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ABSTRACT

In the present study, | explore the identity construction of study abroad medical students at the
University of Pécs Medical School through the coding and qualitative content analysis of
written accounts and interview data. | aim to understand the factors leading to or prohibiting
students from developing multiplex social networks during their sojourn. 133 first- and second-
year medical students submitted written accounts of their experiences, and five study abroad
medical students were interviewed for the research.

| collected the written data in February of 2019. The participants were asked to provide
a story detailing their experience as a study abroad student in Pécs. After two coding cycles, |
identified five aspects of identity construction namely SELF-EVALUATION, EVALUATION
OF THE SA CONTEXT, ADJUSTING TO THE SA CONTEXT, SOCIAL NETWORKS, and
COMMUNICATION; and their connection with the participants’ language socialization.

The semi-structured interviews took place in February of 2020. | designed the interview
questions based on the aspects of identity construction identified in the written data the previous
year. After transcribing and coding the interview data, | analysed the interviews keeping in
mind the aspects of identity construction, and focusing on the topics of identity, agency, and
the development of social networks. The analysis revealed that international medical students
in Pécs seemed to consider their study abroad experience to be a time of personal change and
identity construction. The accounts pointed to a limited interest in the host culture and members
of the host community. The written accounts suggested that study abroad medical students in
Pécs rarely manage to build social networks that contain members of the host community. The
five interviewees’ identities rarely led to seeking out access to members of the host community.
Despite their beliefs of the study abroad being a time of personal growth and learning, and
despite the proclaimed language learner identities of some of them, most interviewees did not

exercise their agency over their Hungarian language learning or over constructing social



networks that involve Hungarians. The only exception was an Uyghur student, who found a
meaningful historical connection between his identity as an ethnic minority and the host culture.
His case demonstrated how an investment in the host culture, identity construction, and agency
over language learning can lead to legitimate participation in a Hungarian-speaking community

of practice and regular, meaningful Hungarian input.
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INTRODUCTION

From September 2006 through January 2007, | was in Aberdeen, Scotland as an Erasmus
student. | arrived with high hopes: | was determined that this experience would be my
springboard to becoming a scholar of the history of the British Isles. | was a second-year student
of English and History at the Faculty of Humanities, University of Pécs, and imagined myself
becoming a historian all my life. My plan was to scour the library of the University of Aberdeen
for primary sources of Scottish medieval history and, once home, write a thesis on the
connection between Scottish and Hungarian royal dynasties, using sources not available in
Hungary. My professors, clearly impressed, would then welcome me with open arms into the
doctoral program of the History department. | was excited about my plan.

And yet, | spent most of my time in front of a computer screen, chatting with friends |
left behind in Pécs - mostly with my future wife. When | was not online, | often felt lonely,
depressed, and homesick. | knew that | was not living up to my plans and fantasies, that | was
squandering my time and opportunities in Scotland. I made few friends and only one that lasted
longer than my stay in Aberdeen. | saw and learned little of Scotland, and when the time came,
| decided not to extend my stay for another semester and went home, defeated.

Years later, as fate would have it, | ended up as an LSP teacher at the Department of
Languages for Biomedical Purposes and Communication at the Faculty of Medicine of the
University of Pécs. One of my first classes was a course on Medical Hungarian for Study
Abroad (SA) students in the English Program. Over the years, | encountered many SA students
in my classes, whose stories often reminded me of my own experiences in Aberdeen. Their
experiences just as often prompted an investigation in me about how their situation is in many
ways different, increasingly common, and yet relatively unknown. Unknown to their Hungarian
teachers, unknown to members of the institution and the host community surrounding them,

and ultimately unknown to researchers as well.
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The number of SA students globally topped 5.3 million in 2017, up from two million at
the turn of the millennium, and international student mobility received 1,229 million USD in
government funds in 2016 alone (International Organisation for Migration, 2020). In 2010, 47
countries proclaimed their shared political will to collaborate in a European Higher Educational
Area (EHEA) by adopting reforms in tertiary education with the main goal of increasing
mobility (European Commission/EACEA/Eurydice, 2020, p. 43). Unsurprisingly, following
global trends and in accordance with the member states’ political will, European higher
education experienced “substantial growth in international student movement within the EHEA
over the past two decades” (Skinner, 2018). According to Eurostat, the statistical office of the
European Union (Eurostat, 2018), in 2016, there were over 1.6 million SA students taking part
in tertiary level education across the European Union, with the number expected to rise in the
future. Lately, the European Commission has nearly doubled the budget of the Erasmus
program for the upcoming budget period of 2021-2027, which should enable 12 million students
to take part in the mobility program over 6 years (Eurostat, 2018b). In the United States, the
American Association of Colleges and Universities (AAC&U), Association of Public and
Land-Grant Universities (APLU), and the American Council on Education (ACE) have all
claimed promotion of study abroad options as a strategic goal (Twombly et al., 2012).

Hungarian higher education, and especially medical schools, have been following the
global trend and have been competing for the interest of international students by offering
courses in English. Since 2016, the Medical School of the University of Pécs has consistently
admitted more international students than Hungarian nationals (University of Pécs Medical
School, 2020). With the European Union’s, Hungary’s, and the university’s continued
commitment to encourage international student mobility, there is reason to believe that this
trend will continue. Perhaps it will become even more pronounced. The Covid-19 pandemic’s

effect on the trend is unclear, as the most recent available data on student statistics is from 2018.
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In personal conversations the administrators at the registrars’ office at Medical School of the
University of Pécs (UPMS) disclosed that, although the growth in the number of SA students
have slowed, the trend continued in 2020-21. Unsurprisingly, research into SA students’
experiences is a growing and important field of inquiry due to the ever-growing number of SA
students worldwide. “Studies of internationally mobile students tend to focus on the conditions
(push and pull factors) that motivate students to study overseas; but policymakers are also
interested in international students because they can become highly skilled immigrants in the
future” (International Organisation for Migration, 2020).

Research into internationally mobile students often investigates the different “push” and
“pull” (Mazzarol & Soutar, 2002) factors that entice a student to pursue a study abroad
experience. Whereas research has identified a wide range of pull factors, it is widely agreed
upon that interest in the host culture and language is one of the important pull factors and that
it “will continue to play a crucial role” (de Wit, 2018). More than half of the world’s
internationally mobile students have enrolled in educational programs in only six countries: the
United States of America, the United Kingdom, Australia, France, Germany, and the Russian
Federation (International Organisation for Migration, 2020). The majority of the population in
three of the six countries speak English and French. German or Russian are also widely
recognised as valuable languages to know in large parts of the world besides France, Germany,
or the Russian Federation.

That is not the case in Hungary. Even before | started the data collection for the pilot
study of this dissertation in 2016, my students did not make it a secret that their interest seldom
lies in Hungary. Many of them barely knew anything about Hungary before they arrived and
may have known little more than that when they left. Whenever | asked about their plans for
the spring or fall break, they talked about how they looked forward to going home, visiting

other countries in Europe, or just hanging out in their apartments with other international
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students. Whenever | asked them about events happening in or around Pécs in the coming
weekend, their surprise belied their lack of information on the local context.

| made it my job to inform them of these events, acting as a self-appointed travel agent.
| went as far as to half-jokingly ask them to visit local tourist destinations as a home assignment.
| asked them to find Hungarian friends, to recommend good restaurants, clubs, nice spots in the
city to their fellow SA students. Most often than not, my requests fell on deaf ears, and no
recommendations were forthcoming. The students often complained of not having enough time
to be tourists. Although I believe them and empathise with their complaints of a high workload,
these responses did not change my conviction that ultimately they were not interested in
Hungary.

At the same time, Bernadett Potos the registrar at the Medical School revealed in a
personal conversation that the dropout rate among our international students was very high, by
her rough estimation around 90%. This figure seems inaccurate, and the graduation rate is
seemingly improving among international students, however, there is a clear discrepancy
between Hungarian and international students’ graduation rates (Table 1). The number of newly
enrolled Hungarian and international students has been comparable each year, with slightly
more international students admitted (newly enrolled Hungarian students in 2018: 190; newly
enrolled international students in the same year: 212). At the same time, approximately twice
as many Hungarian students graduate as international students each year (Hungarian student’s
graduations in 2018: 147, international student’s graduations: 75) (University of Pécs Medical

School, 2020).
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Table 1.
A comparison of graduations at the English and Hungarian programs (Source: University of

Pécs Medical School, 2020).

English program Hungarian program
Academic year | New admissions | Graduations New admissions | Graduations
2011/2012. 207 44 216 141
2012/2013. 198 66 212 130
2013/2014. 213 52 227 120
2014/2015. 204 50 220 118
2015/2016. 202 56 215 130
2016/2017. 240 70 212 131
2017/2018. 220 84 204 161
2018/20109. 212 75 190 147
2019/2020. 225 n.d. 203 n.d.

It is understandable that the international students enrolled in the English program of
the Medical School, and who therefore study medicine in their second language (L2), face a
more difficult path to their degree than the students who study in their first language (L1).
However, this difference only partially explains away the discrepancy. Many of our students
graduate, but they eventually do so at a different medical school, and often in a different Central
European country, and similarly we receive many international students who have started their

studies in other Central European universities, inside and outside of Hungary.
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Unfortunately, 1 do not have data on the global prevalence of this phenomenon.
However, | believe it would be misleading to depict the international students at the Medical
School of the University of Pécs only as they fit into the global trend of increasing international
student mobility, without investigating how their lived experiences in Pécs set them apart from
other internationally mobile students, and how these experiences contribute to their academic
success in Pécs. To understand this issue in more depth, | have designed and implemented a
complex qualitative research project which involves the content analysis of written accounts
and semi-structured interviews. My aim was to answer the following research questions.

1) What aspects of identity construction manifest in students’ written life
experience narratives?

2) How does social network membership impact SA healthcare students’ identity
construction?

3) How does social network membership impact SA healthcare students’ agency
contruction?

4) How do SA students construct the image of the training institution in narrative?

5) What are the implications of the present narrative study for the educational
institution?

By answering these and similar questions, | hoped to understand my students better and

perhaps be of better service to them as a teacher of Hungarian during their study abroad.

OUTLINE OF THE THESIS

This thesis consists of six chapters. Chapter one gives an overview of the relevant research

published concerning language learner identity and motivation. After an overview of how

researchers had conceptualised the self and identity, |1 will describe how the relationship
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between the concepts of language and language learning has been written about. Building from
these relationships, 1 will also review how the literature relates motivation, international
posture, and agency to identity and language learning.

Chapter two builds on the analysis of the studies outlined in chapter one. It looks at the
field of research into study abroad language learning as a formative platform of identity
construction and negotiation. Following a discussion of the development of language abilities
in study abroad settings, | will review the extra-linguistic factors that influence students’ study
abroad experiences. | will describe the effects of intercultural competence, length of stay, and
social network on study abroad in separate sub-chapters.

Chapter three presents the research design. Following a discussion of the context where
the research took place, | will describe the pilot study I conducted in 2016 that served as a
blueprint for the collection and analysis of written accounts in this study. This chapter also
presents the research questions the dissertation aims to answer, a detailed description of the
participants and the employed procedures. At this point, I will discuss two examples of how the
written accounts were analysed, as the large number of accounts collected made it impractical
to include the analysis of all accounts in the study.

Chapter four outlines the aspects of identity construction found in the accounts of study
abroad medical students and explores their connection with the participants’ language
socialization. By the careful reading and re-reading of the accounts | identified a total of five
aspects of identity construction in the accounts, namely SELF-EVALUATION,
EVALUATION OF THE SA CONTEXT, ADJUSTING TO THE SA CONTEXT, SOCIAL
NETWORKS, and COMMUNICATION. | present and discuss each of the five aspects in
separate sub-chapters.

Chapter five investigates the interviews conducted with five study abroad medical

students on their experiences. The analysis aims to point out the connections of the aspects of
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identity constructions defined in chapter four with SA students’ access to social networks,
agency and language learning. Finally, chapter six draws conclusions based on the data and

discussion of the previous chapters.
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CHAPTER ONE: LANGUAGE AND IDENTITY

The relationship between language and identity has long been the subject of interest in the
humanities and social sciences. Identity relates to language in multiple forms, including the
speaker of a language, the person who gets acclaimed by the language they speak, the audience
to conversational partners’ language use. The multiple forms of the two relating to each other
make their relationship reciprocal: the identity of the speaker constructs language, and language
constructs the identity in return (Weedon, 1987, Norton-Peirce, 1995). Issues of defining the
self and identity, the link between language and identity, language learning and identity,
international posture and motivation, form the backbone of the theory underlying my research.
Researchers have looked at motivation, study abroad experiences, and identity construction
separately, but to date, few studies have investigated the interplay among these phenomena. In
what follows, | will introduce key aspects of these constructs and show how they are connected.
The ultimate aim is to determine possible actions to facilitate better language learning outcomes
for students in the English program of the Medical School. To identify new avenues for possible
future research of study abroad L2 motivation and study abroad L2 identity construction are

further goals of the study.

1.1 IDENTITY AND THE SELF

In our modern world of rapid social change, technological disruption, and economic
uncertainty, the very concept of identity has become a contested notion. We hear it used in the
media, in politics and in everyday conversation, yet it is rarely defined with scientific vigour in
heated conversations. Identity is a key concept of the present moment for a reason. It is a
powerful theoretical concept that is used for self-definition, asserting hegemony, and defining

the limits of possibility. Apart from it being a politicised term, it is also our way of anchoring
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and sense-making in a world characterised by change (Hammack, 2014, p. 11). It is paramount,
therefore, to make clear what we mean when we refer to a person’s identity even if, as Bucholtz
and Hall (2010) argue, identity “in all its complexity cannot be contained in a single analysis”
(p. 27). Beyond its most obvious definition of “who you are” (Joseph, 2006), identity has been
defined numerous ways.

The first theories on identity in the social sciences were developed in the nineteenth
century by James (1890). William James saw the concept of the self primarily as the conscious
understanding of “personal sameness” (James, 1890, p. 331). Margaret Mead (1934), on the
other hand, focused more on the social and developing aspects of identity and claimed that a
person’s identity develops through social action and experience (1934, p. 135). Both approaches
emphasize that individuals aim to construct a valid self-sameness through multiple encounters
and social processes.

Perhaps the first scholar who was primarily known for his work on identity issues was
Erik Erikson, who mostly built on James’s theory of identity. His seminal work on identity
development (1963, 1968) gave perhaps the most influential definitions of what identity is in
the twentieth century. In Erikson’s opinion, a person’s identity is a “subjective sense as well as
an observable quality of personal sameness and continuity, paired with some belief in the
sameness and continuity of some shared world image” (Erikson, 1975, p. 18). Identity,
following this definition, is an understanding that even though our environments and our roles
might change, and our reactions might be diverse, what motivates our response to issues of the
surrounding world remains constant. Erikson was mainly interested in the development of
identity through childhood as a prerequisite of psychological health. In Erikson’s model of
identity development, a healthy adult’s identity functions on three levels. Erikson called a
person’s sense of personal sameness and continuity ego identity. Goals and beliefs are

understood on the level of personal identity. Finally, the third level of identity in Erikson’s
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model is called social identity. It is defined by the connections a person has to their social
environment through their ethnic background, nationality, gender, or other groups.

Since Erikson was mainly concerned with identity development, the Eriksonian school
of identity research mostly focused on describing where an individual is at any given moment
with regards to the identity development process as described by Erikson. As a result, Marcia
(1966) developed an identity status model, and identity status research became a preeminent
avenue of identity research in psychology (McLean & Sayed, 2014). However, Erikson’s theory
also “offered a broader and more integrative perspective on the relationship between individual
psychology and social change” (Hammack, 2014, p. 18), as he theorised adolescent identity
creation is an act of either reproducing or repudiating the status quo (p. 18).

The first criticisms of identity status theory came from recognising that ethnic and racial
minorities’ experiences tend not to conform to the stages of identity development plotted by the
Eriksonian model. Starting in the 1970s, new theoretical approaches to race and ethnic identity
were formulated, which recognised the uniqueness of the psychological experiences of
minorities. “These perspectives were more person-centered and explicitly concerned with
identity development as a sequential process” (Hammack, 2014, pp. 19). Another interesting
path of identity research in psychology opened up in the 1980s with the growing emphasis on
the narrative structure of meaning making. The reconceptualization of narrative and identity,
such as in the works of Jerome Bruner (1986, 1987, 1990), holds that human beings make sense
of their social environments through narrative processes. Much like the theories of racial and
ethnic identity development, the theory of narrative identity development focuses not on
identity processes in social interaction. Bruner argues that a person’s identity is a product of
narrative processes that develop over time as they link events and experiences in the
storytellers’ personal narratives or life stories. In this framework, the construction and

reconstruction of personal identities are understood not as a process of identity development of
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prescribed stages, but as the narrative development of meaning-making in the personal context
of the individual. The study of life stories has thus become the investigation of personal
identities. In McAdams’ definition, identity is an “internalized and evolving life story”
(McAdams, 2001, p. 117). Life stories’ tone, imagery, thematic and ideological content have
all been the subjects of studies (McAdams, 1988, 1990, 1996) to approach identities from
multiple angles. The period of study abroad is a period in the students’ life highly different from
the period of life that led up to it. Study abroad students often react to their new setting through
“reflection and narrative identity work™ (Benson et al., 2013, p. 9); therefore, the narratives of
their study abroad experiences are important tools in the construction of their second language
identities.

This shift towards the understanding of identities as being narratively constructed is part
of a broader narrative turn within social sciences that has also ushered in an emergent interest
in language and discourse (Hammack, 2014, p. 23). The first proponents of understanding
identities as a product of language were poststructuralist theorists Michel Foucault (1972, 1977)
and Judith Butler (1990). In Foucault’s theory, identities are not fixed but the product of a
particular historical moment, mediated through our interactions with others (Foucault, 1972).
Butler claimed that identity is illusory and a question of belief that it is retroactively attributed
based on a person’s actions prescribed by “social sanctions and taboo” (Butler, 1988, p. 520).
In her theory, identity is artificial, proscribed, and performative instead of the manifestation of
fixed psychological reality.

Narrative psychologists emphasize the historical and political context in which narrative
identity constructions take place less than structuralist theorists do, however their research often
engages with “master narratives” and “dominant storylines” available in the construction of

coherent life stories (Hammack, 2014, p. 23). Narrative identity construction is understood as



23

a fundamentally social process where events are given a story form that defines a person’s
identity, and provides the motivation for action (Hammack, 2008).

Traditionally, a person’s identity was understood as a “singular, unified, stable essence,
that was minimally affected by context or biography” (Day et al., 2006, p. 602) or as being
rooted in place-based language communities (Myles, 2010, p. 139). In the last few decades
these notions have been challenged from multiple angles. The distinction between “presence
and absence” (Larsen et al., 2006, p. 265) is becoming blurred due to the developments in
information technology. Licoppe called this new phenomenon a “connected presence”
(Licoppe, 2004) of people of many languages and cultures. Identities are no longer considered
fixed entities (Hall, 1996, p. 598), but constructed and reconstructed through discourse
(Blackledge, 2002, p. 68). As a result, studies often treat identities “as dynamically constituted
in relationships and performed with/for audiences” (Riessman, 2008, p. 137), as demonstrated
by Riessman with exemplary studies by herself (2004), Brown (1997), and Gallas (1994).
Consequently, research into the relationship of selves, identities, and languages has become
more prevalent in the literature.

Before | continue with a review of the research into the relationship between identity
and language a discussion of the distinction between self and identity is in order. These are
closely related notions. Giddens (1991) has argued that the dissimilarities are basically
negligible or artificial, however most researchers agree that the distinction in terminology refers

to valid differences in essence (Zacarés & Iborra, 2015, p. 432). According to Zacarés & Iborra:

Different theoretical approaches recognize several levels at which identity and self can
be defined and understood: the personal or individual level, the relational level, and the
social or collective level. Personal identity refers to those aspects of self-definition at
the individual level including goals, values, beliefs, and a whole set of associated self-
representations and self-evaluations. Relational identity refers to the contents of identity
present in “face-to-face” interactions that has been framed in a variety of social roles
and positions (son, student, friend, etc.). It also covers the way adolescents define and
interpret these roles. Collective identity refers to all the cognitive and affective aspects
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deriving from belonging to certain groups with which adolescents identify themselves

and which place them within certain social categories such as ethnicity, nationality, or

gender. (Zacarés & Iborra, 2015, p. 432)

Indeed, the main distinction one can make between the two is perhaps how malleable
each one is. The self has often been theorized as being a person’s universal, general nature,
therefore, fairly fixed. Identity, on the other hand, is an individual’s self-concept, derived from
a person’s self, but also from social processes outside the individual (Wiley, 1994, p. 1).
Identities are both a project and the projection of the self, that exists more in conjunction with
social forces. It can be imposed and contested, it is constantly negotiated, and it is often a locus
of struggle. Identity, in contemporary research, has been defined as a “discursive construct that
emerges in interaction” (Hall & Bucholtz, 2010, p. 19).

According to van Lier, “the overall semiotic structure of the self is identical for all
humans” (van Lier, 2004, p. 127). This does not seem to be true for the concept of identity,
which, as van Lier argues, is more dependent on social-cultural contexts and often appears in
multiple forms. Race, gender, ethnicity, religion, and profession are only a few of the most
conspicuous identity categories that recent research has highlighted on the subject. Identity is
also part of politics; therefore, issues of social and institutional power structures also have an
influence on identities.

However, in our age of growing global connectedness, previously established
definitions of the self are called into question, further eroding the distinction between self and
identity. Van Lier (2004) described the self as an ongoing process (p. 130), and it is sometimes
described as socially constructed (Harré & Gillett, 1994).

As far back as Nietsche (1980), philosophers argued that selves are not given or fixed
but are in fact created by each individual. In Foucault’s words, “we have to create ourselves as
works of art” (Foucault, 1988 qtd. in Poster, 1993, p. 66). The self is perhaps best understood

as an awareness of our actions in context. As humans act on the world, information is created,
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which forms the basis of what Neisser (1988) calls the ecological self (van Lier, 2004, p. 107),
or a self with respect to the immediate physical environment. Since the ecological self takes
form in connection with its physical environment, it is also an emergent, constantly changing,
ongoing project that aims to establish one’s place in the world (p. 115).

One of the most influential models of the self is Neisser’s (1988). Neisser proposes that
there are five kinds of self-knowledge that develop in a person, each with different points of
origin, possible pathologies, and roles to play in influencing experience and actions (Neisser,
1988, p. 35). The five selves proposed by Neisser are the already mentioned ecological self, the
interpersonal self, the extended self, the private self, and the conceptual self. In Neisser’s model
the interpersonal self is the self that manifests in communication and interaction, therefore the
most closely related to the concept of identity. The locus of the extended self is personal
memories and anticipations, it is the self of past experiences and active routines. The private
self is created by the unique experiences and interpretations not shared with others, it is the self
that is created by realising that certain feelings, experiences, and thoughts cannot be shared in
their original, unique forms. The conceptual self is what we believe ourselves to be, our theories
about our social roles, what we are made of - our soul, our mind, our sense of self (Neisser,
1988, pp. 35-36).

This model has been debated and renegotiated since it was published. Neisser himself,
in his later works, decided the ecological and interpersonal self to be parts of what he dubbed
the perceptual self (Neisser, 1993, p. viii). In Neisser’s model of the self, these ways of self-
knowledge develop at different points of a person’s life and reflect different levels of cognitive
functioning. The latter three selves - extended, private and conceptual - are congruent with
Vygotsky’s sociocultural perspective “where perceptual and social-interactive (interpersonal)

processes precede and grow into conceptual, intrapersonal processes” (van Lier, 2004, p. 116).
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Just as there is a close connection between the physical environment and the self, the
self is also constructed in language. “Whenever we say something we do not only provide a
piece of information about something or other, we also at the same time provide information
about two other important matters: Who we are ourselves, and who we think our listeners or
readers are” (van Lier, 2004, p. 108). Therefore, unsurprisingly, the study of the self has
important implications for SLA. L2 learners bring their own selves into the language learning
process, most importantly their conceptual selves. “The longer-term goal of any language
program is therefore to connect the new language to the self, finding a voice, constructing and
validating identities or roles” (Kramsch, 2000, p. 151).

Norton-Peirce (1995), Bakhtin (1993), Vygotsky (1978), Wittgenstein (2009), and
many others have seen the self as a social construct. In their views, the self is an intricate web
of meaning, social activities, habits, and more. Therefore, our minds, motivations, attitudes, in
short, our selves are discursively constructed in interaction with others (van Lier, 2004, p 119).
Norton-Peirce argues that “when language learners speak, they are not only exchanging
information with target language speakers but they are constantly organizing and reorganizing
a sense of who they are and how they relate to the social world” (1995, p. 18). The mention of
target language speakers in Norton’s work highlights the fact that the discursively co-
constructed selves are subject to the languages we speak, and FL use can be a vehicle of

renegotiation and development of the self.

1.2 IDENTITY, SELF AND LANGUAGE

The poststructuralist understanding of identity has influenced theories on the links of identities

and languages as well. The realization that “the self and its identities may be involved in the

semiotic process of language use” (van Lier, 2004, p. 130) is not new. However, up until the
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works of Edward Sapir (1916) and Otto Jespersen (1922) at the beginning of the twentieth
century, mainstream linguistics did not consider a language’s identity-forming function to be
in its purview. Since then, it has been widely accepted that language, identity and culture are
related through theories developed based on the Sapir-Whorf hypothesis (Ennaji, 2005, p. 20).
The hypothesis, in its simplest form, states that the languages we speak determine the “ways
we think and perceive the world” (Deutscher, 2010, p. 130).

Perhaps the first major study investigating the relationship between linguistic features
and identity was Labov’s famous 1963 study of the year-long-residents of Martha’s Vineyard.
Labov investigated how local people distinguish themselves from the visitors with their
pronunciation of certain diphthongs. He concluded that residents of Martha’s Vineyard, a
popular tourist destination of New York socialites, used the non-standard pronunciation of
certain diphthongs to signal their identities as native residents and set themselves apart from
the tourists (Labov, 1963, p. 304). Moreover, the pronunciation of diphthongs varied even
between Vineyarders, and was especially prominent amongst Up-Islanders and people between
the ages of 30-60, thus creating the markers for a clear and specific identity. Labov proved that
we express and construct who we are not only in semantic ways but in the pronunciation and
accent as well. A decade later, Robin Lakoff (1973) argued that language use signals and
enforces a marginal social status for women. Since the 1990s, the study of the link between
language and identity has been one of the most researched topics of sociolinguistics.

One of the most influential models of the language-identity link has been Tajfel’s Social
Identity Theory (SIT). In this model, social identity is fundamentally subjective, derived from
an individual’s self-concept, as it pertains to memberships in social groups, and the significance
the individual attributes to these memberships (Tajfel, 1978). The theory claims that feelings
and thought are derived from a person’s identity (Tajfel, 1981), therefore language use is

predominantly in the service of maintaining a person’s identity, for example, by signifying
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belonging to or dissociating from certain social categories. An interesting and important
inference of SIT research was a new understanding regarding the causes of social conflict. In
SIT research, ingroup bias was observed even in cases where it was the product of research
design and had no real-world relevance, leading to the realization by SIT researchers that social
conflict is not necessarily a result of competition over material resources, but a function of
personal identity (Tajfel & Turner, 1986, pp. 16-17). Following the logic of SIT, as SA students
find themselves in a new context, they are in a situation where they can re-negotiate their
previous social group memberships and redefine their identities.

In the 1980s, Ochs and Shieffelin’s investigation of the relationship between language
learning and socialisation led to the birth of the Language Socialisation Theory (LST). Ochs
and Schieffelin (1984) highlighted how the social practices of caregivers socialised children
into the language, culture and values of a community. According to Duff’s review of the field
(2007), LST has been used to research the school-community differences in socialisation,
especially in L2 and multilingual contexts. LST’s occupation with the link between language
and culture leads to an increasing interest in identities, ideologies and narratives. While LST
also viewes membership in a community or group as a premise of socialisation, it also
emphasises how access to a new language and participation in a new community is not
automatic and without obstacles for L2 learners. For example, Duff (2004) demonstrated how
a lack of shared knowledge of Canadian pop culture negatively affected ESL students learning
outcomes in Canada (Duff, 2004). The potential language learning failure or success of students
is especially significant according to Duff (2007, p. 310), as language learning also equips
students with the tools of creating new identities, allowing them to rethink their ideologies and
personal rituals.

Following the emphasis on the importance of membership in social groups, starting in

the 1980’s researchers have turned towards the investigation of social networks, or as Milroy
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described it “the informal social relationships contracted by an individual” (Milroy, 1980, p.
174). What makes these informal relationships a social network is not merely the amount of
social contact, but a shared set of norms. In two famous studies by Fish (1980) and Anderson
(1983), these shared sets of norms became the basis of two new, related concepts: the
interpretative community and imagined community, two groups, whose members do not usually
meet each member of their own communities, and yet through these shared sets of norms could
identify each other as belonging to the same community. Members of an interpretative
community can identify competing readings of the same culturally significant texts as valid or
absurd. On the other hand, members of the same imagined communities, of which, in
Anderson’s interpretation, a nation is one, identify each other through their shared belief of
membership. However, Anderson also emphasized, that a community being imagined does not
make it false or fictionalised, the descriptor is used to imply that these communities are a
product of abstract thinking. In Anderson’s understanding, imagined communities, by
definition, need to be large communities of people, who share a deep horizontal comradeship,
and the significance they attribute to their group membership is such that they are willing to die
in defence of the imagined community. While Anderson coined the term in pursuit of better
defining nationalism, since then, the framework of imagined communities has been used to
describe other communities, such as communities formed around the awareness of global risk
factors (Beck, 2011) or the imagined communities of social media groups (Kavoura, 2014).
Research into the role of imagined communities in language learning has been
particularly fruitful. In the second edition of her seminal book Identity and Language Learning,
Bonny Norton suggests that in the twenty-first century understanding the relationship between
language learning investment and the student’s imagined identities and communities has
become a central pivotal concept (2013, pp. 15-16). Participation and investment in cultural and

classroom practices has become a rich field of research, especially in SA contexts (e.g., Isabelli-
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Garcia, 2006; Kinginger, 2004). The construct of investment aims to highlight the complex
relationship between language learners’ commitment and relations of power in different
learning environments. Norton claims that learners invest in a language, or other words, make
an “intentional choice” to learn a language in a given learning environment if they believe that
it will equip them with more symbolic and material resources to increase their cultural capital
and social power (Norton, 2013).

Pavlenko and Blackledge claim that “the complex relationship has been significantly
undertheorized, with the focus being on the negotiation of language choice, or on performance
and indexing of identities” (Pavlenko & Blackledge, 2004, p. 3). At the turn of the millennium,
a surge in research into the relationship between multilingualism, multilingual settings, and
identities was noticable (e.g., Blackledge & Pavlenko, 2004, Block, 2007, Burck, 2005 Gubbins
& Holt, 2002). One notable example is Claire Kramsch’s book, The Multilingual Subject, which
focuses on “our conscious or unconscious sense of self as mediated through symbolic forms”
(Kramsch, 2009, p. 18). According to her, all language use is symbolic, thus multilingual
speakers have access to a wider range of symbolic forms to renegotiate their identities. In
Kramsch’s opinion, a multilingual person who engages in the interplay between conventional
and personal meanings available in the languages they speak becomes a multilingual subject.
The person who can choose to either reproduce or contest these symbolic meanings renegotiates
their experiences and creates new identities for themselves.

Another offshoot of the research into imagined communities and the relationship
between language and identity is Eckert’s concept of “communities of practice” (CofP). A
community of practice was defined by Eckert as “people who come together around mutual
engagement in an endeavour” (Eckert & McConnell-Ginet, 1992, p. 464). The concept has since
come to include any group of people that share norms, beliefs or ideologies. One of the key

features distinguishing communities of practice from imagined communities is the question of
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peripherality. Peripheral members of a community of practice might have less power with
regards to the social hierarchy of the group, they “nonetheless engage in and contribute to some
of the practices of the CofP, and in doing so, can potentially affect the overall CofP style”
(Moore, 2010, p. 126). Since any given individual can be a peripheral or even a core member
of many communities of practice, the framework can best be used in exploratory research as a
means to evaluate the validity of social structures and defining an individual as a member (core,
peripheral or marginal) of a community of practice will rarely accurately depict their whole
identity (p. 124).

The understanding that identities or “who we are to each other, then, is accomplished,
disputed, ascribed, resisted, managed and negotiated in discourse” (Stokoe & Benwell, 2006,
p.4) is the basis of this study. The interest in the discursive construction of identities links this
study to discursive psychology. Discursive psychology (Potter & Wetherell, 1987) borrows
from the Foucauldian work an interest in how people are positioned in talk. A position, or
subject position, can be understood as a temporary identity which is conferred on or taken up
by a speaker and which becomes both who she or he is seen to be, by others, and the perspective
from which she or he sees the world.

Another definition of positioning was proposed by Bronwyn Davies and Rom Harré
(1990, 1991). They argue that “position” is a concept that replaces the previously widespread
term of “role.” Accordingly, positioning, as | will use it is “the discoursive process whereby
selves are located in conversations as observably and subjectively coherent participants in
jointly produced story lines” (Davies & Harré, 1990, p. 45). Therefore, it stands to reason that
access to languages, be it the professional jargon of a community of practice or perhaps a second
language, makes it possible to take on new subject positions and perspectives. Consequently,

we need to look at the research into the link between identities and language learning.
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1.3 IDENTITY AND LANGUAGE LEARNING

Kramsch (2009) claims that who we are, our identities can be very different in various
languages. This is because, as a sign system, language elicits subjective responses in the
speakers themselves: emotions, memories, fantasies, projections, identifications. Because it is
not only a code but also a meaning-making system, language constructs the historical
sedimentation of meaning we call our “selves.” In our times of increased migration activities
and displacements, when globalization makes what Pratt (1991) calls the “contact zones” and
the “traffic in meaning” (2002, p. 25) more and more common among individuals and
communities, it is important that we look in richer detail at the lived experiences of multiple
language users (Kramsch, 2009, p. 2). Through these experiences of using multiple languages,
people can construct multiple identities for themselves. Kramsch calls these identities
“subjects,” which she defines as the “symbolic entity that is constituted and maintained through
symbolic systems such as language” (p. 17). For most students in the majority of SA contexts,
it is a must to become multilingual subjects. The questions of the process and what kind of
multilingual subjects they become have a profound impact on their language socialisation and
language learning outcomes.

In Kramsch’s opinion, language learning is the “construction of imagined identities” (p.
17) which “involves both the conscious mind and the unconscious body’s memories and
fantasies, identifications and projections that are often the product of our socialization in a given
culture” (p. 18). Becoming an MLS means acquiring new systems of “public meanings encoded
in symbols and articulated in social actions” (Kramsch, 2009, p. 124). However, it is important
to note here that the construction of new imagined identities is partially dependent on what
Eckert and Wenger (1993) deemed necessary factors of active participation: motivation, access,

and opportunity.
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In the case of international students studying medicine in Hungary, a “construction of
imagined identities” (Kramsch, 2009, p. 17) “articulated in social actions” (Foley as cited in
Kramsch, 2009, p. 124) takes place as the result of both the process of learning a new language,
Hungarian, and of new discourses: medical English and medical Hungarian. James Scotland,
citing Judyth Sachs (2001), states that the “orthodox definition of professional identity would
be: a set of ascribed attributes which differentiate one group from another” that is “constructed
at the nexus of three key areas: institutional and personal environment, individual agency, and
discourse communities” (Scotland, 2014, p. 34.) This study will examine how identity
construction takes place through language learning and the process of becoming a medical
professional. Whether and how the performance of the individual agency, the influence of the
target discourse community, interactions, and tensions of the institutional and personal
environment are reflected in personal narratives and interviews will be one of the foci of the
study.

Language learners bring their own selves to the language learning process. According
to Neisser (1988), different kinds of language learning demands and tasks act on the language
learners’ different selves: for example, learning about expressions of time and space is
understood by the learner with regards to the ecological self, while storytelling exercises relate
to the learners extended self. According to Kramsch (2000), the goal of any language learning
program should relate the new language to the student’s selves and identities, by validating their
voices and identities, which in van Lier’s understanding can only be achieved in conversation
(2004, p. 120). In an SA context, the even more intense realisation of the student’s selves,
especially the ecological self, is possible by immersing the students in target language discourse
right away.

In Norton’s definition, identity is “how a person understands his or her relationship to

the world, how that relationship is constructed across time and space, and how the person
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understands possibilities for the future” (Norton, 2000, p. 5). Foreign language use goes beyond
merely exchanging information. It is an act of organising and reorganising the speaker’s sense
of who they are and how they relate to the social world (Norton-Peirce, 1995, p. 18). In an SA
context, the reorganising of the speaker’s ecological self is even more accentuated. Difficulties
might arise from discrepancies between a language learner’s sense of self and social identities
and the study abroad context. As Neisser noted (1988), the development of different selves
follows a certain pattern. He claimed that the ecological and the interpersonal self predate and
contribute towards the extended, private and conceptual self. In a study abroad context, the
language learner has to renegotiate their extended, private, and conceptual self in light of their
new ecological and interpersonal environment. Van Lier holds that “in the new environment
the perceived and the established aspects of self are not naturally in sync, and quite often clash
quite violently with one another, leading to culture and language shock, a traumatic silent
period, and a protracted struggle between the perceived outer world and the experienced inner
world” (van Lier, 2004, p. 121).

Identity’s features such as its malleability, multiplical nature, and status as a locus of
struggle and negotiation are particularly important for SLA. Language learning, on the one
hand, empowers individuals to take up new, more desirable identities with regards to a target
language community. On the other hand, the very opportunities to practice a language, and
participate in a target language community are socially structured and often contested (Norton
& McKinney, 2011, p. 73). The Language Socialization Theory, proposed by Ochs and
Schieffelin in 1984, posits that novices are socialized into a language community “into and
through” language and discourse. The learning of linguistic and sociocultural knowledge,
according to the theory, are not separable but happen simultaneously. Novices acquire
knowledge of sociocultural knowledge through participation in language activities (Ochs, 1988,

p. 4). In Duff’s (2007) words, language socialization is “the process by which novices or
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newcomers in a community or culture gain communicative competence, membership, and
legitimacy in the group” (p. 310) The theory also recognises the role social identities play in
language socialization. For example, Ochs (1988, pp. 159-161) examined the early utterances
of Samoan children and noted that it was often claimed that the first word children learned was
tae, the Samoan word for shit. The caregivers interpreted this claim as symbolic of the naughty
nature of children. “In doing so, they socialize children into cultural concepts of self and
emotion through everyday language practices” (pp. 161). Recently, second language
socialization in a study abroad setting has become an area of much research. “As language
socialization has to do with new members gaining communicative competence in the new
context, the context of SA, in which a student joins new language communities, makes an ideal
setting for the study of SLS (Wang, 2010, p. 57). As learners in a study abroad context are
presupposed to have better access to the target community and can partake in their linguistic
and cultural practices, they also become novices in new communities (e.g. host families, classes,
friend-groups and other social networks). Their participation in the host culture community

lends itself to the investigation of second language socialization in a study abroad setting.

1.4 INTERNATIONAL POSTURE

As research into the construct of international posture illustrates, students’ perspectives on the
target language and the target language communities have a significant effect on language
learning outcomes and students’ identities. International posture (IP), a concept put forward by
Yashima (2002, 2009), is often defined as language learners’ attitude towards the international
community in general, as well as their interest in international vocation, activities, and their
tendency to approach and communicate with people from different cultural backgrounds in

particular. IP’s relationship with personality traits is still opaque, although not entirely without
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research. The construct of IP has its roots in Gardner’s notion of integrativeness, and the link
between integrativeness was investigated by Lalonde and Gardner (1984): they found that
integrativeness correlates positively with nine personality traits in their study. IP seems to have
a close connection with what Gardner called openness to other groups and lack of ethnocentrism
(Ortega, 2008, p. 180).

In 2012, Ghonsooly et al. demonstrated that of the Big Five personality traits (Openness
to Experience, Extraversion, Emotional stability, Conscientiousness, Agreeableness) Openness
to Experience has a significant positive correlation with a person’s IP. Ghonsooly et al. (2012)
did not analyse the other four personality traits in the Big-Five model, but they have
demonstrated the significance of students’ IP in predicting their willingness to communicate

Toyama and Yamazaki (2020) expanded their analysis to involve all five of the Big-
Five personality traits. Their findings are in line with previous findings by Gardner and
Ghonsooly et al. in that they have also found a significant association between IP and Openness
to Experience. However, they also found that Extraversion has a significant positive
relationship with one of the subconstructs of IP, the students’ intragroup approach-avoidance
tendency (IAT). They interpreted this as a result of sociable and talkative respondents seeking
out “social stimulation and opportunities to interact with others. Since IAT involves the
tendency to approach and communicate with people with different cultural backgrounds, it is
self-evident that extraversion is relevant to” (Toyama & Yamazaki, 2020, p. 9) intergroup
approach-avoidance tendency.

IP was demonstrated to have a strong positive correlation with L2 learning motivation by
Yashima et al. (2004) in Japanese high-school EFL students. The structural equation modelling
of 297 Japanese university students showed that international posture has a significant
correlation with L2 motivation and, in turn, their proficiency in English (Yashima et al., 2004,

p. 125). In investigating both at-home and study abroad students, they found that students who
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have a greater interest in international affairs, occupations, and activities seem to be more
willing to communicate in the L2 and voluntarily engage in communication more frequently.
Furthermore, those who are internationally oriented seem to be motivated to study the L2.
(Yashima et al., 2004, pp. 14 -142)

Yashima et al. postulate a circular, self-reinforcing relationship between intercultural
communication experiences, interest in international communication and affairs, L2
motivation, and a willingness to communicate (p. 144).

Although Lamb (2004) did not explicitly investigate international posture, he also found
that students’ exposure to English language media and “a vision of an English-speaking,
globally involved but nationally-responsible future self” (2004, p. 16) facilitated EFL learning.
Lamb, however, also pointed out that some of the comments he received in his qualitative study
from Indonesian EFL students suggest that the students’ relationship with English as a lingua
franca was a complex one, and their international posture originated from a sense of urgency to
embrace the changes globalization has forced on them in order not to be “pushed away” (pp.
11-13).

Dornyei and Csizér conducted a large-scale study of Hungarian students attitudes
towards five different FLs found that students with relatively frequent exposure to FL
communication in areas with low levels of tourism (2005). The authors report more positive
attitudes towards FLs than students with comparable exposure in areas with higher volumes of
tourism. In Dérnyei and Csizér’s understanding, some students might start to contest positive
international attitudes or even subvert them after a critical amount of international contact. The
study , points towards a more complex relationship between international posture, L2 exposure
and motivation than Yashima et al. (2004) suggested. Although Dérnyei and Csizér admit that
their data does not provide unambiguous evidence, they make a strong case arguing that the

reason why increased intercultural contact has a negative effect on intergroup and language
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attitudes in localities where international tourists are relatively common lies in the higher
cosmopolitan saturation levels of said localities (e.g., Budapest). As a result of intercultural
contact being a common occurrence, the residents of these places were not positively biased
about the intercultural contact itself in contrast to other parts of the country (Dérnyei & Csizér,
2005, pp. 351-354). The question arises whether the SA context in Pécs should be considered
a higher or lower cosmopolitan saturation level environment when it comes to the effect

observed by Dornyei and Csizér (2005).

1.5 MOTIVATION

SA experience has been considered as one of the most beneficial opportunities for students in
higher education. It facilitates cross-cultural encounters, intercultural competence, language
learning, and repositioning of the traveling self. There have been multiple studies focusing on
just the language learning experience it creates, most concluding that it enhances students’
language learning motivation and consequently their L2 proficiency. The first such studies (E.g.
Clément, 1977; Clément et. al, 1978) did not focus specifically on SA students but on the
motivational characteristics of French-Canadian students of English. However, more recently
Isabelli-Garcia (2006) and Allen (2010) also established SA students’ motivation as a variable
that determined some aspects of their language learning success.

Generally speaking, research into the language learning motivation of SA students is
not a well-developed area (for more detail, see for example Chirkov, et al. 2007). This is
especially striking if we consider that L2 motivation research is in vogue. Boo, Dornyei and
Ryan (2015) documented a surge in the number of publications in their meta-analysis of the
field of L2 motivation research. This boom in the number of publications correlates with the

emergence of new theoretical models on motivation issues.
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Approaches towards researching L2 motivation have commonly been categorized into
three periods (Dornyei & Ushioda, 2010): the social-psychological period, the cognitive-
situated period, and the process oriented period. The social-psychological period originated
from and was dominated by the research of Wallace Lambert and Robert Gardner (Maclintyre
et al., 2009). The key factor receiving the most attention was integrative orientation, L2
learners’ interest in the people and culture of the target language, and their desire to learn in
order to become fully participating members of a target language community. Starting in 1959
(Gardner & Lambert, 1959), integrativeness dominated the discussion on L2 motivation for
decades. Gardner’s model of integrative motivation lends itself well to an SA context, where
language learners have direct exposure to the culture and lived reality of the host culture of the
L2.

However, while the influence of the concept is still significant, criticisms of Gardner
and Lambert’s theoretical concept eventually grew to a substantial level (Dérnyei & Ushioda,
2009). A point of contention in the 1980s was the role of linguistic milieu in an individual’s
motivation (D6rnyei, 1990). Gardner and Lambert’s research was conducted on a homogenous
population of Canadian students, and this population was for a long time overrepresented in
research (e.g. Clément & Kruidenier, 1983; Lalonde & Gardner, 1984).

Starting in the late 1980s and early 1990s, motivation was investigated through a
cognitive lens with the help of self-determination and attribution theories. This period,
sometimes called the Cognitive-Situated Period, was characterized by researchers adapting the
findings of cognitive psychology to a situated language-learning context. Among the theories
developed to describe language-learning motivation, Self-Determination Theory (Deci & Ryan,
1985) became one of the most influential ones. Noels, Clément, Pelletier, and Vallerand (2000)
developed an instrument to assess student’s language learning motivation on a scale ranging

from amotivation to intrinsic motivation. When developing their scale based on the Self-
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Determination Theory of motivation, they did not discard Gardner’s findings, but aimed to
incorporate it into their research and build on the findings. Similarly, Noels et al., (2003)
proposed a theoretical construct of motivation where language-learning motivation can result
from intrinsic, extrinsic and integrative reasons.

Another theory of wide-reaching influence in language learning motivation is the
Attribution Theory championed by Weiner (1986). The theory claims that the reasons we
attribute to our successes and failures play an instrumental role in our motivation for future
endeavours in the same field. Following the model, Nikolov (2001), Ushioda (1998, 2001),
Williams, and Burden (1999) have pointed out attributions and learning outcomes they had an
influence on. By incorporating a temporal aspect in the understanding of motivation, the
Attribution Theory laid the foundation for the process-oriented period of motivation research.
Doérnyei and Ott6 proposed a process model of motivation (1998), where they divided motivated
behavioural processes into three phases: pre-actional phase, actional phase, and post-actional
phase, and looked at how wishes and hopes transform into goals, goals into action, and finally
how the action leads to evaluation.

These attempts to conceptualize language learning motivation as an ahistorical process,
and the language learner as an ahistorical agent have been criticized by Norton (2000) for failure
to acknowledge that motivation and identity are linked, and that they are both socially
constructed. Norton-Peirce (1995) introduced the concept of investment to model language
learners' historically and socially constructed relationship to language learning motivation.
Norton argued that language learning is a way for learners to acquire social, and symbolic and
often material resources. Norton argues that instead of conceptualising learners as motivated or
unmotivated, they should be understood as fully formed individuals with complex identities
and multiple desires, who might, or might not be, invested in the language practices of their

classrooms for numerous complex reasons. As McKay and Wong (1996) pointed out, an
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individual’s needs and desires should not be viewed as separate from, or sometimes even
interfering with SLA, but as things that determine the students’ investment in language learning.
They also pointed out that a learner’s investment in each of the four main language skills
(listening, speaking, reading and writing), might be very different, as each of these skills might
be considered to be important for the learner’s identity to different degrees.

Others (eg. Skilton-Sylvester, 2002, Haneda, 2005) have also argued that traditional
models of motivation are inadequate. They suggest that an understanding of students’ identities
and investment is a necessary ingredient to understand students’ varying levels of participation
and engagement in SLA programs. Recently Dornyei’s (2005, 2009) L2 Motivational Self
System has attempted to address the criticism SLA motivation research has faced over the
decades and to incorporate the development that took place in the conceptualization of the self,
multiple identities, and students’ investments. In the L2 Motivational Self System, language-
learning motivation can come from three main sources: the learners Ideal L2 Self, Ought-to L2
Self, and a positive L2 Learning Experience. The Ideal L2 Self is the second language-speaking
future self the language learner wishes to become. The Ought-to L2 Self is a self that possesses
the attributes the learner believes he ought to possess to avoid negative outcomes. As these
attributes as thus expected by others, the Ought-to Self is the most socially related of the selves
in Dornyei’s model.. L2 Learning Experience is the motivation stemming from the immediate
language learning environment and experience. The Ideal and Ought-to L2 Selves need to be
elaborate, vivid, and plausible, to be motivational. Dornyei’s L2 Motivational Self System has
been tested and validated by several large-scale quantitative studies over the last ten years (e.g.,
Csizér & Kormos, 2009; Islam, Lamb, & Chambers, 2013; Maclntyre, Mackinnon, & Clément,

2009).
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1.6 AGENCY

The term agency has been in wide circulation within different disciplines, but perhaps there has
been an increase in the volume of research into agency. Larsen-Freeman (2019) attributes this
increase to recent social movements and researchers’ need to reclaim their own agency. She
also cites several monographs, anthologies, and articles to emphasise her point. She also points
out that in all of these works agency “has been associated, and even conflated, with free will,
consciousness, identity, autonomy, and empowerment” (Larsen-Freeman, 2019, p. 61).

Its widest definition, which accommodates its many uses across disciplines, can be
perhaps formulated as a socioculturally mediated capacity to act in the world (Ahaern, 2001, p.
112), however it has often been used as a synonym to mean ‘free will’ (e.g., Davidson, 1971,
Segal, 1991). This understanding of agency as free will is based on action theory, and it
presupposes an intent, a presence of the self, and a domain of intentional control as prerequisites
of agency. This view, however, often neglects to consider the sociocultural situatedness of
agency. Agency should not be looked at without considerations of the agents’ context, for, as
Karp put it, an agent is a person, who, by exercising their power bring about effects and
reconstitute the world (Karp, 1986, p. 137).

This is the reason why anthropologists consider how conceptions of agency differ in
different cultures, and how it is related to notions of personhood and causality (Desjarlais, 1997,
Jackson & Karp, 1990, Pickering, 1995, Skinner et al. 1998). Ahearn maintains that it is
“important to ask how people themselves conceive of their own actions and whether they
attribute responsibility for events to individuals, to fate, to deities, or to other animate or
inanimate forces” (2001, p. 113), a view that I share in this study. Agency has also been invoked
by various theories, such as performativity theory (e.g., Miller, 2014), sociocultural theory (e.g.,

Arievitch, 2017; Garcia, 2014), sociocognitive theory (e.g., Dufva & Aro, 2015), or complex
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dynamics systems theory (e.g., Larsen-Freeman, 2019). Unfortunately, none of these models
could unquestionably account for the role of agency in language learning (McLoughlin, 2016).

Agency in language learning is also understood along the lines of intentionality,
cognition, and self-consciousness (Carter & New, 2004), but it is also connected to the learner’s
“capacity to achieve desired and intended outcomes” (Giddens, 1984, p. 15). This capacity
involves not just an ability of autonomous learning, but also the learners’ capacity to acquire a
“right to speak’ and impose reception on the interlocutors (Norton, 2000, p. 8). A right to speak
and be heard is of course key in acquiring linguistic competence, and therefore a learner agency
is instrumental in language learning. However, the question of primacy between learner agency
and structural determinism is still open. Sealey and Carter (2004, cited in Gao, 2010) claim that
there are four main positions researchers take when discussing this question: the structuralist,
the voluntarist, the structuration, and the realist positions.

The structuralist view holds social relations and sociocultural structures dominate
human behaviour. The differences are learners’ outcomes are mostly investigated through the
lens of these social relations and individual agency is therefore often neglected (e.g., Cortazzi
& Jin, 1996, Wen & Clement, 2003), or learners are construed as non-agentive (Larsen-
Freeman, 2019, p. 62). On the other end of the spectrum, the voluntarist view emphasises the
role of individual agency and downplays the role of sociocultural structures (e.g., Parks &
Raymond, 2004, Donato & McCormick, 1994, Norton & Toohey, 2001). The structuration
theory tries to find a middle ground between these two extremes, and views agency and
sociocultural structures as two interdependent constructs that interact and influence each other
(Giddens, 1976, 1982, 1984). This theory views learners as ‘“highly reflexive and
knowledgeable agents” (Gao, 2010, p. 28) in control of their strategic decisions. While the
structuration theory holds that learner agency “emerges from its interaction with contextual

structure” (Goa, 2010, p. 28), it also highlights learners’ capacity to change their contextual
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structures in their efforts to create beneficial learning conditions. According to the fourth view,
which Gao called the realist position, individual agency and sociocultural structures are in
interaction, but they also have autonomous properties outside of the other’s zone of influence.
Sociocultural structures provide the learners with the context to act upon, and agency is an
expression of self-consciousness, reflection, intentionality, cognition, and emotionality in a
given context (e.g., Carter & New, 2004; Layder, 1981, 1985, 1990; Larsen-Freeman, 2019;
Sealey & Carter, 2004). Learners’ agencies exist in relation and reaction to their sociocultural
contexts, and it makes it possible to “reflect upon” and “seek to alter or reinforce the fitness of
the social arrangements they encounter for the realization of their own interests” (Sealey &
Cater, 2004, p. 11). The fundamental difference between the structuration theory and the realist
view of learners’ agency is in the understanding of how much individual learners can effect
change in sociocultural structures. Of the two, the realist view considers the structures to be
more enduring, and the changes effected by individual learners to be predominantly
individualistic in scope, and their choice to be constrained by context (Gao, 2010, p. 30).
Ultimately, when it comes to determine the relationship between agency and choice, | agree
with Claire Kramsch, that “we are free to act but at the same time are not in control of the
choices that are given to us.” (2012, p. 15)

Another consideration that must be made with regards to agency is its relationship to
investment. For a learner to make a conscious effort in executing a learning strategy they need
to invest in the acquisition of the language, or at least some language skills. Investment can be
selective (McKay and Wong, 1996), and might not involve all four skills. The employment of
learners’ specific strategies IS related to their identities and to the “strength and type of his/her
investment in learning the target language” (McKay and Wong, 1996, p. 604). Agency and
investment need to investigate on a granular and individual level, for “languaging is still

performed by an agentive learner in particular in a specific place for particular reasons with
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particular others” (Larsen-Freeman, 2019, p. 63). Even as the sociocultural context might be
similar for individual students, their investment might differ, which might result in different
manifestations of their agency. For this reason, | agree with Diane Larsen-Freeman (2019) that
“the individual interacting with the environment is an appropriate level of granularity — indeed,
a necessary one — if understanding the uniqueness of the learning trajectories is the goal” (p.
73). In the analysis of the interviews, | conducted with study abroad medical students, I intend
to achieve this level of granularity in demonstrating the interaction between the interviewees’

investment, environment, and agency.

1.7 CONCLUSION

For the purposes of this study, my main theoretical framework is going to be the Language
Socialization Theory, proposed by Elinor Ochs and Bambi Shieffelin (1984). The study also
builds on the understanding of L2 motivation based on the L2 Motivational Self System
proposed by Dornyei (2009), with the inclusion of some context-specific factors. As the theory
conceptualises motivation to be identity-based, the research also includes an inquiry of identity
construction of SA students from various cultural and socio-economic backgrounds in an
English Medium Education in Multilingual University Setting (EMEMUS) (Dafouz and Smit,
2014, 398-399), and considers the student’s international posture expressed in accounts and
interviews. The study examines international students studying health sciences in Hungary as
multilingual subjects who construct their identities in narratives of personal experiences. In
addition, the analysis of the emergent themes in the students’ personal narratives provides an
insight into how variables of the students” SA experience (culture, gender, age, and social

networks, length of stay, accommodation, etc.) influence the process of professional identity
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construction, language outcomes and academic performance at the University Of Pécs, Medical

School.
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CHAPTER TWO: LANGUAGE LEARNING AND STUDY ABROAD

A study abroad program makes it possible for students to move out of their home environment
and enter a different culture while staying within their professional world. This process brings
about changes in their language proficiency, cultural and professional knowledge as well as
intercultural competence (1C). Participants land in an entirely different culture and often a new
language. Thus, studies aimed at revealing and interpreting the impacts of SA programs have a
twofold focus: measuring changes in participants’ language proficiency and assessing the
changes in their IC. The concept of intercultural competence is difficult to define unequivocally,
and indeed there has been much debate in the research literature regarding it. In a 2009 meta-
analysis of the field, Spitzberg and Chagnon concluded that there are several hundred similar
but not identical conceptual approaches to IC. Most conceptual approaches to IC describe a set
of individual abilities and predispositions that make it possible to “perform effectively and
appropriately when interacting with others who linguistically or culturally differ from oneself”
(Fantini & Tirmizi, 2006, p. 12). The high number of competing conceptualisations of IC and
the high level of interest is understandable given the reality of the rapidly globalising nature of
our present moment, of which the increasing number of SA students worldwide is another
indicator.

The growing number of SA students and their rising economic and political significance
worldwide has made the research into study abroad (SA) language learning a growing and
important field of linguistic research (Llanes, 2011). Just in the United States, the American
Association of Colleges and Universities (AAC&U), Association of Public and Land-Grant
Universities (APLU), and the American Council on Education (ACE) all claimed promotion of
study abroad options as a strategic goal (Twombly, et al., , 2012). According to Eurostat, the
statistical office of the European Union (Eurostat, 2018), in 2016, over 1.6 million SA students

took part in tertiary level education across the European Union, with the number expected to
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rise in the future. Lately, the European Commission has nearly doubled the budget of the
Erasmus program for the upcoming budget period of 2021-2027, which should enable 12
million students to take part in the mobility program over six years (Eurostat, 2018). In fact, the
increased popularity of SA has been a global phenomenon, with the number of SA students
rising from half a million in 1975 to 4.5 million in 2012 (Kritz & Gurak, 2018, p. 222).

Organisations and institutions worldwide are supportive of the increasing volume of
student mobility partially due to the general understanding that SA is facilitative of language
acquisition. The millions of participants in study abroad programs bring their own, already
established sense of self and identities in a new ecological and interpersonal context that might
challenge their beliefs, individuality and worldviews, while they are expected to develop in
intercultural competence and global language proficiency through native-speaker interaction.
The result unfortunately, is often abandonment of the language learner identity, as Kinginger
(2008, p. 10) demonstrated. This abandonment of the language goals and learner identity might
be one of the main reasons for the uneven results researchers have documented in investigating
SA student’s language development (Isabelli-Garcia et al., 2018, Wang, 2010, Yang, 2016).

In fact, studies into SLA in an SA setting generally maintain that such an experience is
facilitative of language learning. The literature on SA language learning can be broadly
classified into three categories: (1) research into the development of language abilities in SA
settings, (2) research into how other extra-linguistic factors of the students’ SA experiences
affect language learning and (3) research into SA students’ perceptions, beliefs, and individual
differences. As the following overview of the study abroad research literature will point out,
there is no consensus regarding the study abroad learning context optimal for language learning.
Researchers had to content with a high level of variability of outcomes resulting from program

design and individual differences.
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2.1 THE DEVELOPMENT OF LANGUAGE ABILITIES IN SA SETTINGS

Our knowledge of the development of language abilities in SA settings has a great depth of
research behind it. For example, one of the earliest and most often quoted research into SA was
John Carroll’s (1967) study that examined the language proficiency of 2,782 randomly selected
language majors at 203 institutions in the continental US. Carroll, who previously developed
the Modern Language Aptitude Test and later influenced the design of the Test of English as a
Foreign Language (TOEFL) (Stansfield, 1999, p. 749), set out to measure the foreign language
proficiency of American language teachers at the start of their careers. Carroll’s testing
instruments collected data about the four basic language skills — Listening, Reading, Speaking
and Writing — and teacher preparation subtests for participants from teacher training programs.
Another questionnaire given to the participants inquired about their history of language
learning, their attitudes, interests, and motivations. The results were compared by qualitative
statistical analysis and concluded that time spent as an SA student was one of the strongest
predictors of foreign language proficiency. Even a short time as an SA experience had a strong
positive influence on students’ language skills. For Carroll, this finding was predictable, as he
stated, “Time spent abroad is clearly one of the most potent variables we have found, and this
is not surprising, for reasons that need not be belaboured” (p. 137). Somewhat more
surprisingly, Carroll also found that students with a lower level of language proficiency profit
more from an SA experience with regards to language skills, a finding that has been supported
by numerous studies over the years (e.g., Brecht and Davidson, 1991; Freed, 1995; Diaz-
Campos, 2004). As a conclusion, Carroll claimed that it would be pointless to summarise the
findings of such an extensive statistical report in a few sentences, but at the same time suggested

that while the proficiency levels of foreign language teachers at the end of their tertiary studies
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in 1967 left much to be desired, the study suggested a number of ways to remedy the situation
and time spent as an SA student being one of the possible remedies.

Following the publication of Carroll’s ground-breaking work, a number of discrete-
point test-based studies measuring students’ language proficiency before and after a SA period
corroborated Carroll’s findings. Willis, Doble, Sankarayya, and Smithers summarized these
studies in 1977, and they followed up this summary with an examination of 88 SA British
students in France or Germany. Their quantitative discrete item test-based studies reported
improved speaking, listening and reading skills as a result of the residence abroad program.
Veguez (1984) conducted a study of language growth among 17 American college students
studying Spanish. The results were measured with the help of the Oral Proficiency Interview, a
20-30-minute-long interview developed to assess global oral proficiency. Over the course of
one semester abroad, the participants’ results on the Oral Proficiency Interview advanced one
level or more. Magnan (1986) employed the same Oral Proficiency Test to measure the
speaking proficiency of University of Wisconsin students learning French. The sample size was
rather small, with only 10 students from each year of studies. While the data showed,
unsurprisingly, that there was a significant positive relationship between the level of proficiency
and year of studies, it also demonstrated a higher oral proficiency among students with an SA
background and than those without it.

However, towards the end of the 1980s, a number of researchers (e.g., Kaplan 1989,
Freed 1990, Milleret 1990) pointed out the flaws with these discrete point test-based studies.
One the one hand, these studies failed to account for the ceiling effect often observed and are
therefore not very useful to discriminate among students of high proficiency. As Freed (1990,
p. 483) has pointed out, the reason why higher-level students often demonstrate less growth on

standardised tests of grammar, is that they have “less room to demonstrate growth.” Another
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point of critique was the fact that these studies were mostly small-scale and short-term studies,
often without a control group.

The early 1990s saw the conclusion and subsequently the publication of papers (e.g.,
Brecht, et al., 1995; Brecht & Davidson, 1991; Brecht & Robinson, 1993) detailing the most
extensive study into SA language learning. In a multi-year, multi-institutional study, Brecht el
al. investigated students’ language learning abroad and at home. Over the years, the 658
American students learning Russian participating in this longitudinal study were asked to fulfil
the Oral Proficiency Interview, the Modern Language Aptitude Test, as well as other
quantitative and qualitative evaluation instruments. This study, among other results, also
supported previous claims that SA has a positive relation with oral proficiency gain, whereas
also pointing out that the higher the students’ pre-SA reading and grammar skills, the more
likely their other skills will improve during an SA experience (Brecht & Davidson, 1991).

Carroll’s initial findings and studies following and building upon his insights concerned
themselves with the global L2 proficiency of American students, but research ultimately turned
towards the investigation of the development of some facets of students’ language skills. While
pre- and post-test research design remains popular, another reaction to these criticisms was to
compare language gains of SA language learners, at home (AH) language learners, and in some
cases, students who took part in an immersion program. To make the comparison more exact
and valid, these studies mostly focus on one or a few related areas, selected from a wide range
of language skills. The comparison of the development of various language skills in different
contexts is one of the better researched areas of the field of study abroad language learning.

For example, VanPatten (1987), Ryan and Lafford (1992) and Guntermann (1992a,
1992b, 1995) all investigated the acquisition of Spanish copulas ser and estar. VanPattern
studied the classroom learning of first-year university students. Ryan and Lafford (1992) later

attempted to test VanPatten’s findings in more naturalistic study abroad setting (Ryan &
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Lafford, 1992, p. 715). Ryan and Lafford’s study concluded that students who are exposed to
more natural input in a study abroad environment acquire vocabulary items in a different order
than students in American classroom settings. Guntermann (1992a, 1992b, 1995) tape-recorded
interviews of nine Peace Corps volunteers in South America and analysed the interviews for a
picture of the interlanguage development of the use of por and para (1992a), ser and estar
(1992b). Finally, based on her previous findings, she investigated the impact of study abroad
experiences on second language acquisition in general (1995). In this study, investigating the
the acquisition of linguistics forms by Peace Corps volunteers and traditional study abroad
students, she found that Peace Corps volunteers had a similar acquisition order but superior
progress in more complex form-function relations compared to other study abroad programs.
Guntermann’s findings suggested that “living and working in the culture” (1995, p. 167) can be
a source of motivation and can lead to better language learning outcomes than merely
“concentrating on acquiring linguistic elements” (p. 167) would.

Freed, Segalowitz and Dewey (2004) compared the fluency and oral proficiency gains
of at-home and study abroad students and concluded that the students immersed in the target
culture made significant gains in their oral fluency. Similarly, Bradley (2003) compared at-
home and study abroad students with the help of the Oral Proficiency Interview and analysed
the use of formulaic language in German. While the two groups performed similarly regarding
rates of speech and number of fillers, study abroad students outperformed their at-home
counterparts with regards to the total number of words and non-filler formulas (Segalowitz et
al., 2004). Besides oral fluency, Segalowitz et al. (2004) also examined AH and SA students’
gains in oral proficiency, grammar, vocabulary, pronunciation and communication strategies in
46 students studying Spanish, and found that students who have spent a semester in Spain made
greater gains in oral proficiency and fluency as well as having developed “superior narrative

discourse abilities” (p.13). On the other hand, SA students’ grasp of grammar and clearness of
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pronunciation of selected features of Spanish phonology was markedly worse than that of the
AH students. Segalowitz and Freed (2004), in the same year, looked at the relation of oral gains,
measured with the Oral Proficiency Interview, to word recognition and the automaticity of
lexical access in 40 SA and AH English native learners of Spanish. The study demonstrated
that SA learners made greater gains in oral proficiency, however, these gains also correlated
significantly with cognitive abilities and language contact.

Dewey (2004) compared the reading comprehension development of 15 intensive
domestic immersion and 15 SA students of Japanese, and in contrast with the studies
investigating oral proficiency, and found a significant difference in only one measure, self-
assessment. He introduced the aspect of immersion (IM) in her studies. Further investigating
the phenomena Dewey (2008) also found that gains in vocabulary were also “fairly similar
between SA and IM settings” (2008, p. 143). Dewey also highlighted the importance of
productive language use as it also proved to be an effective way to develop vocabulary
knowledge.

Stevens’ (2001) comparative study of AH and SA learners of Spanish analysed the
pronunciation based on pre- and post-test acoustic analysis. While both groups improved their
pronunciation of sounds that were similar to sounds found in English phonology, only the SA
students made significant gains in phonemes dissimilar to English sounds. However, the results
were not reproduced by Diaz-Campos (2004). In comparing the speech samples of 26 SA and
20 AH learners of Spanish, Stevens concluded that while the number of years of prior language
instruction was a strong indicator of gains, the context of the learning had a negligible effect.
In a follow-up study, Diaz-Campos (2006) further investigated these findings, specifically with
regards to the effect of speech style (reading and conversation) on linguistic gains across time
and found that his previous findings were partially a result of the use of the read-aloud protocol,

as SA students tended to do better in conversation than regular classroom students.
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While there seems to be substantial evidence to suggest that an SA context is more
advantageous for the acquisition of oral proficiency, and there are some studies pointing
towards it being advantageous in improving participants’ pronunciation, there has been little
indication of such positive effects in the acquisition of grammar. Longcope (2003) compared
the gains in fluency, grammatical accuracy and syntactic complexity over a five-month-long
study abroad and found that the context was only facilitative for fluency gains. Collentine
(2004) analysed the effects of learning contexts on grammatical abilities in the oral conversation
discourse of 46 SA and AH American students of Spanish in a pre- and post-test design. The
AH participants in Collentine’s study developed more in discrete grammatical and lexical
features than the SA students, whereas the SA students’ language production was more
semantically dense. On the other hand, Isabelli and Nishida’s (2005) longitudinal study of 61
SA and AH students’ acquisition of the Spanish subjunctive demonstrated that the SA students’
use of the Spanish subjunctive in oral production was far superior. Pérez-Vidal and Juan-Garau
(2009) contrasted the written performance of 37 non-native SA students of English not just to
the written performance of AH students, but also to a baseline written performance of native
speakers. The findings provided further evidence that an SA improves written fluency and lexis,
while gains in syntax lagged behind.

As Churchill and DuFon (2006) indicated, the seemingly contradictory results of these
studies are merely an indicator that patterns of language acquisition are complex and variable,
and the interplay of language gains, learner characteristics and even the study abroad context
particularities make it difficult to draw universal conclusions on the benefits of staying in an
SA context. While Carroll, and many researchers since, has maintained that an SA in itself
promotes immersion and meaningful, beneficial language experiences, other researchers
attempted to correlate language outcomes with activities, attitudes and beliefs of students in SA

programs.
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The impact of a study abroad context on students’ develoment of language skills is
rarely a settled question. Study abroad seems to be most beneficial for the acquisition of oral
proficiency and vocabulary items, and there is some evidence that it is also beneficial for the
improvement in reading comprehension and written complexity, whereas the results concerning
its impact on grammatical complexity are mixed. Studies examining language development in
a study abroad setting are typically unconcerned with what goes on in an SA context (Taguchi,
2016, p. 128). The ambiguity of the findings mentioned earlier highlights the fact that study
abroad functions as a complex system, and its study “requires researchers to take into account
the whole person and the whole context” (Coleman, 2013, p. 36). Most research studies to this
day have failed to approach study abroad in this manner, although many have investigated some

aspects of the context.

2.2 EXTRA-LINGUISTIC FACTORS IN SA EXPERIENCES

In the last decades, an ever-increasing number of SA research has factored in the effects of
extra-linguistics factors on language learning. Among others, these research works focused on
the effect the stay abroad had on the students’ intercultural competence, the significance of the
duration of the SA period on language gains, and the importance of social networks in SA

language gains.

2.2.1 THE EFFECT OF STUDY ABROAD ON INTERCULTURAL COMPETENCE

Engle and Engle (2004) conducted a four-year-long research of American SA students of

French. Their goal was to test if the program design at their institution facilitates the acquisition

of French and the development of intercultural sensitivity. Two hundred fifty-seven students
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were asked to fill out two assessment tools. The Test d’Evaluation de Francais (TEF) is a testing
tool widely used in France to provide an overall view of students’ linguistic skills. Moreover,
the Intercultural Development Inventory (IDI) is a “multiple-choice testing tool developed in
1998 by Mitchell Hammer and Milton Bennett” (Engle and Engle, 2004, p. 229). Both tools
aim to measure an individual’s orientation to cultural differences and how these disparities
weigh in the SA programs’ language aspect. In their analysis, Engle and Engle stated that their
SA students’ intercultural sensitivity was positively affected by direct, authentic contact with
the host culture and by “skillful mentoring which guides, informs, inspires, and stimulates the
experiential learning process” (p. 232). However, when considering the relationship between
the students’ scores on the TEF and IDI, Engle and Engle found that while the “results suggest
a certain moderate level of coherence between individual rates of linguistic and cultural
progress, they fail to confirm consistency.” The cultural progress in their research referred to
the participants’ Intercultural Development Inventory scores, and the linguistic progress was
measured by the Test d”Evaluation de Francais. Such a large scale assessment reveals
information less visible in previous studies and points to how one’s tolerance of cultural
differences as measured in IDI is a strong element in the SA program’s study. In the introduction
| already pointed out that many SA students at the Medical School in Pécs have little interest in
exploring the cultural differences of the local culture.

Anderson et al. (2006) also used the IDI to quantify the effects of a 4-week-long SA
experience on the participants’ intercultural sensitivity. The study involved only 16 participants,
therefore its sample size was too small to generalize. However, the researchers found that the
students from an American midwestern private university significantly improved their
intercultural sensitivity after only four weeks in England and Ireland. Pedersen (2010) took the
findings of these studies and designed research to provide details on IDI and its connection to

SA success. Pedersen compared the pre-post IDI scored of three groups of participants. Group
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one consisted of SA students whose program included intercultural effectiveness and diversity
training pedagogy, cultural immersion, guided reflection, and intercultural coaching. Group two
were participants in the same study abroad experience without the intercultural effectiveness
and diversity training pedagogy intervention. Group three consisted of at-home students, who
have previously expressed interest in an SA experience. Pedersen found a significant difference
in the IDI scores of the SA students who received the intervention and the other two groups,
and no statistically significant difference between the non-intervention SA students’ and the at-
home students’ IDI scores. Pedersen concluded that an SA experience in itself is not sufficient
in creating effective global citizenship, and intentional pedagogy focusing on intercultural
effectiveness is needed.

The question has long been lingering whether only official SA programs are beneficial
to language learning or perhaps personal traveling, including holiday trips, are also affecting
SLA positively. Stebleton, Soria and Cherney looked into this dilemma in their 2013 study, in
which they examined the relationship between five different types of travel/SA participation,
ranging from an SA university program to travelling abroad for recreational purposes, and the
development of intercultural competencies. They used the Student Experience in the Research
University (SERU) online survey. Altogether 99,810 American students from a number of
American public universities answered the survey. Their results showed that participation in
formal SA programs had a higher positive impact on the students’ intercultural competencies
than other forms of international travel activities.

Anderson, et al.’s (2015) study looked at the relationship between the students’
motivations to participate in an SA program, the characteristics of the SA program and the
students’ intercultural competence in a pre-post-test assessment. In the study, 355 American
SA students took the Global Perspectives Inventory (GPI) before and after the SA period. The

authors hypothesised that the motivation of the students with more complex reasons for SA
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would have a significant effect on their intercultural development. Namely, students who
choose to partake in an SA program to learn about the world or achieve personal growth would
register a higher rate of intercultural development than the students whose main motivation in
participating in an SA was a desire for entertainment. However, their results did not support
this hypothesis, as the participants’ GPI scores did not increase significantly as a result of the
SA. The participants’ intercultural competence did not develop during their SA, but they found
that the students’ motivations for embarking on a study abroad positively correlated with their
intercultural competence. In particular, Anderson and Lawton found that students with more
“noble” motivations, such as a desire to learn about the world, to achieve personal growth, and
to develop one’s career, had higher GPI scores (2015, pp. 49-50).

As is shown in the contrasting results in Stebleton, et al. (2013) and Anderson, et al.
(2015), whether or not an SA experience is conducive to the development of intercultural
competence is by no means a settled issue in SA research. In fact, Shartner (2015) found that
students’ cultural empathy and open-mindedness declined during an SA experience. Shartner
tracked 223 international postgraduate students at a British university. They administered the
Multicultural Personality Questionnaire in two stages, two weeks and nine months into the
students, SA program. The 5-point Likert scale questionnaire items were developed to measure
intercultural competence conceptualised as cultural empathy, open-mindedness, social
initiative, emotional stability and flexibility (Shartner, 2015, p. 404). To gain a more nuanced
picture, Shartner decided to conduct semi-structured interviews to follow up the questionnaires.
This project involved twenty participants throughout the same academic year. Based on the
results of the two questionnaires and the interviews, Shartner had to conclude that the students’
intercultural competence did not develop merely due to their exposure to a multicultural study
environment. Institutional and program factors, such as length of stay and program design, were

also key predictors in the development of intercultural competence in study abroad students.
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2.2.2 LENGTH OF STAY AND SA EXPERIENCE

The length of stay for SA students varies greatly from only a few weeks to several years. Despite
the significant discrepancy, how the length of stay affected language gains or the SA experience
in general, has been under-researched and has only recently garnered appropriate interest. The
dearth of research might be explained by the fact that two strong assumptions were shared by
most SA researchers. On the one hand, it was assumed that the longer an SA period, the more
benefits the students accrue (Dwyer, 2004, p. 151). On the other hand, a short-term SA
experience would not be impactful enough to prompt an investigation. Thus, most of the
research focused on populations that had at least three months of SA experience (Llanes &
Munoz, 2009, p. 354).

While not many researchers focused on the length of stay in their research, it very often
turns up as a key factor in otherwise centred research. For example, Ife, Vives Boix and Meara
(2000), while investigating vocabulary development in a SA, focused on whether students at
various proficiency levels and of different backgrounds exhibit significant differences in the
progress they made. Of the 36 students who took part in the research, about two-thirds spent
one semester abroad. The remaining one-third spent two. The participants were administered a
questionnaire of 120 items, each consisting of three words, two of which strongly associated
with each other, and a third one not. The participants were asked to identify the misfit word.
Ife, Vives Boix and Meara found that length of stay was the only environmental variable that
had a significant positive relationship to their three Word Association Test. The participants
who spent two semesters on SA scored higher on vocabulary tests than those whose SA lasted

onIy one semester.
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Dwyer (2004) was among the first to measure the longitudinal impact of SA on a large
sample size. The study utilized a survey of 28 retrospective questions on the impact of SA on
behaviours and attitudes, which 3,723 previous SA students answered. The work confirmed
previous beliefs that thelength of stay had a significant relationship with impact. Students whose
SA experience lasted for a whole year reported higher confidence in their linguistic abilities,
were more successful academically, and were more likely to use the language of the host
country in their work when compared to summer school SA students.

In their 2009 study, Llanes and Munoz challenged the assumption that short-term SA
experiences “may not produce any significant change in subjects’ second language proficiency”
(Llanes & Munoz, 2009, p. 354). They asked 24 Catalan and Spanish L1 students to partake in
short oral interviews before and after a short stay abroad. They found that even a three- or four-
week-long SA experience can lead to significant improvement in listening comprehension, oral
fluency, and accuracy. Moreover, they found that an extra week can have measurable results,
as “those participants who stayed for four weeks performed the oral task with greater fluency;
and with greater accuracy, relative to those who stayed abroad for three weeks” (p. 362). While
these findings do not argue against the benefits of longer SA periods, as Llanes and Munoz
(2009) also point out, their findings are especially important in light of the increasing popularity
of shorter SA programs.

Building upon the surprising findings of Llanes and Munoz (2009), Llanes and Serrano
(2011) investigated if a month difference in the length of a SA participation can lead to “a
significant difference in the written and oral production” of language (Llanes & Serrano, 2011,
p. 101) . Forty-six Spanish and Catalan students were asked to write a biographical composition
and narrate a story based on pictures before and after their SA experience. The results showed
no significant difference between students who stayed abroad for two months and those who

stayed for three. Llanes and Serrano explained the difference in the results by citing previous
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research. Llanes and Munoz (2009) found a significant difference in language gains between
study abroad and at-home students, whereas Llanes and Serrano (2011) found none, despite the
difference in length of stay being only one week. Llanes and Serrano argued that they did not
find a significant difference because the participants in their study were advanced students of
the target language, and the participants in the 2009 study were adolescents with lower levels
of proficiency. Llanes and Serrano’s argument would therefore support the claim that study
abroad is more beneficial for students with lower levels of proficiency.

The findings of Lara, Mora and Pérez-Vidal (2015) added another twist to the research
into the effects of length of stay on language gains. They compared two groups of Spanish-
Catalan bilinguals based on role-play tasks, which the students were asked to perform before
and after the SA. The SA lasted for 3 and 6 months for the two groups respectively. The data
was analysed for accuracy, complexity and fluency. Their statistics showed that the three
months group showed more gains in accuracy and fluency than the students in the 6-month-
long group, whereas there were no significant differences between the groups with regards to
gains in complexity. In conclusion, based on these recent studies, it seems that, for now, the
question in the title of Lara, Mora and Pérez-Vidal’s (2015) article, namely, “How long is long

enough?” cannot be unequivocally answered.

2.2.3 SocIAL NETWORKS IN STUDY ABROAD

Another variable that influences language gains besides the length of study is the type and
extent of social interactions that are created during SA. Contacts with the host university
students and the local community provide SA students with seemingly crucial opportunities to
practice their L2 in authentic situations. In an attempt to measure the density and intensity of

SA participants’ social interactions, researchers have often utilized the social network
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framework first proposed by Lesley Milroy (1980), who defined it as informal relationships
contracted by the learner, which frequently results in interactions. For example, Isabelli-Garcia
(2006) claimed that an analysis of an SA students’ social networks could be “used to account
for linguistic development and variation between speakers” (p. 231), because the frequency and
type of interaction with native speakers is an important factor in the acquisition of
sociolinguistic skills. In her study, Isabelli-Garcia investigated the connection between the type
of motivation, attitudes towards the host culture, and the social networks of SA students. She
found that motivated SA students develop more extensive and complex social networks while
in the host country, but also, that in turn, their “success, or lack thereof, in incorporating
themselves into social networks” (p. 255) affects their motivation. In her study, she used
Simulated Oral Proficiency Interview, which is a semi-direct speaking test simulating
encounters with native speakers “to have quantitative data on pre- and post-program
proficiency” (p. 239). According to their findings, there was only one student whose rating did
not improve in the pre-post-test. This participant was also the only student whose social network
size diminished from the first to the fifth month of stay and never managed to develop a
multiplex social network with members of the host culture.

A similar concept drove Tanaka (2007) to study the extent and quality of Japanese
students’ contact with the English language while on a 3-month-long SA in New Zealand.
Tanaka (2007) found that the students’ exposure was limited. Many participants admitted in
interviews that they preferred interacting with other Japanese students to seeking opportunities
to meet locals. Even homestay students reported limited interactions with the host families. In
Tanaka’s assessment, it was the low level of English proficiency that limited the Japanese SA
students’ L2 experience.

Kinginger (2008) also looked at SA as “a productive - if imperfect - environment™ (p.

107), where immersion and meaningful L2 interaction does not occur automatically and
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naturally for SA students. Kinginger used the Test de Frangais International (TFI) to measure
pragmatic competence and language awareness. The study’s cohort of 24 students demonstrated
significant gains over the SA period, with considerable within-group variation. Based on the
students’ reports of their SA experiences, provided in the form of journals and interviews,
Kinginger found that the conditions for language learning provided to the students, the qualities
of experiences, and the student’s beliefs and attitudes all related to language development. One
of the participants reported having a supporting host family, who actively encouraged his
language development and provided him with valuable input. Another homestay SA student,
however, wrote about her loneliness and lack of interaction with the host family. Kinginger, in
the end concluded that one of the main influencing factors in the high degree of individual
variation in language outcomes among SA students is their beliefs and attitudes towards the
SA. “In the cases studied here, we find that some students interpreted study abroad in ways that
favoured their language learning, whereas others did not” (p. 108), and one of the ways this
difference in attitudes manifested itself was in the development of social networks. The
participants who managed to develop informal relationships with members of the host culture,
had better scores on the data collecting instruments, and the qualitative analysis of the data they
provided showed more positive attitudes.

Allen (2010) used Vygotsky’s sociocultural theory to study the relational dynamics of
SA and how students interacted with their host communities during their SA. Allen found that
the levels of interaction between SA students and the L2 community were influenced by
multiple factors. Among these factors Allen highlighted the students’ initial motivations to
participate in an SA experience and their beliefs and perceptions of the host culture and the SA
program. He also found that the students’ strategies in critical moments where they enacted

agency and constructed the conditions of their continued language learning was another key
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factor. Allen concluded that the SA learning context emerges “from the dynamic interplay
between the learner’s intentions versus those in his or her community of practice” (p. 20).

One of the most common ways SA students form social networks with members of the
host culture is by living with host families, or as often called, being homestay SA students.
Allen, Dristas, and Mills (2006) found that homestay SA students reported both a higher level
of linguistic ability and a higher level of expected and encountered cultural difficulties than SA
students who lived in other living environments (e.g., in a dormitory, or a rented apartment).
The participants were asked to fill in a survey consisting of four subscales: The Demographic
Information and Language Contact Profile, the Linguistic Self Assessment Profile, the
Sociocultural Adaptation Scale, and the Acculturation Scale. Interestingly, Allen, Dristas and
Mills found that despite the reported cultural difficulties, homestay students, after their SA
identified less strongly with their own culture’s “perspectives, practices, communication
practices and products,” (Allen et al., 2006, p. 198) whereas the non-homestay students’
identification became stronger. At the same time, both homestay and non-homestay students
identified strongly with the host culture after the SA experience.

However, just like with other aspects of involvement with the host culture, beneficial
interaction does not seem to happen naturally, even in a homestay SA setting. Lafford and
Collentine (2006), in their review of the literature pointed out that “learners’ living conditions
abroad may also prove to be a crucial factor” (116): there is a great variation between the
quantity and quality of interaction that takes place between the students and the host families.
Pinar (2016) claimed that recent research has shown that the attitudes of the host family and the
SA student can both facilitate and hinder the development of linguistic abilities and intercultural
competence. The key factor seems to be whether the homestay context facilitates frequent

quality interaction. For example, in DuFon’s (2006) research, when the interaction between the
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student and host family was infrequent and limited to mealtime, the amount of meaningful
interaction was too little for students to develop their linguistic abilities.

Living conditions are only one of the predictors of language use, and in an ambitious
questionnaire-based study, Dewey et al. (2014) investigated the predictors of language use in
six SA programs in six different countries. They examined the relationship of six predictors
(the SA program, age, gender, initial level of cultural sensitivity, personality, initial L2
proficiency and social network size) and L2 use of 118 SA students. Dewey et al. found that
the characteristics of the SA program and social network size were the most important
predictors of language use. Their findings regarding social network size were complex. Social
network size was a positive predictor of out-of-class L2 use, but social network size was
influenced by program design. Program design therefore was the single strongest predictor of

language use. The initial level of cultural sensitivity, on the other hand, was a negligible factor.

2.3 CONCLUSION

Research into the development of language abilities in SA settings has shown that the setting
in itself does not guarantee better language gains than other settings would. Instead of clear-cut
evidence of the linguistic benefits of study abroad settings, the research focusing on linguistic
constructs and gains in SA has lead to the realisation “that many aspects of language
development are nonlinear and . . . multivariate and dynamic” (Spoelman & Verspoor, 2010, p.
547). The extra-linguistic factors influencing SA experiences and language development in a
study abroad setting are numerous, difficult to isolate or control, and therefore looking at
individual factors “often yields inconsistent results” (Wang, 2010, p. 59). As Wang succinctly
argues, these facts serve as a rationale for an exploratory qualitative approach towards language

socialization in study abroad.
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CHAPTER 3: RESEARCH DESIGN

Research on the impact of SA on students’ language proficiency and intercultural competence
has pointed out the significance of these programs for the participants’ professional
development. As the Medical School of the University of Pécs has a long history in offering
SA opportunities in the Hungarian educational context, we have long faced the questions of
how professional identity development and the social networks the students participate in are
related. On the next pages, | will provide a detailed description of the research methodology,
the participants, and the research context of the study. As the body of research literature
concerning both students’ identities and study abroad second language acquisition grows, the
present study intends to provide a qualitative analysis of the participants’ unique experiences.

The study was designed to research the impact of SA on identity construction through
emergent themes found in SA students’ personal accounts and through semi-structured
interviews. In the first part of the research, SA students were prompted to provide written
accounts of events during their SA period to uncover the emergent themes salient to their
experiences. The second part of the research consisted of six semi-structured interviews
designed to reflect on the content of the emergent themes identified in the written accounts.

It has been pointed out that we live in “narrative’s moment” (Maines, 1993, p. 17).
Something of a “narrative turn” has been happening in recent decades. In other words “treating
a narrative as an object for careful study” (Riessman, 2008, p. 14) has become widespread in
many disciplines of human sciences. Moreover, as Aneta Pavlenko put it “In the past decade,
language memoirs, linguistic autobiographies, and learners’ journals and diaries have become
a popular means of data collection in applied linguistics” (Pavlenko, 2007, p. 163). This
narrative turn, and in a wider sense the social turn (Block, 2003) it has been a part of has opened
the possibility of investigating issues that were previously studied through a qualitative lens

through narrative analysis, and thus made this research possible as well.
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The first questions researchers conducting narrative analysis always have to as are
explaining the what and why. What is narrative in the framework of the research? Why is it
that they choose it as the source and subject of their study?

Although human sciences’ “turn” towards narrative has only occurred recently,
narrative has been the subject of studies in literature since the beginnings of literary studies. In
his works, Aristotle talked about a “coherent presentation of events in a narrative or dramatic
imitation”, which he calls muthos or story (Aristotle, 2006 p. 73). Story, plot and narrative have
been often used interchangeably or to mean similar things in literature ever since. For example,
according to Herman and Vervaeck (2001), “traditionally a narrative is considered to be a
sequence of events” (p. 11). In their definition, narrative is the semiotic representation of a
series of meaningfully connected events (p. 13). With the popularity of the term on the rise in
science and in everyday usage, this definition of narrative is, however, so broad that it might
almost be without meaning. In contemporary usage, narrative has come to mean anything
beyond a few bullet points; when someone speaks or writes more than a few lines, the outcome
is now called narrative by news anchors and even some qualitative researchers. “Reduced to
little more than a metaphor, everyone has a “story” that, in turn, feeds media culture, whether
it entails telling one’s story on television, or at a self-help group meeting in our interview
society” (Riessman, 2008, pp. 4-5).

Riessman claimed that there is no scientific consensus on the proper definition of
narrative, and that instead, it is a “range of definitions” which effectively form a continuum.
On the one end of the continuum, “narrative refers to a discrete unit of discourse, an extended
answer by a research participant, to a single question, topically centred and temporally
organized... On the other end of the continuum... narrative can refer to an entire life story,

woven from threads of interviews, observations, and documents” (Riessman, 2008, p. 5).
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The prototypical narrative results from a storyteller recapturing past events froma single
point of view constituting a well-bounded, closed temporal unit (Labov, 1972, p. 359-360). In
Labov’s view, a prototypical narrative consists of at least two narrative clauses that guide the
audience over the temporal sequence of events, and any number of free clauses that add
complimentary information. A fully developed prototypical narrative contains an abstract,
orientation, complicating action, evaluation and resolution (Labov, 1972, p. 370). An abstract
introduces the topic, the orientation explains the who, when, where of the story; the
complicating action explains how the conflict developed; the evaluation interprets the personal
meaning the storyteller derived from the narrative and finally the resulotion explains the state
of the storyworld at the end of the narrative.

However, narratives are often not produced by only one teller. Elinor Ochs and Lisa
Capps (2001, p. 20) distinguish the co-constructed conversational narratives from the
prototypical narratives described by Labov. These narratives emerge from interactions as two
or more interlocutors negotiate interpretation of life events through narrative telling. The
narratives that emerged from the interviews in this study are instances of what Riessman calls
personal narratives, or “extended accounts of lives in context that develop over the course of
single or multiple research interviews” (Riessman, 2008, p. 6), whereas the written accounts
produced by the participants more closely resemble Labov’s prototypical narratives. Freeman
(2006) claims that neither type of narrative is better or truer, but rather provide different avenues
to examine life stories. By incorporating both types of narratives | aim to utilise the
complementary nature of these two types of texts.

Narrative inquiry that involves both prototypical and conversational inquiries is a
worthwhile effort, as one of the most prominent differences between them is in the ways they
are used for the purposes of identity construction, which is one of the main function of narratives

to begin with. Researchers have argued that the narrative construction of our life stories
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involves constant construction and negotiation of identities (McAdams, 1993). In narrative
telling, language is used to present a sense of self that is positioned and negotiated in terms such
as “self” and “other,” “objective” and “subjective” (Fodor, 2019, p. 29) to create a discursive
encoding of the self, often referred to as subjectivity. Agency and victimicy, whether the
storyteller is presented as an active, voluntary participant in the narrative telling, is another key
concept in understanding how narratives position the self that will be analysed in the study. To
understand the storytellers’ subjectivity and agency presented in discourse | will investigate
their subject positioning. Davies and Harre (1990, p. 50) defined subject positioning as a
discoursive process of presenting selves in conversation as participants. Selves are positioned
in stories in relation to exclusive categories, and belonging to some of the categories is
experienced by the tellers through adopting a worldview. The power of the concept of subject
positioning stems from the possibility of locating selves in narratives of lived histories. With
the use of narrative forms, plot, learnt metaphors, and characters, storytellers’ can create subject
positions for themselves that present their identities.

As my aim with the research was to explore study abroad medical students’ experiences
in-depth through multiple sources of information, emphasizing the importance of the context
it fits most definition of a case study (Duff, 2008, p. 22). Following Duff’s classification of case
studies, the present dissertation can be best described as an explanatory-relational case study,
as its goal is to find “causal or relational patterns among observations or yield explanations

about” (Duff, 2008, p. 101) language learning in the study abroad context at the Medical School.

3.1. THE STUDY ABROAD CONTEXT AT THE MEDICAL SCHOOL OF THE UNIVERSITY OF PECS

A closer look at the context of the study answers why the personal narratives selected

for the purposes of this research merit an analysis. Just as it is the case in higher education in
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general, globalisation has been one of the prominent trends of the last decades (Cséaszar &
Wusching, 2014, p. 10) in Hungary. Medical Schools are especially popular destinations for
international students. Although the General Medicine in English program started more than 30
years ago, in 1984, at the University of Pécs, and the General Medicine in German program in
2004, the internationalization of the Medical School (Csaszar & Wusching, 2014, p. 10) is a
recent phenomenon, as the number of international students only surpassed 200 in 2000, and,
as was mentioned earlier, international students only became a majority among students at the
Medical School in 2012. Their absolute numbers and relative percentage among students
continues to grow (Csaszar & Wusching, 2014, pp. 11-12). In 2018, of the 3,427 students of
the Medical School, 2,014 were international (Pécsi Tudomanyegyetem, n.d.). The student
population of the university is made up of three distinct communities: at-home students from
Hungary, SA students in the German program, who mostly study in their mother tongue, and
students of the English program, who study medicine in English. While here, these students,
who come from sixty-odd countries (Csaszar & Wusching, 2014, pp. 12-13; in 2013 students
from 59 countries studied at the Medical School), from a wide range of cultural, social,
economic, religious backgrounds, form a temporary community based on their shared lived
experiences as SA medical students. The language of communication among themselves is
English, German, or any of the numerous other languages they speak, but almost never
Hungarian. The language of professional instruction is mostly English or German, as they have
relatively few Hungarian classes. In the first two years of their medical studies, most SA
students sign-up for Medical Hungarian classes, which take place twice a week over the course
of the shortened, 12-week-long semester. Whereas their other classes focus on endowing the
students with a high level of medical knowledge and professional competence, the Hungarian

classes focus on teaching them how to ask basic questions and understand basic answers in a
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doctor-patient setting, a skill that they will find useful only starting in the third year of their SA
experience, in their clinical classes.

The Medical School of the University of Pécs can therefore be characterised as a
multilingual university; following Dafouz and Smit (2014), it could be described as an English
Medium Education in Multilingual University Setting (EMEMUS) (2014, pp. 398-399). Dafouz
and Smit proposed a conceptual framework for describing the language ecology of EMEMUS
settings that consists of six components, (Roles of English, Academic Disciplines, (language)
Management, Agents, Practices and Processes, Internationalization and Glocalization), and the
last one which they dubbed ROAD-MAPPING. They also postulate that discourses can serve
as “a point of access to analysing EMEMUS” (p. 403).

The EMEMUS setting for SA students at the Medical School is remarkable because,
whereas most of the education takes place in English or German, which are also the languages
of communication between the participants of the setting, the students also take Hungarian for
Specific Purposes classes. Whereas a proof of English proficiency is an entry requirement for
beginning studies at the English program of the Medical School, Hungarian proficiency is not.
Study abroad students at the Medical School typically encounter the Hungarian language for
the first time when their SA experience starts. Some of them take Hungarian classes before the
first semester either in Pécs at the International Studies Centre or someplace else, but this is not
universal. Once their studies at the University of Pécs start they are offered Medical Hungarian
classes. These classes are optional, and most study abroad students capitalise on this
opportunity. The classes take place twice a week, for ninety minutes for four semesters. Since
the semesters last twelve weeks, by the end of the four semesters the students will have attended
Medical Hungarian classes for 144 hours. Unlike the Medical Hungarian classes, an oral
medical history taking interview and a listening comprehension test in Hungarian are criterion

requirements for several classes in the third academic year. The simulated medical history-
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taking interview consists of speaking tasks. First, the students ask basic questions regarding
biodata (for example name, age, previous diseases) and current symptoms from the examiner
in Hungarian. Then they have to prove that they understand the answers in Hungarian. Their
comprehension is measured by their ability to translating them into English. In the listening part
of the exam, the students listen to a simulated medical history taking interview performed by
Hungarian actors from the local theatre, and answer twenty questions on discrete points of
information, such as the age of the patient, the symptom, the onset of the symptom and the like.
Following a successful medical history exam the students can sign up for further, more
specialised medical Hungarian classes, but the sign-up rate of these classes is significantly

lower than the sign-up rate of the pre-exam classes.

Table 2.

SA students formal Hungarian language learning at the Medical School

Name of Hungarian course or exam Details

Pre-program preparatory course Optional, typical length is between 60 and

140 classroom hours over 2-4 weeks

Medical Hungarian classes Optional, 144 classroom hours over four
semesters
Final examination in Medical Hungarian Criterion requirement for all SA students,

simulated medical history taking in

Hungarian

Clinical Hungarian classes Optional, only a low percentage of students
participate, 24 contact hours each semester

for up to four semesters
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In the ROAD-MAPPING framework proposed by Dafouz and Smit, the first
component is called Roles of English, referring to the ecological significance of the “English-
plus” multilingual policies of institutions in relation to the “complete linguistic repertoire of a
specific higher education site” (Dafouz & Smit, 2014, pp. 404-405). While this description is
wide enough to encompass the complex situation at the Medical School as well, it is important
to highlight the roles of Hungarian in the research.

Clearly, the situation imposes immense challenges on the international students. In a
conversation in June 2016, Bernadett Potos, the registrar of the Medical School, claimed that
the overall dropout rate of SA students at the English program of the Medical School of the
University of Pécs is around 90%. The SA students of the English program come to Hungary
to study health sciences (general medicine, pharmacy, or dentistry at UP), which is already
considered to be among the most demanding paths a student can choose. Studying in an English
Medium Education program, exacerbates the challenge as English is rarely the students’ first
language (L1). But besides having to navigate life in a foreign country, and an English medium
medical education, they are also expected to, by the end of the second academic year, be able
to take a medical history in Hungarian - a language they, most of the time, had little to no
contact with before starting their studies in Pécs.

Additional challenges facing these SA students include having to form temporary
communities of practice with peers from a wide range of cultural and linguistic backgrounds
whereas having to navigate the unknown environment of a SA setting at a time when they are
forging new identities as competent healthcare professionals. Not all students finish their
education at the University of Pécs, and most of them have no intention of starting to work as
doctors in Hungary. Many of them consider Hungary only as a temporary place of residence
until they graduate from the UP or can transfer to another university in the country they consider

their final destination or home.
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One of my experiences as a language teacher of these SA students was that amidst these
turbulences, they rarely espouse a language learner identity, which might adversely affect their
SA experience in Hungary, their English and Hungarian language learning outcomes, and even
the maintenance of their motivation. The research into the personal narratives of some of these

SA students intends to discover the impact of SA on identity construction.

3.2. THE PILOT STUDY

3.2.1. CONTEXT

My research started with a pilot study, published in Krommer (2019), with the aim to investigate
the accounts of first and second-year medical students on their experiences and feelings. By
identifying the emergent themes in these accounts, the pilot aimed to explore the factors
influencing study abroad students’ experiences at the Medical School. In this section, | describe
the pilot study as it greatly influenced the research design of the current study, and it probably

affected my evaluation of the present data as well.

3.2.2. RESEARCH QUESTIONS

The pilot study investigated the experiences and feelings of first- and second-year study abroad

medical students through qualitative context analysis of their accounts. In exploring the factors

influencing SA students’ experiences, the pilot study aimed to answer the following research

questions:

1. What emerging themes can be identified in participants’ personal accounts?
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2. To what extent do these emerging themes correspond to factors identified by SA
research (e.g., involvement with the host culture, social networks, meaningful interaction,
learning contexts, length of stay)?

3. How do these emerging themes relate to the participants' Motivational Self System?

3.2.3. PARTICIPANTS

30 study abroad students participated in the pilot. Five of them were second-year students at
the Faculty of Medicine; nine were first-year students at the same faculty. Sixteen participants
were first-year students of the Faculty of Pharmacy. The participants formed a convenience
sample, as they were all students in my Medical Hungarian classes, and the accounts were
collected in class. The participants came from a wide variety of backgrounds. Fifteen of the 16
first-year pharmacy students were Iranian, the 16th being from Jordan. Three second-year
medical students were Norwegian; the other two second-year students came from South Korea
and Jordan. Five of the first-year medical students were from Jordan, making it the second
most numerous nationality in the sample. Of the remaining four, two were Nigerian, one

Turkish, and one Japanese.

3.2.4. DATA COLLECTING INSTRUMENTS

Participants were asked to write a “one-page story” about their experiences and feelings as
foreign students at Pécs. They were instructed to write about something that happened to them,
or something that they did and make it a concrete story. The intention of the researcher was to
elicit “topically centered and temporally organized” discrete units of discourse (Riessman,

2008, p.5), although some participants chose to write about their feeling and experiences in
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more general terms or to include short descriptions of several events. The data collection took

place between 121" and 15" of December, 2016 in Pécs.

3.2.5. PROCEDURE

The accounts were analysed using a data-driven and inductive approach (Boyatzis, 1998). The
themes were identified after careful reading and rereading of the data, over two cycles of coding.
In the first cycle of coding, descriptive codes were assigned to the data (Saldana, 2009). These
codes identify specific themes, forming a rough outline of preliminary thematic categories. The
resulting codes were then categorized following the recommendations of Saldana (2009) for
Focused coding in the second cycle of coding. Focused coding was used to search for “the most

frequent or significant Initial Codes” to develop salient categories (Saldana, 2009, p. 155).

3.2.6 RESULTS

In the pilot study, seven salient, emergent themes were identified after two cycles of coding 30
participants’ personal narratives. The seven themes identified in order of frequency were SA
motivation (present in 17 texts), intercultural adjustment (16), communication difficulties (13),
social networks and support (13), evaluation of Hungarians (12), Hungarians’ English skills

(7), and the Evaluation of the Hungarian language (6).

Table 3.

Frequency counts of the emergent themes in the pilot study

Emergent theme Frequency count

SA motivation 17
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Intercultural adjustment 16
Communication difficulties 13
Social networks and support 13
Evaluation of Hungarians 12
Hungarians’ English skills 7
Evaluation of the Hungarian language 6

In the category SA motivation, | included all mentions about possible reasons or benefits
of a study abroad experience. Of the seventeen texts that had this theme, eight mentioned a
motivation to study Hungarian. For two students, the motivation to study Hungarian comes
from a desire to make Hungarian friends, as they thought that developing a social network that
includes members of the host culture would improve their study abroad experience. Three
students mentioned that they would like to be able to speak Hungarian, as it would be useful in
their academic studies. Gaining independence was another source of study abroad motivation
for four participants of the pilot study, however two students felt that their study abroad context
is a hindrance in the performance of their selves. For one of them the problem derived from
what she viewed as possible in her new environment: she used to play in a band and felt unable
to do so in Pécs. Another student viewed herself as a competent professional, and was frustrated
by the fact, that she was not able to transfer her Iranian credits to Pécs, therefore had to attend
classes she viewed beneath her needs.

Mentions of culture shock and initial anxiety upon arrival were recurrent. In some cases,
the perceived differences and unfulfilled expectations had an alienating effect on the students
and resulted in contact avoidance. However, the narratives rarely contained concrete examples
of differences between the participants’ native and the local Hungarian customs. They rather

fell back on more generalized statements about Hungary and their native countries that were
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“completely different.” The participants also often evaluated Hungarians; however, their
evaluation was diverse. In seven cases, they expressed negative attitudes towards members of
the host culture as “slow,” “rude,” “impolite,” or so unwilling to communicate with SA students
that they would even “lie themselves out” from such situations. In two cases, the participants
even articulated how the negative attitudes towards them they perceived from Hungarians have
contributed to their growing seclusion from the host culture. One does not have to think hard to
connect such results to Norton and McKinney’s (2011) point on how participation in a target
language community is often contested. According to Norton and McKinney, an identity
approach to SLA highlights the fact that learning takes place in specific sociocultural contexts,
where newcomers are allowed legitimate peripheral participation in the social practices of the
target language community (2011, pp. 79-80). A Turkish student who was initially intrigued to
learn about Hungarians and expressed motivation to achieve participation in the host culture,
after she overheard Hungarian restaurant staff talk about her using swear words she was
familiar with, she gave up this ambition. The negative attitudes she experienced led her to
conclude that she is not allowed legitimate participation, which decreased her motivation and
willingness to communicate, and ultimately left her with a social network that does not provide
any Hungarian input. On the other hand, five participants used more positive expressions to
describe Hungarians, such as “welcoming”, and “nice,” even if these evaluations were vague
and lacked description.

Only two personal narratives referred to attempted communication with members of the
host culture in Hungarian. Of the remaining eleven stories where communication difficulties
were mentioned, eight explicitly mentioned that the 