various reasons. In the light of this, it seems that educators would also need to
develop an increased awareness of their own identities and subjectivities before the language
classroom can be transformed. As Ollerhead (2012) illustrates, traditional teaching approaches
encourage teachers to affirm their power as native speakers (in other words, they are the ones
who know) when the language teacher in the age of ‘new multilingualism’ (Li Wei, 2016), who
does not have linguistic competence as the sole target, will also need to learn about his or her
learners and give them opportunities to develop their identity. This requires a completely new set

of skills.
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Classroom activities should aim to give learners varied opportunities to exercise their identities
instead of being subjected to one role (that of the beginner student) and one task (mastering the
native-speaker norms of an external language). These could include a syllabus focusing on issues
of interculturality (e.g., Dervin, 2012 ; Jackson, 2011) or/and activities harnessing the kind of
creativity multicultural learners display outside the classroom (see for example Li W.’s examples
of ‘re-appropriated English’ or ‘New Chinglish’, 2016; or Blommaert’s example of French in
Japan; 2010, 29-30; see also Sergeant, 2009). In other words, learners must be allowed to depart
from linguistic convention, in ways that are not automatically labelled as ‘errors’. Lantolf (1993)
refers to this as ‘linguistic freedom’ (in Belz 2002, 35). Creative activities such as drama or
creative writing also give learners possibilities to explore their opinions, their emotions and their

identities. Bauman R. (2000) highlights the benefits of drama in particular:

Verbal performances [...] turn out to be reflexive in several dimensions; not only are they
linguistic forms about language, but also cultural forms about culture, social forms about
society. Such performances, then, represent for participants an arena for the display,
contemplation, and manipulation of salient elements, practices, and relationships that

allow language to serve as a resource for the expression of identity. (Bauman R. 2000, 4)

Kramsch (2006) also suggests a creative approach to language teaching. She argues for making
space in the language classroom for ‘emotional identification with the worlds of fiction’ and
creative writing activities because multilingual writers’ ‘positionings as linguistic subjects — as
authorial and narratorial selves — may prefigure their positionings as social subjects’ (p. 195).
This study suggested that Candice found in her French lessons (which were based on drama

techniques) a meaningful way to explore and express new identities. She commented on how



350

writing creatively in French enabled her to express herself even though she only had a basic

command of the language:

I like imagining characters and have empathy with them. In some way they express who I
am because I put a bit of my feeling and identity in them. (Candice Reflective essay, Dec.
2015)

Singing French songs was another way to vent her social sensitivity and emotions though the

conduit of lyrics, which she adapted and made her own. In particular, she mentioned a video

extract from the musical ‘Les Misérables’, which had made a lasting impression on her:

And I really really like the feeling to be a refugee, it’s really dramatic and I imagined
myself in this situation and I... and I just sing in this situation and it’s really touching!
Yes! (Candice INT1)
In her research about multilingual speakers, Belz (2002) realizes that the hybrid use of multiple
languages in creative writing activities gave learners a better sense of who they are and of their
place in the world as well as giving them a sense of empowerment as they became aware of their
‘multicompetent self’. As Stratilaki (2012, 197) points out, combining multiple languages is a
mark of ‘freedom of choice and dynamic procedures throughout life’; multilingualism is also

synonymous with self-confidence and ‘competence to interact in various situations’ (Stratilaki

2012, 197).

As also suggested in this study, reflexivity (through the use of language learner histories or
through the narrative inquiry-type process itself) helped participants understand themselves and

their life trajectories as well as helping them navigate and respond to various constraints.
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Finally, the language classroom needs to integrate multimodal forms of communication and
multiple perspectives of language practices. Kramsch (2006, 203) reminds us that
communication is also realized in ‘vocal, graphic, acoustic, visual and gestural’ modes (see also
Flores et al. 2017, 549; Li W., 2016). This echoes Block’s description of identity as ‘self-
conscious, ongoing narratives that individuals perform, interpret and project in dress, bodily
movements, actions and language’ (2007, 32). Also, reflecting on the complexities of the self in
relation to one’s culture and to people from other cultures generates ideas on how to live with

others in the world.

Saying this, the findings suggests that there is still a need for linguistic form in the language
classroom. The study has shown that some participants (e.g. IC and Nicole) see the value of
language classes in which grammar and vocabulary are presented in a ‘systematic way’ (IC
INT1). IC remarked that such activities were a necessary ‘base’ (IC INT1) and a ‘must-process’
(IC IRT meeting), while Nicole said she liked to learn a language ‘in an organized way’ and
thought that a textbook is ‘very important’ (INT1). However, this does not necessarily mean
following fixed syllabi or treating all linguistic forms as fixed in themselves. This points once
again to the complex interaction between ‘fixity” and ‘fluidity’, and to the need of the
multilingual language classroom to address both and to be critically aware of what they might

mean in particular contexts.

To summarize, the future language classroom (even at beginner level) should take into
consideration the expression and exploration of identity. In this new conception of the language
classroom, the language learner does not simply cease to exist as a social actor - because he or

she knows little of the language and cannot express him or her/self well enough in it — but is
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better able to realize, expand and explore new possibilities of self. In other words, in the age of
multilingualism, the language classroom also becomes a place for ‘self-realization’ (Layder,
2004; see Chapter 3, section 3.3.1.3) as well as a place for ‘self-formation’ (Hennig 2010a,
2010b; see Chapter 2, section 2.4.2.2). It is also a place where multilingual subjects are given
opportunities to ‘draw strength from the flexibility and versatility afforded by their various
languages’ (Kramsch 2006, 195). As Kramsch (2006, 206) reminds us, many language learners
are ‘anxious to liberate themselves from the constraints of the one (monolingual) [mother]
tongue and its associated habitus’ and ‘seek emotional, cognitive, social fulfillment in a
multilingual subjectivity’. It is up to us as language teachers to tap into these desires and

subjectivities to reinvent an inspiring and empowering language classroom.

Finally, I will add some of my personal reflections on what I learned from conducting the study.
Firstly, I strongly believe that narrative inquiry has the potential to help language teachers and
researchers understand how languages are part of people’s lives, how they are not just things that
learners ‘have’ or ‘do’ but resources that help them to be. Moreover, narrative inquiry can help
learners in their language learning and life journeys by uncovering aspects of their individuality
and their relatedness. Gaining ownership over their stories and their linguistic resources helps
them to gain confidence. Also, reflecting on the complexities of the self in relation to one’s

culture and to people from other cultures generates ideas on how to live with others in the world.

Secondly, in terms of my practice as language teacher, this study has made me think that the
needs of language learners are not being met by conventional approaches. ‘Translanguaging’
offers a new way of thinking about language learning and teaching. In my future language

classroom, I would like to offer a vision of language learning which would incorporate ‘the
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personal experiences and cultural history of the learner and acknowledge their cultural baggage
irrespective of national boundaries’ (Ros i Solé 2013, 336). Generally, I would encourage
learners to make the link explicit between different languages and discuss their practices outside
and within the classroom (Conteh 2018, 446). I would also create more opportunities for them to
express themselves and use both language and non-linguistic resources in many different ways,
for example by mixing languages (for example, IC’s narrative suggests that she appreciated the
opportunity to present French cultural topics through the medium of English). Reflection on past
experiences of language learning is also something that I found useful for both teachers and
students. Through LLHs or similar devices - for example, narrative inquiries (see O’Mochain,
2006) and language portrayals or « le dessin réflexif » (see Mossakowski & Busch, 2010 ;
Achour-Chaulet et al., 2009) - teachers can discover more about their learners’ worlds and
learners can find a way to exercise greater agency in approaching their learning experience and
relating it to their lives. Also, based on this study, I would like to give more attention to
exploring one’s feelings and sensations through learning a language. Ros i Solé (2016, 37)
suggests an approach to language learning which would involve ‘privileging the sensations, the

impressions and the epiphanies one can experience in another language’.
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Chapter 11 Conclusion

11.1 Summary

This study begin with the question of what learning French might mean for the participants in
this study, four young learners of French as an additional language in the multilingual and
globally connected Asian city of Hong Kong. The question arose partly from my own curiosity
as a teacher of French, especially after learning about language learner histories (LLHs) and
reflecting on my own histories of language learning. It also arose from my increasing interest in
the concept of identity, which seemed able to link the personal with the social, and the local with
the global. Hong Kong, at a time of changing sociopolitical conditions and an intense
questioning of its own identity, turned out to be an interesting and revealing context in which to

explore the connections between language learning and identity.

The methodology of narrative inquiry (Clandinin & Connelly 2000) was used to observe and
understand processes of identity construction in relation to French learning through the unique
and individual stories of the four learners. The study found that in French and in conceptions of
Frenchness, the four participants found useful resources for the construction of identity, despite
having limited levels of proficiency in French in conventional terms. The study revealed how
additional language learning involved growing intercultural awareness, which was used to deal

with the local cultural environment and the tensions expressed in its own changing identity.

The study therefore highlighted that language learning needs to be considered differently, away

from a priori categorizations with static views of the self, homogeneous ‘local’ identity
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categories and stereotypical ‘global’ representations of target languages, because these attempts
to categorize cannot do justice to the complexity of language learning as an individual and social
practice. The study’s depiction of the interplay between learner identity and additional languages
reveals more about both: how identity is changed by the process of learning, and how the
languages are changed by being taken up and appropriated by learners. Along with other studies,
this study opens the way for new approaches to language learning which contrast with most
existing language classrooms, where language learners continue to be mainly treated as if they
were ‘processing devices that convert linguistic input into well-formed (or not so well-formed)
output’ (Lantolf & Pavlenko 2001, 145). As Makoe (2014) notes, students and language learners
are ‘not passive participants in institutional socialisation processes’ (p. 665), as they continue to
be social agents in the classroom. In addition, languages and their cultures are not learned in
isolation from other languages and cultures, and the language classroom must start to address
this, rather than imposing ‘multiple monolingualism’ disguised as ‘additional languages’ and

‘multilingualism’.

To summarise, the study has highlighted some of the ways in which learning French is far more
than learning a language, and this has significance for the way we understand language as well as

for the classroom and how we view language learners.

11.2 Limitations

There are of course a number of limitations in this study. I would like to start by pointing out that

narrative inquiry relies on participants’ self-reports, which is to say on selective memory and on
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their own emphasis of experience. Ochs and Capps (1996, 21) stress that narrators can only share

‘partial representations and evocations of the world’. Clandinin and Rosiek (2007) also note :

Experience, for the pragmatist, is always more than we can know and represent in a
single statement, paragraph, or book. Every representation, therefore, no matter how
faithful to that which it tries to depict, involves selective emphasis of our experience.

(Clandinin & Rosiek 2007, 39)

Pavlenko (2007) also remarks that narrators ‘use the act of narration to impose meaning on
experience’ (p. 168). As already explained, in the study, the interpretation of experience needs to
be seen as temporary and only relevant at this particular moment in time. Meanings change
constantly and are remembered differently at different moments, as well as according to who the
listener is. It is possible, for example, that the participants’ responses were affected by their
perceptions of my identity (as a French person, expatriate in Hong Kong, former teacher, and so
on), which made them exaggerate the role (and particularly the positive aspects) of French

learning and Frenchness when telling me their stories.

However, I was never unaware during the study that the participants used their narrative
accounts to present themselves in a particular way (see Pavlenko 2007, 177), since it is part of
the definition of identity for it to be achieved discursively. By addressing the question of what it
means to learn French, and acknowledging that identity is constructed not only discursively but
also relationally, the study acknowledged from the outset that it was dealing with processes of
meaning-making by both participants and researcher. In narrative inquiry, it is as much the

participants as the researcher who create an interpretation of what learning French means in a
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process of co-construction. Thus, for example, I used my personal understanding of French
culture in the FRENCHINHK FB group to encourage my French learners’ own views of it; there
were many times when they did not agree with my choice of visuals ‘representing French in
Hong Kong’ and challenged it. Being on the ‘native-speaker’ side of ‘knowing about’ French
culture thus gave both the participants and me an opportunity to engage with the topic of the
study. This would have happened in a different way if the researcher had not been French, but
would not be more ‘objective’ or ‘true’ than the idea of French and Frenchness presented in this
inquiry. In any case, determining the ‘truth value’ of learning French (Pavlenko 2007, 176) is
never the purpose of a study of this kind (refer to Chapter 4, section 4.2.3). As Hennig (2010a,
311) points out, interpretation and the construction of meaning is always formed ‘at the expense
and exclusion of other possible interpretations and meanings’. In a similar way, Clandinin and
Rosiek (2017, 13) remark that narrative inquirers can only proceed ‘with an attitude of knowing

that other possibilities, interpretations, and ways of explaining things are possible’.

Another limitation is that I could not consider whether there were gender differences in terms of
language learning experiences and practices, since there were no male participants in the study.
In fact, the great majority of participants who volunteered to participate in my study were

women, which also reflects the general gender distribution in French classes in Hong Kong.

As Candice’s story shows, there are signs that the process of choosing to study French has some
feminist resonances. In her own thesis, He (1998) points out that the narrative approach ‘has
close links with feminist epistemology’ (p. 31). This research inquiry, by focusing on women's
experiences, contributes to further understanding of the unidentified ‘women's ways of knowing’

(Belenky, Clinchy, Goldberger, & Tarule 1986 in He 1998, 31). Future research in the context of
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Hong Kong could look at differences and similarities between male and female perceptions of

learning and using French or other additional languages.

However, it needs to be pointed out that narrative inquiry does not aim to be representative of
any given population, but rather to understand the singularity of individual experiences. This is
what « penser par cas » (Passeron & Revel, 2005) entails (see Chapter 4, section 4.2.4). In the
same way, with this approach, it is not necessary to have a large sample size as a singularity is

not ‘substitutable’ by another equally singular case (see Passeron & Revel 2005, 18).

Similarly, although the study has made a priority of focusing in detail on additional language
learning in a particular time and place, an unavoidable limitation is that it is set in a context
which is very particular, though arguably not more so than any area-based study (e.g.
Lamoureux’s (2012) study of Canadian French speakers, Kinginger’s (2004) study of an
American French learner and Coffey’s (2010) study of British French learners). As mentioned in
the study, Hong Kong is going through an intense phase of sociopolitical change, with both
tension and rapprochement with China in dynamic interplay. This is affecting the sense of
national and ethnic identity as experienced by many of its inhabitants, for example in IC’s story.
Besides, Hong Kong is an urban environment where fluidity and diversity prevail and which
perhaps make issues of fixity and unity less visible. Louise Ho famously described Hong Kong
as a ‘geographic, cultural and political anomaly’ which is essentially ‘a cosmopolitan city with a
rock-hard Chinese core’ (Ho 2000, 382). In one of her poems, she also described Hong Kong as
‘smaller than a speck on the map’ but as ‘a nerve centre in the world’, at once a ‘minuscule
place’ and a ‘global space’ (Ho 2009, 108). Perhaps, in such an environment, it is easy to

overstate the case for fluidity, mobility and diversity, and further studies are needed to balance
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the views of identity and language learning presented in this study.

11.3 Ways forward

To conclude, similar studies within other (in particular, regional) contexts and with other
categories of participants (for example, male participants and other levels of proficiency) would
be useful to continue the exploration of the role of so-called ‘additional” languages in everyday
life experiences. Studies could also investigate further additional language practices (involving
HK and non-HK participants) and particularly look at how additional languages might serve as a
‘secret code’, which is to say not only as a way to reach out to but also as a way to exclude other

people on the Internet, as suggested by the narratives of IC and Yasmina.

Such inquiries would add to those voices who call for an acknowledgement of the ‘diversity or
multidimensionality’ of language learners in curriculum and language classrooms (e.g. Byrd
Clark, 2010) as well as the recognition that ‘representations of languages become both symbolic
and significant resources’ for individuals who have multiple identities (Byrd Clark 2012, 132).
Also, there is a need to reconsider the concept of language to reflect ‘the ever-increasing
heterogeneity and diversity in language education as well as citizenship, rather than categorising
individuals and languages as socially imagined homogeneous entities’ (Byrd Clark 2012, 132).
Language is increasingly becoming de-territorialised under conditions of superdiversity
(Jacquemet, 2005; Blommaert, 2007; Rampton, 2006). To reflect this, I will close this study with
some pertinent questions asked by another researcher: ‘Should the focus of education be on
promoting the dominant language of the social context [...] while neglecting the complex

repertoire of learners made up of other languages? Or should multilingual and intercultural
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competences be part of the content gamut of teaching practices?’ (Stratilaki 2012, 198). In Hong
Kong at least, it seems that we have only just begun to question the automatic acceptance of the
former, monolingual orientation, and to explore the possibilities of the latter. Narrative inquiries

are part of the story of this transition.
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Appendix 1a - Information sheet study project

Learning French in Hong Kong:
A sociocultural and narrative perspective on language learner identity
in the age of globalization.

In my research, I am interested in local individual stories of French learning in the context of
Hong Kong. I want to investigate how individuals come to learn French and what it means for
them to know an additional language such as French. I invite you to join my study if you are
interested in exploring this topic with me.

The research activities which are involved are presented below and are also summarized in the
attached Table.

- The research would start by completing a short survey about your background as well as
a Language Learner History, which will consist of writing a text of 2 to 5 pages in length
about your foreign language learning experiences, including French. This would be
followed by an interview in English of approximately 1.5 hours. If you are not willing to
be interviewed, please indicate this on the consent form. These activities could start as
soon as you are ready.

- Then towards the end of 2015 or at the very beginning of 2016, the research would
continue with the following activities:

o First, I would like to collect details about your language learning practices
including your use of technology in learning languages. To do this, you would be
asked to answer emails about various aspects of your language learning
experience as well as complete a form about your use of technologies in learning
languages.

o Also, in order to further explore what learning French means for individuals in
Hong Kong, I would ask for your permission to access your FB
pages/status/postings as well as conduct two more open-ended interviews. These
interviews of approximately 1.5 hours each would be organized at your
convenience in the middle and at the end of the data collection period i.e. around
January 2016 and June 2016 at your convenience.

Be assured that your identity will be kept strictly confidential.

Confidentiality and anonymity will be maintained throughout the research period and after. For
example, your name will not appear anywhere and the information I will collect from you will be
safely stored with no one other than me having access to it. I therefore truthfully believe that the
study involves no potential risk for you.

If you have any questions about this study, please do not hesitate to contact me. If you agree to
participate in the project, please fill in the consent form and send it to me by email.

Thank you very much.

Lorraine de Beaufort, Ph.D. student, Email: XXXXX



Appendix 1b - Timelime and data collection methods

The table below summarizes what the study would entail in terms of activities and time involved.
The activities can be spread out during the year at your convenience.

Table summarizing the data collection methods:

Research design When ?

Time From Sep 2015 to Sep 2016

involved (+ a re-interview by the
summer 2017)

What? FIRST DATA COLLECTION ACTIVITIES Sep. to Nov. 2015

1) A survey* and a written narrative activity (Language
Learner History -LLH)

-> Guidelines will be given to write the LLH

-> It should be between 1.5 to 5 pages

2) A first open-ended interview
-> This interview would last between approx. 1.5 hours.

REST OF THE STUDY DATA COLLECTION METHODS From Nov./Dec. 2015 to
Jun. 2016

3) Completing a techno-linguistic report (history of the
technology(ies)/resources you have used or still use in each of the
languages you are studying or have studied).

-> This would be a form to fill in.

4) Answering emails
-> This would happen approximately once every month.

5) Sharing artifacts including photographs and evidence of FB
or other written exchanges
-> With participants’ agreement

6) Two more open-ended interviews in the middle and at the
end of the data collection period
-> Interviews would be organized at the convenience of the

participants;

-> They would last between 1 and 2 hours.

7) A re-interview of each participant after he/she read the To be decided — at the end of
researcher’s analysis the data collection period by

the summer 2017.

* The survey will gather information about participants’ place of birth, family background, their
current activity, qualifications, schools/programmes they attended, languages they speak at home
and languages they learned including results.



Appendix 2a - Information sheet (survey + first interview)

Learning French in Hong Kong:
A sociocultural and narrative perspective on language learner identity
in the age of globalization.

As already indicated to you, my research project is about the investigation of local individual
stories of French learning in the context of Hong Kong. I want to investigate how individuals
come to learn French and what it means for them to know an additional language such as French
in Hong Kong. I would like to invite you to continue to participate in my study.

This phase of the research would start by completing a short survey about your background. This
would be followed by an interview in English of between 1 and 1.5 hour. In this part of the
study, I would also like to look at your Facebook status (or any other social network status). If
you are not willing to grant me access to your Facebook status, please indicate this on the
consent form.

Be assured that your identity will be kept strictly confidential and that these activities are in no
way a test of yourself or your English abilities and will in no way affect your grades in the
French class.

Confidentiality and anonymity will be maintained throughout the research period and after. For
example, your name will not appear anywhere and the information I will collect from you will be
safely stored with no one other than me having access to it. I therefore truthfully believe that the
study involves no potential risk for you.

If you have any questions about this study, please do not hesitate to contact me. If you agree to
participate in the project, please fill in the consent form and send it to me by email.

Thank you very much.

Lorraine de Beaufort
Ph.D. student

Email address: XXXX
Mobile: XXXX



Appendix 2b - Information sheet (second part of study)
Dear Students,

Learning French in Hong Kong:
A sociocultural and narrative perspective on language learner identity
in the age of globalization.

In the second part of my research, I will investigate in even more details the local individual
stories of French learning in the context of Hong Kong, and I would like to invite you to
continue taking part in my study.

The second part of the research would include investigating two main areas during the academic
year of 2015-16. First, I would like to collect details about your language learning practices
including your use of technology in learning languages. To do this, you would be asked to
answer emails about various aspects of your language learning experience as well as complete a
form about your use of technologies in learning languages (i.e. a techno-linguistic report). Also,
in order to further explore what learning French means for individuals in Hong Kong, I am
asking to access your FB pages/status/postings or other social networks status/pages/postings as
well as conduct two more open-ended interviews. These interviews of approximately 1.5 hours
each will be organized at your convenience roughly in the middle and at the end of the 2015-16
academic year (i.e. December/January/February and April/May). If you do not wish to grant
access to your Facebook status or other social networks, please indicate this on the consent form.

As for the first part of the study project, your identity will be kept strictly confidential and
activities will in no way affect you or your grades or your standing at university, at work or in
society. Confidentiality and anonymity will continue to be maintained throughout the research
period and after. Y our name will not appear anywhere and the information I will collect from
you will be safely stored with no one other than me having access to it. Once again, I therefore
truthfully believe that the study involves no potential risk for you.

If you have any questions about this part of the study, please do not hesitate to contact me. If you
agree to participate further in the project, please fill in the consent form and send it to me by
email.

Thank you very much once again.

Lorraine de Beaufort
Ph.D. student

Email adress : XXXX
Mobile: XXXX



Appendix 3a - Consent form — LLH

CONSENT FORM
I agree for my French teacher
(Name: ) to have access to my LLH for research.

I understand that what I write will NOT affect me or my French class performance or my
standing at university or in society. Also, I understand that the information in my LLH is
confidential and that my anonymity will be fully protected.

I understand that I will provide my name, phone number and email address for communication
purpose and that this personal information will be kept strictly confidential.

Finally, I can withdraw my consent at any moment without any adverse consequences.

Signature of participant:

Name of participant:
(Full Name in Block Letters in English and Chinese)

Email address:
Telephone number:

Date: (day)/ (month)/ (year)



Appendix 3b - Consent form - First part of the study

Learning French in Hong Kong:
A sociocultural and narrative perspective on language learner identity
in the age of globalization.

CONSENT FORM

I agree to participate in the first part of the study which is being conducted by Lorraine de
Beaufort, Ph.D. student at XXX (name of local Hong Kong university).

The procedure as set out in the attached information sheet has been fully explained. I understand
that information obtained from this research may be used in future research. I understand that
the information I will share as well as my opinions will not affect me or my standing at
university or in society.

I understand that my name, phone number and email address will be kept for communication
purposes and that any personal information about me will be kept strictly confidential.

Iam willing/ not willing (please circle your answer) to be interviewed (in English) at my
convenience. I agree to have the interview audio recorded for the purpose of the study.

Iam willing/ not willing (please circle your answer) for Lorraine to have access to my
Facebook status or other social network platform status and for her to select postings for
discussions during the research period.

My participation in the project is voluntary. I acknowledge that I have the right to question any
part of the procedure and can withdraw at any time without negative consequences.

Signature of participant:

Name of participant:

(Full Name in Block Letters in English and Chinese)
Email address:

Telephone number:

Date: (day)/ (month)/ (year)



Appendix 3¢ - Consent form - Second part of the study

Learning French in Hong Kong: A sociocultural and narrative perspective on language learner
identity in the age of globalization.

CONSENT FORM 3

I agree to participate in the second part of the study, which is being conducted by Lorraine
de Beaufort, Ph.D. student at XXX (name of local Hong Kong university).

The procedure as set out in the attached information sheet has been fully explained. I understand
the study will further investigate my French learning experience at university or since university.
I understand that information obtained from this research may be used in future research.

I understand that the information I will share as well as my opinions will not affect me or my
French class performance or my standing at university, at work or in society. I may withdraw
from the study at any time. I may contact the researcher to give my opinions and comments
about the study. If requested, the researcher will give the results of the study once it is
complete.

I understand that my name, phone number and email address will be kept for communication
purposes and that any personal information about me will be kept strictly confidential.

Iam willing/ not willing (please circle your answer) to take part in two further interviews
(in English) at my convenience. I agree to have the interviews audio recorded for the purpose of
the study.

Iam willing/ not willing (please circle your answer) for Lorraine to have access to my
Facebook status or other social network platforms and to select postings for discussions during
the interviews.

Iam willing/ not willing (please circle your answer) to answer Lorraine’s email about my
language learning practices.

My participation in the project is voluntary. I acknowledge that I have the right to question any
part of the procedure and can withdraw at any time without negative consequences.

Signature of participant:

Name of participant:

(Full Name in Block Letters in English and Chinese)
Email address:

Telephone number:

Date: (day)/ (month)/ (year)




Appendix 4 - Summary of meetings with participants

The table below contains details of my meetings with each participant, including the length of the
interviews and notes regarding the manner in which each meeting was organized, and my own
observations of how I perceived the atmosphere of the meeting. All my meetings with the participants
were recorded using an iPhone. Overall, I recorded between 6.5hrs to 7.5hrs with each participant. The
first, second and third interviews were all transcribed, but the last meeting (labeled Interim Research Text
meeting i.e. IRT meeting) was not. During that meeting I took notes directly onto my computer. The table
also gives information about the informal meetings (not recorded) I had with the participants during the
period of the study.

Meeting dates | Meeting places Notes
and length

Candice | 1stinterview: | Office at Candice’s | Quiet venue, one interruption; Warm atmosphere; Had
7 Nov. 2015 university lunch after meeting
(1.30hr)

2" interview: | Office at Candice’s | Same venue as first interview; Break during the meeting
28 Feb. 2016 | university (looked at my Japan holiday pictures); Had high tea after
(2.15hrs) meeting (talked about her Xmas experience in China)
3rd interview: | My home Candice had expressed wanting to see where I lived;
17 May 2016 Relaxed, sitting on carpet and eating homemade muffins;
(1.18hr) Walk to the nearby village afterwards; First time Candice
visited this area of HK

IRT meeting: | My home Candice wanted to see my new place; Lunch in the village;
25 Aug. 2017 Came back home for tea; Candice in a conundrum about her
(1.56hr) future, discussed this for over 1 hr
Informal 1) Kubrick’s (3 Sep. | 1) Sharing a meal, chatting
meetings (not | 2016) 2) Discussed her recent study abroad semester in Taiwan,;
recorded): 2) Green Hub café catching up

(28 Feb. 2017)

Yasmina | 1stinterview: | Agnésb. café in Yasmina had suggested another place but it was closed;

2 Apr. 2015 TST Yasmina took me to Agnés b. café; a little too noisy but

(2hrs) light and pleasant. Lost one third of the recording due to
mis-manipulation of my new phone recorder; took notes
straight after meeting.

2" interview: | Outdoor café in Yasmina’s suggestion; pleasant temperature outdoors;

12 Feb. 2016 | Kowloon Bay area alternative kind of café; nice coffee & cakes; very relaxed

(2.15hrs)

3rd interview: | HKU campus Yasmina’s suggestion; Quiet venue; Had dinner first at the

16 May 2016 | outdoor sitting area | Buddhist vegetarian restaurant; Yasmina was very tired

(1.22hr) from work

IRT meeting: | HKU campus Quiet venue; Had dinner first at the Buddhist vegetarian

8 Sep. 2017 indoor sitting area restaurant; Relaxed, happy at work

(1.58hr)

Informal 1) Avenue of Stars 1) Dinner at a trendy café; catching up

meetings (not | (17 Oct. 2015); 2) 2) Dinner at Japanese restaurant; catching up

recorded): IFC (8 Sep. 2017)

IC Ist interview: | Outdoor sitting area | Happy to see each other because after a long time; Interview
16 May 2015 started at a café near IC’s workplace but it was too noisy; IC
(1.30hr) insisted to pay for coffee; outdoor sitting area was pleasant
2nd Hotel lobby Muffled atmosphere; Relaxed with tea and cakes
interview: 20
Feb. 2016
(2.43hrs)




3rd interview:

Café Causette

Famous French patisserie in HK; IC’s suggestion. Had

29 May 2016 brunch at the same time as interview

(1.08hr)

IRT meeting: | Café Causette My suggestion this time. Had brunch again; First few

3 Sep. 2017 months in her new job

(1.48hrs)

Informal none during the IC traveled a lot during that period (training in London and
meetings (not | research period Shanghai)

recorded):

Nicole Ist interview: | Office at Nicole’s Quiet venue, no interruption; Hugged each other because we
4 Apr. 2015 former university had not seen each other in person for a long time; Had
(1.30hr) coffee and cakes at a local café after the interview
2nd Office at Nicole’s Same venue as 1% interview; Nicole was very emotional
interview: 22 | former university during the interview; Took the train to town together, talked
Jan. 2016 about the situation in HK
(2.20hrs)
3rd interview: | Gold Coast Hotel My suggestion; Large upscale hotel by the sea, relaxed; Had
21 May 2016 high tea during the interview; Went for a walk along the sea
(1.08hr) after the interview
IRT meeting: | My home Nicole wanted to see my new place; Had dinner in a local
9 Sep. 2017 Indian restaurant and then went back home to eat the
(1.20hr) birthday cake she brought for me; Shared it with my

husband, nice evening
Informal 1) Starbucks (16 1) Discussed the Myers Brigg personality test in relation to
meetings (not | Oct. 2015) work difficulties and possible changes
recorded): 2) Les Fils amaman | 2) First time Nicole and I chatted in French. Talked about

(30 Aug. 2017)

her perception of her level in French; catching up




Appendix 5 - Language Learner History (LLH) instructions

My research is interested in gaining insight into learners’ experiences of and perspectives on
learning languages in general and on learning French in particular in the context of Hong Kong.

Writing a LLH is a way for you as language learner to reflect on issues and events which
happened during your language learning education. In engaging in this reflective process,
you will gather insights into your behaviour and preference as language learner and reach “a
deepened appreciation and understanding of personal experience” (Mercer 2013, 164), which
will be useful in the process of continuing to learn languages throughout your life.

Please note that there are no ‘right’ or ‘wrong’ ways of writing an LLH and no 'right’ or 'wrong'
versions; your story is interesting in its uniqueness.

Your story is of course confidential and your anonymity will be fully protected.

TWO WAYS OF WRITING YOUR LLH:

e Option I: To help you in your reflection and guide you in writing your LLH, you could
either use the guidelines in sections 1 to 5 below and write a reflection under each
heading (see guidelines below)

or

e Option 2: Organise and write your text without the help of sections 1 to 5, as indicated in
section 6 (see guidelines below)

IMPORTANT NOTES:

1) Your LLH must be at least 1.5 to 2 A4 pages in length. (You can also write more if
you wish). It should also be written in English (please note that your written proficiency
in English is not the focus of this activity).

2) The MOST IMPORTANT about writing your LLH is to be as descriptive and
detailed as possible, rather than just write a superficial chronology. Feel free to
organise and order your story as you wish, as well as add any aspect/remark you want.

3) For more information about how to engage with a self-reflection process, you could
navigate the Open Software ‘Learning to learn with Kaleidoscope’ designed by Helsinki
University at: http://h27.it.helsinki.fi/vkk/kaleidoskooppi/intro.php

SUBMISSION:

e The deadline for sending me your LLH is: _as soon as possible or by 25 October 2015
(please let me know if you have some difficulty meeting this deadline)
e Please send the soft copy of your LLH at my email address: XXXXX




GUIDELINES ON WHAT TO WRITE IN YOUR LLH:

IDENTIFICATION

Full name (in English):
Email address:
Telephone number:

Option 1:

1. DESCRIBING THE PAST AND PRESENT

Please, describe the languages you learned and your language learning experiences during your
primary and secondary school years (as well as at university if applicable). Feel free to organise
and order your response as you wish.

2. FOCUS ON MOTIVATION

Please, describe the evolution of your interest in languages as well as your particular motivation
for these languages and what you do to sustain your motivation to learn them.

3. FOCUS ON KEY EVENTS

Please, talk about events which you think are significant to understand your language learning
history. For example, you could talk about emotions you experienced, people you met, or your
successes or failures with learning languages.

4. FOCUS ON LEARNING

Please, talk about teaching which has inspired you (or teachers) as well as easy/difficult aspects
of learning languages for you, and your learning strategies.

5. DESCRIBING THE FUTURE

Please, talk about your vision of yourself in the future (including any plans linked to language
learning or language use). Also, describe your language learning goals in the near future
(including BUT not only, your goals in French).

Option 2:
"MY LLH AS ONE TEXT"

If you prefer not to answer sections 1 to 5 above, please organise your LLH as one text as you
wish. Remember that your LLH must be AT LEAST 1.5 or 2 A4 pages long.

Merci !



Appendix 6 - First interview guide

A/IDENTITY CONSTRUCTION ACROSS TIME

1) Questions linked to: self-concept (psychological factors incl. emotions); the past and present.

Do you have a role model in life? Tell me about this person.

Tell me about your parents.

How do you think your parents see you?

How do you view yourself'in comparison to your parents?

Have you ever disagreed with your parents regarding your future or your education? Please
explain? How did this make you feel?

How do you think other people (your close friends/boyfriend, teacher, neighbors, etc.) see you?
Can you recall a remark someone made about you? How do you remember it?

How would you describe your true-self? (i.e. in what way are you different to anyone else)?
Tell me about successes/ disappointments you have had in your life in general. Why were they
disappointments/successes? How did you experience them?

Tell me about your fears and your desires about life.

Is there anyone around you who you can talk to about your studies or your future? Tell me about
him/her or what advice you can remember from him/her?

2) Questions linked to: imagined self; imagined communities of practice; the future

IMAGINED SELF

How did you imagine yourself when you were a little boy/girl? Tell me how this vision of yourself
has evolved over time -> How do you see your future?

What is your current main goal?

How have your goals gradually changed since you started university? What made them change?
Do you see yourself living abroad? Tell me about this.

Are there any of your friends or family who live abroad? Where? Are you in touch with them?
And how about living in a French speaking country?

B/ LANGUAGE LEARNING EXPERIENCE

1) Questions aiming to reveal motivation, past and present language learning experiences (incl. the
abroad experience)

LANGUAGE LEARNING EXPERIENCE IN GENERAL

Tell me about the objects or photographs you brought related to language learning in general.
(If different not already mentioned) In your LLH, you pointed to significant key moments in your
life linked to language learning. Tell me why they were significant moments.
(If different not already mentioned) In your LLH, you mention about some disappointment and
successes linked to language learning.
o Tell me about these successes. What do you attribute these successes to?
o Tell me about these disappointments. What do you attribute these disappointments to?
What do you think are your strengths and weaknesses as a language learner? Which strengths
would you like to have?



- What aspects of your language learning are you confident about? Worried about?

- What do you think is most important when learning a language?

- What advice would you give someone starting to learn a new foreign language? Any special
advice for French?

FRENCH

- Tell me about the objects or photographs you brought related to French learning in particular.

- Inyour LLH you mentioned that (you chose French because...). Tell me more about your decision
to start learning French.

- Do you remember the first time you heard French) (or refer back to LLH)? .... Tell me about this.

- What was the first time you used French (orally, in writing, etc.)? What can you remember about
it?

- Do you know (other) people who also study French? Do you discuss your learning experience
together? What might you discuss, for example?

- How do their reasons for learning French compare to yours? (similar or different?)

- Inyour LLH, you mentioned knowing other additional languages (such as Japanese, Spanish...).
Why did you decide to learn them?

- How do you compare studying French and studying English?

- Can you recall a piece of French art (film, sculpture, opera, etc.) which has made an impression
on you? Explain.

PAST EXPERIENCE OF LEARNING FRENCH IN THE CLASSROOM AT UNI (with former students)

- How would you describe your proficiency in French?
- What can you remember about studying French at university? How did you experience it?
- Can you recall one lesson or one element of a lesson which was particularly useful to you? Tell
me about it.
- How did you see yourself'in the class (compared to others)?
o in terms of language learning skills or ability?
o in terms of learning style/personality?
- Have you continued studying French after uni? Why/why not? How?
- How has your view of French changed since uni?

ACTUAL EXPERIENCE OF LEARNING FRENCH IN THE CLASSROOM AT UNI (with
undergraduates)

- How would you describe your proficiency in French?
- How do you judge the French class?
- Can you recall one lesson or one element of a lesson which you found particularly useful? Tell
me about it.
- How do you see yourself'in the class (compared to others)?
o in terms of language learning skills or ability?
o in terms of learning style/personality?

- Will you continue studying French after uni? Why/why not? How?
- How has your view of French changed since you started learning it?



THE ABROAD EXPERIENCE (if any)

- Share with me significant experiences you have had whilst being abroad?

- How did it feel living in another culture?

- Have you experienced any fear/discomfort whilst being abroad? Is the way you felt related in
anyway to your personality or to your culture? Please explain.

- Can you recall any particular moment that surprised or annoyed you? Why did you feel this do
you think?

- What made you the happiest when you were abroad?

- How would you like to live in this society?

- Were there anyone you can remember whilst being abroad? Tell me about this person.

C/ LANGUAGE LEARNING PRACTICES
1) Questions related to learning practices (incl. out-of- classroom practices)

- What did you do which was related to the French language recently? (In your LLH, you
mentioned......)
- (How do you study French out of schooling context?)

- Are there any issues linked to French which you are particularly curious about and would like to
learn about?

- Do you engage with French (culture or otherwise) outside the classroom? How? How do these
activities compare with the ones in class?

- Can you recall any French art (film, sculpture, opera, etc.) which made an impression on you?
Explain.

- How is learning French similar or different from learning English?

2) Questions related to how learners understand French learning in their context; how they use it

- (You mentioned friends/family who are also learning French). Who do you use French with?

- Do you communicate with people from different cultural or linguistic origin? Where? How? Tell
me about an exchange.

- Tell me about a foreigner you met in HK or abroad who made an impression on you.

- Do you use French in HK outside the classroom?

- Where can you hear French in HK?

- Inyour opinion, is speaking French useful in HK?

- How is learning French seen among young people in HK today?

- How does that compare to other languages ?



Appendix 7a - Second interview researcher’s guide

Section 1: Building on 1% interview and/or last meeting + exploring the techno-linguistic report

A/ Catching up. For example:

- What has happened since we last met in terms of French and in your life? (e.g. what
about this new job? What about your new French class? How about the French class
environment? Your classmates? The teacher?

- Tell me about your motivation to learn French at the moment?

- What are you doing (currently/after class) in relation to learning French (directly or
indirectly)?

- How was your latest trip to.../your last holiday?

- Did you have new ideas about your studies/future/job, etc. since last time we met? What
triggered them?

- Any resolutions for this year?

B/ Probing techno-linguistic report answers. For example:

- In your techno-linguistic report, you wrote....

- You also mentioned.... In what ways/ why/ can you explain....

- Who told you about this website/youtube channel/blog, etc.? Why do you follow this one
in particular? How do you use it? What do you especially like about it?

- Tell me about this exchange on FB/IG....7

- Who do you target by using some French in this caption/post?

- Do you use the FRENCHINHK IG account? If no, why not?

- What do you think about it? Do you use any other IG accounts related to France or
French? Which ones? Why?

Section 2: Exploring “Frenchness”

A/ FRENCHINHK FB group (Participants were asked to look back at the various posts
(discussions and photos) in the FB group “FRENCHINK”)

1. Introductory question: What would you do if you could speak French?

Questions:

2a. Look back at the pictures and discussions shared in this group in October/November 2015
and share any particular reaction you may have had when seeing these posts even if you did not
contribute any comment or “likes”.

2b. Which of the picture(s) shown in the FRENCHINHK group would you associate the most
with French language/culture? Explain why.



2c¢. Which picture would you DEFINITELY NOT associate with French culture? Why?

2d. What is your personal view of what represents “Frenchness”? (refer back to pictures if
necessary)

B. Questions about the idea of the French language compared to other languages: How
participants see DIFFERENT LANGUAGES

Task: Use your own adjectives (or the list of adjectives below) to describe each language. The
same adjective can be re-used as many times as you want.

USEFUL/ BLAND/ATTRACTIVE/ DIFFICULT/ EASY/ BEAUTIFUL/ UGLY/

FUNNY/ SERIOUS/ FRIENDLY/ PRESTIGIOUS (+ add your own)

Language | Chosen adjective(s) | Notes about your choice
Cantonese
Mandarin
English
French
German
Spanish
Japanese

Possible follow-up questions:

1. Tell me about the adjectives you have chosen for these languages (-> probe what
participants mean exactly i.e. any image/sound/etc. associations)

2. Which ones do you consider positive adjectives? Are there any negative adjectives in the
list?

3. Do you feel that some of these languages are more feminine or masculine than others?

4. You have re-started (or are continuing) studying French, have your feelings for French
changed over time? In what way(s)?

5. Do you think learning French has changed you? In what ways?

6. Do you feel you are different when you are using different languages e.g. French,

Cantonese or English?

7. What are the advantages of knowing some French in HK? How do HK people see you
when you say you know some French?

8. If you wanted to study another language, which one would you choose? Why?

C. Questions about the idea of French culture compared to other cultures => How do participants
see DIFFERENT CULTURES

Task: Think about adjectives you would link to the cultures in the table below. Use your own
adjectives.



Culture Chosen adjective(s) | Notes about your choice
HK

Mainland China
English

French

German
Spanish
Japanese

Possible follow-up questions:

9. Tell me about the adjectives you have chosen for these languages (-> probe what
participants mean exactly i.e. any image/sound/etc. associations)

10. How would you compare French culture to your own culture? (Are there any similarities
between HK and French cultures? Any differences?)

11. When you visited France (or in HK, when you see French people), what did you think
about the French culture? Please explain.

12. Was your perception different before you went to France i.e. has your perception
changed?

13. How is being associated with the French culture different to being associated with
another culture (e.g. Japanese, German, Spanish, English)?

14. Is knowing French helping you in your social life?

Further exploration: how participants fit in their own culture

15. How do you feel you fit in in your own culture?
16. What do you like about your culture?
17. What bothers you in your culture?

D/ Exploring participants’ sense of “personal style”

Questions:

- (TASK BEFORE INTERVIEW): Which pictures 2/3 pictures/postings did you select on your
FB account which:

a) give an idea of who you are particularly well; or
b) give an idea of who you want to be or do in life particularly well.

18.  How would you describe your style? (e.g. in clothes/ music/ lifestyle, other...; e.g. brands
likely to buy; shops, etc.)
19. What do you think of your style compared to other people?



20. What does your style most resemble (e.g.in fashion/ stars/ music/ films...)?
21. What kind of people do you feel most attracted to? Why?
22. What do you see as French style?

E/ Questions linked to postings on FB or IG personal status (my selection of pictures):

-> Why did you post this picture?
-> What does this picture/album say about you?
-> Why did you decide to use French in this comment?

DEBRIEFING:

28. Why did you agree to take part in the second phase of the research project?
29. Have you benefited from this interview? In what way(s)?



Appendix 7b - Second interview (participants’ preparation task)

During the second interview, I will explore in more details what learning French means to you as
an individual in the context of Hong Kong.

To prepare for the interview, please take a look at the list of questions below and think about
your answers. You don’t need to send me back this sheet, but I hope you will be able to give
these questions some time and serious thoughts so that our interview can be fruitful. Merci ©.

A. Introductory questions:

1. What would you do if you could speak French fluently?
2. Questions about the FRENCHINHK FB group:

Take some time to look back at the various posts (discussions and photos) in the FB group
“FRENCHINK”.

a. To start with, look back at the pictures and discussions shared in this group in
October/November 2015 and share any particular reaction you may have had when
seeing these posts even if you did not contribute any comment or “likes”.

b. Following on this:

» Which of the picture(s) shown in the FRENCHINHK group would you
associate the most with French language/culture? Be prepared to explain
why.

» Which picture(s) would you DEFINITELY NOT associate with French
culture. Why?

» Where do you think the associations you made with French
language/culture might be coming from?

B. Questions about the idea of the French language compared to other languages

» How do you see DIFFERENT LANGUAGES?

Use your own adjectives (if not, you can use the list of adjectives below) to describe each
language. The same adjective can be re-used as many times as you want.

USEFUL/ BLAND/ATTRACTIVE/ DIFFICULT/ EASY/ BEAUTIFUL/ UGLY/
FUNNY/ SERIOUS/ FRIENDLY/ PRESTIGIOUS (+ add your own)

Language | Chosen adjective(s) | Notes about your choice
Cantonese
Mandarin
English
French
German
Spanish




\ Japanese \ \

Prepare to explain what made you choose these adjectives.

C. Questions about the idea of French culture compared to other cultures

=> How do you see DIFFERENT CULTURES?

Think about adjectives you would link to the cultures in the table below. Use your own
adjectives.

Culture Chosen adjective(s) | Notes about your choice
HK

Mainland China
English

French

German
Spanish
Japanese

Prepare to explain what made you choose these adjectives.

D. Your style

- How would you describe your style? (e.g. in clothes/ music/ lifestyle, other...)
- Can you explain how your style is different from others?

- What does your style most resemble (e.g. in fashion/ stars/ music/ films...)?

- What kind of people do you feel most attracted to? Why?

- Look back at your FB status and pick two or three postings you would like to tell me about
either because:

e They give an idea of who you are particularly well; or
e They give an idea of who you want to be in life particularly well.

A tres bientot !



Appendix 8 - Third interview questionnaire with IC — May 2016

Aims of third interview:

O

Take more time to explore further a theme which seemed was not exhausted because of
either poor interviewing techniques, time constraints or other factors during the

Interviews;

Explore how interviewees’ views might have changed and why, and thus explore the
question of identity in continuous movement;
Clarify unclear points;

Give an opportunity for interviewees to revisit their answer.

I. CHECKING FACTS

IC

Language
Studies
(English)

Pre-uni: /
Uni: 2
beginner
level
courses
Post-uni: /

Uni summer
programme
in England
(1 month);
summer
course in
France (1
week?);
several trips
to Europe
for work

C

Mother

tongue:
C

Japanese
Italian

Mother: C

Father: C

Catching up on news:

- How is the training going on?

o Have you trained people with the new system yet?

o Any feedback about your training skills?
- News from her trip to Europe and Shanghai.
o Any interesting experience in terms of encounters or insights after your trip to the UK

and to the North?

o Any new feelings about China after your trip?

I1. REVISITING PAST INTERVIEWS

Beliefs and attitudes (including about language, learning and culture)

Languages

- In the second interview and in your techno-linguistic report, you mentioned that using French
would be to express “inner feelings” i.e. use French as a “less widely accessed” language to
express my inner feeling online

o What does “inner feeling” mean? Can you give an example?




o Any example of French language use recently?
In the 2" interview, you mentioned that you had decided to post bi-lingual posts on FB to inform
her foreign friends (incl. me) of what is happening in HK.

o Have you continued doing so? Why/why not?

What are your thoughts about Cantonese vs. Mandarin in HK schools?

Cultures

In the 2" interview, we discussed HK culture and you said HK culture was “very closed” and that
it was hard to “promote it to outsiders” and that’s why Hongkongish culture is not “really
appreciated by sophisticated people”

o Who are these people?

o What do you think outsiders are interested about in HK?

o Why did you say it was hard to promote HK culture?

What would main points of difference be between French and HK cultures?
What about similarities between HK and France cultures?
What bothers you in HK culture?
o In the first interview, you mentioned that you were “not a Chinese traditional person” and
that you were “quite o-p-e-n in terms of thoughts”
o In the 2" interview, you mentioned working for xxx gives you the opportunity to be
open. Does this mean you prefer working for a foreign boss than a Chinese boss or
organization?

In the second interview, you mentioned that young HK people were more “confident in
performing in front of people” in the street.
o Tell me about this.

Language practices:

In your techno-linguistic report, you said that you might mix English with French.

o Why would you do this?

o Do you have any examples of this recently?
How is mixing languages seen in HK society (e.g. by teachers at school)?
In the second interview, you mentioned that in HK, “ local people” would code-mix “between
English and Cantonese in HK” but “Mainland immigrant won’t so you can differentiate between
how localized you are in a particular country or language”

o Can you explain what this means more precisely?

o How about Mainland Chinese who also know English, they might use some English too?

Self/identity

In the 2™ interview, you mentioned that in a crowd of people from different nationalities, you felt
less outgoing than most of them.

o Has this changed?
You said that feeling less outgoing made you think you wouldn’t quite like or be ready to live
abroad.



o Has this changed?
- You said that sometimes it was the “diverse cultures” which made you a little lost.
Can you explain?
Does knowing French help you socially abroad?
How about in HK, do you hang out with mixed-cultural groups?
How does it feel compared to when you do the same abroad?

o O O O

- Discrimination in HK:
o Inthe first interview, you mentioned that there is a lot of discrimination against Mainland
Chinese.

= What about Mainland Chinese who can use and speak Cantonese?

o You mentioned in the first interview that you have experienced a feeling of
discrimination during your travels (e.g. in Italy) because people viewed you as Chinese.
Have you felt discriminated against during your recent travels?

o In the first interview, you said that you recalled that you wished that you could live
abroad. You said “at that time I’'m 100% certain that [ wish I could stay”.

* During the inquiry, you said that many things had made you change your mind
including discrimination? Is this one of the reasons why you don’t want to live
abroad anymore ? Please elaborate your feelings about living abroad.

- How would you describe your identity?

o After the 2" interview, you shared with me that you didn’t see yourself working abroad
and resented being asked “Where do you see yourself in 10 years?.

*  Why did you take this comment so personally, do you think?

* How do you see your situation in HK in the future?

Imagined self

- What effect would speaking French fluently have on your life?
- Would you be different living in a French-environment? Can you imagine how ?

1. LONGITUDINAL ASPECT OF THE LEARNING FRENCH EXPERIENCE

1. Motivation

a. Have you seen any movies or done anything recently related to French language or
French culture?

Have you met new people who are connected to French language or culture?

Have your views about French language and culture changed since we started the study?
i.e. Has anything happened that may have changed your view ?

How has your motivation for learning French evolved throughout the study?

Do you think it might be possible that you one day won’t recognize French words at all?
What would you say knowing French has brought you?

Do you hear more French in HK since we started the study one year ago?

oo

@ e o

2. Tell me about your plans for the future.
a. In the second interview, you mentioned that at the moment, it wasn’t the “critical
moment” to learn French. What would a “critical moment” be?
b. Any plans linked to learning French or visiting a French-speaking country (In the near
future? In the far future?).



Appendix 9 - Transcription guidelines for all transcribers

Source: Adapted from Kvale (2007, “Transcribing Interviews”, p. 9 of 15 (SAGE online); adapted from
Have (1999).

To ensure a high degree of reliability between the transcribers, I would like you to follow the following
transcription guidelines:

General:

- Do a“verbatim” transcription. This means that all the words need to be transcribed including
hesitations, pauses, etc. (see transcription convention below).

- As a guideline, one hour of recording should take about 8 hours to transcribe.

- Use the letter R for the Researcher’s turns and the initial of the participant’s pseudonym for the
participant’s turns)

- Format: single-spaced; double space between turns.

- Asa guideline, 1 hour of transcription represents between 20 to 25 single-spaced pages.

-> See the example of a 8.21-minute transcribed section for Yasmina (provided)




Transcription convention:

... three dots > a tiny ‘gap’ within or between utterances

(pause) > more noticeable pause

? interrogation mark > Rising intonation in interrogative sentences/utterances
I exclamation mark > Falling tone; Exclamations e.g Yeah!

word underscoring > stress (via pitch and/or amplitude).

WORD Upper case > LOUD sounds relative to the surrounding talk.
(?) > incomprehensible

(()) > Double parentheses indicate the transcriber's descriptions rather than transcriptions. E.g. ((hums the
tune)) ((adjusts the recording)) etc.

@@@ > Laughter -> the amount of @ roughly indicates the relative duration of laughter
* word * > transcriber’s best guess of the words of speaker

Hmmm > used when a sound signaling either approval or active listening is heard.

Euh > used when a sound showing hesitation within or between utterances is used.

Italics > for foreign word e.g. in French such as Bonjour

Also:
. full stops > use full stops if you judge there’s a natural break in the utterance.
, commas > use commas if you judge they improve the readibility of a sentence/utterance.

“ phrase/word” > use quotation marks to make clearer the fact that the speaker is quoting someone or
herself/himself




Appendix 10 - My techno-linguistic report: Summary of technologies used for learning the
foreign languages in my life

A techno-linguistic report consists of recording the various technologies you have been using
throughout your life to learn foreign languages. This might include technologies used in-
school/college (such as Moodle, Web-CT, email, blog, mobile phones, apps, social networks,
etc.) and out-of-school in your spare time (such as mobile phones, blog, social networks, apps,
YouTube, Vimeo, etc.).

Please fill in the table below. When you have done this, please answer the questions in section 2
with as many details as possible. Thank you.

1. Table: My techno-linguistic diary

My Technologies I often use/’ve used (be | Technologies I use/’ve used sometimes
languages | precise and briefly state what for e.g. | (be precise and briefly state what for
for homework) e.g. for homework)
Mandarin | In school: In school:
Out-of-school: Out-of-school:
In school: In school:

English | Out-of-school: | Out-of-school:

In school: In school:
French | Out-of-school: | Out-of-school:

Other language (specify): | In school: In school:
Out-of-school: | Out-of-school:

2. Questions related to your techno-linguistic report

a) What are the websites you often visit* to learn English? And which ones to you visit to learn
French? Please provide the links and also briefly describe the functions of these websites.

*Please note that “visiting” means going to the website, but not necessarily contributing to it.

Websites for learning English Websites for learning French
Websites | Name + | Function (e.g. Name + | Function (e.g.
often visit link: spellchecker; interactive link: spellchecker; interactive
game, etc.) game, etc.)
1. 1.
2. 2.
3. 3.

Table 1: Websites visited for learning English and French



b) What are the sites you contribute/have contributed to* in order to assist you in learning
English and French? And how and how often do you contribute to each of those websites?

*Please note that “contribute” means that you actively participate by posting comments, videos,
photos or in other ways (e.g. chats or Skype-type video conversations).

Websites for learning English

Websites for learning French

Websites 1
contribute/’ve
contributed to
(provide the
name + link)

Name + link: | How and often do Name + link: | How often do you
you contribute? (e.g. contribute? (e.g. post
post photos & photos & videos;
videos; almost every almost every day)
day)

1. 1.

2. 2.

3. 3

Table 2: Websites I contribute(d) to for learning English and French

c) Please answer the following questions:

e What News Feed do you subscribe to from French learning websites or French-related
websites (on FB, Twitter or other platforms; please specify)?

e Which website(s) do you enjoy posting most on? Please explain why.

¢ Do you use the French language on any of these websites? Which ones? Give the names
of the websites as well as examples of what you have written.

e Regarding your social media postings, do you write in French? What have you written,
for example?

e Why use French in some of your postings? Please explain.

¢ Any interesting experience in posting status updates in French on

Facebook/blogging/Instagram/Twitter, etc.? Please explain.




Appendix 11 - SURVEY OF PERSONAL INFORMATION (strictly confidential)

Before answering this form, please note that confidentiality and anonymity are taken seriously in
this study. This form will be safely stored with no one other than me having access to it. Also,
your name will not appear again in other information I will collect from you.

1. Name: (English) (Chinese)

2. Mobile phone number: 3. Email:

4. Age:

5. Student at university*:

Major: Minor:
Year of you graduated:

6. Place of birth*: Hong Kong Mainland China Other:

7. How long have you been living in Hong Kong:

8. Are your parents currently living in HK?* Yes No

If yes, how long have they lived in HK?

9. What is your mother tongue*?

Cantonese Putonghua English Other:

10. What language(s) do you use at home*?

Cantonese Putonghua English Other:

11. What languages do your parents know*? (You may choose more than one option)

a. Mother: Cantonese Putonghua English Other:

b. Father : Cantonese Putonghua English Other:

12. Please rate your parents’ overall English language ability (please tick the correct answer):
Does not Very weak | Weak Fairly Fluent | Fluentasa
speak it at fluent native
all speaker

Mother’s

ability

Father’s

ability

13. Please fill in the information about the secondary school(s) you attended.

Form(s) | Name of secondary school(s) Medium of instruction
English Cantonese Putonghua
English Cantonese Putonghua
English Cantonese Putonghua
English Cantonese Putonghua




14. Please name the English Examination(s) you took prior to entering University (could be DSE
or [ELTS or something else) and the grade you received (A, B, C, D, etc. or if a number, state
total. e.g.: 4/5):

Name of Where did you take it When did you Grade you received
examination (Please circle your answer) | take it

Hong Mainland China

Kong

Hong Mainland China

Kong

15. How long have you studied French*?
One semester Two semesters/ 1 year 2 years 3 years Other:

16. If you have studied French before (even a little), where did you study? Please provide some
details below:

Names of place(s) Year(s) courses Number of hours per
are/were taken week
(e.g. 2012) (e.g. 3hrs/week)
University(ies):

Secondary school:

Alliance Frangaise (Hong Kong)

Elsewhere:

17. What is your level in French*?
Beginner Post-beginner Intermediate Higher intermediate Advanced

18. Have you ever studied abroad (including summer exchange)*? Yes No
If YES*:

Where?
When?
For how long?
Did you study French whilst abroad? * Yes No

19. Have you ever lived abroad*?  Yes No
If YES*:

Where?
When?




For how long?

20. Which other languages do you know (even if a little)?

How long have you studied them for?

Please specify your level in those languages:

*Please circle the correct answer(s)

Thank you for your participation.



Appendix 12 - Summary of the different phases of participant recruitment and field texts collection

The table below presents the timeframe for recruiting participants as well as the timeline for collecting the
LLH and techno-linguistic reports as well as interviewing (including the three interviews and the interim
research text interview i.e. IRT interview)

Apr. Sep. [Nov. Jun. to|]Aug.

Stages of data collection fan. to to Jun o o Dec. ;1111)- ° ?:Iliy © May |Jul. to
s Apr. 2015 h015 Oct. [Dec. [2015 201-6 201.6 2017 [2017 |Sep.
2015 2015 h017

Observing a French beginner class
at a local Hong Kong university

First stage of recruitment of
volunteer participants among
former student population (9
volunteers)

end

Collecting LLH from former student N
volunteers

First interview with former student N
volunteers

Observing two French beginner
classes at two Hong Kong local \
universities

Recruitment of volunteer
participants from the
undergraduate classes at 2 Hong
Kong universities (11 volunteers)

end

Collecting LLH from undergraduate N
volunteers

First interview with undergraduate N
volunteers

Recruitment of participants to
take part in the rest of the study end
(6 former sts; 6 undergrad = 12)

Collecting techno-linguistic reports N
from the 12 participants

Second interview (12 participants) N

Third interview (12 participants) N

Selection of 4 participants (1
undergrad. + 3 former students) \
for the analytical procedure

Composing an interim research texts N
for the 4 final participants

Interim research text meeting with \
the 4 final participants




Appendix 13 — Longitudinal perspective about language learning in IC’s story

This table shows the perspectives observed in IC’s story at the beginning of data collection and after the
IRT meeting. In particular, it shows some changes in her views about language learning.

Data collection period

After IRT meeting

Language learning

‘It was duck-feeding’;

‘Tiring. Tiring. Exhausting.
Mechanic...’

‘I will probably say the passion
to learning language (and
creativity I guess) largely came
from the time we spent at home
- playing with the stuffed
toys...” ‘I am not confident in
speaking in English in public
but I was able to use English
freely at home - that’s what I
would conclude myself the
confidence built up from.’

Yet she said that the ‘classroom
or book is to some extent
necessary’ because grammar is
something ‘that you need to
follow and rules you have to
do... into more systematic

B

way’.

But she realized that the
classroom didn’t teach you
‘how to use the base’ and you
had ‘to discover [it] yourself’.
She added that a base was not
enough because it neither
provided a ‘cultural’
understanding of a situation nor
took into account the need to
‘diversify’ usage according to
the situation: ‘These two cannot
be separated because language
learning is... you can’t say that
language learning it consists of

During the IRT meeting, IC reflected more precisely about her
English language learning experience at school. She came to
the IRT meeting with a graph, which showed she had
intensively thought about this.

First, IC talked about her most recent trip to England at a work
conference. In front of an audience, she said she talked about
changes she had observed in the Hong Kong market in relation
to her line of work. After the conference, IC received a letter
by her line manager ‘criticizing’ the way she had spoken. Her
manager’s perception was that she had talked too negatively
about the HK market, which reflected negatively on the
company. In the letter, her line manager invoked the need to
offer positive solutions instead of only criticisms.

IC was deeply shaken after receiving the letter, and she said
this made her reflect about the ‘power of influencing’ and the
importance of language training. She realized that her training
in HK had not been good enough:

-> ‘we didn’t learn anything [about this] in school or
university’

-> ‘it seems I didn’t get any skills to do this’ -> by this she
seemed to mean, learning to persuade without being
aggressive.

She talked about how her nephew who is currently learning
English observing that language training at school has hardly
evolved since she was in school. By contrast, she observed (as
she is training manager) that many things have changed in staff
training in her company since she started working there. For
example, employees can now complete part of the training
online so face-to-face training time can be used more usefully
to address other issues than just regulations.

Earlier in the interview, she had remarked about the need to learn
rules in language learning (e.g. grammar) to build confidence. Now,
she observed that in the real world people were less demanding
about accuracy and that context was more important than accuracy
although schools did not concentrate on that. She compared what she
had learned about language training at school and at work




ABC, it’s a mixture of many
things so I can’t say that doing
these kind of mechanic things
not helped me [...] but what
you learn in the future is not
that kind of base, it’s about the
cultural, it’s about the tone and
intonation, it’s about how you
make use of the word into
another way to achieve
different meanings so... it’s
totally different...’

About her French learning
experience at uni, she said she
realized that language learning
was more than linguistics:

-> ‘actually learning a language
is not something only about a
technical thing, it’s not
something about remembering
about masculine or feminine
form, it’s something about the
culture itself’

= School: ‘We’re knowing the shell of the language but we are
not really learning about the meaning about the language’
=> to her, this was a big gap.

= At work: IC seemed to have gained the confidence to ask
when she didn’t understand the meaning of words or
sentences (she gave the example of asking about Ramadan
during a work meeting); she said that she realized that
although everyone around her was ‘nodding’, most people
around her were in the same boat as her i.e. often local
people don’t understand what is said because they don’t
understand the cultural underlining; yet, they don’t dare
asking questions because this would show their lack of
competence in English.

Following this, IC presented a graph about language learning which
highlighted the importance of self-confidence; she pointed out that
she felt she had missed on confidence-building in her English
education:

‘It’s kind of like a graph of two circles... overlapping together so
I’ve done the spoken training at home and I’ve done all the written
thing at school (i.e. the technicalities of the language) but what I
lacked in the past it’s the confidence in between... to utilize both at
the same time so I think it may... lead me to have a tendency to
further my language study...yeah... I... when I am reading this
[IRT] when I think about myself in the past and that’s why I...I have
a fancy of working with foreign exposure... company because |
thought I was missing the middle part between spoken and written
and the part... middle part overlapping is all about the culture... is
all about... the foreign exposure.... yeah it’s quite cultural !...like
how to utilize what you [have learned in spoken form ->
pragmatics => social process!] or actually what you’ve learned
during the written English learning [classes i.e. at school] may not
be euh commonly used yeah so there may be some more colloquial
or localized use of language so this is something I think I’ve missed
and it takes me to a tendency to further my English study’

-> She finally said that what still motivated her in continuing to
improve her English was ‘to fill that gap between spoken and
written’




Appendix 14 - Summary of the field texts collected during the inquiry

The table below represents the summary of the different field texts collected for each participant
including their date of collection.

*Date = day/month/year (e.g. 10/02.2015)

Field texts

Details of field texts (e.g. number of words; submission or
post date*)

Candice

LLH

1,308 words; text organized freely (27/09/2015)

Techno-linguistic report

1,160 words; open questions answered with a good
amount of detail (26/11/2015)

Interview 1 transcript

8,685 words; interview lasted 1hr30 (7/11/2015)

Interview 2 transcript

13,186 words; interview lasted 2hrs15 (28/01/2016)

Interview 3 transcript

7,052 words; interview lasted 1hr18 (17/05/2016)

Artifacts (e.g. visuals,
objects, postings on social
media, email messages,
pieces of creative writing, art
work, etc.)

- Enquiry into Candice’s FB status:

1) Two postings picked by Candice: a) Searching for
Waldo cartoon (21/03/2015); b) Video from
Operation Christmas Child UK (Angolan boy
receiving shoe box) (18/11/2015)

2) Three photographs picked by me: a) Eiftel Tower
with multilingual graffiti after Paris attacks
(15/11/2015); b) Group photo during exchange in
Switzerland (29/04/2015); Group graduation photo in
HK (20/06/2013)

- Visuals shared on FRENCHINHK FB group: a) IG
posting by Bebe Cave: “Feelin chic af today
(31/10/2015); b) photo OUI/ NON earrings
(1/11/2015); meme with dialogue: “Say Something in
French”, “NO!” (7/11/2015)

- Copies of our exchanges on Messenger (from Oct.
2015 to Apr. 2016) and on IG (from Oct. 2015 to Aug.
2016)

- Various field texts linked to French uni course: a) end-
of French class reflection notes (class task; sem. 1
2015-2016); b) reflective essay after the French course
(assignment; Dec. 2015); three short creative
dialogues in French entitled by Candice: ‘Rex et la
Porte’, ‘La Rose et Le Rossignol’, ‘J’ai un secret’
(homework; Nov. 2015)

Post-interview email (10/11/2015)

Yasmina

LLH

1 ,424 words; text organized freely (22/03/2015)

Techno-linguistic report

1,626 words; open questions answered with a great
amount of detail including prints of nine photos with
captions from her FB status (11/11/2015)

Interview 1 transcript

7,302 words; interview lasted 1hrl1 (2/04/2015); lost 40
mins of recording due to mishandling new iPhone
recorder (made notes straight after the interview about the
missing data: 1,549 words)

Interview 2 transcript

19,490 words; interview lasted 2hrs20 (12/02/2016)

Interview 3 transcript

8,978 words; interview lasted 1hr20 (16/05/2016)




Artifacts (e.g. photographs,
objects, postings on social
media, email messages,
pieces of creative writing, art
work, etc.)

1)

2)

3)

4)

5)

- Enquiry into Yasmina’s FB status:

Two photographs picked by Yasmina: a) Two
girlfriends wearing bed sheets on a trip to Taipei
(6/09/2015); b) Yasmina with girlfriend and ‘peace’
sign in the background (3/01/2014)

Three photographs picked by me: a) Yasmina in Paris
street (10/10/2015); b) Tomb stone of Pierre Langlois
(Fondateur de la Cinématheque et Musée du Cinema)
at Pére Lachaise cemetery, Paris (25/10/2013); ¢)
Yasmina and girlfriend (exchange in French between
them as caption) (26/02/2014)

Visual shared on FRENCHINHK FB group: photo of
two girls busking at Kowloon Tong MTR station
(18/10/2015)

Copies of our Messenger exchanges (from Oct. 2015
to Jan. 2016)

Follow-up email after 1* interview (5/04/2015)

IC

LLH

1,355 words; text organized freely (22/03/2015)

Techno-linguistic report

1,304 words; open questions answered with a good
amount of detail (7/10/2015)

Interview 1 transcript

11,450 words; interview lasted 1hr33 (16/05/2015)

Interview 2 transcript

14,536 words; interview lasted 2hrs15 (20/02/2016)

Interview 3 transcript

9,775 words; interview lasted 1hr08 (29/05/2016)

Artifacts (e.g. photographs,
objects, postings on social
media, email messages,
pieces of creative writing, art
work, etc.)

1)

2)

3)

4)

5)
6)

7)

Enquiry into IC’s FB status:

One posting picked by IC: a) a lengthy reflection on
FB following the Paris 2015 attacks and generic
French flag profile pictures on FB (16/11/2015)
Other element picked as significant by IC: her boss’
comment ‘What will you do in 10 years’ time?’
(during 2™ interview; 20/01/2016)

Three photographs picked by me: a) international
colleagues: a work group photo (4/06/2014); b) Paris
2015 attacks and FB generic French flag profile
pictures (same choice as IC; 16/11/2015); c) a re-post
from the Alliance of H.K Democratic Movement
following Taiwanese presidential elections
(4/02/2016)

Visuals shared on FRENCHINHK FB group: a) A
French Breton ‘galette complete’ (4/10/2015); b)
Mime Marceau as expression of Frenchness
(31/10/2015); c¢) photo of a tram advertising HK
French Film Festival (31/10/2015)

FB post (22/10/2017): McDonald ad with IC’s
comment: ‘omg so French to me!’

Copies of our Messenger exchanges (from Oct. 2013
to March 2016)

Follow-up 2™ interview: Messenger exchange related
to her boss comment: ‘What will you do in 10 years’
time?’ (21/02/2016)




Nicole LLH 1,438 words; organized her text according to suggested

headings (22/03/2015)

Techno-linguistic report 1,795 words; open questions answered with a great
amount of detail including one photo with caption taken
from her FB status (8/12/2015)

Interview 1 transcript 10,892 words; interview lasted 1hr30 (4/04/2015)

Interview 2 transcript 15,392 words; interview lasted 2hrs20 (17/01/2016)

Interview 3 transcript 5,938 words; interview lasted 1hr08 (21/05/2016)

Artifacts (e.g. photographs, - Enquiry into Nicole’s FB status:

objects, postings on social 1)  Three postings picked by Nicole: a) ‘There was a

media, email messages, young lady’ poem (1/01/2008); b) Photo of Nicole

pieces of creative writing, art with her painting ‘There was a young lady’

work, etc.) (4/01/2014); c¢) Group photo of fundraising team with

cheque of 75000HKS$ (12/06/2015)

2)  Three photographs picked by me: a); b); ¢) (same
as Nicole)

3)  Visual shared on FRENCHINHK FB group: none

4)  Visuals sent via WhatsApp to illustrate comments
in 2" interview about French being ‘bold’
(23/09/2017)

5)  Copies of our Messenger exchanges (from Apr.
2011 to Jan. 2016)

6)  Follow-up emails: a) Follow-up email after 2™
interview (28/02/2016); b) Two web links to explain
the fundraising activities she organized for her
company (24/05/2016); c) Message about her interim
research text just before meeting to discuss it
(27/08/2017)

Field 1) Post-interview reflections about each participant. In
notes total, I wrote twelve detailed post-interview

from me reflections.

as the 2) Detailed notes about participants’ Facebook postings
researcher in preparation for 2™ interview (I called these notes,

‘FB enquiry’)

3) Personalized interview questionnaire and notes for
each participant in preparation for 3™ interview

4) My postings in the FRENCHINHK Facebook group
i.e. 31 visuals (including photos and video links)

5) Researcher memos: a) ‘My experience of autonomy’
(217 words; February 2015); b) ‘Identity’ (3,512
words; April 2015); c) ‘French identity’ (1,708 words;
21 May 2015); d) ‘The influence of others in
positioning my identity’ (261 words; undated).

6) Various notes and reflections about the progress of my
study in a series of notebooks I carried everywhere
with me




Appendix 15 — A sequence of major events in IC’s life

The table below presents major events in IC’s life in connection to contextual issues and consequences,
which represents my first attempt at reconstructing her story in note-form.

‘It was duck-feeding’;
‘Tiring. Tiring.
Exhausting. Mechanic...’

Sequence Contextual issues Consequences

(chronological)

1. Learning The ways she was This may have spurred the desire to engage with
English at taught English at English differently. At home, she invented
primary school | school: creative games (incl. role playing and watching

Sesame Street on TV every day) with her sister:

-> ‘I will probably say the passion to learning
language (and creativity I guess) largely came from
the time we spent at home’

-> This made her realize that the classroom didn’t
teach you ‘how to use the base’ and you had ‘to
discover [it] yourself’

=> Transition point

2. Learning
English at
secondary
school

Three role models in her
life (a secondary school
teacher, the President of
her university and one of
her bosses)

a. IC said they made her ‘more all-rounded
in terms of thinking’ and widened her
horizon.

b. She credits a secondary school teacher in
particular for:

-> Her decision to engage in independent
learning activities during her summer holidays
(learned Japanese, web design, astrology, feng shui)
i.e. IC as a self-learner, an explorer of knowledge
-> The orientation of her undergraduate studies
=> Transition point

- “ when [ was small I just... I thought I would be
some of... sort of... ... professional person...
designing house, building things’

- She changed her choice of topic from graphic
design to English: ‘if you study language you can
do whatever you want as long as you can express
yourself freely’

-> The role of language learning: ‘the more
language you learn the more... the easier you
understand the rest of the world apart from your
place [...] people who are able to speak different
language([s] are having a broader sense in looking at
things because language[s] do making you look at
things differently’

3. Uni

Enrolling in a variety of
classes (especially
language classes) helped
her increase her
perspective &
knowledge:

a. Apart from continuing to improve her
English, IC started to learn French though she
said she had ‘no ambition” when choosing to learn
a ‘little language’ such as French or Japanese to
become ‘very serious’ about learning it; all she was
aiming at was to satisfy an interest.

b. Through learning French




-> University is ‘the time
to expose yourself more’
-> ‘when [ went to work
and I share my university
life with my other
colleagues... I said that I
learned a lot of things
there, I learned French, I
learned Tai Chi, I learned
cinema, I learned movie
studying...’

-> IC realized that language learning is not only
about linguistics:

- ‘actually learning a language is not something
only about a technical thing, it’s not something
about remembering about masculine or feminine
form, it’s something about the culture itself’

- ‘I studied French and I feel very interest[ed] and I
studied cinema studies and I knew Frangois
Truffaut and he would become one of my favorite
directors...it’s interrelated somehow which made
me to go to France’

-> She also gained new perspectives on her own
culture:

- French people are ‘open-minded’ and ‘proud of
their culture’

- ‘French culture is more easy-going... it’s more
open for ideas’ ‘more oriented to arts’. By contrast,
Hong Kong’s focus on ‘practical benefit’, and
making money [‘if... not able to make money why
bother doing it’]

-> Yet French and HK cultures have in common
that ‘they are both...having their own popular
culture... same as Hong Kong popular culture they
[the French] have their unique way of presenting
themselves’

4. Work for a
Japanese then,
an
international
British
company

Learning to fit in a
different cultural work
environment =>
Transition point

a. Gaining new perspectives through
international exposure during meetings, trainings,
socializing moments + learning about different
work cultures:

-> British managers ‘will talk something else apart
from jobs’

-> But HK Chinese managers ‘don’t feel we have
time to talk about non-work stuff because it’s busy
it’s working time’

b. Also learned about herself:

-> Realized the importance of being more open:
- In the past IC tended to be ‘cool, distant... not
very friendly’ with people, but she is learning to be
more interested in people: it’s ‘part of relationship
building’ and ‘very important' in human lives’, and
it can ‘facilitate your work’ and help you ‘to know
more about each other’

-> But there are difficulties:

- ‘I sometimes may not be able to join the
conversation or [ may not be able to describe that
into very entertaining way’

- ‘I’m just thinking if my personality is still really
outgoing enough to...be working in a very
diversified culture...’

5. The
increasing
presence of

Changing socio-political
landscape in HK

-> [mportant transition
point in IC’s story

a. Negative perceptions of mainland Chinese
culture and Mandarin language:

-> ‘Mandarin is just an official language it's not
really a language associated with a culture so as far




Mainland
China in HK

as [ understand in Chinese history, China is a area
with...different races or... different ethnic groups or
different...areas of people who speak their own
language or dialects... and Mandarin is just a way
to unify’

-> Mainland Chinese are ‘rude to our Hong Kong
culture actually, it's rude to our area actually.
...they' re not respecting others' culture’

Including economic and social issues:

-> Mainland Chinese in HK: ‘I’ll consider they are
getting the job from us...’

-> ‘everyone is equal but some are more equal than
others’

b. Increased appreciation of Cantonese culture
and language:

-> ‘We welcome different cultures...to be in our
society, we love to embrace...good culture positive
culture from...other areas...’

-> Hong Kong people are ‘flexible’, ‘willing to try
new things’ and ‘open-mind[ed]’

-> Hong Kong people didn’t mind changing
environment (‘moving [on]’)

-> Cantonese is ‘full of variety’, with a ‘very high
degree of adaptability’, ‘playful’ and ‘funny’, albeit
‘difficult’

c. Yet problems in communicating to others
what HK culture is:

-> ‘we are also born in Hong Kong and we
understand Hong Kong culture, but when we trying
to promote it to other it’s always hard. Because first
it’s a popular culture, it’s not highly appreciated by
sophisticated people’

-> The use of Kongish (mix of Cantonese &
English) is a way to differentiate HK from the
Mainland: “it’s to distinguish between local Hong
Kongese and immigrants’

-> ‘the westerner regard Chinese culture in a very
surface way’

-> Having to explain HK to foreigners: ‘I
will...we’ll [take] some time to explain the
difference between HK and China’

6. The Future

Difficulty in imagining
the future for several
reasons:

a. Socio-political
considerations:

-> ‘it is my hometown I
don't see why I have to go
because of threat...’

->‘l don’t want to say I’ll
move out because ...l
know Hong Kong is

a. Linked to the socio-political environment, IC
sees staying in HK as a way ‘to contribute’:

-> ‘It is about what I am ... behaving to contribute
or what I am taking actions to contribute to this
society [...] I don’t know maybe just move out or
something else, it is not the right way to contribute
to the society you are...being raised by’

-> ‘And plus...it is my home somehow I'm still
insisting that why I have to leave my place to
somebody from outside make my home...worse?
((laugh)) there’s no reason for that, so from this
moment I will have the same feeling about last time




getting worse so I’ll move
out no’

b. Other considerations:
-> ‘In the past [ have
quite a strong eager or
strong will if I can move
to overseas to work and
the States will be great!’
-> ‘I’m getting old and...
I start realizing that [am 1]
really... capable to cope
with the cultural diversity
or the cultural difference
between Chinese and
Western style?’

-> ‘[1] don’t think
overseas is as good as you
expect because they’re
still competition and the
competitions are more
furious because you are
not competing with
Chinese mainland locals
but you’re competing any
people from European
countries or rest of the
world...’

->‘So... and
discrimination is getting
more serious and serious,
towards Chinese?’

¢. Also, IC now sees
herself at the junction of
two worlds:

-> ‘I have a
different...point of view
of this... because I think
more Westernized or [
think more greedy or I
think it is the basic right
[...] we [HK people] are
very good, to the
employers sometimes, but
we sometimes forget our
rights’

that I’'m...happy to be here and I want this place to
be better and better, not by moving out but staying
here. Maybe influence in a positive way to the next
generation’

But she faces a dilemma:

-> ‘I really don’t know... I want to stay in Hong
Kong, but on the other hand I can’t see Hong Kong
is a better place to stay, or for my retirement.’

b. Throughout this questioning, her identity as a
HK person is reaffirmed:

-> ‘I will use the word local I understand what
peoples are referring [to] when they talk about
some secret codes in Cantonese...so...pure local
Hong Kongese I’d say’

-> They asked “Where are you from?” and “We’re
from HK” and then “Yeah, it’s China... it’s part of
China!” “No, it’s not part of China!” (dramatic
voice) blablabla like this... so we have a strong
identity... myself yeah’

c. But her identity as IC is more complex:

-> ‘I’m not a Chinese traditional person yeah...
...I’m quite o-p-e-n (said slowly) in terms of
thoughts yeah... positively I'm opened to change’
-> ‘I can, behave like a very Western [person] but
dress like a very Japanese for example’

-> ‘I'm born in Hong Kong and I'm born to be a
multicultural person. So my lifestyle is totally a
mixture...’

-> “for lifestyle, I think it's a mix of Hong Kongish
and Western’

d. The way French fits into IC’s identity
definition:

-> In her British company, IC used French
alongside English with her HK-Scottish boss who
spent time in France: “Au revoir” “Bonjour”
“How does it feel? ... Comme ci-comme ¢a’.

-> She said about this practice: ‘yeah... it makes
your language into more fun, it puts more elements
into it and makes it more... diverse...’

-> Thus, using French alongside English is a way to
assert her difference as a person, but it also serves
to affirm her identity as a Hongkonger: ‘if it is the
way that [British people] speak ... then it is... just
like code mix between English and ...Cantonese in
HK ... but for example like Mainland immigrant ...
they won’t so... so you can differentiate between
how localized you are’

-> In this way IC cannot imagine giving up learning
languages: ‘... my language study journey didn’t
stop, and will never stop as it is always interesting
to me.’




Appendix 16 — Instructions regarding what to do with the Interim Research Text (IRT) before the
IRT meeting

Dear

As discussed, attached is a tentative narrative account put together and organized according to my
perception of your story. It is based on any or all of the following: our interviews, your language learner
history, your techno-linguistic report, emails or messages on WhatsApp and/or Messenger, comments on
the FRENCHINHK Facebook group postings or on the Instagram account @frenchinhk, and notes I made
during the time I collected data from you between 2015 and 2016. The quotes come from these data
sources.

This document will be the basis of our next and last meeting towards the end of August. I will be back in
HK on 19 August. Please let me know any convenient time for you between Monday 21 August and the
first week of September.

I would like you to read the narrative carefully and make notes of any comments, questions or
observations you have. The purpose of the meeting is to talk about your perceptions of this version of
your narrative account.

Please feel free to make as few or as many notes as you feel necessary. I have not set a time for the length
of the interview, but a rough guideline would be between one hour and one hour and a half. This meeting
will be recorded so that I can go back on points we discussed.

I look forward to seeing you soon.

A bientot

Lorraine



Appendix 17 - IRT SENT TO IC + NOTES DURING AND AFTER THE IRT
MEETING

IRT SENT TO IC:

IC and me

My meetings with IC

Learning English : creative games

Learning English at primary school

Secondary school

IC the-self-learner, the explorer

Uni and learning French: ‘the time to expose yourself more’
Knowing French is to know English better and it is to be ‘more localized’
9. French: ‘it’s like a secret code’

10. What learning French means for IC: other reasons

11. Views of French language and culture

12. A sense of self

13. Gaining new perspectives through international exposure
14. Work : a further revelator of self

15. IC’s attachment to HK

16. IC’s concern about Hong Kong’s future

17. Mainland China in IC’s stories

18. Economic and social issues

19. The meaning of Cantonese in IC’s life

20. IC’s view regarding her identity

XNk W=

1. IC and me

IC was 27 at the time of the research between April 2015 and June 2016.

I met IC for the first time in the academic year 2006-2007 when she enrolled in my
French beginner non-credit bearing classes during the second year of her English
major undergraduate degree studies at a Hong Kong university. At the end of that
year, she took part in a one-month summer programme in England before going to
France, where she studied French for a week in an intensive summer course at
Alliance Frangaise (AF) in Paris. She has traveled since several times to Europe for
work.

Commented [Ld1]: IC remarked that a lot of time had
passed since I collected my data suggesting that a lot of
things had changed and that she didn’t see things in the
same way now: ‘I'm 31 now and it’s been so long!’ so some
of the points may have evolved ‘so it’s quite hard to
capture’ the reality. A lot of things have changed.



After graduating in June 2008, IC’s first job was with a popular and well-established
supplementary education provider in Hong Kong, where she started as a teaching
assistant in one of the franchised centres. After recommendation, she moved to the
Head Office and worked in field development. This involved visiting the company’s
centres to ‘give some advice to make them grow, develop’. Later on, she transferred
to a department that specialized in new franchisee training, and she became a
corporate trainer. Her job involved ‘talking about our exercise, what is our values,
what is the company’s mission, what should franchisee behave’ and supporting new
franchisee intensive operations by, for example, liaising with parents and students to
monitor levels of satisfaction.

IC now works for a well-known British international food chain, as a corporate
trainer. At the time of our first meeting, she was responsible for training new staff in
safety and hygiene regulations, and was also involved in recruiting and interviewing
new staff. IC’s role has recently evolved since her company introduced an e-training
platform in 2016. After attending several training sessions in London, where she was
trained using the new system, she is now responsible for training and monitoring
Hong Kong as well as Shanghai staff. She regularly travels to Shanghai to inspect the
company’s shops as well as recruit and train staff members, informing them about
‘the company’s values’ and about the company’s products. Apart from setting
‘requirements’ and monitoring standards, she also monitors staff development so that
‘the team feels positive working here as a career’.

Whilst starting her professional career, IC also enrolled in a part-time M.A. studies in
Language Studies at another Hong Kong university. She graduated in

IC was born in Hong Kong and has Cantonese-speaking parents. The language they
speak at home is exclusively Cantonese as her parents speak neither Mandarin nor
English. Apart from French, IC also knows a little Japanese - which she learned by
herself - and Italian, which she has picked up during her travels.

2. My meetings with IC

During the research, all my meetings with IC took place in English. My first meeting
with her was in 16 April 2015. It was her day off and a little early, but she said that
she did this anyway on her days off. We had not seen each other for a long time, but
had kept in touch via Facebook. I knew for example that she had recently been to Italy
on holiday and had been to London for work. I commented a couple of times on her
FB status and she responded from time to time.

We were meeting at IC’s suggestion in one of her company’s shops not far from
where she lives, but it was noisy and hot and so after thirty minutes, I suggested that
we move to an outdoor sitting area nearby. We sat down with coffee and cakes, which
IC had insisted to pay for, and we talked for one and a half hours without further
disruption.

Before starting the interview, we talked about her former university for a while as she
keeps in touch with a retired Professor there and knew about the latest gossip and
news. She also knows my husband, who was one of her teachers.



My first impression of her after having seen her only once since she graduated from
university in 2008 was how much she had grown into a professional woman. She
looked nicely groomed and I could observe from the way she addressed the staff at
the café where we met that she had gained self-confidence. She also looked more
mature and had an air of someone who is successful. Other than that, she was as
talkative and vivacious as I remembered her, and our conversation developed easily.

At the end of the interview, during the debriefing when I asked her about her
experience of the interview, she said that it was very interesting for her because I was
asking her questions (such as “Where do you see yourself in 10 years’ time?”’) which
she sometimes asks others in recruitment interviews. She also commented that it was
interesting to go back on events in her life and to look at all the experiences she had
had and actions she took. She felt she had accomplished quite a lot.

Our second meeting was in 20 February 2016 and lasted for two hours and twenty
minutes, which was longer than the original two hours I had asked of her. IC said she
didn’t mind, that she had her whole afternoon free and was happy to see me. IC was
still in Chinese New Year spirits and was meeting her family and relatives later on for
a big family gathering when she was hoping to receive more /ai si (traditional red
packets containing money). I had suggested a hotel lobby, as I thought it might be
quiet. We settled around a cup of tea and cakes.

First we caught up about work and how busy IC was. She was going to the U.K. for a
period of induction training and then was going to visit the Northern Lights in Iceland
with a friend. She was also going to Shanghai in May to further her training process.
She said she was happy about these plans. As she was telling me all this, I thought
that she was still feeling professionally fulfilled in her job and that she was happy
with her progression in the company.

Our third interview was in 29 May 2016 and lasted a little more than one hour. It took
place in a famous Hong Kong hotel in its well-known café for French patisseries,
called “Café Causette”. This time IC had chosen our meeting place (which she had
tried and tested) and had booked a table for brunch.

IC was her usual dynamic and bubbly self. Before the interview, we talked a little bit
about her dad’s sudden illness (he’s better now) and her recent travels. She had been
away from Hong Kong for a month or so, first to London for a week’s training in
April, then to Rome, Denmark and Iceland. In May she was in Shanghai

During the course of our conversation, I remarked to myself that one characteristic of
IC was her commitment to what she did as well as her sense of purpose: when she set
out to do something, she did it fully. For example, when she decided to take part in
my project, she made herself available, kept in touch and asked questions. For
example, at the end of the interview, she wanted to know more about the progress of
the research including my preliminary findings and themes. When I asked her how the
research project had benefited her, she said that she was really interested in seeing
where it would lead and what it might reveal and also said that she was happy to help.

3. Learning English: creative games



IC’s best memories of learning English are associated with home as well as with
watching the children TV programme ‘Sesame Street’ and playing games in English
with her sister. Reading IC’s language learner history (LLH) and listening to her
speak about her English language activities, I was struck by how these memories still
hold a particular place in IC’s mind; they were vividly recalled and enthusiastically
shared with me.

About Sesame Street, IC wrote in her LLH that she couldn’t finish her homework fast
enough; all she wanted to do was watch her favorite ‘cartoon show’:

‘I switched on the TV, turned to TVB pearl, and wait until I could hear the
song “how to get to Sesame Street...” I don’t know when I was hooked on this
but I was surely fascinated by the characters and the songs, even though I had
no idea on what the characters are talking (or singing) at that time.’

She said however that watching Sesame Street every day had ‘minimal influence on
[her] English’ at school ‘as reflected by school exams’. Yet, she wrote she still
‘enjoyed’ watching the programme and trying to understand ‘what Elmo and Cookie
monster were arguing [about], or how Ernie and Bert make their reconciliation after a
stupid misunderstanding of each other’. She wrote that Sesame Street triggered her
motivation to get a better command of English:

“I can say the show aroused my interest in bettering my English, so that I can
finally understand what they are saying.”

The other activity, which IC described as playing an important role in learning
English, was her soft toy games with her elder sister. Her sister, who was 10 years old
at the time, had been encouraged to help IC with her studies by their parents, who did
not know English. IC described her sister in her LLH as ‘a top student at all times’
and as a ‘good teacher’ who ‘is now working as an accountant, a popular role that
perceived as one of the future-guaranteed jobs in Hong Kong’. The two sisters shared
a deep interest in English. In the first interview, IC said:

‘We share the same thing that we like watching some programmes in English.
Her favorite TV programme is Pride and Prejudice from BBC, she has the
whole set of books in VHS video tapes recorded from TVB Pearl and my
favorite is Sesame street... it is the same way that we emerged ourselves into
English’

The activity the two girls particularly enjoyed was immersing themselves in English
roles and role-playing them. IC would become one of the characters in Sesame Street
and her sister was ‘trying to copy from Pride and Prejudice [...] Mr. Darcy or
something else’. They took this further by inventing English dialogues and role-plays
with ‘a family’ of soft toys, which became very important characters in the English
world they created at home. As a preparation for the first interview, I had asked IC to
bring an object, which symbolized her language learning experience; she brought with
her ‘Frightened Bear’, her favorite soft toys. She described it as one which
represented her side (i.e. not her sister’s side in their conversations and perhaps
arguments) and which she still keeps at home although her mother regularly threatens
to get rid of it. In her LLH, IC wrote:

Commented [Ld2]: IC said that she still watches
YouTube Sesame Street videos to re-experience her happy
childhood memories. She said that Sesame Street had
changed a lot. IC was wondering how children now days
experience Sesame Street because she said that the topics
are quite different and the formula quite different from
when IC was small => richer content now => this is also in
opposition to what she later said about school (see next
comment)



‘I will probably say the passion to learning language (and creativity I guess)
largely came from the time we spent at home - playing with the stuffed toys.
Every night we will have our own stuffed toys - with different character and
with each other - and did role-play having daily conversation - all in English.
We introduced each other the name of the stuffed toys, their personality and
background - all in our imagination. This was the happy moment I had before
my bedtime - and surprisingly I didn’t take English a burden during play.
Whenever I made up some stories about one of my ‘characters’, I tried my
best to describe, sometimes aided with some Cantonese, the happenings
around them.’

In her LLH, she wrote that her language learning activities built her confidence up:

‘I am not confident in speaking in English in public but I was able to use
English freely at home - that’s what I would conclude myself the confidence
built up from.’

4. Learning English at primary school

It was striking to me how IC’s description of learning English by herself and with her
sister through their games, contrasted with what she told me about the ways she was
taught English at school. In her LLH, she wrote that English language homework was
‘only composed of copying sentence or simpler log guessing in grammar questions, as
similar to other conventional duck-feeding primary schools’. She added that even if
this ‘sound[ed] boring’, she was ‘happy with it” because her only target was to
complete her homework as fast as possible so that she would have finished it by the
time Sesame Street started on TV [‘as a homework-completer-only, I was happy with
it’].

In the first interview, when I asked her to describe further her experience of learning
English at school, she said:

‘It’s duck feeding. Textbooks. First half, vocabularies for this chapter. Part B,
grammar. Part C some reading exercise. Part D, it’s a comprehension, it’s a
fill-in the blanks, try to make use of what you learned into this chapter into
one passage, stuff like this. Supplementary exercise would be a small book
bought from... I don’t know where it is, it’s called P.E.U., Practical English
Usage book, full of grammar exercise, you have a grammar table, you have to
do a dictation on grammar table every week and... yeah and try to memorise
every vocabulary, you have to learn the spelling...’

She added however that it was also the way her sister supervised her homework at
home: ‘This is how my sister trained me to get 100% in my dictation as well.” When |
asked her about her feeling towards this way of learning, she answered:

‘Tiring. Tiring. Exhausting. Mechanic and... as long as you know the trick
then you just put yourself into spelling or vocabularies and you put yourself
into memorizing the whole passage, it’s done.’

I wondered if IC associated the activity of learning English more with school learning
or with her language activities at home. When I asked her, she said that the two were
complementary and that the school way provided ‘a base’. However, she added that a
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base was not enough because it neither provided a ‘cultural’ understanding of a
situation nor took into account the need to ‘diversify’ usage according to the situation:

‘These two cannot be separated because language learning is... you can’t say
that language learning it consists of ABC, it’s a mixture of many things so I
can’t say that doing these kind of mechanic things not helped me [...] but
what you learn in the future is not that kind of base, it’s about the cultural, it’s
about the tone and intonation, it’s about how you make use of the word into
another way to achieve different meanings so... it’s totally different...’

Since she had told me so much about her self-learning activities at home, I asked her
what she thought of classroom English learning activities for learning ‘the base’. She
answered that she thought that the ‘classroom or book is to some extent necessary’
because grammar is something ‘that you need to follow and rules you have to do...
into more systematic way’. Yet, she added that the classroom didn’t teach you ‘how
to use the base’ and you had ‘to discover [it] yourself” such as ‘by speaking to
foreigners or by meeting new friends’ and by ‘traveling around to western countries to
discover, to realize how you can make use of the base you’ve learned in your primary
school’.

5. Secondary school

In the first interview, I asked IC if she had any role models. She said that she had
three including a high school teacher, with whom she still keeps in touch. She said
that this was a person who shared ‘a lot of thinking” with them and with whom she
and her classmates ‘could talk to’ and had ‘a relationship” with.

IC wrote in her LLH that her initial idea was to study web design [‘] put

myself to design-related major’] at university. Yet eventually, she chose to be an

English major. When I asked her about this, she told me that she had acted on the
orientation teacher’s recommendation:

‘after result A level is out, my secondary career teacher just put me all into
language subjects because my language subjects [were] relatively better than
the other subjects and what she suggest is if you study language you can do
whatever you want so that’s why “Oh yeah, you’re right!”

Her mother had initially been surprised by her change of mind and had challenged it:
‘Why don’t you decide... why don’t you stick to design, isn’t that what you want?’,
her mother said to her. IC told her mum that study design was something she could
still learn after she graduated and argued for studying English at university in those
terms:

‘language is something... it takes time to immerse yourself so... and [what]
my career teacher says is right: if you study language you can do whatever
you want as long as you can express yourself freely’

IC’s answer somewhat reflected what she had said about the importance of her three
role models in her life, in the first interview. She told me that they had made her
‘more all-rounded in terms of thinking’ and that they had widened her horizons:
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‘you’ll look at different aspects from... on the same issue and it makes you
more “Oh yeah!” you can see the same thing from the other point of angle
and you will feel it ... in another way so you’ll just feeling inspired and
enlightened... really!’

6. IC the-self-learner, the explorer

Perhaps because of the influence of her secondary school teacher who encouraged
her to do ‘a lot of thinking’, IC gave herself the task of devoting her two-month
summer holidays to self-learning, during her secondary school years:

‘When I was in secondary 2... we used to have a summer holiday in every end
of secondary year and during the two months summer holiday I used to go to
the library, pick a topic every year so one year, I study about horoscope which
is very funny, one year I study about website building’

Her self-discipline was displayed in this description of her daily schedule:

‘so when I get up around 10 or 11 I have my late lunch and I spend the whole
afternoon on that particular topic and until 5pm, I watch my cartoon and then,
dinner and then after dinner when I have time I play with my sister with my
toys, if not then I would keep reading books or design my website. Yes.

She also taught herself some Japanese and feng shui in this way. It was the discovery
of website design which prompted her initially to want to study this subject at
university. She had chosen to learn about web design because it was ‘very popular’ at
the time and because she enjoyed doing it, but also because her classmates and high
school teacher’s online comments on her website prompted her to do more. Thus,
something which started out as a ‘commitment’ [‘this is my commitment somehow’],
became a ‘pastime’.

I thought that this creative way of learning out of the classroom, at her own initiative
and for her own interest seemed an endearing trait of IC’s character. Her curiosity and
taste for self-learning had continued at secondary school level since her early English
learning activities at home, at primary level.

7. Uni and learning French: ‘the time to expose yourself more’

IC’s quest to go forward and explore new things continued at university and further.
She enrolled in an English major programme at a local university and then in a M.A.
programme, after having saved for her studies by working for two years. Her
programme of bettering her English skills continues to this day. In the first interview,
she told me that she was learning to use English in a more playful way by learning
colloquial expressions from her Scottish boss in her current job; this made her feel
that she was continuing to progress:

‘I’m confident to express [myself in English]... compared with other working
people around me ... it makes me understand more about language, you can
play a little bit [with] it... yeah because my boss is an English, he’s a Scottish
and... we know a little bit... how d’you say? those kinds of... metaphors?
or... we know a little bit play about English so I think it is a way to express
myself into a more advanced way or into another way’



In the third interview when I asked her what it meant to know several languages in
Hong Kong, IC said it would ‘broaden your way of thinking’ and she added:

‘the more language you learn the more... the easier you understand the rest of
the world apart from your place [...] people who are able to speak different
language[s] are having a broader sense in looking at things because
language[s] do making you look at things differently’

With the same desire to expand her knowledge and discover new things, IC enrolled
in French beginner courses at university:

‘just take French...because the university time is the time to expose yourself
more’

In the first interview, IC recalled her experience of hearing only French being spoken
in classes at university in Hong Kong and in France, which surprised her and
unsettled her, but which she seemed to enjoy:

‘I still remember some of them and... we just figure out “Euh? What...What’s
she saying?” ... and at that time the teacher tried to call us but because of the
Chinese name, the surname and the first name is different from what Western
people have so he mistook my name as Cheng as the first name so at the
beginning I don’t know he’s calling me [...] [I] make some friends [...] we
can talk to each other when we’re class, during breaks and... that’s a very
good experience actually’

Yet IC’s aim in class was not related to a desire to master the language. She said she
had ‘no ambition” when choosing to learn a ‘little language’ such as French or
Japanese to become ‘very serious’ about learning it; all she was aiming at was to
satisfy an interest:

‘I didn’t put too much ambition on this...I just learn by my interest, I just
learn to... want to know more about the language... and its culture itself so I
didn’t take too much serious about learning about one particular language’

IC’s current knowledge of French dates back to 2007. Her French has thus started to
feel a little distant and blurred although she said in the first interview that she was still
able to spot French being spoken in the street [‘I can differentiate’]. However, in the
same interview, she said that when she tried to make use of her ‘limited French’ in a
Parisian shop one day, she misheard a price (5 euros instead of 15 euros). In the
second interview, she also said that she thought she heard French spoken in a Hong
Kong street, but realized that it was another language [‘I thought it’s French, so I ask
“Francaise?” and then she seems not happy that because she’s from Romania or
somewhere else’]. Breakdowns in communication however did not worry her because
she said that what was important was the intention to reach out to other people and to
try to immerse oneself in the country [‘to become more localized’], and for that she
felt she did not need to be fluent:

‘I’'m the person who likes to use different language so even when I went to
Italy... before I go to a trip I went on a website and I learned some Italian and
trying to use it, become more localized because I think if you go to some



country, if you go to other people’s place, if you learn some other people’s
place, it shows you’re friendly and it shows you’re... willing to get into
themselves so... I think [one] of the purpose to go traveling is to know more
about that country so... I’m the person who likes to know... different
language[s] but not in a very fluent conversational [manner]’

In the second