Available Online at: https://www.ejal.info
http://dx.doi.org/10.32601/ejal.10204 E JAL

Eurasian Journal of

Eurasian Journal of Applied Linguistics, 10(2) (2024) 32-46 Applied Linguistics

Imagined Identities and Investment in English-As-A-
Foreign-Language Learning by Saudi Students in
Technical Training Contexts

Hayat Khalil Alalia®®', Hissah Mohammed Alruwailib*

aJouf University, Saudi Arabia. Email: hayatalali.66s@gmail.com

bJouf University, Saudi Arabia. Email: hissah@ju.edu.sa

Received: 09 March 2024 | Received: in Revised Form 10 April 2024 | Accepted 05 May 2024
APA Citation:
Alali, H. K., Alruwaili, H. M. (2024). Imagined Identities and Investment in English-As-A-Foreign-Language Learning by
Saudi Students in Technical Training Contexts. Eurasian Journal of Applied Linguistics, 10(2), 32-46.
Doi: http://dx.doi.org/10.32601/ejal.10204

Abstract

Language learners have multiple and changing identities associated with unequal power relations; their
direct identity and language learning involves imagination-created identities in communities not immediately
accessible or tangible. Imagined identities drive learners’ investment in meaningful learning practices. This
quantitative study addresses a research gap by examining Saudi students’ imagined identities and
investment in English-as-a-foreign-language (EFL) learning during technical training. Data from an
imagined-identity questionnaire completed by 98 participants were analyzed using arithmetic averages and
standard deviations to determine how learners’ imagined identities serve their language-learning investment.
Results show that learners’ imagined identities throughout EFL learning during technical training were
positive and served their language-learning investment. Learners wanted to extend their identities, assert
their right to speak, and practice learner agency, which is significant to their commitment to learning EFL.
Further qualitative investigation is required to understand the interrelated nature of EFL learners’ imagined
identities and language-learning investment.

© 2024 EJAL & the Authors. Published by Eurasian Journal of Applied Linguistics (EJAL). This is an open-access article
distributed under the terms and conditions of the Creative Commons Attribution license (CC BY-NC-ND)
(http://creativecommons.org/licenses/by-nc-nd/4.0/).
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Introduction

With increasing recognition of the economic and social benefits of investing in human resources, women’s
empowerment and inclusion in development have gained momentum worldwide (Weedon, 1997). Saudi Vision
2030, launched in 2016, emphasizes empowering women and integrating them into the labor market (Alharbi,
2022). Supporting their education and empowerment is understood to be crucial for the Saudi economy, and
fostering exemplars and pioneers in various fields is one form of support (Women Empowerment, 2023). The
Technical and Vocational Training Corporation (TVTC) plays a pivotal role in implementing these goals by
offering technical and vocational diploma programs for women in various fields (TVTC, 2021). Despite their
significance, TVTC programs have historically been stigmatized in favor of university education, but recent
socioeconomic changes are altering perceptions of them (Aldossari, 2020). English proficiency is now crucial
for employment, and is a key skill taught by TVTC (Almoaibed, 2020). It provides Saudi women with a
competitive edge in the economy, serving as a tool to empower them and as a critical lens through which to
view their lives and society (Almegren, 2022; Alshahrani et al., 2023)
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In the context of Saudi Vision 2030, research concerning TVTC tends to focus on female learners’
changing attitudes toward it and their potential for future employment (Aldossari, 2020). A deeper
understanding of language learning is vital, however, in light of the socioeconomic transformations now
taking place in Saudi Arabia. Education changes what it is to be a Saudi woman and what Saudi women
envisage as a better and desirable future; it opens up many possibilities for negotiating how they connect to
the outside world, especially in terms of identity (Mustafa & Hamdan Alghamdi, 2020). Therefore, it is
essential to investigate female students’ imagined identities and to assess how the materials and resources
provided by TVTC programs facilitate their investment in language learning. The concept of investment can
be used to elucidate the connection between socioeconomic transformations and language learners’ identities:
it denotes learners’ sociological effort to gain proficiency in a language (Darvin & Norton, 2023). This enables
them to develop and realize their potential identities and to achieve inclusion in diverse communities, actual
or imagined, through adopting various imagined identities (LLan, 2020).

There is a dearth of studies with qualitative approaches in investigating investment and imagined
identities; however, quantitative studies have only examined the concept of language-learning investment
and its underlying aspects (Dauzon-Ledesma & Izquierdo, 2023; Soltanian, Ghapanchi, & Pishghadam, 2020;
Soltanian et al., 2018), but have not investigated the connection between imagined identities and investment
in the context of Saudi female EFL learners in TVTC Saudi Arabia, particularly through a quantitative lens.
To bridge this gap in the existing literature, the current study aimed to explore the formation of imagined
identities among female students in Saudi technical colleges and their investment in language learning
during technical training. To achieve this objective, the study framed the following research question:

1. What are Saudi female students’ imagined identities throughout their English-language-learning
experiences at a technical college?

This research question is also based on the premise of the current study that there exists connection
between female students’ imagined identities and investment in terms of linguistic, personal, and cultural
experiences, in their journey to achieve English proficiency.

Literature Review and Theoretical Framework

Recent EFL learning studies showed that identity is a sociocultural construct that is negotiated over time
(Norton & Gao, 2008; Xu, 2013). Learners’ identity formation is shaped by their participation in their actual
and imagined communities of practice, such as institutions and classrooms (Teng, 2019). Within their actual
and imagined communities of practice, learners gradually build their imagined identities; particularly, EFL
learners strive to embody the English proficiency they need to achieve (Nguyen, 2020).

Role of Imagination in Education

The imagined community and imagined identity concepts center imagination as it allows people to change
their surroundings, negotiate and broaden their identities, and eventually change their realities. Researchers
have debated imagination’s importance, especially in FL learning. They have, however, agreed that
imagination is a social practice that characterizes the modern world in certain ways (Appadurai, 1996).
Scholars have emphasized imagination’s importance in education. For instance, Greene (2000) argued that
imagination serves both social and pedagogical purposes and that having the imagination to envision new
possibilities may be the first step toward demonstrating that society is malleable. Imagination inspires people
to actively participate and engage in education to advance society (Norton, 2000, 2001; Wenger, 1998, 1999).
Imagination thus encourages people to engage with the real world and seize learning opportunities. For
example, Pakistani students imagined a peaceful future where they could use their English skills and faith
to navigate environments where different languages coexist (Norton & Kamal, 2003). According to Nguyen’s
(2020) autobiographical study, social factors play a major role in the formation of imagined identities, and
imagined identities regulate language learning investment. Due to imagination’s educational role, people are
given various visions and projections that represent conceivable alternate realities. Furthermore, people
create and negotiate imagined communities through imagination.

Imagined EFL Classroom Communities and Imagined Identities

Imagined communities shape students’ interactions in educational settings (Darvin & Norton, 2023;
Norton, 2013; Pavlenko, 2003; Xu, 2013). Norton (2001) suggested that teachers might struggle if unaware of
students’ imagined co munities. Challenges arise when classroom activities do no align with students’
expectations (Attamimi, Al-Tamimi, & Chittick, 2019). Researchers use the concept of imagined EFL
classroom communities to explore learners’ preferred communities of practice, consisting of teachers, peers,
and desirable activities (Luong & Tran, 2021). To support students’ integration into the global English-
speaking community, teachers should acknowledge students’ unique linguistic skills and imagined
communities (Przymus et al., 2021). Emesha (2022) investigated how the imagined identities of ten first-year
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undergraduates at the University of Kelaniya affected their investment in language learning and found that
teachers were crucial in stimulating learners’ imagined identities and understanding the conditions under
which they invested in language activities. Creating activities that highlight imagined identities can
transform learners’ interactions and provide opportunities for social engagement where they can display a
“strong sense of ought self, as they believe that they ought to possess the attributes of an English learner”
(Teng, 2019).

Learners’ paths are shaped by their conceptualized community, and aspirations to be part of it through
envisioned identities drive learners. Imagined identities are important because they guide individuals to
focus, engage, and avoid aspects within a specific context (Norton, 2020; Sung, 2019). Investing themselves
in an imagined international community enables language learners to imagine themselves as English
speakers and negotiate access to practical and symbolic resources with which to assert their right to speak in
a society where power is concentrated among native English speakers (Darvin & Norton, 2023; Norton, 2013).

Investment and Agency

Researchers working on learner identity have utilized two closely intertwined concepts: learner’s agency
and investment. Agency is the ability and act of exercising authority (Kanno & Norton, 2012). Researchers
have employed the concept of investment to investigate motivation and the relationship between learner-
teacher interactions and student commitment to learning. They have highlighted tensions between agency
and socially defined power structures (Darvin & Norton, 2023). Wu (2017) stated that learners’ imagined
identities can motivate them to act and encourage comparable investments in their learning contexts but can
also inhibit learners’ engagement and investment in their learning. Imagined identities’ influence on EFL
learners’ investment and language-learning experiences requires further investigation.

Learners exert their agency to invest in activities from which they anticipate obtaining something
beneficial in exchange for the time and effort they invest. Achieving one’s goals and benefitting from learning
a language requires considerable investments in the form of initiative, determination, and endurance
(Dauzon-Ledesma & Izquierdo, 2023). Learners commit of their own volition to practices that empower them
to develop imagined identities. Consequently, imagined communities and identities are crucial influences on
learners’ educational decisions and trajectories. For instance, Chang (2011) investigated two Taiwanese
doctoral students in the United States and found that their professional backgrounds and imagined identities
significantly affect their learning choices. One of the students, who hoped to obtain an academic teaching
position, exerted significant effort to master his academic English writing but had little or no desire to improve
his other communication skills. Silence can be interpreted as a kind of resistance, but learners exercise their
agency in deciding when to communicate and when to stay silent (Al-Ahmadi & King, 2023).

Cultural and Social Capital

Cultural capital is important within Peirce’s (1995) theory of learning investment and its associated
advantages. Peirce accepted Bourdieu’s (1977) conceptualization of cultural capital as effectively capturing
the intricate dynamics between identity, power, and language acquisition. According to Bourdieu, a
language’s value is determined by its speakers’ power and authority, which depend on the economic and
cultural power dynamics in their environment. The value of an individual’s language changes along with their
power and position in different contexts.

Students choose to acquire a new language with the understanding that doing so will expand the array
of symbolic and material resources they have access to and augment their cultural capital (Peirce, 1995).
Material resources include monetary assets, capital goods, and property, whereas symbolic resources are such
intangibles as interpersonal relationships, education, and linguistic abilities (Norton & Toohey, 2011).
Individuals learning a language augment their cultural capital by acquiring tangible and symbolic resources
and expanding their ability to interact with various individuals within a community.

Alfred’s (2010) conception of social capital encompasses collaboration, networking, and resource sharing,
all of which are underpinned by trust. Social capital is crucial for fostering the growth and welfare of
individuals and collectives. Balatti & Falk (2002) asserted that collaborative classroom learning increases
social capital. Classroom exercises can strengthen and extend students’ social networks and help them become
“global citizens” (Lan, 2020).

Theoretical Framework for Investment, Imagined Identity/ Community, and Language Learning

To integrate theoretical research from the past two decades, Darvin & Norton (2015) introduced an
investment model that positions investment at the intersection of identity, capital, and ideology (Figure 1).
This framework provides insights into language learners' agency dynamics, offering a nuanced understanding
of the evolving nature of identities, the intricate composition of linguistic repertoires, and the negotiation of
power (Darvin & Norton, 2015).
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Figure 1: Model of Investment (Darvin & Norton, 2015).

Researchers have employed this model in their explanatory studies on EFL learners’ investment and
identity (Mavaddat & Razmjoo, 2020). It appears primarily alongside qualitative approaches, mainly
interviews and case studies, with a limitation on participant numbers that allows only small sample sizes (Al-
Rubai'ey, 2023; Scott, 2023; Yoo, 2023; Zhang, 2024). For instance, Scott (2023) conducted semi-structured
conversational interviews with three case studies of Saudi female students who studied English to increase
their chances of acceptance into a medical college. Attempting to “extend Darvin & Norton (2015) investment
theory to the context of Saudi Arabia,” (p. 153), the author wanted to understand how each learner
renegotiated her identity to enable entering her imagined community of medical practitioners. The researcher
explored the connection between investment, agency, and identity in three cases. The study revealed
previously unknown challenges, including linguistic, personal, and cultural issues that the researcher
encountered while studying efforts to achieve a required level of English proficiency. However, the findings
were not generalizable, due to the study’s sample size.

The prevalence of qualitative approaches in investigating investment and imagined identities implies
that few recent studies have attempted to employ quantitative measures to systematically examine the
concept of language-learning investment and its underlying aspects (Dauzon-Ledesma & Izquierdo, 2023;
Soltanian et al., 2020; Soltanian et al., 2018). For example, Soltanian et al. (2018) reviewed the relevant
theoretical literature about investment and identity—particularly theories on the role of imagination in
learning—to develop a hypothesized investment model in the context of EFL. The model’s primary basis was
Norton’s (2000; 1995) work and Darvin and Norton’s (2015) conceptualization of investment. It comprised six
components: commitment to learning, identity, legitimacy, capital, agency, and emerging selves. A
“commitment to learning” demonstrates the learner’s seriousness about learning English. “Identity” is a key
component that contributes to the development of the investment construct, showing how learners' changing
identities may impact their language learning. The concept of “legitimacy”’” emphasizes the notion of
recognizing language learners as valid members with the ability to speak. “Capital” refers to the gains the
learner acquires. “Agency” denotes the language learner's initiative and accountability in the language
classroom; “emerging selves” highlight the various identities that language learners might form.

The expanded version model encompassed eight elements consistent with the imagined communities of
language learners in Iran (Figure 2). Learners’ “commitment to learning” in Soltanian et al. (2018) model was
developed to “imagination and learners' desires for belonging and recognition” Soltanian et al.’s (2020). Further,
two new components were added: experiences of “marginalization, non-participation, and resistance within or
outside the language classroom” and considerations of “gender, power, and material inequalities” (p.168).

Figure 2: Components of Language Learners’ Imagined Communities in Iran and their Definitions.
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Translating the definitions for these eight components into quantifiable measures resulted in a set of 57
questionnaire items that the researcher attempted to employ as an "efficient scale for understanding the
status of language learners' imagined communities in the Iranian context" (p.176).

Despite the acknowledged relevance and influence of imagined identities, little research examines the
connection between imagined identities and investment in EFL learning in any educational context in Saudi
Arabia, particularly examining these matters through a quantitative lens.

Methodology

Research Design

The study adopted a quantitative research design for examining the imagined identities of Saudi female
learners during their EFL learning experiences at a technical college and to bolster the credibility of the
results. The research tools, including questionnaires, were employed to elucidate the significance and
effectiveness of quantitative activities. By tapping into learner opinions, values, and preferences, these tools
aimed to precisely understand the elements constituting the problem (Dérnyei & Taguchi, 2010). Therefore,
the model developed by Soltanian et al. (2020) to understand the imagined communities of language learners
in Iran was initially adopted.

Research Instrument

Sixty -one questionnaire items were generated in an online questionnaire using Google Forms. The
validity and reliability of the items were reviewed by asking experts and non-experts to remark on their
intelligibility. Based on informative feedback on the items and questionnaire content, minor modifications
were made to the language of the items to ensure that they used simple and natural language, avoiding loaded
and ambiguous words. After numerous reviews, some items were changed or deleted because they were
irrelevant, long, ambiguous, or lacked suitable diction. The English version of the questionnaire was
translated into Arabic to enable participants with varying levels of language competency to complete it easily
and avoid misunderstanding. Another expert double-checked the translation’s appropriateness and
administered the Arabic version.

The questionnaire was divided into two parts. The first part dealt with participants’ demographic data,
which included six items including age, language proficiency, current work status, highest education level,
current major, and major academic level. The second part included 58 items to collect data on the imagined
identities of participants, which affected their EFL learning investment. The items were grouped into eight
components:

1. Imagination and learners’ desire to explore new identity formation (nine items)

2. Broadening of learners’ repertoire of potential identities (selves) through exploration of imagined
communities (five items)

Lack of participation inside and outside the language classroom (seven items)

Speaking opportunities (moving from peripherality to legitimacy (six items)

The interplay among gender, power dynamics, and material inequalities (six items)

Access to various resources (economic, cultural, social, and symbolic capital; (nine items)

Identity construction and promotion (seven items)

Language learners’ agency (nine items)

S

Data Collection and Procedures

To improve the instrument’s reliability, the questionnaire was first administered in a pilot study with
four students who were comparable to the target participants for whom the questionnaire was developed. The
pilot study was conducted separately with individual participants—rather than in a group context—to avoid
any influence and ensure functional equivalence between the English and Arabic versions. Feedback from
participants helped change and remove certain elements.

Participants were asked to indicate their level of agreement or disagreement with each statement,
responding “strongly agree,” “agree,” “slightly agree,” “slightly disagree,” “disagree,” or “strongly disagree”
(scored 6-1, respectively), a scale that helped overcome the problem of participants hedging on sensitive topics

and ensured the data were distributed normally.

” &

Sampling

All participants were female students from various technical college departments for girls in Saudi
Arabia, studying third semester of the academic year 2022—2023. A total 102 students were sampled for this
study, out of 4 students who had participated in the pilot study, were excluded. A total of 98 students
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participated in the actual study. A link to an online Google Forms questionnaire was posted to the college
students on the college student portal website. All 98 participants completed the online questionnaire within
two weeks, so it was a 100% response rate. The Jouf University’s ethics committee granted ethical approval
(No. 2/44/2030 in June 2023). Before conducting the data collection procedure, signed informed consent was
obtained from all participants, ensuring the confidentiality and rigorous safeguarding of personal
information, which would be used for research purposes only.

Data Analysis

SPSS was used to analyze the descriptive and inferential statistics. Some of the items that were
negatively keyed, were reverse-coded before examination. When examining the items pertaining to each of
the eight components, frequency analysis was performed to determine the percentages from the responses of
participants to each item in the questionnaire. To address the research question, the researcher calculated
arithmetic averages and standard deviations to determine whether participants’ average degree of approval
on the questionnaire items exceeded neutrality.

Results

This study’s results were presented in eight areas (Tables 1-8) that cross-bounded to the questionnaire’s
eight components.

Imagination and Learner Desire to Explore the Formation of New Identities

The statistical results in Table 1 show that the average of all items pertaining to the first category was
4.65, with the relative weight equaling 77.57%. This indicates that participants wanted to build a new identity
or future imagined identity when learning EFL. Notably, 88.61% of participants agreed about needing to
invest energy and time in learning English to attain more opportunities in the future, and 85.03% agreed that
learning EFL would make people perceive them differently.

Table 1: Arithmetic Averages, Standard Deviations, and Relative Weight of Participants’ Responses to Items
Related to Their Desire for New Identity Formation.

No. Item

Mean
Percentage
Std. Deviation
Agreement Level
Rank

As a trainee at the technical college, I could see myself

0,
L communicating clearly in English in the future. 4.69 78.22% 1.125 Agree 5
2. Curriculums at technical colleges help improve English skills. 4.81 80.10% 1.012 Agree 4
When I'm at technical college taking English classes, I o
3. imagine myself with people who speak English well. 472 78.74% 1.233 Agree 7
4. IfI have perfect English, people will see me differently. 5.10 85.03% 0.979 Agree 3
If T want to have other opportunities in the future, I'm willing o
2 to put in the effort and time to study English. 5.32 88.61% 0.754 Strongly agree 1
6. zCAOcl?;igeémcally, I am extremely motivated to study English in 519 86.57% 0.927 Strongly agree 2
7. Since it’s required, I study English at technical college. 3.59 59.86% 1.552 Slightly agree 9
8. I think it will be enough to just do the tasks in the textbook. 3.77 62.76% 1.525 Slightly agree 8
9. Even with my inadequate language'skﬂls, I feel it will give me 469 78.99% 1.019 Agree 5
access to my targeted group of English speakers.
All questionnaire items 4.65 77.57% 0.658 Agree

Broadening of Learners’ Repertoire of Potential Identities (Selves) Through the Exploration of
Imagined Communities

Table 2 shows a slightly high scope of learners’ desire to expand their range of identities; the average of
all items pertaining to the second category was 4.27, and the relative weight equaled 71.09%. Meanwhile,
80.78% of the participants’ imagined identities encouraged them to learn EFL for the sake of future benefits,
and 81.29% imagined that they would have new friends in the future by using EFL.
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Table 2: Arithmetic Averages, Standard Deviations, and Relative Weight of Participant Responses to Items
Related to the Second Category.

3]
@ g 3
ap S -
g 3 3 - 2
No. Item g 5 5 5 §
= o =) £ &
& 3 2
@ <
1. I am terrified about failing my English class. 3.65 60.89% 1.700 Slightly agree 4
9. I believe th.at by attending English clagses at techpical 439 73.13%  1.989 Agree 3
college, I will change as a person (e.g., in personality).
3. I consider myself a professional English speaker. 3.56 59.35% 1.422 Slightly agree 5
I'm motivated to go to English classes and give my all
4.  when learning English by imagining the person I want 4.85 80.78% 1.143 Agree 2
to be in the future.
By acquiring proficiency in the English language, it is
5.  plausible that I can form friendships with fluent 4.88 81.29% 1.204 Agree 1
English speakers.
All questionnaire items 4.27 71.09% 0.800 Slightly agree

Lack of Participation Inside and QOutside the Language Classroom

Table 3 illustrates the moderately elevated level of resistance and a tendency to avoid participation in
the classroom. The item means ranged from 4.55 (75.85%) to 3.18 (53.06%). The overall average for all items
was 3.78, with a corresponding relative weight of 62.95%.

Table 3: Arithmetic Averages, Standard Deviations, and Relative Weight of Participants’ Responses to Items
Related to the Third Category.

No. Item

Mean
Percentage
Std. Deviation
Agreement Level
Rank

When I have to speak English in a meeting or

1. . . 4.11 68.54% 1.498 Slightly agree 3
class, I experience anxiety.

2. xgeif;’ers in English classes make me feel 3.80  63.27% 1.680  Slightly agree 4
Because of my teachers’ constant corrections of my 0 . .

3. speaking, I prefer not to talk in English class. 3.18 53.06% 1.755  Slightly disagree 7

4. Z?llr‘f;’ ]f:;zlllfsltlo my friends, I feel most at ease 414  69.05% 1.392  Slightly agree 2

5. Ezlrrlllgif]nghsh in class is the best way for me to 455 75.85% 1.269 Agree 1
It makes no difference to me whether a language

6. class is supportive or not. I shall not take part in 3.45 57.48% 1.600 Slightly disagree 5

1t.

7 I think .lealfm’ng the English language at technical 390 53.40% 1.533 Slightly disagree 6
college is difficult.

All questionnaire items 3.78 62.95% 1.024 Slightly agree

Speaking Opportunities (Moving from Peripherality to Legitimacy)

Table 4 shows that participants obtained the right to speak and legitimacy in the context of their language
class, with the means of the items ranging between 4.97 (82.82%) to 3.03 (50.51%). The average of all items
was 4.39, and the relative weight equaled 73.19%. Of the participants, 82.82% agreed that EFL learners
should be permitted to speak in English.
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Table 4: Arithmetic Averages, Standard Deviations, and Relative Weight of Participants’ Responses to Items
Related to the Fourth Category.

I
s 8 3
o S -
= g 8 5 e
No. Item g g 5 Q §
= ° = g ~
8 .
<
I am motivated to take advantage of every chance to
1. improve my English proficiency, both within and outside of 4.95 82.48% 1.059 Agree 2
the language classroom.
2. Learners of English should feel free to use the language. 4.97 82.82% 1.040 Agree 1
Most of the time, I look at English websites so that I can o
3. talk about English topics in class. 4.52 75.34% 1.212 Agree 3
4 When I talk English, whether in class or outside, people 445 74.15% 1.202 Agree 4
pay attention to me.
5 ;}irglﬁsli absurd that people are learning and speaking 3.03 50.51% 1.847 Slightly disagree 6
As someone who doesn’t speak English as their first
6. language, I use writing in English to show that I own the 4.43 173.81% 1.201 Agree 5
language.
All questionnaire items 4.39 73.19% 0.854 Agree

The Interplay Between Gender, Power Dynamics, and Material Inequalities

Table 5 demonstrates a slightly higher level of influence of power and material inequalities in EFL classes
on participants’ imagined identities, with the average of all items being 4.38 and the relative weight equal to
72.93%. Notably, 83.16% of participants thought that English would cause inequalities, and 81.29%
considered English to be a language of empowerment.

Table 5: Arithmetic Averages, Standard Deviations, and Relative Weight of Participants’ Responses to Items
Related to the Fifth Category.

o 3]
e S k
=
g 3 8 € A
No. Item Q 5 1 Q g
= © A g &
3 .
<
If someone knows English well, they will be powerful, and if o
L. they don’t, they will be less powerful. 499 83.16% 1.060 Agree 1
9 fif(’)z(;rrr;f }())(f)’trlrllzrffrllinds speak English better than I do, that 411 68.54% 1.552 Slightly agree 5
Engaging in English conversations with my teacher or someone
3. more skilled is challenging for me. I often resort to simply smiling 4.14 69.05% 1.436 Slightly agree 4
instead of actively generating opportunities to talk.
I dislike English lessons where the teacher controls when, how o .
4. much, and what students can speak about. 3.61 60.20% 1.616 Slightly agree 6
5 I believe Fhat if the teachgr gives all students. an equal 452 75.34% 1.962 Agree 3
opportunity to speak, I will learn more effectively.
6 i}‘::;ﬂ;;v};zi women want to learn English because it gives 488 81.99% 1.929 Agree 9
All questionnaire items 4.38 72.93% 0.892 Slightly agree

Access to Various Resources (Economic, Cultural, Social, and Symbolic Capital)

Table 6 shows that the average of all items related to the sixth category was 4.72, and the relative weight
equaled 78.65%, indicating a high level of desire among learners to obtain the economic, social, and cultural
resources associated with learning the language. Notably, 82.82% believed that EFL would help them seize
additional employment opportunities, 82.31% believed that English opens doors to academic opportunities,
and 78.06% believed that EFL could help them join the ranks of the globally connected professionals who are
culturally literate and well-educated.
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Table 6: Arithmetic Averages, Standard Deviations, and Relative Weight of Participants’ Responses to Items
Related to the Sixth Categories.

No. Item

Mean
Percentage
Std. Deviation
Agreement Level
Rank

I do not believe that English is the crucial factor in altering

1. , . . . . \ 3.563 58.84% 1.626 Slightly agree 9
one’s social standing and improving one’s prospects.

9. Lea?r.ung English will afford me t.h.e possibility of seizing 497 82.82% 1.069 Agree 1
additional employment opportunities.

3 I hope that being a'ble'to speak and write English well will be 463 77.921% 1.295 Agree 4
necessary to get a job in the future.

4 i(;:;i:f my thoughts come out better in English than in 415 69.22% 1.431 Slightly agree 6
I believe that as a trainee at the technical college, proficiency
in the English language will enable me to join the ranks of N

. professionals who are globally connected, culturally literate, 4.68 78.06% 1.145 Agree 3
and well-educated.

6. I .behev.e that sw1tch1ng?I between English and Arabic in 408 68.03% 1.531 Slightly agree 7
discussions confers social status.
I would like to have a career in the future that requires me to o

7. travel internationally and speak English proficiently. 462 77.04% 1.320 Agree 5

8. I can obtain respect by speaking English. 3.95 65.82% 1.627 Slightly agree 8

9. English opens doors to academic chances. 4.94 82.31% 1.073 Agree 2

All questionnaire items 4.72 78.65% 0.866 Agree

Identity Construction and Promotion

Table 7 shows that the average of all items related to the seventh category was 4.72, and the relative
weight was equal to 78.65%. This indicates that identity construction substantially affected language
learners’ interest in learning English and the direction their future EFL learning would take, with 81.46%
believing that they would acquire a global identity after learning EFL.

Table 7: Arithmetic Averages, Standard Deviations, and Relative Weight of Participants’ Responses to Items
Related to the Seventh Category.
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1 I will participate in English classes more actively in the 488 81.29% 1.018 Agree 9

future.

My long-term goal of becoming a professional English
speaker motivates me to enhance my skills.

3. I enjoy English classes that involve me in a variety of ways. 4.77  79.42% 1.101 Agree 6
I prefer that my English teacher plan activities that are in

4.84 80.61% 1.199 Agree 4

4. . . 4.78 79.59% 1.180 Agree 5
line with my preferences.

5 .Upon. completing my English studies, I will attain a global 489 81.46% 1.054 Agree 1
identity.
Studying English at the technical college would enhance my

6. self-assurance in performing duties that need a high level of 4.88 81.29% 1.048 Agree 3
English proficiency.

7 My personality does not match the present activities 401 66.84% 1.468 Slightly agree 7

employed in English classrooms.
All questionnaire items 4.72 78.65% 0.866 Agree
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Language Learners’ Agency

Finally, Table 8 shows that the average of all items pertaining to the eighth category was 4.51, and the
relative weight equaled 75.14%. This indicates a slightly high level of learner agency achieved through
English-language learning, with 78.40% of them seeing English as a tool for gaining power and 77.21%
believing that English would give them a voice to be heard in the future.

Table 8: Arithmetic Averages, Standard Deviation, and Relative Weight of Participants’ Responses on Items
Related to the Eighth Category.

No. Item

Mean
Percentage
Std. Deviation
Agreement Level
Rank

I do not believe that English is the crucial factor in altering

1. , . . . . \ 3.53 58.84% 1.626 Slightly agree 9
one’s social standing and improving one’s prospects.

9. Lea?r.ung English will afford me 'Fh.e possibility of seizing 497 89.89% 1.069 Agree 1
additional employment opportunities.

3 I hope that being a.ble.to speak and write English well will be 463 77.91% 1.295 Agree 4
necessary to get a job in the future.

4 i(;:;i:f my thoughts come out better in English than in 415 69.22% 1.431 Slightly agree 6
I believe that as a trainee at the technical college, proficiency
in the English language will enable me to join the ranks of o

2 professionals who are globally connected, culturally literate, 4.68 78.06% 1.145 Agree 3
and well-educated.

6. 1 })ellevg that sw1tch1ng between English and Arabic in 408 68.03% 1.531 Slightly agree 7
discussions confers social status.
In the future, I would like to have a career that requires me o

7. to travel internationally and speak English proficiently. 4.6277.04% 1.520 Agree

8. I can obtain respect by speaking English. 3.95 65.82% 1.627 Slightly agree 8

9. English opens doors to academic chances. 4.94 82.31% 1.073 Agree 2

All questionnaire items 4.72 78.65% 0.866 Agree

Overall, no statistically significant differences were observed when comparing the imagined identities of
participants majoring in cosmetology, e-commerce, and multimedia and web technologies. Thus, in the context
of technical training, students with positive imagined identities devote more time and effort to actively
learning English. Furthermore, no statistically significant differences were observed between participants of
different ages.

Discussion, Conclusion and Recommendations

This study has examined the imagined identities of female Saudi students in the context of EFL learning
during technical training. Positive imagined identities were evidenced by participants’ aspirations for
legitimacy, the right to speak, and a sense of learner agency, as well as their desire to reconstruct their
identity through EFL and their participation in global communication. The learners demonstrated a relatively
significant desire to construct new identities. They imagined themselves as professional EFL speakers and
believed that the English curriculum in their technical college would help them achieve their goals if they
invested time and energy in learning English. This may be because the English courses offered in technical
colleges provide students with the opportunity to acquire a language that is pertinent to their future interests.
This could be explained by the assumption that an individual who truly desires being a part of their imagined
community would strive to strike a balance between their desires and requirements and the obligations and
responsibilities expected of them as community members. To some degree, their imagined identities as
proficient speakers may function as potent investment constructs in English learning. Learners can
consequently negotiate new identities and investments.

Furthermore, they want to expand their identities and share their hopes and ambitions for language
learning with students worldwide. According to data analysis, participants tended to gain symbolic
resources, such as friendships, by learning EFL. They imagined connecting with other people in their
imagined target language community in the future. However, in this study, although learners wanted to
expand their identities, they reported reasonably moderate levels of resistance and avoided classroom
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participation. These findings may be explained by the widespread belief that their wishes conflict with
impediments including classroom procedures, instructor expectations, inequality, disrespect, thoughts,
aspirations, or ambitions. If their language-learning circumstances change, the opportunities to practice
English may shift. These findings resemble those of one participant in the research of Peirce (1995), who
withdrew from class due to the teacher’s critique of Peru, her home country, and its exclusion from the
category of major global powers. Thus, teachers are essential social characters who influence learners’
imagined identities (both positively and negatively). If teachers do not approve of language learners’
imagined identities, their non-participation may worsen, negatively affecting their learning trajectories
(Kharchenko, 2014). Notably, this study has also considered the powerful impacts of classroom procedures
and practices and learners’ colleagues on their imagined identities and EFL investments, resembling past
results (Barkhuizen, 2016; Ovalle Quiroz & Gonzalez, 2023).

The analysis has highlighted that participants used their imagined identities to gain legitimacy and the
right to speak in language classes. They imagined themselves as confident English speakers capable of
making others listen to them. They also envisioned themselves as active language learners who improved
their language proficiency by investing in opportunities both inside and outside the classroom. Thus,
imagination expands language learning and places of usage and allows language learners to benefit from a
more imaginable future, expanded imagined identity repertoires, and learning trajectories outside the
classroom if they invest in EFL learning. Although participants created opportunities to speak English to
achieve their imagined identities as English-language speakers, the data revealed that some were likely to
decide not to speak English or to remain silent. This finding resembles that of Leo in the work of Wu (2017):
Leo did not want to appear less fluent or proficient in front of colleagues and avoided participation in English
classes. Meanwhile, one participant in Lamb’s (2009) study imagined herself as a global businessperson who
could use English fluently, invest in learning English, and participate in each opportunity for interaction in
English to achieve her desires. Thus, contextual influences and related EFL learning activities contribute to
the construction of imagined future identities, as also witnessed in a few past studies (Pavlenko & Blackledge,
2004; Pavlenko & Norton, 2007).

The findings also revealed the influence on participants’ imagined identities of power and material
inequalities in EFL classes. Participants supported the idea of maintaining learners’ shared values by
studying the language in EFL classes in a technical training context. This confirms the belief that EFL classes
represent forums for interaction and communication and become places to raise awareness about topics
related to basic human needs. Participants envisaged English as the language of empowerment, and there
was a significant level of agreement with the statement “a person who knows it well is powerful, and vice-
versa.” This agreement indicates learner awareness of the importance of English in their future as powerful
women in Saudi Arabia.

Most learners want to obtain the material and cultural resources acquired when learning a language,
with participants claiming that they could obtain enhanced opportunities by learning English at a technical
college. They also agreed that English language proficiency would land them more job opportunities. Because
they would benefit from learning English, their imagined identities as competent employees encouraged them
to invest in studying English. This argument aligns with the assertion of Norton & Toohey (2011) that
learners invest in language learning in particular contexts and at particular times because they believe that
doing so will provide them access to a greater diversity of material and symbolic resources that will increase
their cultural capital.

Most learners reported pursuing global identities and communication with the whole world rather than
simply integrating with native speakers. This aligns with the work of Norton (2013), who argued that EFL
learners worldwide desire connecting with the global community. Similarly, Norton & Kamal (2003) asserted
that English gives Pakistani participants the chance to preserve their social, economic, and political ties to
the UK, the US, and the larger global community. This indicates that participants’ imagined identities impact
their level of engagement in the English learning process and the trajectory of their future pursuits in English-
language learning.

The findings also show that learners have an increasing sense of agency as English learners and speakers
and tend to change their surroundings and broaden their identities to change their reality. Participants
claimed more powerful positions and reconstructed their identities to gain more social, economic, and
academic opportunities. Moreover, they asserted their right to speak, negotiated their identity, and
established themselves as legitimate English users. Their growing confidence, agency, and imagined
identities as globally connected, culturally literate, and well-educated professionals stimulated them to invest
in English learning. This resembled the observations of participants in King’s (2000) study, who developed
more empowerment and self-esteem as they realized how they might contend with learning a new language
and culture, with increased self-confidence impacting their actions, relationships with others, and self-
perceptions. As such, agency empowers learners to commit to learning, imagining, changing, and rejecting
new identities through participation, non-participation, resistance, and the use of a specific language (Duff &
Doherty, 2015).
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Language use permeates all aspects of our lives. It is fundamental to how we think, act, and perceive
ourselves and others. This study’s findings indicate that the identities imagined throughout EFL learning in the
technical training context are positive and serve student investment in EFL learning. Participants imagined
themselves to be fluent and competent speakers, powerful women, well-educated people, professional employees,
language agents, and global speakers. Thus, learners’ imagined identities might enable them to practice agency
in their EFL learning, communicate with others, be heard globally, negotiate their aspirations and identity
positions, and reconstruct new identities in the future. Although enthusiasm for learning English is present, if
learners do not acknowledge and invest in it, they will not obtain the necessary social and cultural capital, and
becoming fluent will take longer. Thus, imagined identities may serve as a means of accessing materials and
resources for English learning. Consequently, learners should be aware of their imagined identities, and
teachers should be aware of them and discuss them in class because teachers can affect the imagined identities
and language-learning trajectories of learners. The latent undervaluation of these imagined identities by some
teachers may be an obstacle to the progress required for language learning (Przymus et al., 2021). For this
reason, quantifiable data can help us understand how the various dimensions of EFL learner identities (present
and future selves) interact and become operative during compulsory language learning.

The findings regarding female learners’ imagined identities have practical implications for incorporating
imagined identities into teaching methods and resources. First, the concepts of imagined identities and
communities should be presented in EFL classes in the context of technical training. Second, students and
teachers should be informed of the advantages and disadvantages of their use. Moreover, teachers should
understand the types of imagined identities that their students want to construct and negotiate in EFL classes
in technical training contexts. Achieving this requires various approaches, including interviews, surveys, and
classroom observation. To facilitate student exploration of learning opportunities beyond the confines of
English classrooms, instructors should motivate them to find friends with similar interests, requirements,
and aspirations. Enhanced opportunities for extracurricular engagement can facilitate students’ reorientation
toward equitable social and academic contexts.

Notably, some limitations of this study could affect the generalizability of the findings. First, individuals
may overstate their judgment of their imagined identities. Further research could address this by employing
different research methods, such as classroom observations, interviews, ethnographic research, and case
studies. Furthermore, participants in this study learned EFL in the context of technical training. Future
research could be conducted at various schools or institutions to study learners’ projected identities and
investment in EFL learning in different contexts.

Acknowledgement

The authors would like to thank the Deanship of Graduate Studies and Scientific Research at Jouf
University for funding and supporting this research through the initiative of DGSR, Graduate Students
Research Support (GSR) at Jouf University, Saudi Arabia.

Declaration of Interest

The authors report there are no competing interests to declare.

Ethics Declaration

Ethical approval was obtained from the Jouf University ethics committee (No. 2/44/2030 in June 2023).

Data Availability Statement

The data presented in this study are available on reasonable request from the corresponding author.

References

Al-Rubai'ey, F. (2023). EFL learner identity and L2 pragmatic choices: Evidence from the Omani EFL context.
In Research on English Language Teaching and Learning in the Middle East and North Africa (pp.
91-102). Routledge. doi: https://doi.org/10.4324/9781003312444-9

Al-Ahmadi, S. T., & King, J. (2023). Silence behind the veil: An exploratory investigation into the reticence of
female Saudi Arabian learners of English. TESOL Quarterly, 57(2), 456-479. doi: https://doi.org/
10.1002/tesq.3163

Aldossari, A. S. (2020). Vision 2030 and reducing the stigma of vocational and technical training among Saudi
Arabian students. Empirical Research in Vocational Education and Training, 12(1), 3. doi:
https://doi.org/10.1186/s40461-020-00089-6

Alfred, M. V. (2010). Transnational migration, social capital and lifelong learning in the USA. International
Journal of Lifelong Education, 29(2), 219-235. doi: https://doi.org/10.1080/02601371003616632



https://doi.org/10.4324/9781003312444-9
https://doi.org/10.1002/tesq.3163
https://doi.org/10.1002/tesq.3163
https://doi.org/10.1186/s40461-020-00089-6
https://doi.org/10.1080/02601371003616632

Alali & Alruwaili / Eurasian Journal of Applied Linguistics 10(2) (2024) 32-46 44

Alharbi, M. M. H. (2022). Kingdom vision 2030 and the women’s empowerment in Saudi Arabia: An empirical
investigation. International Journal of Islamic Thought, 21, 62-73. doi: https:/doi.org/10.
24035/131t.21.2022.226

Almegren, A. (2022). Pragmatic awareness among Saudi EFL learners. Journal of Language and Linguistic
Studies, 18(Special Issue 1), 266-276. Retrieved from https:/www.jlls.org/index.php/jlls/article/
view/3447

Almoaibed, H. A. (2020). Choosing a career in Saudi Arabia: the role of structure and agency in young people's
perceptions of technical and vocational education (Doctoral Dissertation, UCL (University College
London)). Retrieved from https://discovery.ucl.ac.uk/id/eprint/10091016

Alshahrani, S. M., Mohamed, H., Mukhtar, M., & Asma’Mokhtar, U. (2023). The adoption of the e-portfolio
management system in the Technical and Vocational Training Corporation (TVTC) in Saudi Arabia.
International Journal of Information Management Data Insights, 3(1), 100148. doi: https://doi.org/
10.1016/1.111mei.2022.100148

Appadurai, A. (1996). Modernity at large: Cultural dimensions of globalization. The International Migration
Review, 32(4), 1073-1074. doi: https://doi.org/10.2307/2547675

Attamimi, R. A., Al-Tamimi, N. O. M., & Chittick, J. A. (2019). Yemeni EFL learners’ identity conflicts: An
exploratory case study. International Journal of English Linguistics, 9(3), 268-278. doi: https://doi.
org/10.5539/ijel.v9n3p268

Balatti, J., & Falk, I. (2002). Socioeconomic contributions of adult learning to community: A social capital
perspective. Adult Education Quarterly, 52(4), 281-298. doi: https:/doi.org/10.1177/07417130
2400448618

Barkhuizen, G. (2016). A short story approach to analyzing teacher (imagined) identities over time. TESOL
Quarterly, 50(3), 655-683. doi: https://doi.org/10.1002/tesq.311

Bourdieu, P. (1977). Outline of a Theory of Practice. Cambridge University Press. doi: https://doi.org/
10.1017/CB0O9780511812507

Chang, Y.-J. (2011). Picking one's battles: NNES doctoral students' imagined communities and selections of
investment. Journal of Language, Identity & Education, 10(4), 213-230. doi: https://doi.org/10.1080/
15348458.2011.598125

Darvin, R., & Norton, B. (2015). Identity and a model of investment in applied linguistics. Annual Review of
Applied Linguistics, 35, 36-56. doi: https://doi.org/10.1017/s0267190514000191

Darvin, R., & Norton, B. (2023). Investment and motivation in language learning: What's the difference?
Language Teaching, 56(1), 29-40. doi: https://doi.org/10.1017/50261444821000057

Dauzon-Ledesma, L., & Izquierdo, J. (2023). Language learning investment in Higher Education: Validation
and implementation of a Likert-scale questionnaire in the context of compulsory EFL Learning.
Education Sciences, 13(4), 370. doi: https://doi.org/10.3390/educsci13040370

Dornyei, Z., & Taguchi, T. (2010). Questionnaires in Second Language Research: Construction,
Administration, and Processing (2nd ed.). Routledge. doi: https://doi.org/10.4324/9781410606525-6

Duff, P., & Doherty, L. (2015). Examining agency in (second) language socialization research. In
Interdisciplinary approaches to theorizing and analyzing agency and second language learning (pp.
54-72). Multilingual Matters. doi: https://doi.org/10.21832/9781783092901-006

Emesha, F. (2022). Imagined identities and investment in second language learning: a study based on first-
year undergraduates of department of marketing, University of Kelaniya. In Conferinta stiintificd
studenteasca cu participare internationala (pp. 161-170). Instrument Bibliometric National.
Retrieved from https://ibn.idsi.md/vizualizare articol/160696

Greene, M. (2000). Releasing the imagination: Essays on education, the arts, and social change. John Wiley &
Sons. doi: https://doi.org/10.5860/choice.33-4642

Kanno, Y., & Norton, B. (2012). Imagined communities and educational possibilities: A special issue of the
Jjournal of language, identity, and education. Routledge. doi: https://doi.org/10.4324/9780203063316

Kharchenko, N. (2014). Imagined communities and teaching English as a second language. Journal of Foreign
Languages, Cultures and Civilizations, 2(1), 21-39. doi: https://doi.org/10.1007/978-3-030-02899-2 34

King, K. A. (2000). Language ideologies and heritage language education. International Journal of Bilingual
Education and Bilingualism, 3(3), 167-184. doi: https://doi.org/10.1080/13670050008667705

Lamb, M. (2009). Situating the L2 self: Two Indonesian school learners of English. Motivation, language
identity and the L2 self, 229, 229—-247. doi: https://doi.org/10.21832/9781847691293-013

Lan, S.-W. (2020). Intercultural interaction in English: Taiwanese university students’ investment and
resistance in culturally mixed groups. SAGE Open, 10(3), 1-13. doi: https://doi.org/10.1177/
2158244020941863

Luong, V. A., & Tran, T. Q. (2021). Imagined communities and identities in English as a Foreign Language
(EFL) learning: A Literature Review. JET (Journal of English Teaching) Adi Buana, 6(02), 109-123.
doi: https://doi.org/10.36456/jet.v6.n02.2021.4360

Mavaddat, R., & Razmjoo, S. A. (2020). Similar Positions in Classroom but Different Positions in Class: An
Analysis of Narratives Based on Darvin and Norton's Investment Model. Teaching English
Language, 14(1), 309-339. Retrieved from https:/www.teljournal.org/article 111087 54453dea339
a49e346d8bcl5aaddb71d.pdf



https://doi.org/10.24035/ijit.21.2022.226
https://doi.org/10.24035/ijit.21.2022.226
https://www.jlls.org/index.php/jlls/article/view/3447
https://www.jlls.org/index.php/jlls/article/view/3447
https://discovery.ucl.ac.uk/id/eprint/10091016
https://doi.org/10.1016/j.jjimei.2022.100148
https://doi.org/10.1016/j.jjimei.2022.100148
https://doi.org/10.2307/2547675
https://doi.org/10.5539/ijel.v9n3p268
https://doi.org/10.5539/ijel.v9n3p268
https://doi.org/10.1177/074171302400448618
https://doi.org/10.1177/074171302400448618
https://doi.org/10.1002/tesq.311
https://doi.org/10.1017/CBO9780511812507
https://doi.org/10.1017/CBO9780511812507
https://doi.org/10.1080/15348458.2011.598125
https://doi.org/10.1080/15348458.2011.598125
https://doi.org/10.1017/s0267190514000191
https://doi.org/10.1017/S0261444821000057
https://doi.org/10.3390/educsci13040370
https://doi.org/10.4324/9781410606525-6
https://doi.org/10.21832/9781783092901-006
https://ibn.idsi.md/vizualizare_articol/160696
https://doi.org/10.5860/choice.33-4642
https://doi.org/10.4324/9780203063316
https://doi.org/10.1007/978-3-030-02899-2_34
https://doi.org/10.1080/13670050008667705
https://doi.org/10.21832/9781847691293-013
https://doi.org/10.1177/2158244020941863
https://doi.org/10.1177/2158244020941863
https://doi.org/10.36456/jet.v6.n02.2021.4360
https://www.teljournal.org/article_111087_54453dea339a49e346d8bc15aaddb71d.pdf
https://www.teljournal.org/article_111087_54453dea339a49e346d8bc15aaddb71d.pdf

Alali & Alruwaili / Eurasian Journal of Applied Linguistics 10(2) (2024) 32-46 45

Mustafa, R., & Hamdan Alghamdi, A. K. (2020). Push-pull factors influencing Saudi women’s investment in
English-language learning. Journal of Women and Gender in Higher Education, 13(1), 93-113. doi:
https://doi.org/10.1080/26379112.2020.1732428

Nguyen, X. N. (2020). Imagined Community, Imagined Identity, and Investment in Language Learning: An
Autoethnograpical Account. VNU Journal of Foreign Studies, 36(3), 118-129. doi: https://doi.org/
10.25073/2525-2445/vnufs.4560

Norton, B. (2000). Identity and language learning: Gender, ethnicity and educational change. Pearson
Education Limited.

Norton, B. (2001). Non-participation, imagined communities and the language classroom. In Learner
contributions to language learning (pp. 159-171). Routledge. doi: https://doi.org/10.4324/9781315
838465-9

Norton, B. (2013). Identity and Language Learning: Extending the Conversation. Multilingual Matters. doi:
https://doi.org/10.21832/9781783090563

Norton, B. (2020). Motivation, identity and investment: A journey with Robert Gardner. Contemporary
Language Motivation Theory, 60, 153-168. doi: https://doi.org/10.21832/9781788925204-012

Norton, B., & Gao, Y. (2008). Identity, investment, and Chinese learners of English. Journal of Asian Pacific
Commaunication (John Benjamins Publishing Co.), 18(1), 109-120. doi: https://doi.org/10.1075/japc.
18.1.07nor

Norton, B., & Kamal, F. (2003). The imagined communities of English language learners in a Pakistani school.
Journal of Language, Identity, and Education, 2(4), 301-317. doi: https://doi.org/10.1207/
S15327701JLIE0204 5

Norton, B., & Toohey, K. (2011). Identity, language learning, and social change. Language Teaching, 44(4),
412-446. doi: https://doi.org/10.1017/50261444811000309

Ovalle Quiroz, M., & Gonzélez, A. (2023). Imagined identities and imagined communities: Colombian English
teachers’ investment in their professional development. Profile Issues in TeachersProfessional
Development, 25(1), 213-228. doi: https://doi.org/10.15446/profile.v25n1.99248

Pavlenko, A. (2003). 'Language of the enemy": Foreign language education and national identity. International
Journal of Bilingual Education and Bilingualism, 6(5), 313-331. doi: https://doi.org/10.1080/
13670050308667789

Pavlenko, A., & Blackledge, A. (2004). Negotiation of Identities in Multilingual Contexts (Vol. 45). Multilingual
Matters. doi: https://doi.org/10.21832/9781853596483

Pavlenko, A., & Norton, B. (2007). Imagined Communities, Identity, and English Language Learning. In J.
Cummins & C. Davison (Eds.), International Handbook of English Language Teaching (pp. 669-680).
Springer, Boston, MA. doi: https://doi.org/10.1007/978-0-387-46301-8 43

Norton, B. (1995). Social Identity, Investment, and Language Learning. TESOL Quarterly, 29(1), 9-31. doi:
https://doi.org/10.2307/3587803

Przymus, S. D., Sparks, D., Garcia, S., Silveus, A., & Cartmill, C. (2021). From Imagined to In-Practice and
Performed STEM Identities: Measuring the Impact of a Latina STEM Fellowship on the Educational
Trajectories of Latina High School Students. Association of Mexican American Educators Journal,
15(1), 113-139. doi: https://doi.org/10.24974/amae.15.1.435

Scott, S. (2023). The Influence of Investment, Agency, and Imagined Communities on Second Language Learner
Identity: A Narrative Case Study (Doctoral Dissertation, University of Exeter (United Kingdom)).
Retrieved from https:/www.proquest.com/openview/8cc5fbba8bb7bfed550b0e65adead245

Soltanian, N., Ghapanchi, Z., & Pishghadam, R. (2020). Language Learners' Imagined Communities: Model
and Questionnaire Development in the Iranian Context. Applied Research on English Language, 9(2),
155-182. doi: https://doi.org/10.22108/are.2019.115161.1418

Soltanian, N., Ghapanchi, Z., Rezaei, S., & Pishghadam, R. (2018). Quantifying investment in language
learning: Model and questionnaire development and validation in the Iranian context. Issues in
Language Teaching, 7(1), 25-56. doi: https://doi.org/10.22054/i1t.2019.33374.302

Sung, C. C. M. (2019). Investments and identities across contexts: A case study of a Hong Kong undergraduate
student’s L2 learning experiences. Journal of Language, Identity & Education, 18(3), 190-203. doi:
https://doi.org/10.1080/15348458.2018.1552149

Teng, M. F. (2019). Learner identity and learners’ investment in EFL learning: A multiple case study. Iranian
Journal of Language Teaching Research, 7(1), 43-60. doi: https://doi.org/10.30466/ijltr.2019.120632

TVTC. (2021). Annual Report. Technical and Vocational Training Corporation. Retrieved from https:/tvte.
gov.sa/En/Pages/default.aspx

Weedon, C. (1997). Feminist Practice and Poststructuralist Theory (2nd ed.). Blackwell. Retrieved from
https://openlibrary.org/books/O1.2382823M/Feminist practice and poststructuralist theory

Wenger, E. (1998). Communities of Practice: Learning as a Social System. Systems Thinker, 9(5), 2-3.
Retrieved from https:/thesystemsthinker.com/communities-of-practice-learning-as-a-social-system/

Wenger, E. (1999). Communities of Practice: Learning, Meaning, and Identity. Cambridge University Press.
doi: https://doi.org/10.1017/CB0O9780511803932

Wu, H.-y. (2017). Imagined identities and investment in L2 learning. Taiwan Journal of TESOL, 14(2), 101-
133. Retrieved from https:/files.eric.ed.gov/fulltext/EJ1171160.pdf



https://doi.org/10.1080/26379112.2020.1732428
https://doi.org/10.25073/2525-2445/vnufs.4560
https://doi.org/10.25073/2525-2445/vnufs.4560
https://doi.org/10.4324/9781315838465-9
https://doi.org/10.4324/9781315838465-9
https://doi.org/10.21832/9781783090563
https://doi.org/10.21832/9781788925204-012
https://doi.org/10.1075/japc.18.1.07nor
https://doi.org/10.1075/japc.18.1.07nor
https://doi.org/10.1207/S15327701JLIE0204_5
https://doi.org/10.1207/S15327701JLIE0204_5
https://doi.org/10.1017/S0261444811000309
https://doi.org/10.15446/profile.v25n1.99248
https://doi.org/10.1080/13670050308667789
https://doi.org/10.1080/13670050308667789
https://doi.org/10.21832/9781853596483
https://doi.org/10.1007/978-0-387-46301-8_43
https://doi.org/10.2307/3587803
https://doi.org/10.24974/amae.15.1.435
https://www.proquest.com/openview/8cc5fbba8bb7bfed550b0e65adea3245
https://doi.org/10.22108/are.2019.115161.1418
https://doi.org/10.22054/ilt.2019.33374.302
https://doi.org/10.1080/15348458.2018.1552149
https://doi.org/10.30466/ijltr.2019.120632
https://tvtc.gov.sa/En/Pages/default.aspx
https://tvtc.gov.sa/En/Pages/default.aspx
https://openlibrary.org/books/OL2382823M/Feminist_practice_and_poststructuralist_theory
https://thesystemsthinker.com/communities-of-practice-learning-as-a-social-system/
https://doi.org/10.1017/CBO9780511803932
https://files.eric.ed.gov/fulltext/EJ1171160.pdf

Alali & Alruwaili / Eurasian Journal of Applied Linguistics 10(2) (2024) 32-46 46

Xu, H. (2013). From the imagined to the practiced: A case study on novice EFL teachers' professional identity
change in China. Teaching and Teacher Education, 31, 79-86. doi: https://doi.org/10.1016/
j.tate.2013.01.006

Yoo, H. (2023). Relationship between fluency and rhythm measures and proficiency level in spontaneous
English speech of Korean EFL learners. Research on Phonetic Phonological Morphology, 29(1), 59-
80. doi: http://dx.doi.org/10.17959/sppm.2023.29.1.59

Zhang, T. (2024). Effects of self-regulation strategies on EFL learners’ language learning motivation,
willingness to communication, self-efficacy, and creativity. BMC Psychology, 12(1), 75. doi:
https://doi.org/10.1186/s40359-024-01567-2



https://doi.org/10.1016/j.tate.2013.01.006
https://doi.org/10.1016/j.tate.2013.01.006
http://dx.doi.org/10.17959/sppm.2023.29.1.59
https://doi.org/10.1186/s40359-024-01567-2

