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ABSTRACT 

The availability of Web 2.0 tools and multiple modalities through digital media is 

promoting a growing renaissance in linguistic diversity and cultural affiliations, 

providing a cosmopolitan and plurilingual and multicultural landscape for multilingual 

users. Full participation in these digitally-mediated activities involves not only print-

based literacy but also new literacies that are emerging within Internet-mediated social 

and communicative contexts. 

In an effort to better understand how these communication technologies can be 

used to enhance second language acquisition (SLA), this study explores the relationship 

between social networking and second language (L2) learning. Grounded within 

theoretical frameworks of an ecological approach to language (van Lier, 2004), second 

language socialization (Duff, 2008), and new literacies (Lankshear & Knobel, 2006), this 

dissertation examines use of social networking sites (SNS) by L2 learners/users of 

English as a group and as individuals over time in social networking communities 

through a mixed method approach, including quantitative (e.g., survey) and qualitative 

(e.g., case study) methods. The ultimate goal is not simply to describe the use of SNS by 

L2 users, but to apply the findings to L2 writing pedagogy that can bridge students’ in-

school and out-of-school literacy practices, and to examine the efficacy of that pedagogy. 

The intent here is not only to fill in the research gap in the literature on social media and 

SLA but also to inform second language writing pedagogy.  

The three interrelated studies are comprised of 1) a survey-based study of SNS 

literacy practices and second language learning, 2) a longitudinal case study of two L2 
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users’ SNS-mediated community investment and identity formation, and 3) a study of the 

efficacy of an SNS-enhanced genre-awareness instructional unit in an ESL writing 

classroom. Findings show that L2 users, across culturally diverse groups, performed 

quantitatively and qualitatively differently in social media usage and displayed different 

culturally-informed patterns of technological affordances. The longitudinal case study on 

two user shows that with the availability of Web 2.0-mediated semiotic resources, 

including social networking sites and other Internet-mediated communities, allow 

performance of complex identity work and exploration of multimodal selves over time. 

Implications are that L2 users can gain access to, develop new identities in, and acquire 

social capital in new communities. Results from the pedagogical intervention show that 

writing instructions using an SNS-enhanced genre-awareness approach can develop 

critical awareness of genres across both traditional and digital media.  

Overall, this dissertation has implications for English language education in the 

digital age and contributes to the literature on SLA, literacy studies, technology-enhanced 

language learning, and L2 writing research.  
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CHAPTER 1 

INTRODUCTION 

1.1  Background 

In the past few years, social networking sites (SNSs) such as MySpace, Facebook, 

and Twitter, have grown in popularity worldwide and attracted million of users. As of 

March 2012, Facebook, the leading SNS, is used by more than 900 million people around 

the world with about 80% of Facebook users outside of the United States and Canada. 

Facebook is available in more than 70 languages and embraces multilingual and 

multicultural users (Facebook, 2012). This evidence shows that Facebook has become a 

medium for communication across the globe, providing a cosmopolitan and plurilingual 

linguistic landscape for its multilingual users.  

According to a 2007 survey conducted by the National School Boards Association, 

55% of online teenagers are using Web 2.0 technologies, such as social network sites, 

outside of school and visit their social network sites daily or several times a day, devoting 

an average of 9 hours per week to the network (cited in Greenhow, Robelia, & Hughes, 

2009, p. 247). Such SNS activities include creating and sharing links, videos, and photos, 

contributing to websites, and remixing existing semiotic material to create something new 

(Thorne, 2010). In another recent survey conducted in 2007, Ipsos Mori, a leading market 

research company in the United Kingdom reported that 95% of British undergraduates 

were regular SNS users (Shepherd, 2008), while in the U.S. context Ellison, Steinfield, 

and Lampe (2007) found that 94% of the undergraduate population at Michigan State 

University were Facebook members.  
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The growing salience of online networking participation in young learners’ 

everyday lives is not only “an expansive new linguistic renaissance” (Tagliamonte & 

Denis, 2008, p. 27) but also part of important changes in what constitute young people’s 

learning activities and ‘participatory culture’ in the digital age. A participatory culture is 

“a culture with strong support for creating and sharing one’s creations” and “in which 

members believe their contributions matter and feel some degree of social connection 

with one another” (Jenkins et al., 2006, p. 3). The rise of SNSs shifts the focus of literacy 

in participatory culture from one’s individual expression to community involvement and 

emphasizes the role of affiliation and membership in the process of participation in social 

networking communities (Jenkins et al., 2006). Affiliations among multilingual members 

in computer-mediated contexts like social networking communities is created and 

maintained not only through various literacy activities (e.g., wall-to-wall posts, private 

messages, status updates, chats) but also through new forms of social interactions (e.g., 

‘friending,’ ‘liking,’ ‘tagging,’ ‘poking,’ ‘reTweeting,’ ‘sharing’) that are afforded in 

Web 2.0 communities like Facebook.  

Effective communication thus requires different sets of digital literacy skills from 

traditional text-based literacy practices (Knobel & Lankshear, 2008). Full participation in 

these communities therefore involves language users’ knowledge of target languages and 

awareness of these emerging new literacy practices and their situated sociocultural 

contexts. It is apparent that communication amongst the school-aged population has 

shifted to digital forms, not only texting on mobile phones but also participating on social 

networking sites. This is how the younger generation, our students, communicates. 
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Through their own practices, students experience multimodal and multimedia forms and 

different rhetorical situations and achieve mastery of complex skills in these 

environments. When these students write outside of school, it is almost entirely in the 

digital environment.   

The current student generation’s heavy reliance on social networking platforms 

like Facebook brings our attention to the following questions: If those social networking 

communities motivate young people to participate in new literacy practices, why are 

educators not including these practices in the classroom to engage learners in language 

learning? How could students’ online participation be turned to educational advantage? 

What kinds of SNS-mediated language pedagogies are effective in engaging students in 

discussions that will help to foster their digital literacy skills, critical awareness of 

electronic registers, and intercultural understanding? Finding ways to integrate SNSs into 

effective pedagogical use in language classrooms and to turn to educational advantage the 

existing outside of school online participation of students are tasks that remain to be fully 

explored, especially given the increasing numbers of multilingual users participating in 

online communities.   

Digital environments and social networking spaces appear to have significant 

affordances for language acquisition and should be incorporated as a pedagogical tool in 

support of second language (L2) learning (Godwin-Jones, 2008; Zheng et al., 2009, p. 

503). Internet-mediated communities, for example, have been praised for their 

educational value and potential for L2 learning, social engagement, and agency 

promotion (Black, 2008, 2009; Gee, 2007; Lam, 2000, 2004; Thorne, Black, & Sykes, 
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2009). Social networking communities afford a naturalized situated space for 

socialization and provide opportunities for language learners to develop socio-pragmatic 

competence (e.g., Blattner & Fiori, 2009, 2011; McBride, 2009), a sense of community 

(e.g., Mills, 2011), authentic language interaction and discussion (e.g., Godwin-Jones, 

2008), and learner motivation and engagement (e.g., Haverback, 2009) by means of 

observing and participating in multifaceted SNS literacy practices.  

However, the actual practices of new technologies for learning are often absent in 

L2 curricula. Even though some contemporary L2 language learning curricula may 

include the use of emerging Internet communication tools and environments, such 

curricula still largely ignore and stigmatize the high-frequency new literacy practices that 

thrive in Facebook wall posts and Twitter feeds (Thorne, 2010, p. 155). To bridge 

learners’ in-school and out-of-school literacy practices, a technology-mediated literacy 

pedagogy, specifically an SNS-enhanced pedagogy, is needed in language classrooms 

(Thorne & Reinhardt, 2008; Reinhardt & Zander, 2011). However, to design “bridging 

activities” (Thorne & Reinhardt, 2008) that integrate learners’ digital vernacular practice 

and skills into classroom instruction, it is important for educators to first have a 

comprehensive understanding of the affordances and potential actions new technologies 

and digital media could offer to foster learners in learning a second language. The use of 

current technology by L2 learners and their perception of digital tools are also essential 

considering for curriculum development.  

This dissertation project is designed to address this emerging field of research on 

social media and second language education from an ecological perspective (Kramsch, 
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2002; van Lier, 2004) of second language socialization (Duff, 2008, 2011). Proceeding 

from an ecological perspective, I adopt a holistic and dialogical approach to language and 

regard language not as “an isolated, self-contained system, but rather in its natural 

surroundings, i.e. in relation to the personal, situational, cultural, and societal factors that 

collectively shape the production and evolution of language” (Kramsch & Steffensen, 

2008, p. 21). This ecological view of language learning emphasizes the relationship of 

individual learners and various learning environments beyond the classroom (Kramsch & 

Steffensen, 2008). Exploring the contextual properties of language and communication in 

out-of-school contexts, I specifically draw on the framework of L2 socialization that 

acknowledges that additional languages, codes, or varieties are learned through 

socialization and participation in specific literate communities (Duff, 2008; Lam, 2000). 

Grounded with these perspectives, this dissertation project first explores SNS use 

of L2 learners over time both as a group and as individuals, and then, based on the results 

of that investigation, presents an SNS-enhanced L2 pedagogy that is implemented in an 

L2 writing classroom. Overall, through this exploration, this project contributes to the 

developing body of literature on digital literacy studies, L2 socialization, L2 writing 

research, and second language acquisition (SLA). 

 

1.1.1  Features of Social Networking Sites 

Social networking sites (SNSs) are “web-based services that allow individuals to 

(1) construct a public or semi-public profile within a bounded system, (2) articulate a list 

of other users with whom they share a connection, and (3) view and traverse their list of 
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connections and those made by others within the system” (boyd & Ellison, 2007, p. 211). 

With various technological and networking affordances (i.e., profiles, wall-to-wall posts, 

synchronous chats, private messages, and photo sharings), SNSs, often referred to as 

‘participatory media’ and ‘networked social media’ (Barnes, 2006), allow users to 

maintain and develop social ties with others in their personal network in a multifaceted 

and multisensory environment through participation (Jones & Bronack, 2008). What 

makes SNSs unique is not that they allow individuals to meet strangers or maintain social 

relationships, but rather that they enable users to articulate and make visible their social 

networks through public displays of friend lists and wall-to-wall postings (boyd & Ellison, 

2007, p. 211).  

In addition to making their social networks public, SNS users also construct self-

presentation through profiles and other literacy practices. Profiles are unique pages where 

one can “type oneself into being” (Sunden, 2003, p. 3). The “About me” description on 

MySpace or “Info” section on Facebook, for example, allows users to write themselves 

into the online spaces by sharing a short biography, work and education information, 

favorite arts and entertainment, and activities and interests. Some sites also encourage 

users to upload a profile photo and allow users to enhance their profiles by adding 

multimedia content or modifying their profile’s look and feel. Other sites, such as 

Facebook, allow users to add modules (“Applications”) that enhance their profile and 

‘sense of themselves’ (boyd & Ellison, 2007).  

The articulation of affiliations with various social networks is created and 

maintained largely not only through different text-based literacy activities (e.g., wall-to-
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wall posts, private messages, status updates, chats) but also through multimodal practices 

(e.g., ‘friending,’ ‘liking,’ ‘tagging,’ ‘poking,’ ‘reTweeting,’ ‘sharing’) that are afforded 

by Web 2.0 tools (Knobel & Lankshear, 2008). ‘Poke,’ for example, is a good example of 

a semiotic tool (culture-mediated tools) that promotes social interactions on Facebook. 

‘Poke’ is a feature without any specific purpose (similar to “nudge” in instant messaging) 

except to attract the attention of another user. Many Facebook users use this feature to 

attract attention or say “hello” to their friends (Arrington, 2005). While ‘Pokes’ typically 

carry very little meaning content that is literal or has “information” value in the classic 

sense, meanings made from ‘poke’ texts are often almost entirely relational, and they 

express solidarity, affinity, or some kind of relationship with particular other people 

(Knobel & Lankshear, 2008, p. 271). Other semiotic tools like ‘Like’ and ‘Share’ on 

Facebook are also beyond profile-based friendship connections. Video sharing, for 

instance, has been shown to be an important way for participants to negotiate 

membership and express feelings of affinity in social networks (Lange, 2008).  

Consequently, the characteristics of public displays of social networks, 

articulation of friendship links, self-presentation, multimodality, and affordances of Web 

2.0 tools, all contribute to the uniqueness of SNSs and their situated practices.   

 

1.1.2 A Comprehensive Overview of SNSs in Various Disciplines 

Due to these aforementioned technological and social affordances in social 

networking communities, there is a growing body of research on SNSs from various 

disciplines such as communication studies, media studies, education studies, educational 
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technology studies, cultural studies, and information system science. Media studies have 

mostly explored networks and network structure and online/offline social networks (e.g., 

Jothi, Neelamalar, & Prasad, 2011; Lange, 2008), while communication studies (e.g., 

Donath & boyd, 2004; Hinduja & Patchin, 2008; Walther et al., 2008) are interested in 

SNS users’ impression management, friendship performance, and privacy issues (boyd & 

Ellison, 2007; see Reinhardt & Zander, 2011 for an overview). Sociologists examine 

issues of privacy, social bonds, social grooming, and social capital that emerge from the 

prevalence of SNSs (e.g., Ellison et al., 2007; Tufekci, 2008). Cultural studies approach 

similar issues related to SNSs but from a contrastive perspective that examines SNS users’ 

friending practices and participatory patterns across different cultures (e.g., Choi et al., 

2011; Takahashi, 2010). Information science research uses data mining techniques to 

investigate users’ social networking behaviors across genders, age, and other 

sociocultural factors, which provides insights to marketing research (e.g., Ting, 2008).  

There is growing interest in exploring SNSs in educational contexts from the 

fields of educational technology, sociology, and psychology through different 

methodologies. For example, Mazer, Murphy, and Simmonds (2007) examined the effect 

of teacher self-discourse on Facebook on students’ learning and found a positive 

correlation between a teacher’s self-disclosure in SNSs and student motivation and 

classroom climate. Investigating the use of Ning, a social networking site, in education-

related courses, Brady, Holcomb, and Smith (2010) found that education-based SNSs can 

be used as an effective technological tool to improve online communication and 

encourage discussion among students. Haverback (2009) examined students’ use of 
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Facebook in a Reading Education Methods course and found that the students used 

Facebook to discuss assignments, ask and answer questions, and share information. By 

doing so, students were motivated to actively participate in an online learning community 

and showed a better understanding of the course content, which in turns enhanced their 

learning. Exploring the role of SNSs in students’ out-of-school lives, Selwyn (2009), 

through a qualitative study of the Facebook ‘wall’ activity of 909 undergraduate students 

in a UK university, indicated that Facebook is shown to be an extended informal space 

where students exchanged education-related interactions and their university experiences. 

Selwyn argued that Facebook, rather than as a formal learning tool, should be seen as an 

important element of students’ meaning-making activities in an informal context where 

they reconstruct and share meaning onto the overarching university experience.  

With a large-scale survey study, Roblyer and colleagues (2010) examined higher 

education faculty and students’ use and perception of Facebook and email technologies. 

The findings showed that students are more likely to use Facebook and hold more open 

and positive attitudes toward Facebook use than faculty. In a different context, Greenhow 

and Robelia (2009) examined 11 high school students’ self-report of their SNS use and 

found that SNSs play an essential role in teenagers’ school learning and social lives. 

SNSs helped high school students present themselves, build relationships, and provide 

support to each other in course work.  

 

1.1.3  SNSs and Language Education  
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In addition to these aforementioned educational potentials of SNSs for student 

learning in general, a few studies focus specifically on how language is used and 

mediated in SNSs. Thelwall (2009), for example, investigated the characteristics (e.g., 

language use, topic types) of social networking comments on MySpace and found that the 

majority of SNS comments contained non-standard linguistic forms such as slang, 

sentence fragments, new spellings (e.g., u, ur) and emoticon (e.g., :), haha, lol) and 

informal communicative exchanges. These emerging non-traditional writing forms 

together with the growing prevalence of SNS use among students thus draw SLA 

scholars’ attention to investigating the relationship between SNSs and language education 

and its implications for language learning. 

In examination of SNSs in a foreign language (FL) context, Mills (2009) 

discovered that her students, with the help of Facebook as an authentic environment for 

enhancing communication, interaction and discussions in French, are able to meet the 

grammatical, functional and linguistic objectives of her French language course. In her 

later study of another French language class, Mills (2011) interpreted student engagement 

with Facebook from the perspective of situated learning theory (Lave & Wenger, 1991) 

and found that the incorporation of SNSs like Facebook in L2 classrooms creates 

authentic opportunities for learning, fosters multimodal literacy, and promotes learners’ 

meaningful social interactions, development of community memberships, and shared 

cultural understanding. Blattner and Fiori (2011) observed 15 L2 learners in an 

intermediate Spanish course and found that over the course of a semester, L2 learners 
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benefited from the Facebook medium and awareness-raising tasks by developing 

linguistic repertoire and socio-pragmatic competence such as greetings and leave-takings.  

In a second language (SL) context, Kabilan, Ahmad, and Zainol Abidin (2010) 

examined through a large scale survey Facebook and English learning in higher education 

in Malaysia where English is a second language (ESL) and found that the students 

believed Facebook could be utilized as an online environment to facilitate English 

learning. Reinhardt and Zander (2011) further examined incorporation of SNSs such as 

Facebook in an American intensive English program and found that “SNS awareness 

instruction can promote, and align with, discourses that affirm English-as-an-

international-language values and also promote learner-learner interaction and the 

development of transcultural, plurilingual identities” (p. 326). They also noticed student 

resistance toward Facebook and other non-traditional approaches to language learning. 

The resistance of students found in their study also draws our attention to the impacts of 

learners’ sociocultural discourses and the impact of their conceptualization of ‘literacy’ 

on their literacy learning and a potential conflict between the home culture and target 

culture in regard to what it means to be ‘literate’ in their L1s and home culture. 

In addressing similar issues of the impact of culture and discourse on learners’ 

SNS use, Pasfield-Neofitou (2011) used a social realism framework to examine the 

informal use of computer-mediated communication (CMC) by native speakers of English 

and Japanese in terms of language choice, identity display, conceptions of nationality, 

and the perceived ownership of online spaces across two SNSs, Facebook (English-

medium SNS) and Mixi (Japanese-medium SNS). She showed that the learners align 
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themselves with a reference group and positioned themselves with various identities 

through conscious selections of different languages in different domains, determined by 

their different perceptions of the Japanese and English domains. The L2 learners’ 

language choices reflected their sense of ownership of a particular language and indexed 

their online identity as foreigners, contrasting with the idea of the Internet as a placeless 

space without any boundaries in terms of language use and ownership. Instead, language 

and SNS use is shown to be culturally and socially dependent, driven by learners’ self-

position and identity construction. 

With the affordances of various features in social networking communities, there 

is an increasing attention to social networking’s influence on the acquisition of rhetorical 

awareness in writing. Social networking sites provide rich sources of naturalistic 

behavioral data in which language is used for social and communicative purposes to 

different audiences. Since SNSs involve a wide range of audiences, “these alternative and 

unconventional sites for learning provide language learners opportunities to acquire 

language by using multiple modalities to respond to various rhetorical situations” 

(DePew, 2011, p. 54). Vie (2007), for example, argues that SNSs like MySpace and 

Facebook afford a variety of writing activities such as wall-to-wall postings, profile 

description (“About me”), status updates, private messages, chats, and other types of 

writing in which effective communication requires different sets of digital literacy skills 

(Knobel & Lankshear, 2008). As SNS users engage in multiple literacy practices while 

participating in online social activities, they need to address a wide range of audiences 

with appropriate rhetorical choices concerning tone, diction, etc. It is a necessity for users 
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to develop a multifaceted rhetorical awareness and to build rhetorical flexibility to 

interact with different audiences that have different expectations and purposes with 

different literacy practices (Vie, 2007, 2008). In investigating three L2 writers’ identity 

composing practices in SNSs, DePew and Miller-Cochran (2010) found that L2 writers 

use their repertoire of languages and technological affordances and make deliberate 

choices of textual, visual, and aural features to compose identities and to introduce 

themselves to global and local audiences. It is essential for students, particularly L2 

learners, to practice in adapting their rhetorical choices to different audiences and that be 

brought into formal schooling contexts. 

 

1.1.4  21
st
 Century Literacies  

Due to the characteristics of public displays of social networks, namely 

articulation of friendship links, self-presentation, multimodality, and affordances of Web 

2.0 tools, full participation in these social networking spaces requires learners to develop 

“21
st
 century literacies” (NCTE, 2008)—new media literacy, participatory awareness, 

multimodal competence, transliteracies, symbolic competence, and intercultural 

understanding. In the 1990s, the National Council of Teachers of English (NCTE) and the 

International Reading Association established national standards for English language 

arts learners that anticipated the more sophisticated literacy skills and abilities required 

for full participation in a global, 21st century community. 
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NCTE subsequently defined 21
st
 century literacies (“NCTE Framework for 21

st
 

Century Curriculum and Assessment”, 2008) as a wide range of competencies to enhance 

the abilities of readers and writers. These abilities include to: 

 develop proficiency with the tools of technology;  

 build relationships with others to pose and solve problems collaboratively and 

cross-culturally; 

 design and share information for global communities to meet a variety of 

purposes;  

 manage, analyze and synthesize multiple streams of simultaneous information;  

 create, critique, analyze, and evaluate multi-media texts;  

 attend to the ethical responsibilities required by these complex environments. 

In sum, to be global citizens in the 21
st
 century, students need to develop multiple 

literacies skills that enable them to appropriate semiotic resources across different modes 

with critical awareness of their indexical symbolic values and to interact with 

multilingual/global users across a range of platforms, tools, and media with intercultural 

understanding.   

 

1.2  Statement of the Problem 

Although these 21
st
 century literacies are recognized as important skills in the 

digital age, three problems emerge both in terms of literacy research and practice. 

The first problem lies in the lack of empirical study in the area of SNSs and 

second language learning at the level of literacy research. Although much of the research 
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on the use of SNSs is still emerging, the existing conceptual and empirical studies 

proceed from a variety of perspectives and disciplines, such as communications, 

sociology, economics, political science, cultural studies, and information science (boyd & 

Ellison, 2007). While SNSs have been extensively examined in the context of education 

in general, few studies explore the link between social media and second language 

education (e.g., see boyd & Ellison’s (2007) comments on the lack of research in this 

area). Although Internet-mediated communities have been praised for their educational 

value and potential for second language learning, social engagement, and agency 

promotion (e.g., Gee, 2007; Lam, 2000, 2004; Thorne, Black, & Sykes, 2009), these 

potentials remain conceptual and theoretical and largely unrealized, and little empirical 

evidence has been provided in support of the theoretical claims and pedagogical 

implications for L2 learning.  

What is missing from this area of research are the actual voices and experiences 

of multilingual and multicultural writers, particularly those learners who are exposed to a 

host country while pursuing undergraduate or graduate degrees and are expected to return 

to their home country after receiving the degrees. These sojourning learners present an 

interesting group for study because they are second language learners/users “who have 

both physically and symbolically crossed the border” (Pavlenko & Lantolf, 2001, p. 174). 

An exploration of how these learners socialize in SNSs would help disclose the different 

developmental trajectories they take in entering a new social and cultural discourse. 

Furthermore, little research has applied theoretical accounts about SNSs to L2 pedagogy 

to actual pedagogical practice. The emphasis on developing learners’ 21
st
 century 
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literacies and recent suggestions that such non-school social spaces may be key aspects of 

a student’s overall learning ecology (Barron, 2006). 

The second problem appears on the level of L2 pedagogical practice. As Thorne 

(2010) remarks, “even very contemporary L2 language learning curricula may include the 

use of emerging Internet communication tools and environments while largely ignoring, 

or worse, stigmatizing, the high-frequency new literacy practices that thrive in Facebook 

wall posts and Twitter feeds” (p. 155). That is, current tools for learning a language are 

not the tools used by language learners for social networking communication in their 

everyday lives. The growing salience of networking for learners points to a need for 

incorporating SNSs as a potential tool in classrooms to bridge learners’ vernacular 

literacy and formal literacy. SNSs should be used as a pedagogical tool to raise learners’ 

critical awareness of the emergence of informal writing and its connection with formal 

writing. Social networking practices should be viewed as cosmopolitan practices and 

might be “reimagined as helpfully traversing institutional boundaries of school and non-

school, bridging what has become a traditional binary in literacy studies” (Hull & 

Stornaiuolo, 2010, p. 94). Yancey (2009) points out that the students are unable to see the 

connection between the two forms of writing (inside and outside school) and, the students 

are unable to consider formal writing as an engaging activity to express themselves as 

well as a tool to perform in academic situations.  

This disconnect between what learners write in the classroom and outside the 

classroom thus becomes the third problem in terms of literacy practice and instruction. 

Several SLA studies have shown that L2 learners tend to overuse formal variants and 
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underuse informal variants in similar communicative situations (Tarone & Swain, 1995). 

L2 learners’ overuse of formal registers could be due to the lack of access to the 

community of practice of expert speakers and the lack of practice in real communicative 

contexts beyond classroom settings (Dewarele, 2004). The use of an intercultural SNS 

exchange may be an alternative solution for addressing the issue of pragmatic 

competence development in the second language classroom.  

 

1.3  Goal of the Dissertation 

In response, the goal of this dissertation is to explore the nature of social 

networking sites and their potential for second language education. SNSs could provide 

language learners/users an access to communities where expert and multilingual speakers 

communicate, interact, and socialize. Especially with the phenomenon of globalization, 

SNSs should be used as a teaching and learning tool to help learners perceive the 

opportunity for socializing with international English users. 

Grounded within an ecological perspective (Kramsch, 2002; van Lier, 2004) of 

second language socialization (Duff, 2008), this study examines L2 learners’ SNS use, as 

a group, and as individuals over time, in one social networking community through a 

mixed method approach, including quantitative (e.g., survey) and qualitative methods 

(e.g., case study). The ultimate goal is not simply to describe the use of SNS by L2 

learners over time, but to apply the findings to L2 pedagogy that bridges learners’ in-

school and out-of-school literacy practices and examines the efficacy of that pedagogy. 
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The intent here is not only to fill in the research gap of the literature on social media and 

SLA but also to inform language pedagogy by providing empirical evidence.   

 

1.4 Summary of Literature Review 

1.4.1 Overarching Theoretical Framework and Pedagogical Model 

This dissertation is grounded within the theoretical frameworks of L2 

socialization (Duff, 2008; Ochs, 1988), new literacies (Lankshear & Knobel, 2006), and 

an ecological perspective on language learning (Kramsch, 2002; van Lier, 2004) and the 

pedagogical model of ‘bridging activity’ (Thorne & Reinhardt, 2008). 

1.4.1.1 Second Language Socialization 

The theory of language socialization argues that language use is both the means 

and end of the socialization process (Ochs & Schieffelin, 1984). With the social 

perspective on language, the language socialization approach views literacy learning, 

regardless of first language (L1) literacy or second language (L2) literacy, as a 

socialization and enculturation process in which language learners develop literacy 

competence and identity construction through interaction with others in the target 

community (Lave & Wagner, 1991; Ochs, 1986; Street, 1993). That is, language can only 

be learned through situated learning and through community of practice (Lave & Wegner, 

1991). 

Recent literature on second language acquisition (SLA) has used language 

socialization (Duff, 2008; Ochs, 1988) as an interpretive framework in examining second 
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language users’ social practice and language learning. Viewing L2 learning as 

inseparable from socialization processes, a L2 socialization approach provides a solid 

framework for explorations of literacy practices, communities, and identities (see 

Reinhardt & Zander, 2011). Literacy learning, from this L2 socialization perspective, is 

understood as a process by which the individual is socialized for group membership in 

specific communities of practice (Lave & Wegner, 1991) in which language users as 

social beings actively participate and shape the social practices of these communities, 

enact a particular social role, and negotiate their situated identities (Lam, 2000, p. 459). 

Full participation in these communities therefore involves language users’ knowledge and 

awareness of social contexts and sociocultural factors of the target language and culture. 

L2 socialization acknowledges that additional languages, codes, or varieties are learned 

through socialization and participation in specific literate communities (Duff, 2011; Lam, 

2000).  

1.4.1.2 New Literacies  

With the growth of the Internet and CMC tools, new technologies such as Web 

2.0 (blog, wiki, video games), hypertext, CMC technologies have altered human 

communication, information media, and most importantly, the ways in which language is 

used and how information is presented (Williams, 2009). As Kern (2000) points out by 

the principles and definitions of literacy, literacy involves interpretation, collaboration, 

conventions, cultural knowledge, problem solving, reflection, self-reflection, and 

language use. The ultimate goal of literacy is to communicate. Therefore, when human 
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communication channels shift (e.g., new media and new technologies), literacy needs to 

be redefined. 

To address this shift in human communication, new literacies theory focuses on 

the impacts of new digital technologies on the new forms of literacy practices. Extending 

the New Literacy Studies (NLS) perspective of viewing literacy in its social, cultural, 

historical, and institutional contexts (e.g., Gee, 1996; Hull & Schultz, 2002; Street, 1993, 

1995), the new literacies approach, rather than studying the new digital tools themselves, 

examines the new literacies that have emerged with the affordances of new technologies 

and how the expanded range of social, cognitive, and cultural practices shape and define 

our literate lives today (Gee, 2010; Lankshear & Knobel, 2006, 2008; Leu, 2010). The 

new literacies perspective conceives literacy as “socially recognized ways of generating, 

communicating and negotiating meaningful content through the medium of encoded texts 

within contexts of participation in Discourses (or, as members of Discourses)” 

(Lankshear & Knobel, 2006, p. 64). Viewing literacy as social practices, the new 

literacies perspective does not limit literacy to printed texts but views ‘literacies’ as plural, 

multifaceted, and multimodal consisting of audio, visual, and other modalities (Gee, 

2010). With this view, the concept of literacy and what it means to be literate has been 

reconceptualized in regard to linearity, multimodality, authorship and readership, 

ubiquity, and literacies as social practices.  

Given the growth of Internet use and of other new media tools, to be literate, from 

the new literacies perspective, therefore requires not only paper literacy but also digital 

literacies that involve learners’ familiarity with digital forms of communication and a 



35 
 

keen awareness of the social functions of multiple literacies in electronic-medium 

communication. Due to the ubiquitous access to new technologies, the new literacies 

approach argues for an integration of everyday literacy practices with school literacy 

practices to bridge students’ learning and to facilitate their transformed new literacies 

practices. 

1.4.1.3 Ecological Approach to Language Learning 

With an ecological perspective of language learning, the context is viewed as the 

source of learning or as a prominent resource of learning (van Lier, 2004, 2008). Viewing 

language learning as an ecosystem, this ecological perspective prompts us to rethink the 

relationship of individuals and various learning contexts beyond the classroom (Kramsch 

& Steffensen, 2008, p. 24). Especially with the availability of new technology and Web 

2.0 tools in the digital age, an ecological perspective views computer-mediated 

communication as a site of learning and socialization and encourages us to explore the 

relationship of individual learners, computer-mediated artifacts, and its situated 

surroundings “in relation to the personal, situational, cultural, and societal factors that 

collectively shape the production and evolution of language” (Kramsch & Steffensen, 

2008, p. 21). With a holistic view on language, this ecological perspective focuses on the 

dialogic relationship and interdependency between learners, symbolic artifacts, and 

situated practices in real-world contexts. 

 

1.4.1.4 Bridging Activity Model 
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To address the emerging digital tools and internet-mediated communication, 

Thorne and Reinhardt (2008) proposed a pedagogical model ‘bridging activity’ with an 

aim to integrating students’ vernacular literacy and communicative practices in everyday 

lives with formal instruction in language classrooms. Informed by multiliteracies (New 

London Group, 1996), new literacies (Lankshear & Knobel, 2006), and the language 

awareness approach (McCarthy & Carter, 1994), a bridging activity, through the 

incorporation of the students’ digital-vernacular experience, aims to increase student 

engagement and agency, to foster their critical awareness of multimodal literacies and 

associated social practices, and to further build “metalinguistic, metacommunicative, and 

analytic skills that enable lifelong learning in the support of participation in existing and 

future genres of plurilingual and transcultural language use” (Thorne & Reinhardt, 2008, 

p. 566).  

Grounded within L2 socialization (Duff, 2008), new literacies (Lankshear & 

Knobel, 2006), and an ecological perspective on language (Kramsch, 2003; van Lier, 

2004) as the overarching frameworks, this dissertation explores L2 learners’ literacy 

practices, self-presentation, and identity negotiation/transformation in a social networking 

community. Driven by the pedagogical model of bridging activity (Thorne & Reinhardt, 

2008), this project also hopes to develop a pedagogical framework that integrates SNS-

enhanced L2 pedagogy in language classrooms.  

 

1.5 Research Questions  
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The larger question framing this dissertation is this: How do second language 

learners/users participate in social networking communities? Why should and how can 

language teachers use social networking sites to supplement the conventional language 

learning curriculum? Because social networking communication is a newly formed genre 

involving writing practices that are different from traditional practices, language 

educators may have questions and concerns about incorporating social networking in 

language classrooms. 

To address the main research question, I examine L2 learners’ SNS use from three 

aspects, each with different theoretical and methodological perspectives and specific 

research objectives (see Figure 1.1 for the dissertation framework). Each aspect thus 

constitutes one of the three interrelated studies in the dissertation: 

 Study 1: A survey of second language users’ usage, beliefs, and attitudes towards 

SNS and language learning (Chapter 2). 

 Study 2: A case study of multilingual writers’ longitudinal SNS use and 

developmental identities (Chapter 3). 

 Study 3: An application of SNS-enhanced L2 pedagogy in an ESL writing 

classroom (Chapter 4). 
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Figure 1.1. Dissertation framework 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

As Figure 1.1 shows, the overarching research question of the dissertation can be broken 

down into three sub-questions, each of which has a specific research objective with a 

series of quantitative and qualitative analyses. With the theoretical frameworks of L2 

socialization, new literacies, ecological perspective of language, and bridging activities, 

three sub-questions can be developed into three interrelated studies. Next, I will present 

the specific research questions of each study respectively.  

 

 

1.5.1 Research Questions for Study 1 

The goal of this study is to examine L2 users’ informal literacy activities, 

behaviors, perceptions, and experiences with technology use and SNSs. Through a wide-

scale group survey, by means of a questionnaire instrument, this synchronic 

Research Questions 

Research Questions 

Methodology 

Methodology 

Synchronic Study (Survey) 

Diachronic Study (Case Study) 

SNS-enhanced 

Instruction 

Theoretical Framework 

New Literacies  

 

L2 Socialization  

 

Ecology of Language  

 Bridging Activity 

In
fo

rm
 

1a. How do individual L2 users of   
      English use SNSs similarly  
      and differently?  
1b. What factors contribute to  
       the similarities and  
       differences? 
 

2a. How do multilingual writers  
      construct identities in a   
      social networking site? 
2b. How do these identities  
       change and develop over   
       time? 
 

3a. How can current  
       pedagogical models  
       be applied to ESL  
       writing classroom  
       instruction? 
3b. How effective is this  
       instruction as   
       measured by student  
       perceptions? 
       
 

This study provides a 
synchronic view of L2 users’ 
usage, beliefs, and attitudes 
toward SNSs and language 
learning. 

This study conducts a case 
study approach to examine the 
development of two L2 users’ 
SNS activities, language 
choices, and identity 
representation over two years. 
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understanding could show the often neglected aspect of L2 users’ literacy practice and 

behaviors in out-of-school contexts, which could inform potential technology-mediated 

instructional practices and SNS-based pedagogies in L2 classroom. The research 

questions for this study are: 

1a. How do individual L2 users of English use SNSs similarly and differently? 

1b. What factors contribute to the similarities and differences?  

 

1.5.2 Research Questions for Study 2 

To complement the first study, the second study provides a diachronic perspective 

of L2 users’ SNS use and self-construction through a case study of two multilingual 

writers’ SNS interactions and literacy practices over two years. Because the synchronic 

survey conducted in the first study only examines learners’ SNS use and engagement in 

SNSs in a given frozen timeframe, this second study supplements that by exploring the 

issue of how L2 users’ SNS use changes and transforms over a historical and longitudinal 

perspective. This diachronic view of SNS use allows me to document L2 users’ SNS 

activities, socialization processes, and literacy development. The research questions for 

this study are: 

2a. How do multilingual writers construct identities in a social networking site? 

2b. How do these identities change and develop over time?  

 

1.5.3 Research Question for Study 3 
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Informed by the findings of the first study (the survey study) and the second study 

(the case study), an SNS-enhanced instruction is designed and implemented in an ESL 

writing classroom. The ultimate goal of this dissertation is not simply to examine the use 

of SNS by L2 users over time, but to apply the findings to L2 pedagogy that bridges 

learners’ in-school and out-of-school literacy practices. The third study thus reports the 

efficacy of this SNS-enhanced pedagogy, coupled with ‘bridging activity’ (Thorne & 

Reinhardt, 2008), in the ESL writing classroom. Such an investigation can shed light on 

how digital literacy can be integrated into writing classrooms to foster L2 writers’ critical 

language awareness of digital literacy and associated social practices. The research 

questions for this study are: 

3a. How can current pedagogical models of new literacies and bridging activities  

      be applied to ESL writing classroom instruction? 

3b. How effective is this instruction as measured by student perceptions of the     

      instruction? 

 

1.6 Chapter Overview 

The main research question can be broken down into three sub-questions, each of 

which has a specific research objective with a series of quantitative and qualitative 

analyses. Each study thus corresponds to a chapter in the dissertation, which will be 

presented in this section.  
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1.6.1 Chapter 2: Second Language Users’ Usage, Beliefs, and Attitudes Towards 

SNS and Language Learning 

 

Chapter 2 presents the findings for the synchronic examination of SNS usage 

among second language (L2) users of English in the context of study abroad. Through the 

lenses of investment (Norton Peirce, 1995), agency (Kramsch, A’Ness, & Lam, 2000), 

affordance (Gibson, 1979), and cultures-of-use (Thorne, 2003), this chapter examines L2 

users’ participation in SNSs and their perspectives on SNSs and L2 learning. It uses an 

ecological perspective of L2 socialization (Duff, 2008) and new literacies (Lankshear & 

Knobel, 2006) as interpretive frameworks to examine L2 learners’ engagement with 

technological tools and participation in social media, students’ literacy practices involved 

outside school, and students’ attitudes toward SNS and language learning. An ecological 

view to language emphasizes the dialogic interaction between learners and technological 

tools and the relationship between learners and online situated contexts. The L2 

socialization perspective further helps uncover the different pathways learners socialize 

in the new community with various literacy practices, which serves as a resource for 

potential SNS-enhanced L2 pedagogy in language classrooms that bridge the gap 

between learners’ out-of-school communicative lives and in-school literacy practices, 

which is discussed in Chapter 4.  

 

1.6.2 Chapter 3: A Case Study of Multilingual Writers’ Longitudinal SNS Use and 

Developmental Identities 

 

With the findings presented in Chapter 2 as a backdrop, Chapter 3 presents a 

detailed case study that uses quantitative and qualitative analytic methods to examine two 
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multilingual writers’ literacy practices, participation, and development of identities in one 

social networking community. Using L2 socialization (Duff, 2008) as a theoretical 

framework grounded in concepts of “affordance” (Gibson, 1979), “design” (New London 

Group, 1996), and “identity” and “investment” (Norton Peirce, 1995), this study views 

language as social practices (Lankshear & Knobel, 2006) and as a result and process of 

socialization and examines how multilingual writers create communities, develop and 

transform identities, and compose themselves through different selections of multimodal 

resources, including language and other modalities (e.g., image, sound, video) in an 

online social networking space over two years. Chapter 2 thus represents the findings for 

the longitudinal study of L2 users’ social networking activities as it changes over time, 

demonstrating that an ethnographical perspective on literacy development and social 

capital in SNSs may yield valuable insights into L2 learners’ socialization and 

enculturation processes.  

 

1.6.3 Chapter 4: An Application of SNS-Enhanced L2 Pedagogy in an ESL 

Writing Classroom  

Chapter 4 presents an instructional unit that integrates digital genres (e.g., social 

networking sites (SNSs) with traditional genres in an English-as-a-Second-Language 

(ESL) writing classroom. It first presents a comprehensive review of current pedagogical 

frameworks in the field of second language (L2) writing and discusses the underlying 

learning principles for each framework. Next, I present an SNS-enhanced genre 

awareness (SEGA) instructional unit, grounded in several of the frameworks, especially 

multiliteracies (e.g. New London Group, 1996) language awareness (e.g. McCarthy & 
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Carter, 1994), bridging activities (Thorne & Reinhardt, 2008), and genre-based 

approaches (Hyland, 2004). The unit was then implemented in an ESL freshman 

composition classroom and evaluated with regards to the students’ perception of the 

instruction and its impact on their learning. Chapter 4 therefore reports the findings of 

this incorporation of SNS-enhanced L2 pedagogy in the writing classroom and its effects 

onto L2 writers’ literacies development.  

1.6.4 Chapter 5: Conclusion  

Chapter 5 presents a summary of the discussion of the findings for the three 

interrelated studies. It further discusses implications for L2 pedagogies, limitations of the 

dissertation, and areas of future research. It concludes with the theoretical, 

methodological, and pedagogical contributions this dissertation offers to the field of 

language education. 

 

1.7 Significance and Pedagogical Implications 

This dissertation attempts to address the issue of social media and second 

language learning and fills in the research gap by examining the pedagogical implications 

of social networking sites in L2 classrooms. With a mixed method of quantitative and 

qualitative approach, this dissertation addresses the overarching questions about L2 users’ 

current technology and SNS use and perception of SNS and L2 learning, how 

multilingual writers construct voices and negotiate identities in social networking 

communities, how multilingual writers transform participatory practices and identities 
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over time, and how an SNS-enhanced L2 pedagogy can be integrated in L2 writing 

classrooms.  

It is hoped that this dissertation offers comprehensive understanding of ecology of 

social networking communities and second language learning from L2 socialization and 

new literacies perspectives and provides valuable insights to L2 pedagogy and literacy 

instruction. The purpose of this dissertation is to raise educators’ awareness and openness 

to these emerging and prevalent new forms of language use in social networking 

communities and to expand both educators’ and learners’ repertoire of genres of language 

that inform instructed language curricula that prepare language learners to be successful 

cosmopolitan communicators and global citizens in the 21
st
 century.  

Overall, the dissertation contributes to the literature on new literacies studies, L2 

socialization, L2 writing research, and SLA studies. 
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CHAPTER 2 

 

SECOND LANGUAGE USERS’ USAGE, BELIEFS, AND 

ATTITUDES TOWARD SNSs AND LANGUAGE LEARNING 

 

2.1 Abstract 

 

In this chapter, I present use of social networking sites (SNSs) among second 

language (L2) users of English in the context of study abroad. Through the lenses of 

investment, agency, affordances, and cultures-of-use, this chapter examines L2 users’ 

participation in SNSs and their perspectives on SNSs and L2 learning. Through analysis 

of quantitative and qualitative data in a large-scale survey, four types of SNS users were 

identified—English socializer, balanced user, home-tied user, and English resister—

according to the percentage of use across home- and host-country affiliated SNSs. 

Identifying these four types indicates that L2 users take different and diverse pathways in 

socializing into a newly entered study abroad situation and maintain multiple 

memberships translocally and transnationally. Contextual factors such as cultures, 

sociopolitical issues, and users’ attitudes toward SNSs play important roles in L2 users’ 

interaction with SNS-mediated digital tools and activities. The findings further challenge 

the notion of ‘technological determinism’ and support a ‘cultures-of-use’ (Thorne, 2003) 

perspective that views SNS use as culturally and historically bounded rather than neutral 

artifacts. SNSs are also shown as a channel for L2 users to connect with their home 

countries and socialize into new contexts abroad. In this chapter, I discuss findings and 

implications for teachers seeking to understand similar groups of students’ SNS or other 

Internet-mediated use and digital literacies and suggest implications for digital literacy 

instruction.  
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2.2 Introduction 

Given the growing population of linguistically and culturally diverse students in 

North American colleges and universities, an understanding as to how these students 

participate in their newly entered communities has become critical. With pre-established 

connections with their home countries and cultures, these second language (L2) users of 

English come to the host country and engage in situated literacy practices in the new 

environment, both online and offline, with their multilingual and multicultural repertoires, 

and may encounter challenges in terms of facing language barriers, achieving academic 

goals, and experiencing social/cultural adjustment to the host country (Trice, 2003). 

Recent literature has explored the area of L2 students and their socialization 

processes in the context of study abroad. For example, Morita (2004) adopted a case 

study, examining three L2 students from Japan studying in a Canadian university and 

how these L2 learners are socialized into academic discourses in the host culture. Morita 

found that the three Japanese students, while facing major challenges in engaging in 

classroom practices in the new academic discourse, exercised their own agency and took 

different socialization pathways in negotiating their language competence, identities, and 

power relations in order to be recognized as legitimate members of the new discourse 

community. Similarly, Chang (2011) used the concepts of ‘investment’ (Norton, 2000) 

and ‘imagined community’ (Kanno & Norton, 2003) to investigate how two non-native 

English speaker (NNES) international graduate students in an American university made 

various investments in their current and future learning practices and identities. These 
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included seeking funding opportunities, developing social networks, overcoming 

language barriers, and strengthening different kinds of disciplinary competences. Chang 

concluded that the two NNES students took active roles in making investments by 

engaging in varying English learning practices. These investments depended on their 

personal academic trajectories before, during, and after their doctoral study in the US, 

their respective learning goals, and the disciplinary culture of their immediate and 

imagined communities.   

While the aforementioned studies have provided insights into the issues L2 users 

of English face in the English-speaking academic community, the scope of these analyses 

is often limited to the context of classrooms and in-school literacy practices. Little 

research has provided empirical evidence examining L2 users’ online participation and 

out-of-school literacy practices, and the extent to which these users, particularly those 

who are in the context of study abroad, establish new contacts in the new discourse and 

maintain relationships with their home countries through participating in online 

networked discourses. 

With the growing accessibility of the Internet, Web 2.0 tools and computer-

mediated communication (CMC) technologies such as digital technologies (e.g., video 

games, three-dimensional virtual space), social networking sites (e.g., Facebook, 

MySpace), media production (e.g., Skype), and information tools (e.g., blog, Wiki) have 

both altered human communication and become a primary channel for human 

communication. CMC, particularly international CMC (I-CMC), where interaction takes 

place in a broader international community rather than a single classroom (Basharina, 
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2009, p. 390), provides opportunities for L2 users to participate in authentic interactions 

in a target language and cross-cultural engagement with people from diverse cultural 

backgrounds who are located across different time zones and geographical areas. More 

importantly, it allows L2 users to connect and reconnect with discourses, both locally and 

globally (Belz, 2003; Belz & Thorne, 2006; Kramsch & Thorne, 2002; O’Dowd, 2003; 

Ware, 2005).  

In the past few years, social networking sites (SNSs) such as MySpace, Facebook, 

and Twitter, have grown in popularity worldwide and attracted million of users. As of 

March 2012, Facebook, the leading SNS, is used by more than 900 million people around 

the world with about 80% of Facebook users outside of the United States and Canada. 

Facebook is available in 70 languages and embraces multilingual and multicultural users 

(Facebook, 2012). 

Such social networking environments and spaces appear to offer significant 

affordances for language acquisition (Zheng et al., 2009, p. 503). Some scholars have 

argued that SNSs provide great potential for L2 literacy development, social engagement, 

authorship and readership, agency promotion, intercultural understanding, and 

community construction (e.g., Belz, 2003; Black, 2008, 2009; Gee, 2007; Kramsch, 

A’Ness, & Lam, 2000; Lam, 2000, 2004, 2009; Thorne, Black, & Sykes, 2009; 

Warschauer & Grimes, 2007). While many have pointed out the benefits, little broad 

scale research grounded in empirical data examines L2 users’ SNS use outside the 

classroom and their perception of SNS and L2 learning. What is missing from the 
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literature is a close examination of the group of L2 users who study abroad and how these 

users participate in SNS and other Internet-mediated discourses.  

Moreover, the possibilities of new technologies for learning are often absent in 

language curricula. In order to bridge learners’ in-school and out-of-school literacy 

practices, a technology-incorporated literacy pedagogy is needed in language classrooms. 

To design activities, it is important for teachers to first understand the affordances and 

potential actions new technologies and new media could offer to foster learners in 

learning a second language. A comprehensive understanding of the extent of networked-

bounded activities of L2 users and their perceptions and attitudes toward these SNS-

mediated practices they are currently engaged in in online discourses would further help 

uncover the everyday literacy practices students are involved in and how they establish 

social relationships with their home and host discourses.   

Addressing this gap in the research, this study was conducted through a large 

scale survey of L2 users of English in an American university, investigating their current 

SNS practices and attitudes towards SNS and language learning. The two main research 

questions are: 

1.  How do individual L2 users of English use SNSs similarly and differently? 

2. What factors contribute to the similarities and differences? 

The goal of this chapter is to address these questions and explore the usage, beliefs, and 

attitudes of second language users towards activities in social media and their perceptions 

of how it may afford language learning and teaching. In addition, it explores implications 
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for L2 users. It is hoped that this study provides an understanding of L2 users’ SNS use 

and offers insights for teachers as to how students participate in these new technologies 

and how to design equitable learning opportunities and literacy instruction inside and 

outside of school. Results of this study could inform L2 pedagogy and help language 

instructors be aware of cultural differences of L2 users’ interaction with technology, 

which could help them target diverse cultural groups effectively.  

To address the research questions, I begin with a brief overview of the theoretical 

and empirical work on the interplay of communicative and literacy practices in social 

networking sites and illustrate how user activities within such sites can be examined 

using new literacy frameworks. I mainly draw on an ecological approach to language 

learning (van Lier, 2000, 2004) with the concepts of ‘affordance’ (Gibson, 1979), 

‘investment’ (Norton, 2000), and ‘culture-of-use’ (Thorne, 2003) in analyzing the 

quantitative and qualitative SNS use of a group of L2 users of English studying in the 

U.S. and examining how SNSs played a role during their years of study abroad as SNSs 

allowed unique affordances for building connections with multiple communities and how 

L2 users created and maintained multiple memberships across home and host discourses 

and engaged in the negotiation of their transnational lives.  

The aim of this chapter is to demonstrate how L2 user participation in online 

discourses such as SNS-mediated activities cannot be viewed as independent of other 

offline literacy practices or socialization practices but must be seen as situated within 

their transnational processes and socialization experiences in the context of study abroad 

(Lam, 2009). The online social networks and transnational ties of L2 users and their 
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perception of the role of SNS in their life must not be presumed but rather carefully 

analyzed.   

 

2.3 Literature Review  

 

2.3.1 Affordances of Social Networking Sites 

 

Social networking sites (SNSs) are “web-based services that allow individuals to 

(1) construct a public or semi-public profile within a bounded system, (2) articulate a list 

of other users with whom they share a connection, and (3) view and traverse their list of 

connections and those made by others within the system” (boyd & Ellison, 2007, p. 211). 

With various technological and networking affordances (i.e., profiles, wall-to-wall posts, 

synchronous chats, private messages, and photo sharings), SNSs, often referred to as 

‘participatory media’ and ‘networked social media’ (Barnes, 2006), allow users to 

maintain and develop social ties with others in their personal network in a multifaceted 

and multisensory environment through participation (Jones & Bronack, 2008). What 

makes SNSs unique is not that they allow individuals to meet strangers or maintain social 

relationships, but rather that they enable users to articulate and make visible their social 

networks through public displays of friend lists and wall-to-wall postings (boyd & Ellison, 

2007, p. 211).  

The articulation of affiliations with various social networks is created and 

maintained not only through different text-based literacy activities including synchronous 

(e.g., chats) and asynchronous communication (e.g., wall-to-wall posts, private messages, 

status updates,) but also through multimodal practices (e.g., ‘friending,’ ‘liking,’ 
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‘tagging,’ ‘poking,’ ‘reTweeting,’ ‘sharing’) that are afforded by Web 2.0 tools (Knobel 

& Lankshear, 2008). For example, status updates, a popular feature of Facebook allow 

users to post text-based messages, photos, and videos for all their designated ‘friends’ to 

read. Facebook users can also share information such as hyperlinks, videos, images, and 

news articles through the ‘share’ function. Each writing practice affords and constrains 

certain texts and requires users possess specific digital literacy skills. 

 

2.3.2 Social Networking Among Young Learners 

 

According to a survey conducted by the National School Boards Association in 

2007, 55% of online teenagers were using SNSs outside of school and visited their social 

network sites daily or several times a day, devoting an average of 9 hours per week to the 

network (cited in Greenhow, Robelia, & Hughes, 2009, p. 247). Such SNS activities 

include creating and sharing links, videos, and photos, contributing to websites, and 

remixing existing semiotic material to create something new (Thorne, 2010). In another 

survey conducted in 2007, Ipsos Mori, a leading market research company in the United 

Kingdom reported that 95% of British undergraduates were regular SNS users (Shepherd, 

2008), while in the U.S. context Ellison, Steinfield, and Lampe (2007) found that 94% of 

the undergraduate population at Michigan State University were Facebook members.  

More specifically, Pempek, Yermolayeva, and Galvert (2009) reported a survey 

of 92 undergraduates in an American university and their self-reports on how often and in 

what ways they participate in activities on Facebook each day for a week. They found 

that the college students used Facebook about 30 minutes each day as part of their daily 
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routine. They were also shown to spend more time observing content on Facebook than 

actually posting content. Faceboook was used most often for social interaction, primarily 

with friends with whom the students had a pre-established relationship offline, which 

corresponds to Ellison, Steinfield, and Lampe’s (2007) claim that Facebook is used to 

maintain existing offline relationships or solidify offline connections, as opposed to 

meeting new people.   

In the similar vein, Subrahmanyam and colleagues (2008) conducted a large scale 

survey of 105 college students in Los Angeles, concluding that the students used SNSs to 

interconnect with their friends and family members and relatives. The students used 

SNSs to keep in touch with friends they do not see often and to socialize with those they 

do see often and thus, the primary reason for using SNSs is to maintain pre-established 

friendships and to maintain those relationships through SNS-mediated participation. The 

students also reported that the activities that are frequently used are reading comments, 

writing comments, and responding to comments/messages. Browsing the pages and 

profiles of their friends helped the students keep track of their friends, the events in their 

life, as well their friends’ interactions with others. The results also show that the college-

level users use online tools such as instant messaging and SNSs to interconnect with 

others, particularly those from their offline lives, and to bridge their online and offline 

lives.  

In the context of high schools, Greenhow and Robelia (2009) examined the role of 

SNS in the lives of 11 high school teenagers from low-income families in the U.S. The 

students’ self-report of their SNS use revealed that SNSs play an essential role in young 
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adults’ school learning and social lives. SNSs helped high school students present 

themselves, build relationships, and provide support to each other in course work. 

Nevertheless, the ways the students engage in SNSs could be influenced by several 

contextual factors. Gender, for instance, may play a role in influencing high-school 

students’ participation on SNSs. According to the Pew Internet & American Life Project 

Parents & Teens Survey in 2006, older girls ages 15-17 were more likely to have used 

social networking sites and online profiles; 70% of older girls had used an online social 

network compared with 54% of older boys, and 70% of older girls had created an online 

profile, while only 57% boys had done so (p. 2). 

In a second language (SL) context, Kabilan, Ahmad, and Zainol Abidin (2010) 

examined through a large scale survey Facebook and English learning in higher education 

in Malaysia where English is a second language (ESL) and found that the students 

believed Facebook could be utilized as an online environment to facilitate English 

learning. The positive attitudes ESL students possess thus affect the ways they used 

Facebook in their everyday lives. Reinhardt and Zander (2011) further examined 

incorporation of SNSs such as Facebook in an American intensive English program and 

found that “SNS awareness instruction can promote, and align with, discourses that 

affirm English-as-an-international-language values and also promote learner-learner 

interaction and the development of transcultural, plurilingual identities” (p. 326). They 

also noticed student resistance toward Facebook and other non-traditional approaches to 

language learning. The resistance of students found in their study also draws our attention 

to the impact of learners’ sociocultural discourses and also the impact of their 
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conceptualization of ‘literacy’ on their literacy learning and a potential conflict between 

the home culture and target culture in regard to what it means to be ‘literate’ in their L1s 

and home culture. 

In addressing similar issues of the impact of culture and discourse on students’ 

SNS use, Pasfield-Neofitou (2011) used a social realist framework to examine the SNS 

use by native speakers of English and Japanese in terms of language choice, identity 

display, conceptions of nationality, and the perceived ownership of online spaces across 

two SNSs, Facebook (English-medium SNS) and Mixi (Japanese-medium SNS). She 

showed that the learners aligned themselves with a reference group and positioned 

themselves with various identities through conscious selections of different languages in 

different domains, determined by their different perceptions of the Japanese- and English-

mediated social networking spaces. The L2 learners’ language choices reflected their 

sense of ownership of a particular language and indexed their online identity as 

foreigners, in contrast to the idea of the Internet as a placeless space without any 

boundaries in terms of language use and ownership. Instead, language and SNS use is 

shown to be culturally and socially dependent, driven by users’ historical SNS use, 

cultural belief, and self-positioning in the L1- and L2-mediated online spaces. 

 

2.3.3 Ecological Approach to Language Learning and L2 Socialization 

From an ecological perspective of language learning, the context, whether online 

or offline, is viewed as the source of learning or as a prominent resource of learning (van 

Lier, 2004, 2008). Viewing language learning as an ecosystem, this ecological 
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perspective prompts us to rethink the relationship of individuals and various contexts 

beyond the classroom (Kramsch & Steffensen, 2008, p. 24). Especially with the 

availability of new technology and Web 2.0 tools in the digital age, an ecological 

perspective views Internet-mediated discourses as a site of learning and socialization and 

encourages us to explore the relationship of individual learners, technology-mediated 

artifacts, and the situated surroundings “in relation to the personal, situational, cultural, 

and societal factors that collectively shape the production and evolution of language” 

(Kramsch & Steffensen, 2008, p. 21). With a holistic view of language, this ecological 

perspective focuses on the dialogic relationship and interdependency between learners, 

symbolic artifacts, and situated practices in real-world contexts.  

Another key concept in an ecological approach is the ‘affordance’ (Gibson, 1979), 

referring to potential for action. An SNS presents technology or language-mediated 

affordances to the user, who may or may not perceive or act upon them, for a variety of 

reasons. In the study, I show how L2 users of English perceived different uses of SNS-

presented affordances for different purposes for socialization in the new discourse.  

Technologies and the Internet afford language learners a space for situated 

learning and socialization. Language socialization theory specifies that language learning 

is “socialization through language and socialization to use language” (Ochs, 1986, p. 2, 

emphasis in original). New media and technologies afford learners a naturalized space for 

socialization by situating literacy practices and human activities in particular online 

contexts (e.g., tasks in video games, wikis, blogs, Facebook) where learners are exposed 

to authentic language use on particular contents (e.g., a particular issue on wikis, 
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discussion forums). In order to interpret and produce information presented in these 

online contexts, learners need to not only familiarize themselves with specific social 

norms in a particular community but also build socialization into that community through 

language and other sociocultural conventions they engage in within situated literacy 

practices.     

Situated learning is essential for learning a second language (Lave & Wenger, 

1991). Situated learning theory, greatly influence by Vygotsky’s sociocultural theory, 

views language learning as “an integral part of generative social practice in the lived-in 

world” (p. 35). This view is in line with the ecological approach to language that 

language is not acquired in as an isolated system, but rather in its natural surroundings 

which involve personal, situational, cultural, and societal factors (Kramsch & Steffensen, 

2008, p. 18). The natural sociocultural setting (social world), the learner’s activity within 

that setting (activity), and the learner’s sociocultural backgrounds and beliefs (social 

agent) are all important elements that constitute learning. From the perspective of situated 

learning theory, learning is the acquisition of knowledge and skills through participation 

and involves “actual cases of interaction, and emergent processes which cannot be 

reduced to generalized structure” (Hanks, 1991, p. 14). In other words, what is learned 

and learning itself need to be situated in context and connected with real world practice, 

which in turn promote the concept of ‘cultures-of-use’ (Thorne, 2003) that emphasizes 

the role of individual learner’s historical use of technologies in shaping the dialogic 

interactions between the learner, technological artifacts, and the learning environment.  



58 
 

 Because “socialization” is a broad theoretical rather than a methodological 

concept, others have developed and used commensurable constructs in conjunction with 

it. For example, inspired by Bourdieu’s (1977) work on social capital, Norton Peirce 

(1995) proposed the notion of “investment” to capture the socially and historically 

constructed relationship of the language learner to the target language and the changing 

social world (Norton Peirce, 1995; Norton & Gao, 2008). Learners, as active social 

agents, invest themselves in the target language and project multiple desired selves and 

identities into their communities for positive returns that increase the value of their social 

and cultural capital (Norton, 2000).  

Viewing L2 learners’ online participation as a form of investment, this study, 

through a large-scale survey, examines L2 learners’ current literacy practices in social 

networking sites (SNSs) and their use, beliefs, and attitudes towards SNSs and their 

connections with L2 learning. Built upon the theoretical frameworks of new literacies, L2 

socialization, and an ecological approach to language learning grounded in the concepts 

of ‘affordance,’ ‘investment,’ and ‘culture-of-use’, this study investigates the role of 

SNSs in L2 learners’ socialization processes and how SNSs are used as a socialization 

tool and communication channel that affords learners connection with both the host and 

home discourses. 

 

2.4 Methodology 

2.4.1 Survey Instrument  
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To understand how L2 users participate in social networking practices, I collected 

multiple data sources including (1) background information (2) a survey on technology 

and SNS use, and (3) follow-up interviews. The participants were asked to complete 

basic demographic information (e.g., age, L1, length of arrival, years of studying English) 

and language learning histories. Both students’ demographic information and responses 

to technology and SNS use were collected through paper surveys (see Appendix A). A 

small number of follow-up interviews (see Appendix B for sample interview questions) 

were conducted after initial analyses of the survey responses in order to gain insight into 

the participants’ experience with multiple SNSs and their language use in those sites as 

well as to triangulate with the quantitative analyses.  

The survey questions were designed and modified based on a pilot study that I 

conducted in Fall 2011 (see Appendix A). The items in the survey were created based on 

the notion of literacy as social practices and “practice” as a “recurrent, goal-directed 

sequence of activities using a particular technology and a particular system of knowledge” 

(Scribner & Cole, 1981, p. 236), a key concept of the new literacies approach. The survey 

instrument consists of five parts including demographic information, reported frequency 

and types of SNS uses, and perceptions of SNS use to language learning. To deepen the 

understanding of L2 users’ SNS use, I further conducted a series of qualitative case 

studies with four students who belong to different types of SNS users.   

In the first part “General Information,” the items included name, age, gender, first 

language(s), home country, years of studying English, years in English-speaking 

countries, year at the college, major, and contact information. These items were included 
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in the survey because, according to the existing literature, these types of information are 

shown to be the potential factors that influence Internet users’ participation in online 

discourse. For example, in a cross-cultural study of social relationships in SNSs 

conducted by Choi et al. (2011), American college students had larger but looser 

networks with a far greater portion of weak ties, whereas their Korean counterparts 

maintained smaller and denser networks with a roughly even ratio of strong and weak ties. 

This notable cultural difference provides evidence that culture plays an important role in 

determining users’ patterns of interacting and establishing relationships with others in 

SNSs. According to the Pew Internet and American Life Project Parents and Teens 

Survey conducted in 2006, older girls ages 15-17 are more likely to have used social 

networking sites and online profiles; 70% of older girls had used an online social network 

compared with 54% of older boys, and 70% of older girls had created an online profile, 

while only 57% of boys had done so. This finding shows that gender plays a role in 

defining users’ participation and activities in SNSs. Because this study examines L2 users’ 

use of SNSs during their study abroad years, the length of stay in English-speaking 

countries becomes an element to be explored in order to discover if that could be a factor 

that influences the L2 users’ ways of engaging in SNSs.    

In the second part of the survey, general questions on SNSs were included: which 

SNSs do L2 users use, how many hours do they spend on those sites, for what purposes 

do they used SNSs, and how differently do they use those SNSs. They were designed as 

part of the survey so as to get a holistic view of how similarly or differently the 
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individual user participates in different SNSs with regard to time, purpose, and the 

language of the SNS participation.  

The third part of the survey further includes more specific questions on Facebook, 

an L2-mediated SNS, and the user’s previous and current experience of using Facebook. 

Facebook was chosen in this study because of its popularity among college students in 

the U.S. and across the globe. Questions about Facebook activities, including update 

status, share information, look at family and friends’ pages, look at family and friends’ 

pictures, read the news feed about friends, watch videos others have posted, play games, 

chat, and send messages were included in the design of the survey based on the previous 

studies in which these activities were found to be common activities Facebook users were 

involved in on Facebook. For instance, in a large scale survey of 105 college students in 

Los Angeles about their use of SNSs, Subrahmanyam et al. (2008) found that browsing 

friends’ pages and pictures and responding to messages are the most frequent activities 

among the college-age SNS users. Built upon the previous studies on SNS activities, this 

study attempts to examine the frequency of various SNS activities that L2 users of 

English are involved in while participating on Facebook and other SNSs.  

The survey questionnaire uses six-point scale measure for the seven frequencies 

of SNS use, including more than 10 times a day (score 6), between 5 times and 10 times a 

day (5), between once and 5 times a day (4), between once a week and once a day (3), 

between once a week and once a month (2), less than once per month (1), and none (0). 

The purpose of using this measure is to investigate the issue of whether and to what 

extent L2 users participate in these SNS activities differently across L1-mediated SNSs 
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(e.g., RenRen, Cyworld) and L2-mediated SNS (Facebook) in terms of frequency and 

quality. The fourth part of the survey thus asks users similar questions to the third part 

about their practices and frequency of use in a social networking site that has been 

initiated in their home countries. 

The fifth and final part of the survey asks L2 users about their perception of SNSs 

and their potential for language learning. Answers to questions such as Do you think 

Facebook or other social networking sites could be used for learning English? If so, how? 

If not, why not? could provide insights into how L2 users perceive the role of SNSs in 

their years of study abroad, which is one of the primary goals for the study. To deepen 

the understanding of L2 users’ SNS use, I further conducted a series of qualitative case 

studies with four students who belong to different types of SNS users.   

 

2.4.2 Data Collection and Participants 

The data were collected in the context of first-year college composition courses in 

a large southwestern university in the U.S. in Spring 2012. In most American universities, 

first-year college students are required to take college composition courses for two 

semesters, with, in this university, the ENGL 101 or ENGL 107 course as the beginning 

writing class in the first semester and the ENGL 102 or ENGL 108 course as more 

advanced writing course in the second semester in their freshmen year. The ENGL 101 

and ENGL 102 courses are designed for American domestic students with an average 

writing ability, while the equivalent 107 and 108 courses were developed specifically for 

international students who are non-native speakers of English. In this university, all 



63 
 

students, including international students, enter the program based on their writing scores 

on the SAT or on the results of curriculum-based mandatory placement tests. 

I conducted surveys with L2 users of English in six ESL composition courses, 

including three ENGL 107 sections and three ENGL 108 sections, in the spring of 2012 

to discern their SNS use and beliefs and perceptions concerning SNSs and language 

learning. A total of 125 students consented and agreed to participate in the study. With 

the consents of the participants, their answers to the survey questions were collected, 

typed, and stored in an Excel spreadsheet for later data analyses. Each participant was 

assigned with a number code, for example, S12, which refers to Student No. 12.  

This chapter reports on the survey results of 68 participants: 11 Arabic speakers, 

44 Chinese speakers, 2 Japanese, 6 Korean, 3 Spanish (from Mexico), 1 Turkish, and 1 

French speaker. It is important to note that although the distribution of student population 

may seem imbalanced, this distribution in fact reflects the actual current population of 

international students at that university and other U.S. universities, with a significantly 

large population of Chinese-speaking students and Arabic-speaking students studying in 

U.S. college-level institutions. After the initial analysis of the survey data, follow-up 

interviews with four L2 users were conducted to elucidate a deeper understanding of L2 

users’ SNS use and beliefs.  

 

2.4.3 Data Analysis 

For the analysis of the demographic data, frequency and percentages were used. 

For the description of items in the survey construct, mean scores, frequency, and 
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percentages were employed to describe the students’ views on Facebook and other SNSs 

as an environment for learning English. As for the open-ended item, the students’ views 

were categorized into emerging themes and analyzed using situation and activity coding 

strategies (Bogdan & Biklen, 1992). The qualitative data were used to support the 

quantitative data analysis. The comments from the respondents were cited as they were 

expressed or stated by the students.   

 

2.5 Findings 

In this section, I first present the quantitative results of the survey. The qualitative 

findings then follow.  

 

2.5.1 Overall Findings of SNS Use  

The survey data revealed that all of the 68 participants (age=20.3; years of 

studying English=10.6; years in English-speaking countries=1.6) have a profile in one or 

more SNSs in out-of-school contexts and showed an average of 11 hours per week in 

participating in those SNSs (see Table 2.1). The participants reported that they used SNSs 

for a number of reasons, including strengthening connections with friends they see often 

or rarely see, making new contacts in the U.S., and connecting with family and friends in 

their home country.  
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Table 2.1. Median and range of age, years studying, and hours of SNS use by group 

Indicator Median 

Age 20.3 

Years of Studying English 10.6 

Years in English-speaking countries 1.6 

Hours on SNSs 11.0 

 

As revealed in Table 2.2, in an L2-mediated SNS (Facebook), the most frequent SNS 

activity among the 68 participants was ‘Read the news feed about my friends’ (3.3), 

followed by activities such as ‘Look at my friends’ pages’ (3.1) and ‘Look at my friends’ 

pictures’ (3.0). The least frequent SNS activities by the ESL learners were ‘Play games’ 

(0.8) and ‘Share information’ (1.8). The distribution was more concentrated in the L2-

mediated SNS, whereas it was more dispersed in the L1-mediated SNS, with more 

balanced frequency across a variety of SNS activities such as ‘Update status’ (3.4), 

‘Share info’ (3.5), ‘Look at my friends’ pages’ (4.1), ‘Look at my friends’ pictures’ (4.0), 

‘Read the news feed about my friends’ (4.3), ‘Watch videos my friends have posted’ 

(3.7), ‘Chat’ (3.3), and ‘Send messages’ (3.5). The SNS activity ‘Play games’ (1.3) still 

remained low.  

Table 2.2. Average of the frequency of different SNS activities as a group 
SNS 

Activities 

Update 

status 

Share 

info 

Look at 

my 

friends’ 

pages 

Look at 

my 

friends’ 

pictures 

Read 

the 

news 

feed 

about 

my 

friends 

Watch 

videos 

my 

friends 

have 

posted 

Play 

games 

Chat Send 

messages 

FB (L2) 2 1.8 3.1 3.0 3.3 2.3 0.8 2.1 2.3 

Others 

(L1) 

3.4 3.5 4.1 4.0 4.3 3.7 1.3 3.3 3.5 
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This finding indicates that the participants were more passive users of Facebook in terms 

of the SNS practices like reading friends’ news and postings, while engaging in the SNS 

activities such as share information, post updates, and upload pictures more actively in 

the SNS that derives from their home cultures. The notable discrepancies between L2 

users’ SNS use across different SNSs illustrate Thorne’s (2003) notion of ‘culture-of-use,’ 

which is defined as “historically sedimented characteristics that accrue to a CMC tool 

from its everyday use” (Thorne, 2003, p. 40). This concept denotes different ways of 

engagement with computer technologies, depending on the cultural, economic, and 

historical contexts in which they are embedded. In this study, the overall finding indicates 

that the L2 users’ different cultures-of-use of multiple SNSs resulted from the different 

social, cultural, and historical contexts of those SNSs, which will be illustrated in detail 

in the next section. 

 

2.5.2 Findings of SNS Use Across Groups 

Based on the percentage of use across different SNSs, including the L2-mediated 

SNS (Facebook) and L1-mediated SNSs (e.g., RenRen, Mixi, Cyworld), the participants 

were categorized into four groups of SNS users: 

 Type 1: English socializer (percentage of use on L2 SNS (FB = over 80%, n = 20). 

 Type 2: Balanced user (percentage of use on L2 SNS (FB = 30% - 80%, n = 10). 

 Type 3: Home-tied user (percentage of use on L2 SNS (FB = 5% - 30%, n = 15). 

 Type 4: Resister (percentage of use on L2 SNS (FB = less than 5%, n = 23). 
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It is important to note that the indicator of percentage of time on L1 vs. L2 SNS was 

chosen because it had the widest range of all the basic indicators. The four groups were 

split as they were because it best captured the chosen indicator and to have more or less 

balanced groups, as illustrated in Table 2.3. 

Table 2.3. Median and range of age, years studying, and hours of SNS use across groups 
 Type 1 

English socializer 

(n = 20) 

Type 2 

Balanced user 

(n = 10) 

Type 3 

Home-tied user 

(n = 15) 

Type 4 

English resister 

(n = 23) 

Age 20.9 21 19.7 20 

Years of Studying 

English 

11.5 11.6 9.9 10 

Years in English-

speaking countries 

2.4 1.8 1.4 0.8 

Hours on SNSs 7.0 15 12.5 11.6 

 

A detailed explanation of each group of the participants will be presented in the next 

section, specifically in terms of the quantity and quality of their SNS use and their 

attitudes toward SNSs and L2 learning. I first present some basic descriptive data to 

characterize the four types of SNS users in terms of their SNS usage, beliefs, and 

attitudes toward SNSs and language learning. 

 

2.5.3. Profiles: Four Types of SNS Users 

2.5.3.1 English Socializer: Socializing into the New Discourse 

English socializers participated in the L2-mediated SNS community (Facebook) 

for over 80% of their total SNS use. As summarized in Table 2.3, a total of 20 

participants were shown to belong to this type of SNS user, with an average age of 20.9, 

11.5 years of studying English, 2.4 years in English-speaking countries, and devoting an 

average of 7 hours per week to SNSs.  
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Table 2.4. Average of the frequency of different SNS activities among English socializers  
SNS 

Activities 

Update 

status 

Share 

info 

Look at 

my 

friends’ 

pages 

Look at 

my 

friends’ 

pictures 

Read 

the 

news 

feed 

about 

my 

friends 

Watch 

videos 

my 

friends 

have 

posted 

Play 

games 

Chat Send 

messages 

FB (L2) 2.1 

(+0.1) 

2.2 

(+0.4) 

3.4 

(+0.3) 

3.4 

(+0.4) 

4.0 

(+0.7) 

3.2 

(+0.9) 

1.0 

(+0.2) 

2.6 

(+0.5) 

2.7  

(+0.4) 

Other 

SNSs (L1) 

1.3  

(-2.1) 

0.8  

(-2.7) 

2.5  

(-1.6) 

2.2  

(-1.8) 

2.7  

(-1.6) 

1.2  

(-2.5) 

0. 7  

(-0.6) 

1.8  

(-1.5) 

2.2  

(-1.3) 

Note: Number in parenthesis indicates deviation from the total average 

 

Consistent with the overall findings, the three most frequent SNS activities on Facebook 

among this group were ‘Read the news feed about my friends’, ‘Look at my friends’ 

pictures’, and ‘Look at my friends’ pages’, while the least frequent SNS activity is ‘Play 

games’ (see Table 2.4). In addition, the frequency for each SNS activity was shown 

higher than the total average, indicating that this group participated in Facebook practices 

more than the average frequency of the total number of the participants. In their L1-

mediated SNS, however, English socializers showed a relatively lower percentage of use 

in L1 SNS activities, compared with the total average, as evident in the negative numbers 

in the parentheses which indicate deviation from the total average. This finding shows 

that English socializers participated in their home-country SNSs such as RenRen, 

Cyworld, and Mixi much less than the average frequency of the total number of the 

participants.   

When asked about their reasons for using Facebook, most of the participants in 

this category reported that they used Facebook to meet new friends in the U.S. and to 
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communicate with them since most of their American peers only used Facebook. For 

example, one L2 user, S6, commented about his extensive use of Facebook: 

I mainly use Facebook because my university club usually posts some 

updated message on Facebook. I need to get the information! It’s a good 

way to know more about my club mates and what they are doing. (S6) 

For “English socializers,” Facebook was used more to meet new people in the host 

country and to maintain and strengthen relationships with these contacts that they had 

established in face-to-face and offline contexts. More importantly, Facebook provided 

newcomers direct access to Americans and local people. The learners’ desire to have 

access to native speakers of English is evident in responses like “A lot of people use FB 

in the US, use FB is more easier to find friend” (S16), “Because Americans are using 

Facebook” (S2), and “It’s better for me to learn English and culture here” (S3). 

By conceptualizing Facebook as a channel to socialize themselves into the host 

country, the “English socializers” invested themselves in the target language (English) 

and culture (American and international) through participation in a wide range of literacy 

activities on Facebook. From an investment standpoint, this resulted in a positive return 

that increased the value of their social and cultural capital (Norton, 2000). 

The participants’ own perceptions of the target language—English—also affected 

their use of language while engaging in the online practices. For instance, socializer 

responses like “English looks cooler on Facebook” (S1) and “English looks more 

Western and better!” (S10) point to a hegemonic bias that the English language enjoys a 

higher status and remains the dominant language in relation to other languages. This 
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English linguistic hegemonic view can be observed throughout the L2 learners’ survey 

data.  

While this view of English is prevalent among L2 learners, English was also 

shown to be an international language through which L2 learners expected not only to 

connect with American users but also with international users (local or global) of English 

to socialize into U.S. or global cultures. As S3 expressed the desire of using Facebook to 

meet international friends (“Want to make foreign friends”), Facebook also allows L2 

learners to reach global, multilingual, and multicultural users with the availability of Web 

2.0 technologies and digital tools:   

I started using FB when I came to US. I like it more because it’s easy to 

use and to communicate with college friends from all over the world. (S3)  

In sum, the L2 learners who actively participated in the English-mediated Facebook 

space can be categorized as English socializers. This group of learners viewed Facebook 

or other SNSs as a tool of socialization into the new discourse community and as a direct 

access to Americans or other international friends in the host country. They also showed 

positive attitudes toward SNS and language learning, which is mainly driven by their own 

conceptualizations of Facebook as a Western space and English as the dominant and 

international language in online communication. Sociopolitical factors (e.g., Facebook is 

banned in China) also influenced ESL learners’ participation on multiple SNSs.  
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2.5.3.2 Balanced User: Investing in Both Home and Host Discourses 

Ten out of 68 participants were “balanced users” of SNSs (with approximately 30% 

- 80% of the total SNS use on Facebook), with an average age of 21, 11.6 years of 

studying English, 1.8 years in English-speaking countries, and devoting an average of 15 

hours per week to SNSs (see Table 2.3). Similar to the average overall findings, as 

illustrated in Table 2.5, the three most frequent SNS activities on Facebook among this 

group were ‘Read the news feed about my friends’, ‘Look at my friends’ pictures’, and 

‘Look at my friends’ pages’, while the least frequent SNS use was ‘Play games’. In L1-

mediated SNSs, different from the English socializers, balanced users showed a relatively 

higher percentage of use in activities such as ‘Update status’, ‘Share information’, ‘Look 

at my friends’ pages’, ‘Look at my friends’ pictures’, ‘Read the news feed about my 

friends’, ‘Watch videos my friends have posted’, ‘Chat’, and ‘Send messages’ compared 

with the average frequency of the total group. A similar observation is found in balanced 

users’ participation on Facebook.  

Table 2.5. Average of the frequency of different SNS activities among balanced users  
SNS 

Activities 

Update 

status 

Share 

info 

Look at 

my 

friends’ 

pages 

Look at 

my 

friends’ 

pictures 

Read 

the 

news 

feed 

about 

my 

friends 

Watch 

videos 

my 

friends 

have 

posted 

Play 

games 

Chat Send 

messages 

FB (L2) 3.7 

(+1.7) 

2.7 

(+0.9) 

4.4 

(+1.3) 

4.3 

(+1.3) 

4.4 

(+1.1) 

2.9 

(+0.6) 

1.1 

(+0.3) 

3.0 

(+0.9) 

3.2  

(+0.9) 

Others 

(L1) 

4.9 

(+1.5) 

4.9 

(+1.4) 

4.7 

(+0.6) 

4.7 

(+0.6) 

4.9 

(+0.6) 

4.7 

(+1.0) 

1.2  

(-0.1) 

3.4 

(+0.1) 

4.1  

(+0.6) 

Note: Number in parenthesis indicates deviation from the total average 
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Perceiving the different social functions and affordances of L1- and L2-mediated SNSs, 

this group of SNS users participated in both SNSs in a more balanced way and viewed 

their participation in both SNSs as investments for different social purposes. S26, a male 

freshman student at the university who came from China, commented:    

I use Facebook to communicate with Chinese students studying abroad 

and American friends, and I use RenRen [a Chinese-mediated SNS] to 

connect with friends in my home country China because Facebook is 

prohibited in China. (S26) 

Similar responses can be observed in other learners’ survey data: “Use RenRen to 

connect with Chinese. Use Facebook to share information with others in the university” 

(S22) and “use Facebook to connect with foreign friends, use RenRen to keep in touch 

with friends in China” (S21). These responses all indicate the learners’ awareness of the 

fundamental functional differences each SNS entails. Each SNS, situated in different 

linguistic and cultural contexts, afforded multilingual learners different environments to 

simultaneously socialize with multiple members with little constraints in time and space.   

 

2.5.3.3 Home-Tied User: Connecting Themselves with the Home Discourse 

While participating in both L1- and L2-mediated SNSs, this group of L2 learners 

invested significantly more time in their home-tied SNS activities, which led to the 

moniker “home-tied user.” In the survey, 15 participants (average age = 19.7) 

demonstrated this pattern of SNS use, with 9.9 years of studying English and 1.4 years in 

English-speaking countries and spending 12.5 hours on SNSs per week (see Table 2.3). 
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Table 2.6 shows that on Facebook these home-tied users, similar to other types of SNS 

users, engaged in SNS activities including ‘Read the news feed about my friends’, ‘Look 

at my friends’ pages’, and ‘Look at my friends’ pictures’ most often and participated in 

‘Play games’ the least often. On Facebook, they showed a higher percentage of use in L2 

SNS activities such as ‘Update status’, ‘Share information’, ‘Look at my friends’ pages’, 

‘Look at my friends’ pictures’, and ‘Read the news feed about my friends’.  

Table 2.6. Average of the frequency of different SNS activities among home-tied users 
SNS 

Activities 

Update 

status 

Share 

info 

Look at 

my 

friends’ 

pages 

Look at 

my 

friends’ 

pictures 

Read 

the 

news 

feed 

about 

my 

friends 

Watch 

videos 

my 

friends 

have 

posted 

Play 

games 

Chat Send 

messages 

FB (L2) 1.6  

(-0.4) 

1.7  

(-0.1) 

3.0  

(-0.1) 

3.0  

(0) 

3.1  

(-0.2) 

1.8  

(-0.5) 

0.3  

(-0.5) 

1.4  

(-0.7) 

2.3  

(0) 

Others 

(L1) 

3.2  

(-0.2) 

3.2  

(-0.3) 

4.0  

(-0.1) 

4.0 (0) 4.3 (0) 3.5  

(-0.2) 

1.0  

(-0.3) 

2.8  

(-0.5) 

3.3 

 (-0.2) 

Note: Number in parenthesis indicates deviation from the total average 

 

What distinguished this type of user from the other types of users was their very strong 

perception of SNSs as a primary communication channel to connect with friends and 

family in their home countries. For example, S50, a female freshman student with a pre-

business major from China, remarked, “I use RenRen more frequently after I came to the 

US because my friends in China and I separate. So we need more communication through 

it” (S50). For newcomers like S50, when first arriving in the U.S., retaining a close 

connection with her home discourses and friends became an important part of her 

enculturation and socialization processes into the newly entered community. S50 
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acknowledged that she struggled a lot with the new life in the U.S., and her contacts with 

her old friends became a good way to share her struggles. S50 further expressed this: 

I like to use RenRen more than Facebook because all my high school and 

middle school friends in China are using RenRen. It’s one of the most 

important ways for me to connect with them! I want to know what my 

friends are doing and what they share. I just miss them. (S50) 

While acknowledging the importance of making new friends, particularly American 

friends while at a US university learning the target language and culture, the home-

country-bound users considered the maintenance of existing friendships in their home 

culture indispensable to the journey of study abroad.   

 

2.5.3.4 Resister: Resisting Socializing into the New Discourse 

“English resisters” participated in the L2-mediated SNS community, Facebook, 

for less than 5% of their total SNS use. As indicated in Table 2.3, a total of 23 

participants were shown to belong to this type of SNS users, with an average age of 20, 

10 years of studying English, 10 months in English-speaking countries, and devoting an 

average of 11.6 hours per week to SNSs. Notably, the average length of stay in English-

speaking countries is the shortest (10 months) among the four types of SNS users, with 

English socializers (2.4 years) the longest, followed by balanced users (1.8 years) and 

home-tied users (1.4 years). This finding demonstrates that the length of stay in the 

context where the target language is spoken plays an influential role in determining L2 

users’ socialization patterns in new discourses.  
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While participating minimally on Facebook, English resisters actively participated 

in L1-mediated SNS practices including ‘Update status’, ‘Share information’, ‘Look at 

my friends’ pages’, ‘Look at my friends’ pictures’, ‘Read the news feed about my 

friends’, ‘Watch videos my friends have posted’, ‘Chat’, and ‘Send messages’ (see Table 

2.7). They also showed less participation on Facebook and more participation on L1-

mediated SNSs compared with other groups of SNS users.  

Table 2.7. Average of the frequency of different SNS activities among English resisters  
SNS 

Activities 

Update 

status 

Share 

info 

Look at 

my 

friends’ 

pages 

Look at 

my 

friends’ 

pictures 

Read 

the 

news 

feed 

about 

my 

friends 

Watch 

videos 

my 

friends 

have 

posted 

Play 

games 

Chat Send 

messages 

FB (L2) 1.2 

 (-0.8) 

0.9  

(-0.9) 

2.0  

(-1.1) 

1.8  

(-1.2) 

1.8  

(-1.5) 

1.2  

(-1.1) 

0.9 

(+0.1) 

1.7  

(-0.4) 

1.5  

(-0.8) 

Others 

(L1) 

3.5 

(+0.1) 

3.3  

(-0.2) 

4.4 

(+0.3) 

4.2 

(+0.2) 

4.6 

(+0.3) 

4.0 

(+0.3) 

1.7 

(+0.4) 

3.9 

(+0.6) 

3.7  

(+0.2) 

Note: Number in parenthesis indicates deviation from the total average 

 

The L2 learners’ minimal participation in the L2-mediated SNS can be attributed to their 

own perceptions of the role of Facebook in their socialization processes during study 

abroad years. When asked about the extent to which these learners like Facebook, S57 

responded: 

No, I didn’t like it. There are not many Chinese students on Facebook. It’s 

boring! (S57)   

S57’s comment captured the characteristics of the group of English resisters. S67 also 

remarked, “because I feel bored when I go abroad.” This comment not only highlights the 

importance of socialization in L2 learners’ study abroad years but it stresses the 
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significance of affiliations with their peers who have shared linguistic and cultural 

backgrounds. Similar findings can be observed in learners’ negative attitudes toward 

Facebook and L2 learning. For example, addressing the survey question Do you think 

SNS can be used as a tool for learning English? the majority of this group provided 

similar answers: “No, it is less effective to learn English through SNS” (S63).  

Another contributing factor to the English resisters’ negative attitudes toward the 

L2-mediated SNS is the sociopolitical context of SNSs, which was specifically evident in 

Chinese ESL learners’ responses:  

Facebook is not allowed in China. So I don’t use it often because I can’t 

use it when I go back to China. I use RenRen more because it’s useful in 

my country. (S61) 

S61’s minimal participation on Facebook is thus attributed to the fact that Facebook was 

prohibited in China from July 2009 after riots broke out between police and protestors in 

Xinjiang province. This finding supports Villarreal Ballesteros’s (2010) claim that SNS 

use and reflective online practice and attitude could be promoted or constrained by social 

and cultural contexts, ideologies, and power structures of a particular SNS.  

 

2.6 Discussion  

Overall, this study has illustrated that the types of SNS users, the attitudes the L2 

users of English possess toward the home and host culture, and the strength of their social 

networks were all inter-connected. This helps explain the variation that may exist among 

individual students’ socialization processes in the context of study abroad. Their positive 
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or negative attitudes played a role in their desire and drive to build new social networks 

and affiliations.  

To answer the first research question, the findings indicated that SNSs serve 

important roles for L2 users in their study abroad years. L2 users in the study viewed 

SNSs, whether L1-mediated or L2-mediated, as a way to reconnect with home discourses 

and as a way to socialize into new discourses. While L2 users acted upon the affordances 

of SNSs for socialization purposes, L2 users were shown to take different pathways in 

interacting with others, both in the home country and host country, through SNS-

mediated activities. That said, L2 users should not be viewed as a homogenous group that 

participates in SNSs in similar ways but a heterogeneous group in which individual users 

continuously shape and reshape the dialogic interactions with technological artifacts like 

SNSs and the Internet-mediated environment based on his/her historical use and beliefs 

about technologies. 

The four different types of SNS users and associated socialization patterns 

identified in the study further demonstrated that SNSs should be seen as historical and 

cultural artifacts, supporting the argument that “Internet communication tools are not 

neutral media” (Thorne, 2003, p. 38). This finding poses a challenge to the technological 

determinist view that sees individuals’ use of technological tools as static, fixed, and 

universal across all users. It further argues for a dialogic perspective that views the 

interaction between individual learners and digitally-mediated artifacts as dynamic and 

culturally-bounded. As Thorne (2003) states, “all artifacts, including Internet 

communication tools, are imbued with characteristics that illustrate the intersection of 
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histories of use with the contingencies of emergent practice” (p. 40-41). As a result, all 

artifact-mediated practices should be viewed as, in essence, ‘culture-of-use’ (Thorne, 

2003) and cultural practices (Cole, 1995). That is, ESL learners’ digital-mediated 

practices should be closely analyzed within the framework of L2 socialization and 

investment. 

In response to the second research question, the findings indicate that contextual 

factors such as sociopolitical contexts of SNSs may potentially influence ESL learners’ 

SNS use and socialization processes. The fact that Facebook was prohibited in China due 

to a social, political issue significantly affected some of the Chinese L2 users’ 

perceptions of Facebook as a less effective socialization tool in connecting with their 

home friends. L2 users from other cultures such as Korea, Japan, and the Arabic speaking 

world, with little constraints on the SNS use in their home countries, tended to show 

more positive attitudes toward the use of Facebook, the L2-mediated SNS. In addition, 

the unwillingness to interact and create social networks with the speakers of the host 

culture was a result of motivational and attitudinal deficits maintained by the L2 user.  

Although the design and sociopolitical contexts of SNSs could afford and/or 

constrain particular uses among L2 users with different cultural backgrounds, some 

Chinese users showed more open attitudes and greater motivation towards making new 

contacts and socializing with other English-speaking people than others, even with all the 

constraints that a particular SNS may impose on its users, given its sociopolitical 

situation. These users’ motivation to participate in SNS-mediated activities should be 

seen as an ‘investment’ (Norton, 2000) in socializing with others in the new discourse for 
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possible return of their social and cultural capital that helps them establish a desired 

identity as a legitimate member in the host culture. Consequently, a fuller understanding 

of which SNS activities and how they are practiced by L2 users not only should be 

examined with the notion of ‘affordance’ or ‘potential actions’ but also should be 

contextualized with the concepts of ‘investment’ and ‘agency.’ All in all, it takes not only 

affordances and constraints provided by learning environments, but active agency to 

succeed in learning. 

 

2.7 Conclusion and Implications  

The aim of this chapter was to demonstrate how L2 user participation in online 

discourses such as SNS-mediated activities cannot be viewed as independent of other 

offline literacy practices or socialization practices but must be seen as situated within 

their transnational processes and socialization experiences that take place at different 

social scales in the context of study abroad. The online social networks and transnational 

ties of L2 students and their perception of the role of SNS in their life must not be 

presumed but rather carefully analyzed.   

Pedagogically, an understanding of the nature of SNS use as a means of L2 

socialization and tool of communication and connection with home and host discourses 

can inform the design of formal SNS-mediated activities and curricula in language 

classrooms. The goals of such pedagogy might be to raise learner awareness of the 

diverse and dynamic ways that SNSs afford and/or constrain socialization of language 

learners, particularly those in the context of study abroad, who make investments as 
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learners in response to these technological and social affordances. SNS-mediated L2 

pedagogy should be integrated into classroom practices where teachers perceive students’ 

out-of-school literacy practices as meaningful activities and as an authentic way of 

socialization and where students learn to see SNS activities as dynamic, negotiated texts, 

and SNS use as a suite of socio-literacy practices, with an aim to bridge learners’ in-

school and out-of-school literacy practices and social interactions (Thorne & Reinhardt, 

2008).  

It is important to acknowledge the limitation that this study only provides a 

snapshot of L2 users’ SNS practices and beliefs in the integration of SNSs into language 

classrooms. While recognizing that L2 users’ interactions with digital tools are rather 

multifaceted, dynamic, and developmental over time, the study contributes to the 

literature of SLA and literacy studies with a holistic view of how and what activities ESL 

students are currently engaged in in online social networking discourses and more 

importantly, their own perceptions of the potential of computer-mediated communication 

tools for L2 learning. With this holistic view, it is necessary for SLA scholars to examine 

L2 users’ SNS use and practices from a longitudinal perspective. Future research could 

conduct case studies and examine different types of L2 users (e.g., English socializers/ 

balanced users vs. home-tied users/ English resisters) and how they position their 

identities in relation to others and how socialize themselves into new discourses through 

engagement in online social networking spaces. Such investigation of individual L2 users’ 

socialization trajectories could contribute to a fuller understanding of the interdependency 

between social media, user identity, socialization, and language learning.    
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CHAPTER 3 

 

A CASE STUDY OF MULTILINGUAL WRITERS’ LONGITUDINAL SNS USE 

AND DEVELOPMENTAL IDENTITIES 

3.1 Abstract 

Through data collected from two longitudinal case studies, this chapter examines 

two multilingual writers’ literacy practices and reflective identities in social networking 

communities. The findings show that the multilingual writers explored and 

reappropriated symbolic resources afforded in the social networking site as they shuttled 

across cultures and discourses at local and global levels. Through the designs available to 

them in these online environments, multilingual writers, as agentive beings, constructed 

multiple identities that were dynamic and developmental over time. The writers are also 

shown to have taken distinctly different pathways in participating in online networked 

discourses. Analysis and understanding of these digitally-mediated multiliterate practices 

may provide insight into pedagogies that recognize and affirm these practices. 

 

3.2 Introduction 

Over the past few decades, there has been a move in Second Language 

Acquisition (SLA) from a concern with the linguistic and cognitive consequences of 

literacy acquisition towards a broader consideration of literacy as a social practice (Street, 

1993). In this view, literacy learning, regardless of first language (L1) or second language 

(L2) literacy, is understood as a social process in which language learners/users actively 

participate, enacting particular social roles and negotiating their situated identities (Lam, 

2000, p. 459). As such, identity should not be seen as a fixed, singular possession but as 
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developmental, plural matters that are shaped and reshaped through learners’ ongoing 

interactions and negotiations with others in specific communities of practice 

(Buckingham, 2008; Lave & Wegner, 1991; Pavlenko & Blackledge, 2004). 

While much attention has been focused on learner identity and the enculturation 

process in face-to-face communities, Internet-mediated communities such as social 

networking sites (SNSs) have not been extensively explored for their potential in shaping 

the interdependency of learner identity and literacy learning (Pavlenko & Norton, 2007). 

With the growth of the Internet and computer-mediated communication (CMC) tools, 

new technologies such as those of Web 2.0 (blog, wiki, video games), hypertext, and 

other CMC technologies have altered human communication, information media, and 

most importantly, the ways in which language is used and how information is presented 

(Williams, 2009). The Internet and digital tools have challenged traditional views of 

literacy and literacy learning as acquiring fixed, rule-governed, monomodal, static, 

linguistic products, and redefined ‘literacies’ as sociocultural, multimodal, dynamic, fluid, 

social practices. Addressing the relationships between literacy/-ies and the rising 

demands of technology and increasing lingual and cultural diversity, a multiliteracies 

perspective (New London Group, 1996) emphasizes the multiplicity and multimodality of 

literacy as social practices in human communication and how such features of literacy 

affect language learning and teaching. Recent literature in SLA has shown the potential 

of emerging technologies for their educational value and potential for L2 literacy 

development, social engagement, authorship and readership, agency promotion, 

intercultural understanding, and community construction (e.g., Belz, 2003; Black, 2008, 
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2009; Gee, 2007; Kramsch, A’Ness, & Lam, 2000; Lam, 2000, 2004, 2009; Thorne, 

Black, & Sykes, 2009; Warschauer & Grimes, 2007). 

Despite the many advantages of CMC tools identified by SLA scholars, the 

dynamics of multilingual writers’ literacy practices and identity constructions in social 

networking communities are still unclear. As multilingual writers often enjoy 

simultaneous membership in a number of diverse cultural communities, complexity is 

added to their literacy learning, identity formation, socialization, and engagement in 

online communities (Canagarajah, 2002, 2006, 2010). Questions arise that remain 

unexplored: How do multilingual writers participate in the online social networking space? 

How do they construct, perform, and develop identities through technology-mediated 

practices? How do these identities develop over time? Empirical studies that address 

these questions could shed light on SLA and identity studies in relation to CMC.    

In order to explore these research questions, this study adopted a case study that 

examines, from a longitudinal perspective, two multilingual writers’ literacy practices 

and their construction of online identities in one social networking site, Facebook, 

through analysis of their SNS use. A longitudinal study of L2 users’ social networking 

activity with a particular focus on literacy development and identity representation may 

yield valuable insights into L2 and multilingual learners’ meaning-making process (Choi 

et al., 2011, Duff, 2008; Jackson, 2008). Drawing on poststructuralist perspectives on 

identity, I conceptualize identity as socially contingent relations between the learner and 

others and as multiple, complex and a site of struggle (Norton, 2000; Pavlenko, 2002). 

Such a view challenges the ‘monolingual and monocultural bias’ and argues for a 
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dynamic perspective that views multilingual individuals as members of multiple ethnic, 

social, and cultural communities with multidimensional identities. For this study, I 

investigated the ways in which the identities of multilingual writers are constructed in 

digitally-mediated communities, examining over a period of two years. I use the term 

‘multilingual writer’ in this chapter to refer to people who use more than one language in 

everyday life, specifically, write in more than one language. With digital tools afforded in 

SNSs, multilingual users engage in varying writing activities and ‘write’ themselves into 

social networking spaces (boyd, 2007).  

Through a mixed quantitative and qualitative methodology, this study explored 

how two multilingual writers acquired and made choices among different literacy 

practices and languages within multiple social networks on Facebook, how their 

multimodal choices allowed them to develop and negotiate multiple identities and 

affiliations within these networks, and how such participation influenced their literacy 

use and learning. The significance of this study is to provide insight into the diverse 

pathways multilingual writers take when entering and socializing in new discourse 

communities and to show the complexity and dynamics of multilingual writers’ 

development of their identity constructs in online networked discourses. The aim is to 

further understanding of how social networking sites and other Internet-mediated online 

communities provide opportunities for language learners/users to participate and navigate 

across multiple identities in various social and cultural networks. From a pedagogical 

perspective, the exploration of multilingual writers’ use and appropriation of various 

symbolic resources in online communities can not only contribute to our knowledge of 
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the interdependency between literacy use and identity but also serve as a resource for 

language teachers to assist learners in developing symbolic competence and critical 

awareness of the affordances of digitally mediated meaning-making resources.  

 

3.3 Literature Review 

3.3.1 Social Networking Communities, Socialization, and Second Language 

Learning 

 

Social networking sites (SNSs) such as MySpace, Facebook, and Twitter, have 

grown in popularity worldwide, attracting millions of users in the past few years. As of 

March 2012, Facebook, the leading SNS, was used by more than 900 million people 

around the world with about 80% of Facebook users outside of the United States and 

Canada. Facebook is available in 70 languages and thus embraces multilingual and 

multicultural users (Facebook, 2012). This evidence shows that Facebook has become a 

medium for communication across the globe, providing a cosmopolitan and plurilingual 

linguistic landscape for its multilingual users.  

With their various technological and networking affordances (i.e., profiles, status 

updates, shared links, synchronous chats, asynchronous messages, photo sharings), SNSs 

like Facebook allow users to maintain and develop social ties, both online and offline, 

through participation in a multifaceted and multisensory environment (Jones & Bronack, 

2008). What makes SNSs unique is that they enable users to articulate and make visible 

their social networks through public displays of friend lists and wall-to-wall postings 

(boyd & Ellison, 2007, p. 211) to “networked publics,” groups of audiences that are 

bound together through technological networks (boyd, 2007, p. 8). The interactions and 
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affiliations between members of the networked publics are mediated through various 

literacy activities such as status updates and information sharings and also symbolic 

actions including ‘Friend,’ ‘Like,’ ‘Tag,’ ‘Poke,’ ‘ReTweet,’ and ‘Share’ that are 

afforded by Web 2.0 tools (Knobel & Lankshear, 2008). 

As participants in these networked publics, SNS users also construct self-

presentations through various multimodal resources. For example, “About me” 

descriptions on MySpace or “Introduction” pages on Facebook allow users to write 

themselves into the online spaces by sharing a short biography, their work and 

educational information, favorite arts and entertainment, and activities and interests. 

Some sites also encourage users to upload a profile photo and allow users to enhance 

their profile pages by adding multimedia content or modifying their profile’s look and 

feel. Other sites, such as Facebook, allow users to add modules (“Applications”) that 

enhance their profile and ‘sense of themselves’ (boyd & Ellison, 2007).  

Such social networking communities appear to have significant affordances for 

language acquisition and potential as pedagogical tools in support of L2 learning 

(Godwin-Jones, 2008). Vie (2008) states that SNSs afford language learners various 

writing activities and provide a naturalized space for socialization by situating literacy 

practices and human activities in particular online contexts where learners are exposed to 

authentic language use for particular social purposes (Mills, 2011). To participate in 

online networked discourses, learners need to familiarize themselves with specific social 

norms. SNSs therefore provide opportunities for L2 learners to develop socio-pragmatic 

competence (e.g., Blattner & Fiori, 2009, 2011; McBride, 2009), a sense of community 
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(e.g., Mills, 2011), authentic language interaction and discussion (e.g., Godwin-Jones, 

2008), and learner motivation and engagement (e.g., Haverback, 2009) while observing 

and engaging in multifaceted SNS literacy practices. 

 

3.3.2 Identity Construction in Social Networking Spaces 

Another key concept in SNS literacy practices is that of identity formation. In 

SNSs, identity is constructed through impression management, network structure 

management, and bridging of online and offline social networks (boyd & Ellison, 2007). 

To explore the sense of “who we are and the relationship to the world” (Kanno, 2003, p. 

3), SNS users create virtual ‘subject positions’ (Kramsch, 2009, p. 20) for themselves 

through the discursive choices and selective appropriation of symbolic resources in words, 

photos, videos, and other modalities. These affordances of SNS thus grant agency and 

strong sense of identity to its user. Due to the public exposure of SNS participants, users’ 

posted literacy practices reflect how they project themselves in relation to others in the 

SNS space, and more importantly, how they want others to perceive them in particular 

social networks. SNS users exercise their agency and relate to the question of ‘who am I’ 

through meaningful ‘design’ (New London Group, 1996) of language, discourse, social 

role, and projection of cultural values and beliefs. SNS posts therefore reflect the 

dynamic development of users’ pre-determined authorial intention and communicative 

identity/-ies (Kramsch, A’Ness, & Lam, 2000). 

To understand how language learners/users construct identities in online 

communities like SNSs, it is important to investigate the extent to which network-
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mediated literacy practices promote new forms of identities through hybrid textual 

practices in online environments. Lam (2004) studied the language used by two 

adolescent Chinese immigrants to the U.S. in a bilingual Chinese and English chatroom. 

She found that the Chinese youth, Yu Qing and Tsu Ying, used a hybrid form of English 

and romanized Chinese to represent their dual linguistic identities available in “neither 

the social categories of English-speaking Americans nor those of Cantonese-speaking 

Chinese” (Lam, 2004, p. 45). Through this mixed-code variety of English and blended 

literacy practices, the Chinese youth adopted and negotiated new forms of use and 

developed “textual identities.” This hybrid form of English and Chinese also indicated 

group affiliation and degrees of familiarity or social distance. In another case study, Lam 

(2009) investigated the instant messaging (IM) practices of a Chinese adolescent 

immigrant in the U.S. and found that the student negotiated multiple identities and 

affiliations with different groups, including a local Chinese immigrant community, the 

translocal network of an Asian American youth group, and transnational relationships 

with her peers in China through varying digitally-mediated textual practices such as 

vernacular English use and multidialectal use of Cantonese, Mandarin, and Shanghaiese. 

Communication technologies like IM provide a space for the youth migrant, Kaiyee, to 

engage in an ongoing dialogue and in the process—design her multilayered identities and 

affiliations with various social groups, both translocally and transnationally.  

In a study of learner identity and L2 use in SNSs, Pasfield-Neofitou (2011) 

examined the informal use of SNS by native speakers of English and Japanese across two 

SNSs, Facebook (English-medium SNS) and Mixi (Japanese-medium SNS). The learners 
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were shown to align themselves with a reference group and positioned themselves with 

various identities through conscious selections of different languages in the Japanese and 

English domains. The L2 learners’ language choices reflected their ‘sense of ownership’ 

of a particular language and indexed their online identity as ‘foreigners.’ These studies by 

Lam (2004, 2009) and Pasfield-Neofitou (2011) provide evidence that the hybridity and 

diversity of language practices and linguistic repertoires of language learners become 

mediating tools for meaning-making and participating in the digitally mediated activity 

(Gutierrez, Baquedano-Lopez, & Tejeda, 1999, p. 287).  

Extending Lam’s (2000) notion of ‘textual identity,’ which privileges the role of 

language in  identity formation in online discourse, the term ‘multimodal identity’ has 

emerged with the multimodalities available in SNSs. Analyzing an SNS page as a 

dynamic, multimodal hypertext reflecting the user’s identity, Knobel and Lankshear 

(2008) examined the ‘socially recognized ways,’ ‘meaningful content,’ ‘encoded texts,’ 

and ‘participation in Discourses’ evident in the Facebook profiles of two individuals. 

They found that the users’ different qualitative use of wall posts, status updates, and 

collocations with other technologies reflect their socially identifiable ways of engaging in 

the SNS space. Thus, SNSs are ideal places for the virtual construction of self since the 

users can design their profiles and the impression they would like to make. Zhao, 

Grasmuck, and Martin (2008) looked at how Facebook users present their “hoped for 

possible selves” by “showing rather than telling” (p. 1816). They showed that identity 

construction on an SNS profile tends to be rather implicit (through affiliations with 

certain activities) than explicit, since users are forced to adhere to the SNS’s layout. 
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While more studies on identity formation and SNSs are in L1 contexts, several 

studies examined identity representations among multilingual learners on SNSs. Depew 

and Miller-Cochran (2010) examined the choices of languages, registers, and 

technological tools of three L2 advanced students—an undergraduate senior, a master’s 

student, and a doctoral student—in social networking spaces. They concluded that 

engagement in text-based practices relied on the technological features of SNSs, and that 

the students’ hybrid literacy practices were driven by their anticipated audience. Depew 

and Miller-Cochran’s study indicates that the L2 writers wrote themselves visually, 

textually, and aurally into online spaces and represented themselves with different 

identity constructs in relation to global and local discourses. Extending this line of 

inquiry through an in-depth case study, Depew (2011) examined the writing strategies 

that three L2 students adopted in designing their visual self on SNSs and concluded that 

the students, with different writing strategies, shuttled between the linguistic and cultural 

repertoires. While Bakul, a student from India speaking Gujarati as her L1 and Hindi and 

English as L2s, shifted between formal and informal registers in her linguistic production 

on Facebook profile pages, Dhanesh, a generation 1.5 student speaking Gujarati as his L1 

and English, Hindi, and Polish as L2s, negotiated between his heritage Indian identity and 

American identity through his deliberate choice of account name with the term “desi” and 

shared links to the university organizations he was engaged in with comments like  “I am 

Hindu and i am proud to be one!” to signal his Indian heritage.  

To summarize, these studies highlight the multiplicity and complexity of 

multilingual learners’ subject positions and identities and recognize the ways in which 



91 
 

language, identity, agency, and cultural beliefs are inextricably intertwined in digitally 

mediated literacy practices. The studies show that online communities such as chat rooms, 

instant messaging, and SNSs, afford multilingual learners like Yu Qing and Tsu Ying 

(Lam, 2004), Kaiyee (Lam, 2009), and Bakul and Dhanesh (Depew, 2011), a hybrid, 

dynamic “third space” (Bhatia, 1994) that enables new and alternative identity options 

and allows multilingual learners, with their semiotic repertoires and cultural values, to 

navigate across multiple languages, identities, and cultures.  

Considering these factors, this study adopted a case study, exploring how two 

multilingual writers shuttle across different semiotic resources to construct and develop 

their identities in a social networking site over a two year period during their graduate 

studies in the United States. Sojourned students present an interesting group because they 

are second language learners/users “who have both physically and symbolically crossed 

the border” (Pavlenko & Lantolf, 2001, p. 174). With pre-established connections with 

their home countries and cultures, these students come to the host country and engage in 

situated literacy practices in the new environment, both online and offline, with their 

multilingual and multicultural repertoires, and may encounter challenges in terms of 

facing language barriers, achieving academic goals, and experiencing social/cultural 

adjustment in the host country (Trice, 2003). As SNSs allow unique affordances for the 

process of designing self, how these students construct identities in SNSs can help in 

discovering the different pathways multilingual learners take in participating in the online 

discourse and in life.  
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Drawing on the concept of identity as multifaceted, complex, a site of struggle 

(Norton, 2000; Pavlenko, 2002), and as discursive choices afforded in particular contexts 

(Pavlenko & Blackledge, 2004), this study examined the writers’ identity presentations 

through their participation on SNSs. Specifically, the study focuses on the following 

research questions: 

1. How do multilingual writers construct identities in a social networking site? 

2. How do these identities change and develop over time? 

 

3.4 Methodology 

3.4.1 Participants 

Two multilingual writers, Jane and Cindy (pseudonyms), participated in the 

study
1
. Jane and Cindy were international graduate students at a southwestern university 

in the United States. Both writers were in their mid 20s and began their graduate studies 

in Fall 2009. Both speak Mandarin Chinese as their L1 and started learning English at the 

age of 13 at middle schools in China. 

Jane was a doctoral student in the field of Social Science. She arrived in the U.S. 

in August 2009 from China. Jane was born and raised in a city in Henan province in 

Central China and moved to Shanghai, a cosmopolitan city, for undergraduate and 

graduate studies. Before coming to the U.S., Jane had received a bachelor’s and master’s 

degree in English Literature in China. When asked about her experience with social 

                                                           
1 The data presented in this study represents a larger project that involved a similar analysis of multiple 

multilingual writers. 
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networking sites, Jane acknowledged that she joined Facebook in January 2009 but with 

minimal participation. Instead, while still in China, she actively participated in RenRen, a 

leading Chinese-medium SNS. However, as she commented, that after arriving in the U.S. 

she used Facebook more and more to build friendships in the U.S. and participated in 

RenRen much less.  

Cindy was a master’s student at the same institution but in a different discipline—

Chinese Linguistics. She began her master’s degree in August 2009, the same year as 

Jane entered her doctoral program. Cindy also came from China and was born and raised 

in a major city in Sicuan province in Southwest China. After secondary education, she 

moved to Nanjing, China for undergraduate and graduate studies, both in Chinese 

Literature. She came to the U.S. during her final year of a master’s degree program in an 

institution in China and earned the degree after two semesters in the U.S. and then 

continued with studies for a second master’s degree from the U.S. institution. According 

to Cindy, she joined Facebook in January 2009 and was actively participating in RenRen 

even after her arrival in the U.S. Cindy mainly used RenRen to maintain friendships in 

China and used Facebook to communicate with new friends in the U.S. 

While Jane mostly socialized with American peers in her program and/or 

international friends she met at social events or at church, Cindy often socialized with her 

Chinese peers in the same program and/or Chinese friends she met at social events held 

by the Chinese student association at the university. Cindy commented that “I felt 

awkward when I speak English because my English is not good” (Interview with Cindy 

on 11/04/11). Even if Cindy expressed that she attempted to improve her English, she had 
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few opportunities to interact with native English speakers due to the scarcity of native 

English speakers in her program. Her discomfort in speaking English also prompted her 

to live in an apartment with another Chinese girl from her program. Jane lived with her 

husband who is also Chinese. As Jane was very aware that she had little exposure to 

English at home, speaking only Chinese with her husband, she wanted to practice more 

English with her school friends in both online and offline contexts.  

 

3.4.2 Data Collection and Analysis  

A case study approach was adopted in this study in order to contextualize the 

analysis of the participants’ online practices and tracking changes over time (Dyson & 

Genishi, 2005). As an international graduate student who has pursued a doctoral degree 

in the U.S., I have been involved in the international student community and share the 

experience of studying abroad. My proficiency in Mandarin and familiarity with the local 

student community have helped me develop a degree of rapport with the participants. I 

socialized with them both in person and on Facebook, allowing me to observe their 

participation and interactions with others in both online and offline contexts. Field notes 

were taken during my participant observation. 

To understand how the multilingual writers participated in the social networking 

site, Facebook, I triangulated multiple data sources including (1) a background survey, (2) 

participants’ Facebook pages and SNS use, (3) semi-structured interviews (Seidman, 

1998), and (4) field notes from participant observation, both online and offline. Facebook 

was chosen for the study due to its popularity in the U.S. Background surveys were 
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conducted prior to the project to gain insight into the writers’ language learning histories 

and experiences with social media. The writers’ SNS use over two years was collected 

for frequency and content analysis (Jones et al., 2008). Semi-structured interviews were 

conducted after the initial content analysis to assist in the interpretation of their 

experience with Facebook. As Androutsopoulos (2008) points out, such case studies that 

take into account the participants’ awareness and interpretation of their own practices can 

prove invaluable in arriving at more integrated conclusions. 

While qualitative approaches are advocated by many scholars to be the best 

approach to investigating online communities such as SNSs (Thomsen, Straubhaar, & 

Bolyard, 1998), a quantitative approach allows a more holistic view of language practices 

in educational contexts, particularly in a longitudinal study (Johnson, 1992). With the 

permission of the participants
2
, I collected their SNS postings from January 2009 to May 

2011 and adapted Jones et al.’s (2008) content analysis to analyze their Facebook pages. 

The frequency analysis documented patterns and changes in the writers’ use of literacy 

practices (e.g., status update, wall-to-wall post, information sharing). Recorded were the 

number of status updates and information sharings, the language used in each post, and 

reflected identities in each post. It should be noted that status updates and information 

sharings were chosen on the basis of their salience in the participants’ SNS use compared 

with other practices (e.g., chats, messages). While status updates contain messages that 

users want to share with their friends, information sharings are also read as part of a 

                                                           
2
 The research conducted was in accordance with institutional review board (IRB) guidelines and had IRB 

approval. 
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person’s identity since they signal personal interests and investments (Knobel & 

Lankshear, 2008). 

In addition to the frequency analysis, I conducted a qualitative content analysis of 

the SNS posts and interview data, specifically focusing on identity representations. 

Viewing identity as symbolic and indexical, a colleague and I first read and tagged each 

post with specific identities and discussed the posts where we did not agree. Through a 

process of grouping and re-grouping, we identified 12 categories, 5 that indexed 

traditional roles (1: human, 2: friend, 3: girlfriend, 4: student, and 5: teacher), and 7 that 

indexed cultural participation (6: general, 7: Chinese, 8: local, 9: American, 10: global, 

11: university, 12: professional). Coded categories, definitions, and examples are 

presented in Appendix C. We then went through the posts again to tag them using the 12 

categories, allowing for double or triple categorization if necessary. The intention here 

was not to advocate the absolute categories but to uncover the multiplicity of identities 

performed in SNS-mediated activities. Based on the primary categorizations, the data was 

organized into three periods: pre-arrival (March 2009 to July 2009), first academic year 

(August 2009 to July 2010), and second academic year (October 2010 to May 2011). The 

aggregated and distribution frequency and percentages of identity categories across years 

(pre-arrival, year 1, and year 2) and totals are presented in Table 3.2 and Table 3.3. 

It is essential that the data collection methods help uncover participants’ actual 

practice and their own voices and beliefs (Pavlenko & Blackledge, 2004). The 

participants were interviewed as to their authorial intent, their perceptions of SNSs, and 

their experiences in SNS-mediated activities. I then transcribed and analyzed the 
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interviews with their SNS posts, corresponding to the research questions. The 

combination of participant observation and reflective interviews allowed for a more 

complete analysis.  

 

3.5 Findings 

As this study is part of a larger research project, the findings here are based on the 

quantitative and qualitative analyses of the two multilingual writers’ SNS use over the 

two year period of the study in terms of a) numbers and patterns of the two multilingual 

writers’ status updates and information sharing, b) language choices of their postings, and 

c) identity representations in their postings. The interview data are presented here to 

triangulate with the quantitative data.   

 

3.5.1 SNS Literacy Practices Over Time 

Overall, the two multilingual writers displayed increasing participation on 

Facebook over time, as evident in their status updates and information sharings, two of 

the most common SNS practices on their Facebook pages. The growing numbers of other 

SNS practices such as chats and comments were also observed on both Cindy’s and 

Jane’s Facebook pages, although they are beyond the scope of this chapter. 

Cindy first joined Facebook in January 2009 when she was in China, but as 

Figure 3.1 shows, Cindy did not actively participate in Facebook posts between January 

2009 and August 2009, the period when she was in China. She began to participate in 
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Facebook use from September 2009 shortly after she began her graduate studies in the 

U.S., increasing her activity throughout her stay in the U.S.  

Figure 3.1. Cindy’s total SNS practices (status updates and information sharings) 

 

 

Jane also demonstrated an overall increase in involvement in status updates and 

information sharings. Similar to Cindy, Jane did not actively engage in SNS practices 

until she came to the U.S. in August 2009, with her SNS use thereafter growing over time 

(see Figure 3.2).  

Figure 3.2. Jane’s total SNS practices (status updates and information sharings) 
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The SNS activities of both were minimal between June 2010 and August 2010, when 

both were in China for summer vacation. This minimal participation on Facebook is 

attributed to the fact that Facebook was prohibited in China from July 2009 after riots 

broke out between police and protestors in the Xinjiang province. This activity decrease 

supports Villarreal Ballesteros’s (2010) claim that SNS use and reflective online identity 

work could be promoted or constrained by social and cultural contexts, ideologies, and 

power structures. 

 

3.5.2 Types of Literacy Practices  

While Facebook allows various writing activities including status updates (SUs) 

and information sharings (ISs), each writing practice affords and constrains certain texts 

and requires users possess specific digital literacy skills. Status updates, a popular feature 

of Facebook, allow users to post text-based messages, photos, and videos for all their 

designated ‘friends’ to read. Facebook users can also share information such as 

hyperlinks, videos, images, and news articles through the ‘share’ function. While SUs 

and ISs share many similarities, I distinguish ISs from SUs based on one significant 

difference: the availability of links to outside information. Although both ISs and SUs 

allow users to post print words and multimodal texts such as photos and videos, 

Facebook users can only post photos or/and videos that are stored in their own computers 

when composing SUs. ISs, in contrast, enable users to share hyperlinks to external 

sources that they encounter in other webpages. 
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These two SNS practices, SUs and ISs, require users to interact with other 

members on Facebook by exploiting different sets of skills and socially developed ways 

of using technology and knowledge (Scribner & Cole, 1981). An examination of the 

multilingual writers’ participation in the SNS in terms of SUs and ISs thus can help to 

uncover the ways the writers generate, communicate, and negotiate meaningful content 

through “the medium of digitally encoded texts of various kinds in contexts where they 

interact as members of Discourses” (Knobel & Lankshear, 2008, p. 259). The literacy 

choices individuals make in participating in the SNS thus reflect how they want to 

present themselves and be perceived by others in the online space. 

A close investigation of the percentages of their SUs and ISs shows that both 

Cindy and Jane started with SUs as the dominant literacy practice in their early SNS use. 

As indicated in Figure 3.3 and Figure 3.4, Cindy began information sharing in September 

2009, while Jane began in November 2009. This practice emerged only after they began 

their U.S. graduate studies.   

Figure 3.3. Percentage of Cindy’s status updates and information sharings 
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Although Jane and Cindy were engaged in both literacy practices on Facebook over time, 

Cindy engaged less frequently in ISs. SUs dominated Cindy’s SNS activity. When 

interviewed, Cindy commented on her preference for SUs over ISs: 

Sometimes you want others to know more about you…yourself. You want 

to share your current status and what happens to you. You want your 

friends to follow you too. Sharing information is good too, but it is not 

really about yourself. (Interview with Cindy on 11/04/11; Researcher’s 

emphasis in italics)  

Cindy’s remarks indicated that she viewed SUs and ISs as two distinct literacy practices 

with different socially recognized goals. For Cindy, while SUs seem to focus more on 

‘self-sharing’, ISs involved more concern with ‘others.’ In pursuing a specific goal of 

sharing with others about her life, Cindy perceived and exploited the affordance of the 

SUs as self-reflection/self-sharing to help her achieve that goal.  

Figure 3.4. Percentage of Jane’s status updates and information sharings 
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Jane, however, displayed increasing exploitation of ISs over time, indicating that she 

gradually shifted from a more self-centered writing practice like the SU to a more other-

involved writing practice like IS, as evident in her response to her increasing use of ISs 

over time. In the interview, she commented that she first observed her American friends 

sharing information and links on Facebook when she started engaging in SNS activities. 

Jane remarked,  

I wasn’t used to share information. But I noticed that there are more and 

more people sharing information on Facebook now. Sharing is more fun 

than status update I think…. Well, I like to know about others’ lives, but 

sometimes I doubt if they are interested in knowing what’s happening in 

my life. I like to see the postings others share…. I got to see some 

interesting videos and issues around the world. It’s a good way to bring 

people with similar interests together. And it sometimes can generate good 

discussion! When I share information, I think about my audiences a lot. I 

only share information what may be interesting for them. (Interview with 

Jane on 11/15/11; Researcher’s emphasis in italics) 

Through this exposure, Jane appropriated IS practices and shared links that attracted her 

attention and those she believed could generate discussions and appeal to her audiences. 

As Cindy and Jane both observed functional and communicative differences across 

digital literacy practices like SUs and ISs, the literacy choices the writers made thus 

reflected their beliefs about which practices can best support their explorations and 

participations in SNSs. 
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3.5.3 Language Selections in SNS Activities  

A close examination was made of which of their available languages were used in 

what situations. While both Mandarin (L1) and English (L2) were used in the two writers’ 

SUs and ISs, the two languages were selected differently by the two writers in terms of 

quantity and quality.  

As Table 3.1 reveals, from Cindy’s 166 total SNS posts (including SUs and ISs), 

53 (32%) were composed in English, and 113 (68%) were in Mandarin. In the case of 

Jane, in a total of 135 posts, 133 (99%) were composted in English, and 2 (1%) were in 

Mandarin (also see Figure 3.5).  

Table 3.1. Frequency count of Cindy’s and Jane’s language selections in status updates 

and information sharings 

Language 

/Activity 

       Status Update       Information Sharing Total 

     Cindy              Jane       Cindy               Jane       Cindy              Jane 

English 47 (34%)        94 (100%) 6 (23%)         39 (95%)   53 (32%)         133 (99%) 

Mandarin 93 (66%)          0 (0%)     20 (77%)          2 (5%)  113 (68%)           2 (1%) 

Total 140 (100%)      94 (100%) 26 (100%)       41 (100%) 166 (100%)     135 (100%) 

 

Figure 3.5. Total use of Mandarin and English by Cindy and Jane 
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Cindy shuttled regularly between Mandarin and English in her SUs and ISs (the language 

used within a given link post). In a total of 140 SUs, Cindy posted 47 updates (34%) in 

English and 93 updates (66%) in Mandarin (see Table 3.1). In a total of 26 ISs, 6 of the 

sharings (23%) were written in English and 20 of the sharings (77%) were written in 

Mandarin. Surprisingly, over the two years, Jane chose to use English in all her 94 SUs 

and in nearly all her ISs. From a total of 41 ISs, 39 (95%) were written in English and 2 

(5%) in Mandarin.  

When looking at the two writers’ language choices over two years, notable 

changes in their use English and Mandarin can be identified. Cindy, for example, used 

English exclusively in her SUs between September 2009 and February 2010 (see Figure 

3.6).  

Figure 3.6. Frequency of Cindy’s selections of Mandarin and English in status updates 
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Chinese friends at graduate school and through the Chinese student association, which 

encouraged her increasing use of Mandarin on Facebook in an attempt to build and 

maintain relationships with her new Chinese-speaking friends. Mandarin thus became the 

dominant language used in Cindy’s SNS activities after March 2010, indicating that 

Cindy viewed her Chinese-speaking friends as her primary audience of her Facebook 

posts.  

On Facebook, I use Chinese to communicate with my Chinese friends who 

are in Tucson and who are in the U.S. but in other states. I just feel more 

comfortable using Chinese with them. But I sometimes use English too 

because I also want to connect with my American friends, and since they 

can’t read Chinese, I post in English. (Interview with Cindy on 11/04/11; 

Researcher’s emphasis in italics) 

Cindy seemed to identify language choice (of either English or Mandarin) with the two 

main divisions of her Facebook audience—Americans and Chinese friends. This division 

of two languages was also evident in her ISs where Mandarin was used in association 

with contents related to China or Chinese culture in general that she wanted to share with 

her Chinese peers, whereas English was used when shared information was not Chinese-

specific and which she hoped to share with her American friends (see Figure 3.7). While 

acknowledging the accessibility of both languages and various social networks to her 

Facebook posts, language became a strategy for Cindy when addressing different 

audiences within her Facebook networks. 

Figure 3.7. Frequency of Cindy’s selections of Mandarin and English in information 

sharings 
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In contrast, as revealed in Figure 3.8 and Figure 3.9, Jane showed an exclusive use of 

English, her L2, in her participation in Facebook literacy practices.  

Figure 3.8. Frequency of Jane’s selections of Mandarin and English in status updates 
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In the interview, Jane remarked that she viewed Facebook as a space to ‘use’ English and 

to share her thoughts with her multilingual friends.   

While composing my status, I always have people in my program as the 

audience in mind. Because the people in my program have multilingual 

and multicultural backgrounds, English seems to be the main 

communicative language on Facebook. (Interview with Jane on 11/15/11; 

Researcher’s emphasis in italics) 

Her perception of Facebook as an English-as-an-international-language space was 

reflected in her extensive use of English in Facebook activities as was identified by Jane 

in the local program-related community. Through her use of English as the medium for 

participating in Facebook activities, Jane positioned herself as an international English 

user rather than learner, as well as other social and cultural identities, which will be 

discussed in the next section.  

It is also important to look into the qualities of these language-specific postings 

and their communicative purposes. A qualitative examination indicated that Mandarin 

was often used by Cindy in association with her home culture, self-reflection on life, and 

expressions of humor. In the interview, Cindy indicated that her choice of language in 

Facebook posts was primarily motivated by the audience she wanted to communicate to 

through those posts. Cindy often used Mandarin to reflect on her life in the U.S. and joke 

with her Chinese friends, building social bonds with them through humor.  

Sometimes I just don’t want to think in English. It is too tiring to read in 

English and type in English even on Facebook! It is also hard to express 



108 
 

your true emotions in English, so I use Chinese to say things about me… 

about my feelings living here. I want to talk with my Chinese friends about 

my feelings. They are fun to talk to, and they know how I feel. Using 

Chinese is just easier and more relaxing. (Interview with Cindy on 

11/04/11; Researcher’s emphasis in italics) 

English, however, was often used by Cindy to reflect her feelings toward school and to 

raise questions that she anticipated would be answered by her American friends. 

Although Cindy expressed her feelings sometimes in Mandarin and sometimes in English, 

what drove her language choice was based on the specific group of audience that she 

desired to reach to.   

Another important factor that motivated the writers’ language choice on Facebook 

was their conceptualization of Facebook. In the interview, Cindy expressed her 

perception of Facebook as an ‘English-occupied’ space.  

There are not so many differences between Facebook and RenRen 

(Chinese SNS) in terms of functions and features. But Facebook is more 

like an English-occupied space that just doesn’t belong to Chinese 

people… you know… because people in China can’t use Facebook! 

People use English the most in that space. (Interview with Cindy on 

11/04/11; Researcher’s emphasis in italics) 

Cindy’s conceptualization of Facebook as an “English-occupied” space implies that, for 

her, languages other than English are less valued on Facebook. She could not see herself 

fitting into that space, and she expressed a sense of discomfort when sometimes using 
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English there because she was aware that her Chinese friends could see those posts too. 

As mentioned earlier, her perception of Chinese and Americans as the two major 

audiences in her Facebook community was manifested in her shuttling between two 

languages, Mandarin and English.  

Although Cindy viewed Facebook as an ‘English-occupied’ space, she still 

constructed her Facebook postings mostly in her L1, Mandarin, because she positioned 

herself as an English learner and felt marginalized and uncomfortable with ‘socializing 

into this English space.’ When interviewed she expressed that when she was tired of 

reading texts and articles written in English from her classes and wanted to take a break 

from studying, she surfed on Facebook. Therefore, not only did she see Facebook as 

‘English-occupied,’ she also conceived Facebook as a non-academic, casual and relaxing 

space. Consequently, how she conceptualized the social networking environment 

determined her engagement in literacy practices and language choices encouraging or 

discouraging particular social actions. 

For Jane, English, her L2, dominated her SNS activities. Jane actively engaged in 

reading news feeds and information in English and responding to others’ postings in 

English. During the interviews, she indicated that because Facebook is an ‘English-

mediated’ space, she tried to establish herself as an English user, rather than an English 

learner to ‘fit’ into that multilingual space.   

I don’t consider myself an English learner while engaging in the Facebook 

activities and socializing with my friends there. I use English to 

communicate with friends and to share with others what happens in my 
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life. I want to fit in that place! Only when I shared information about 

China, my home country, I then associated myself more with someone 

who possesses Chinese culture. But even though the information is about 

China, I still use English in the caption because I want my international 

friends in the US to know more about my culture. (Interview with Jane on 

11/15/11; Researcher’s emphasis in italics) 

While Cindy viewed Facebook as an English-occupied context in which she was trying to 

find her own voice through negotiations of linguistic repertoires, Jane saw Facebook as 

an international context and a multilingual, multicultural space. Cindy’s and Jane’s 

different conceptualizations of Facebook in turn influenced their approach to 

participation, identity representation, and literacy use in the online discourse.  

 

3.5.4 Identity Representations in SNS Literacy Practices 

Due to the presence of multiple social networks on Facebook, Jane and Cindy 

seemed to draw on the SNS practices to reach out to varying communities and present 

multiple identities. Table 3.2 and Table 3.3 give the frequency and percentages of the 

indexical identity in their SNS posts (status updates and information sharings) across 

years (pre-arrival, year 1, and year 2) and totals. The analyses of post content 

demonstrated that Cindy and Jane took on a variety of identities, including cultural 

identities (i.e., Chinese, local resident, global citizen), social identities (i.e., friend, 

graduate student, teaching assistant), professional identities (i.e., researcher), and other 

identities while composing their SNS posts on Facebook. Cindy largely presented herself 
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as a graduate student (30%), a human (25%), and a Chinese cultural participant (24%), 

whereas Jane displayed her identities as a graduate student (24%), a human (12%), a 

novice researcher (9%), and a Chinese (10%), local (11%), and American (10%) cultural 

participant. While Jane used Facebook to establish memberships with multiple cultural 

communities locally and globally, Cindy used Facebook more like a diary to reflect her 

feelings and emotions and associate herself more with her Chinese identity.  

Table 3.2. Frequency and percentage (%) of Jane’s posts according to identity indexed  
  pre-arrival year 1 year 2 Totals 

1. human 4 (67%) 8 (10%) 4 (8%) 16 (12%) 

2. friend 1 (17%) 2 (3%) 3 (6%) 6 (4%) 

3. girlfriend  2 (3%) 1 (2%) 3 (2%) 

4. student 1 (17%) 24 (30%) 8 (17%) 33 (24%) 

5. teacher   0% 7 (15%) 7 (5%) 

6. general   2 (3%) 0% 2 (2%) 

7. Chinese   13 (15%) 1 (2%) 14 (10%) 

8. local   7 (9%) 8 (17%) 15 (11%) 

9. American   9 (11%) 4 (8%) 13 (10%) 

10. global   9 (11%) 0% 9 (7%) 

11. university   1 (1%) 4 (8%) 5 (4%) 

12. professional   4 (5%) 8 (17%) 12 (9%) 

Totals  6 (100%) 81 (100%) 48 (100%) 135 (100%) 
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Table 3.3. Frequency and percentage (%) of Cindy’s posts according to identity indexed  
  pre-arrival year 1 year 2 Totals 

1. human  14 (35%) 27 (22%) 41 (25%) 

2. friend  2 (5%)  9 (7%) 11 (6%) 

3. girlfriend 1 (100%) 1 (3%) 4 (3%) 6 (4%) 

4. student  12 (30%) 38 (30%) 50 (30%) 

5. teacher   1 (3%) 2 (2%) 3 (2%) 

6. general   0% 0% 0% 

7. Chinese   6 (15%) 33 (26%) 39 (24%) 

8. local   2 (5%) 5 (4%) 7 (4%) 

9. American   1 (3%) 4 (3%) 5 (3%) 

10. global   1 (3%) 0% 1 (1%) 

11. university   0% 3 (3%) 3 (2%) 

12. professional   0% 0% 0% 

Totals  1 (100%) 40 (100%) 125 (100%) 166 (100%) 

 

The examination of Jane’s identity development over two years showed that there were 

some posts that indexed Jane’s identity as a Chinese cultural participant on Facebook, but 

these decreased between year one (15%) and year two (2%) (see Table 3.2). While posts 

that indexed participation in American and global culture also decreased in frequency, 

posts that reflected identification with local, i.e. city, regional, and state culture, increased 

from year one (9%) to year two (17%). This may be indicative of a growing sense of 

identity connected to local contexts. At the same time, the percentages of Jane’s posts 

indexing a teacher identity (15%) and a professional identity as a researcher increased 
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from year one (5%) to year two (17%), mostly in the form of shared links, but also with 

statements about professional activities like conference attendance. It should also be 

mentioned that an increase in similar posts indexing a developing professional identity is 

apparent in data for year three, which is still being analyzed.  

An investigation of Cindy’s posts over time demonstrated that a good number of 

posts indexed the general identity of simply being human (25%) reflecting her life (See 

Table 3.3). While her posts that indexed her identity as a Chinese participant increased 

from year one (15%) to year two (26%), the posts that indexed her other cultural 

identities (i.e., local, American) remained similar, perhaps indicating that Cindy mainly 

used Facebook to connect to her home cultural identity rather than the host cultural 

identity. Posts that reflected Cindy’s identity as a member of the university emerged in 

year two (3%), while there were no posts that indexed her identity as a researcher or other 

professional identities throughout the two years, indicating that Cindy viewed Facebook 

as a more personal space rather than academic/professional space, corresponding to her 

perceptions of Facebook as a casual, relaxing space, as presented earlier in the chapter. 

While a quantitative analysis shows a holistic view of multiple identities the writers 

presented in SNS over time, a close examination is needed to further elucidate the 

complexity and multiplicity of the multilingual writers’ subject positions and identities. 

In the following, I will present some qualitative observations of identity development by 

Jane and Cindy respectively, drawing from the identity categories and examples 

illustrated in Appendix C as well as other examples from the data.  
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3.5.4.1 Jane: Expanding Old Identities, Adding New 

The two multilingual writers created a space for designing multiple identities, and 

more importantly, their multiple identities changed and shifted over time during their two 

years of study abroad. For example, Jane composed herself into this virtual space as an 

English L2 student in one of her earliest status updates when she first joined Facebook. In 

an early post “What is the comparative form of “shy”? “shyer” or “shier”?” (October 20, 

2009 at 11:07am), Jane perceived the Facebook affordance of typing any comments she 

wanted others to read and acted upon that affordance to pose questions about a specific 

English usage, here, the comparative degree of the word ‘shy.’ By asking this question on 

language in her status update, she positioned herself as a curious English learner and 

attempted to reach out to the audience of Americans or native speakers (NS) of English 

within her Facebook networks.  

Over time, Jane’s initial self-position as an English learner started to change and 

shift to the identity of an international English user. The notion of ‘language user’ 

focuses on the language user’s personal and social identities and emphasizes the writer’s 

orientation to discourse, relating meaningfully to other persons in different contexts 

(Kohonen, 2010, p. 7). For instance, in one of the posts a year later, Jane played with 

metaphorical language use to describe her identity as a graduate student who was 

overwhelmed by semester finals (see Figure 3.10). More importantly, Jane engaged in 

creating symbolic meanings and connecting herself with the discourse through various 

language usages by describing herself as a wound up clock spring. Jane showed strong 
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agency and high capability in utilizing linguistic resources and positioned herself as an 

exhausted graduate student and an expressive user of English. 

Figure 3.10. Jane’s status update about descriptive language use 

 

 

As time went by, Jane started to negotiate her identities as a graduate student (e.g., 

“finally, no more exams before spring break, yay!”, March 10, 2010 at 1:33am) with her 

newly established identity as a teacher as she began her teaching assistantship in her 

second year. Her posts on Facebook sometimes indexed feelings towards teaching: “is 

amazed at her students' talent!” (August 26, 2010 at 2:43pm). While there was a decrease 

in percentage of posts from a student identity from year 1 to year 2, posts that indexed her 

identity as a teacher and professional identities as a researcher emerged and increased 

throughout her second year. As illustrated in Figure 3.11, she reflected on her first 

international conference experience in a status update, writing that she “had her first 

conference experience and learned a lesson: people get dressed up in conference, even in 

Tucson!” (January 29, 2010 at 8:41pm). Here she projected an image of herself as being 

an active member in her academic field, an identity that she would want her Facebook 

friends to perceive. Consequently, through negotiation of her multiple identities as a 

graduate student, a teacher, and a professional academic, Jane created her own voice on 

Facebook while engaging in SNS-mediated literacy practices.  
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Figure 3.11. Jane’s status update about conference experience

 
Another example that highlighted her professional identity as an applied linguist is 

evident in her reflection on Chinese grammar from one of the linguistics classes she was 

taking during the time the status was posted (see Figure 3.12). Her knowledge of 

grammar in the language and her feelings of relief and gratitude also reinforced her 

identity as a Chinese native speaker.  

 

Figure 3.12. Jane’s status update about Chinese grammar 

 

 

Jane’s self-perceived identity as a proud Chinese citizen was also performed in her other 

status updates (see Figure 3.13) and information sharing activities (see Figure 3.14). 

Through sharing the photos and hyperlinks of news about Li Na, a Chinese female tennis 

player’s performance at the Australian Open in January 2010, Jane exploited and 

reappropriated various resources such as hyperlinks of the news, photos of Li Na, and 

text-based comments “I’m proud of you girls! So is China!” to design her Facebook posts 

and present the identity of a proud Chinese citizen to her Facebook friends.  
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Figure 3.13. Jane’s status update about a female Chinese tennis player

 
 

Figure 3.14. Jane’s information sharing about a female Chinese tennis player 

 

 

Not only did Jane present herself as a proud Chinese citizen, she also showed a great 

concern with local issues in the Tucson community in her later posts during her second 

year and presented an identity of a responsible local resident in SNS. In a status update, 

she wrote “was disturbed for the whole afternoon by the insane idea about carrying guns 

on campus. What kind of nuts would come up with such an idea :(” (March 11, 2011 at 

12:37pm) to express her frustrations about a local issue. In one of her news sharings (see 
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Figure 3.15), Jane expressed, through posting hyperlinks, sharing images, and comments 

(“feel extremely upset that the state legislature allows guns on campus…”), her 

emotional response to the shooting in Tucson that had happened in January 2011 and to 

new state legislation on gun control.  

 

Figure 3.15. Jane’s information sharing about a new state legislation on gun control 

 

 

These combined multimodal practices afforded by Facebook allowed Jane to create a 

strong persona of someone against the then pending state legislation allowing guns on 

campus and perform multiple identities of a local Tucson resident, an international 

graduate student, and a digital citizen
3
. While all posts were in English, through active 

participation in discussion about political, social, and cultural issues in the online 

community, Jane exercised agency in expanding her old identities and taking on new 

identities as cultural participants in her home and host discourses through various SNS-

mediated literacy practices. 

 

                                                           
3
 A digital citizen is defined as a person who makes “use of electronic resources or environments to fulfill 

his or her duties as a citizen” (Bentivegna, 2002, cited in Greenhow & Robelia, 2009, p. 125). 
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3.5.4.2 Cindy: Life Struggles 

Cindy created a strong presence on Facebook through her projected identities as a 

human, a graduate student, and cultural identities, associating herself more toward her 

Chinese identity. The largest percentage of Cindy’s SNS posts indexed the identity of 

human. She frequently expressed philosophical statements and emotional feelings on 

Facebook such as “今天不要惹我，火大” [leave me alone, had a bad day!] (January 

28, 2011 at 12:36pm) (see Figure 3.16), “yeah, I feel OK last night!!!great!” (February 12, 

2010 at 9:32am), “太伤心了~~~” [heartbreaking] (June 16, 2010 at 8:53am). These 

posts were reflexive in nature, and could not be directly associated with any other identity. 

However, there were posts that indexed her emotional connections with particular 

identities. In her early posts, Cindy used English, her L2, in constructing the messages by 

reflecting on her new life as a struggling graduate student. For example, in Figure 3.17, 

Cindy wrote “I do not want to continue my paper! I wanna have a long long rest!” 

(October 4, 2009 at 2:44pm). During the interviews, Cindy reflected that she had a hard 

time adjusting to the life in the U.S. because she had never been abroad in a foreign 

country for such a long time.  

Figure 3.16. Cindy’s status update on being as an upset person [leave me alone, had a bad 

day!] 

 

Figure 3.17. Cindy’s status update about the feelings as a graduate student 
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She struggled with her new identity as a Chinese graduate student studying in the U.S. 

even though she had received a master’s degree in China prior to her arrival. She 

commented: 

I really had a hard time when I first got to Tucson. Everything is so 

different. The studying here is hard and much more demanding than the 

studying in China. Perhaps that’s because of the language…. I am not very 

good at English. The life in the US is not easy… I sometimes use 

Facebook to release my stress… (Interview with Cindy on 11/04/11; 

Researcher’s emphasis in italics) 

Her struggles as a student were evident in her other SNS posts such as “exhausted” 

(November 24, 2009 at 7:13pm) and “why do I look so tired?” (February 24, 2010 

at 12:58pm). Her identity as a human with frustrations about life and doubts about 

her life goals were also reflected in her later posts including general statements “I 

am not myself~” (February 3, 2010 at 10:58pm) (see Figure 3.18) and “I feel I am 

not the human I am” (March 19, 2010 at 8:04pm), emotional feelings “I feel better 

with you all. Thank you!” (February 15, 2010 at 11:06pm), and philosophical 

comments “人生的意义是什么？” [What is the meaning of life?] (September 11, 

2010 at 10:52am). Through these reflective messages throughout the two years 

abroad, Cindy viewed Facebook as a personal space where she could share her 

personal feelings and emotions toward her life and surroundings with her 

Facebook friends.  

Figure 3.18. Cindy’s status update on feelings about herself 
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As a graduate teaching assistant, Cindy also constructed her identity as a teacher in her 

online posts. In Figure 3.19, she reflected on her multiple social identities as a student 

and as a teacher, commenting that “每天都要改幾個小時的作業，天啊！！！！” [I 

spend so many hours grading student homework! God!] (March 3, 2011 at 4:06pm). 

Cindy’s reflective message in fact captured the ‘dual identities’ (as a graduate student and 

a graduate teaching assistant) many international graduate students may experience 

during their graduate studies in U.S. universities. 

Figure 3.19. Cindy’s status update about grading [I spend so many hours grading student 

homework! God!] 

 

 

With all the struggles in her life, posts that reflected identification with Chinese culture 

increased from year one to year two, indicating that Cindy associated herself more with 

her home identities through SNS posts that related to Chinese culture. For example, 

Cindy wrote in a post, “finished my last Chinese made noodles” (October 8, 2009 at 

11:39pm). When asked about the motivation of this post, she acknowledged that she 

missed the food and life in China after two months of her arrival in the U.S. She felt 

down when she ran out of the instant noodles she brought from China. She also shared 

links about Chinese news and/or television shows in her profile pages and indicated that 
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she often browsed Chinese websites and videos to know what was happening in China. 

As exemplified in Figure 3.20, Cindy shared a link on the news about Hu Jintao, the 

current leader of China, and his political actions during the Chinese New Year in China, 

reflecting her identity as a concerned Chinese citizen. Posts on Chinese-related events or 

holidays such as “大清早起来看春晚~~~大家春节快乐！” [woke up early to watch 

Chinese New Year Show~~Happy Chinese New Year, everyone!] (February 2, 2011 at 

7:27am) (see Figure 3.21) and “祝大家中秋节快乐哟！！！” [Happy Moon Festival, 

everyone!!!] (September 21, 2010 at 9:21pm) were also observed in Cindy’s SNS pages. 

While posts that indexed participation in Chinese culture were composed by Cindy in 

both languages, English and Chinese, more Chinese-language posts were found to reflect 

this identity, which also explains the increasing use of Chinese in her SNS activities over 

time. This may be indicative of a growing sense of identity connected to her home 

discourse throughout the two years of study abroad.  

Figure 3.20. Cindy’s information sharing about Chinese news [The Chinese leader, Hu 

Jintao, visited formal politicians during the Chinese New Year] 

 

 

Figure 3.21. Cindy’s status update about Chinese New Year [woke up early to watch 

Chinese New Year Show~~Happy Chinese New Year, everyone!] 

 



123 
 

 

Figure 3.22. Cindy’s status update in English: reflecting on school-related events 

(football game) 

 

 

While establishing an identity of a Chinese cultural participant, Cindy, in her second year, 

started to present identities that were linked to the university through posting status 

updates about school events (e.g., football game, social event on campus). For instance, 

in one of her posts “totally forget it is Saturday and it is football game day~” (September 

18, 2010 at 9:21pm) (see Figure 3.22), Cindy constructed an image of herself as a 

member of the university, an identity that she would want her Facebook friends to 

perceive. With the choice of her L2, English, Cindy intended to reach out to her 

American friends and seek for information about their plans on the game day. With an 

awareness of the role of football in American culture as parts of important social norms 

in the U.S. university life, Cindy represented agency to establish herself as a more 

legitimate member in the newly entered university community.  

 

3.6 Discussion 

3.6.1 SNS as a Third Space for Shuttling Between Languages, Identities, and 

Discourses 

 

In line with Canagarajah’s (2010) claim that multilingual writers come with 

multiple identities, this study shows that Facebook provided a hybrid third space that 
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allowed the multilingual writers Cindy and Jane to navigate across multiple languages, 

cultures, and identities, including their social, cultural, and professional identities through 

various literacy practices, language choices, and contents. These multilingual writers, 

however, performed distinct identity-shuttling and subject-positioning in the form, 

quantity, and quality of their SNS use. For Cindy, Facebook became a site for reflection. 

Through deliberate choices of Mandarin, Cindy positioned herself as a friend with shared 

culture in relation to other Chinese-speaking graduate students and created social bonds 

with them through reflections on her life in the U.S. as well as other projected social 

identities as a struggled student and a teacher. Cindy used English in SNS not only to 

reflect her feelings toward school but also to establish her membership as a legitimate 

member of the university and hoped to reach out to her American friends. With an 

awareness of audience, Cindy used language as a resource to strategically make 

conversations and build relationships with audiences across different social and cultural 

groups.  

In the case of Jane, however, movement between her multiple identities was 

manifested not through her use of linguistic resources (since she mainly communicated 

online in her L2—English) but through her selection from the types of literacy practices 

available on Facebook, increasing use of information sharings, and the contents of those 

postings. In addition to engaging in text-oriented practices on Facebook like status update, 

Jane also actively participated in multimodal practices such as posting hyperlinks, sharing 

videos, and creating images. Jane exploited the technological affordances of Facebook to 

link outside sources, to share information, and to connect herself to the world not only at 
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local but also global levels. For Jane, Facebook became a set of “third cultures/spaces” 

where two or more cultures create “localized versions of the global culture” (e.g., 

glocalization
4
, Wei & Kolko, 2005, p.  210). While establishing an international identity 

as a multilingual speaker, Jane created a close bond with the local Tucson and university 

community through discussions about local issues while not abandoning her other 

identities as a proud citizen of China as well as a multilingual and multicultural 

cosmopolitan global citizen. Although many popular SNSs like Facebook are designed as 

artifacts of/for the dominant culture (DePew, 2011, p. 58), Jane created a third space 

where she explored complex identity work and negotiated her global and local identities. 

With available semiotic tools, SNSs allow multilingual writers and cosmopolitan citizens 

like Cindy and Jane to perform and develop their multiple identities. 

This finding foregrounds the discussion on the one-to-one correlation between 

language and identity and challenges the monolingual and monocultural bias that 

conceives of “individuals as members of homogenous, uniform, and bounded 

ethnolinguistic communities and obscures hybrid identities and complex linguistic 

repertoires of bi- and multilinguals living in a contemporary global world” (Pavlenko & 

Blackledge, 2004, p. 5). On the one hand, Jane composed her SNS activities in English, 

her L2, as a means of creating new global, local, cultural, and social identities, rather than 

as a marker of an American identity, reflecting her multilayered social (e.g., student, 

                                                           
4
 “Glocalization,” opening up from the local to a wider international sphere, is evident in cyberspace—

people are expanding the extent of their social reach while also binding themselves more deeply to their 

local communities. Glocalization results from strong local connection and wide-ranging global interactions 

(Fernback, 2007, p. 53). This concept of glocalization helps us interpret Jane’s participation in her literacy 

practices on Facebook. 
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teacher, friend, researcher) and cultural repertoires (e.g., Chinese native, American 

participant, global citizen, local Tucsonan). On the other hand, Cindy, often shuttling 

between Mandarin and English, experienced constant negotiation of language choice and 

cultural identities as she continued to perceive herself on the periphery of the host 

discourse and focused on her identities as a Chinese native and a struggling student. This 

finding shows that construction of identities are not limited to linguistic codes but to the 

symbolic resources that are available to multilingual learners to explore the sense of who 

they are and their relationship to the world.  

 

3.6.2 Identities as Multifaceted, Dynamic, and Developmental  

Ellison, Steinfield, and Lampe (2007) suggest that Facebook is used to maintain 

existing offline relationships or solidify offline connections, as opposed to meeting new 

people. Thus, how multilingual learners perform their identities in online communities 

reflect the face-to-face reality in which they are situated.  

The connections between users’ online and offline identities can be observed in 

the two writers’ literacy practices on Facebook. Cindy and Jane viewed Facebook as an 

extended space for their real life experiences. In the interviews they both expressed that 

Facebook was part of their lives and reflected their extended relationships and identities. 

While viewing Facebook as a personal space for reflections on her emotions and 

struggles as a sojourn student, Cindy acknowledged that she usually socialized in person 

with her Chinese friends after school, while using Facebook to maintain those friendships, 

which motivated her choice of Chinese in her SNS activities. Similarly, Jane also 
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regarded her Facebook use as a way to solidify friendships with not only Chinese friends 

but also her international friends with whom she had established relationships offline, 

acknowledging that Facebook helped strengthen the bonds with friends in real life.  

Notable is that the writers’ SNS use and online identities were promoted or 

constrained by their different ideologies and attitudes toward English, their L2, and 

Facebook. For Cindy to be literate in English means literate in academic writing. 

Informal English, the register often used on Facebook, was much less valued by her. 

Cindy conceived Facebook as an ‘English-occupied’ space in which she, as an English 

learner and outsider, had no right to enter except with her L1, Mandarin Chinese. This set 

of attitudes in large measure affected her participation in SNSs and determined her choice 

of languages and literacy activities. In contrast, Jane conceptualized Facebook as an 

‘English-mediated’ space that welcomes English users like herself. Jane, to ‘fit’ into that 

space, consciously constructed her identity as an experienced international English user. 

Jane further commented on the potential of Facebook for English learning,  

I don’t think Facebook language can enhance your academic writing 

ability, but I think Facebook contains lots of pragmatic English use, 

particularly expressive language use, and I think that is very important for 

English learning in general. I mean, learning how to express your feelings 

in English is important.  

(Interview with Jane on 11/15/11; Researcher’s emphasis in italics) 

Multilingual writers’ identity construction in SNSs are not only driven by sociocultural 

contexts but also motivated by their own perception of SNSs and language learning.  
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Viewing Facebook as an extension of their real life experiences and exploration of 

who they are, Cindy and Jane built friendships, constructed identities, and created 

communities through their SNS use. Different online identities were designed by the two 

writers. Jane, for example, identified herself as a language learner when she began her 

graduate study in the U.S. in 2009. During the time of exposure to the host country, 

Jane’s identity as a language learner started to shift to an identity of an international 

English user. While SNS posts that reflected her identity as a Chinese native decreased, 

those that indexed her identification with local culture increased from year one to year 

two, indicating that Jane invested herself more in the identity as a local cultural 

participant, an identity transformation manifested in her increasing participation in SNS 

activities, the different types of literacy practices with which she was engaged, and 

different contents she shared in SNS. Jane’s transformed literacy practices demonstrated 

progress from legitimate peripheral participation to gradually assuming a more central 

role as a local participant (Lave & Wenger, 1991). While new identities emerged, Cindy 

still struggled with her marginalized participation as a sojourn learner in the U.S. and 

continued to use Facebook as a way to release tensions and reflect on those struggles. Her 

sense of being on the periphery in the host country thus prompted her to embrace her 

Chinese ethnical identity once again, as evident in her participation in online discourse 

and her growing sense of identity connected to her home culture throughout the two years 

of study abroad.  

 

3.7 Conclusion and Implications  
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This study explored the ways in which multilingual writers design and construct 

identities in social networking spaces. The longitudinal examination of the writers’ SNS 

use shows that the two multilingual writers developed multiple, and sometimes 

competing identities through different types of literacy activities and social interactions in 

the social networking discourse. This finding argues for a developmental model that 

views multilingual writers’ identities as mutlifaceted and dynamic. The multilingual 

writers’ reappropriation of linguistic and cultural resources to navigate across social, 

cultural, and professional identities challenges the monolingual bias or ‘one language-one 

people’ view and argues for a multilingual and heterogeneous view of the options 

available to multilingual individuals, with a focus on how symbolic resources like 

languages are appropriated in construction of particular identities. While this multilingual 

perspective has become well recognized in the fields of SLA and Applied Linguistics, 

this study, through qualitative and quantitative analytic methods of exploring the issues 

of identity, multilingualism, digital literacies, and communication in new media, 

contributes to demonstrating how languages and literacies function as symbolic resources 

among the increased diversity and multiplicity of users within digitally mediated spaces 

as promoted by globalization and emerging technologies.  

While the multiliterate choices observed in the study are shown to be indicative of 

the writers’ representation of identities, the multilingual writers Cindy and Jane, with 

different conceptualizations of Facebook, exercised agency and enacted particular social 

roles, took different participatory trajectories, and employed different strategies in writing 

themselves into the online discourse. This finding points to the need for a multilingual 
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pedagogy to literacy learning that views language learning as symbolic competence 

(Kramsch, 2006) that places students’ semiotic choices of resources, meaning-making 

processes, and identity formation in the center of language learning. To become 

multilingual subjects, language learners/users need to create a semiotic repertoire of 

multiple modes of communication, develop an ability to understand and interpret the 

symbolic value and meaning of different symbolic forms, and negotiate appropriate 

subject positions and identities between languages and discourses, local and global 

(Kramsch, 2009). To do so, we as teachers must first identify the different 

communicative situations where our students are invested in particular discourses and 

how their participation in these discourses shapes their identities so that teachers can 

develop materials that embrace students’ multiple voices, foster their personal growth as 

multilinguals, and engage their real life practices and purposes. 

While participating in social networking communities, students, in these informal 

settings, acquire practices that enable them to strategically navigate, respond, and 

incorporate multiple communication channels. These literacy practices that students 

acquire in informal settings extend their communicative capacities and thus should be not 

dismissed or overlooked but incorporated into formal schools contexts. Students’ 

participation in online discourse should be seen as consisting of ‘acts of identity’ that are 

fluid and constructed in linguistic, symbolic, and social interaction. This effort could be 

accomplished with integration of ‘bridging activities’ (Thorne & Reinhardt, 2008) that 

extend students’ vernacular literacies and formal literacies to increase student agency and 
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to raise student awareness of the interrelationship between specific rhetorical choices and 

desired social-communicative outcomes and symbolic values. 

While acknowledging that learners engage in symbolic practices other than SNS-

mediated activities, SNSs offer researchers as well as educators a window through which 

to examine multilingual writers’ developmental identities and literacy use and learning 

over time. Multilingual writers’ out-of-school literacy practices should receive more 

attention because these practices provide insights into how they present themselves in 

discourse communities and how they engage online, linguistically, socially, culturally, 

and historically. Further longitudinal ethnographic studies on multilingual writers’ 

participation in other SNS practices (e.g., comments, chats), between different SNSs (e.g., 

RenRen, Mixi), and across different online discourses (e.g., blogs, IM) will be valuable in 

better understanding multilingual students’ literacy development, subjective experience, 

and symbolic competence in our multilingual, multicultural world.  
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CHAPTER 4 

 

APPLICATION OF SNS-ENHANCED L2 PEDAGOGY IN AN ESL 

WRITING CLASSROOM 

 

4.1 Abstract  

This chapter presents an instructional unit that integrates digital genres (e.g., 

social networking sites (SNSs) with traditional genres in an English-as-a-Second-

Language (ESL) writing classroom. I first present a comprehensive review of current 

pedagogical frameworks in the field of second language (L2) writing and discuss the 

underlying learning principles for each framework. Next, I present an SNS-enhanced 

genre awareness (SEGA) instructional unit, grounded in several of the frameworks, 

especially multiliteracies (e.g. New London Group, 1996) language awareness (e.g. 

McCarthy & Carter, 1994), bridging activities (Thorne & Reinhardt, 2008), and genre-

based approaches (Hyland, 2004). The unit was then implemented in an ESL freshman 

composition classroom and evaluated with regards to the students’ perception of the 

instruction and its impact on their learning. Analysis of student reflective journals and 

student-teacher conferences indicate that the SNS-enhanced genre awareness approach 

raised L2 writers’ 1) sense of engagement and relevance, 2) awareness of rhetorical 

features, audience, purpose, and social context, and 3) genre awareness of conventional 

and non-conventional genres. Finally, this chapter concludes with implications for 

writing pedagogies, emerging issues, and areas for research. 

 

4.2 Introduction 
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Over the last two decades, the growth of Internet- or computer-mediated 

communication (CMC) technologies has significantly changed the world. Technologies 

such as Web 2.0 (blog, wiki, video games), hypertext, and digital tools have altered 

human communication, created new forms of information media, and most importantly, 

changed the ways language is used and how information is presented (Williams, 2009). 

“Literacy” has been extended from the traditional definition of “the ability to read and 

write” to “the ability to understand information however presented” (Lanham, 1995, p. 

200, cited in Lankshear & Knobel, 2007, p. 2-3). The technological affordances made 

available by digital tools have led to a need for new ways of conceptualizing literacy. 

Ultimately, it must impact how we teach in language classrooms.  

In response to the “digital turn” of literacy (Mills, 2010, p. 246), recent writing 

studies (e.g., Hocks, 2003; Shipka, 2005; Vie, 2008), whether first language (L1) or 

second language (L2), have shifted their focus to the notion of “Composition 2.0” 

(Fraiberg, 2010, p. 118) by emphasizing digital literacies as important objectives in 

college-level writing curricula. Different from traditional notions of literacy that view 

literacy as static and linear reading and writing skills, Composition 2.0 highlights the 

multimodality and dynamics in human communication and calls for a refinement of 

current composition pedagogies. This view is advocated by Yancey (2009) in “Writing in 

the 21
st
 Century”, in which she draws our attention to the new forms of 21

st
 century 

literacies, in-school and out-of-school, and the concept of literacies as pluralistic, 

dynamic, and situated social practices. Yancey further stresses the need for new models 

of composing and writing, a new curriculum supporting those models, and new 
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pedagogies enacting that curriculum, that is, pedagogies that prepare students to be 

successful writers and global citizens in the digital age.  

To be a literate writer in the 21
st
 century requires critical awareness of situated 

literacy practices in genres, both traditional (e.g., the printed academic essay) and non-

traditional (e.g., new media), as well as consciousness of the differences between 

traditional and digital literacies. In addressing the need to address digitally-mediated 

literacy practices in curricula, the National Council of Teachers of English (NCTE) has 

proposed “21
st
 century literacies” as the ultimate goal of instruction focused on literacies 

development. They suggest national standards for K-12 English language arts learners 

that anticipate the more sophisticated literacy skills and abilities required for full 

participation in global, 21st century communities. NCTE defines 21
st
 century literacies as 

a wide range of abilities and competencies that readers and writers need. These are to: 

 develop proficiency with the tools of technology;  

 build relationships with others to pose and solve problems collaboratively and 

cross-culturally;  

 design and share information for global communities to meet a variety of 

purposes;  

 manage, analyze and synthesize multiple streams of simultaneous information;  

 create, critique, analyze, and evaluate multi-media texts;  

 attend to the ethical responsibilities required by these complex environments. 

(“NCTE Framework for 21
st
 Century Curriculum and Assessment”, 2008) 
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While all student writers encounter challenges in developing such a critical view and 

analytical skills for evaluating multimedia texts, L2 writers face greater challenges in 

developing such skills when compared with their native-speaking counterparts. The 

challenge for ESL students, as Shih and Cimasko (2008) argue, lies in the fact that they 

need to gain knowledge of how to use non-linguistic modes at the same time that they are 

developing their English writing abilities. ESL students experience not only linguistic 

limitations but also a lack of cultural knowledge of genre conventions and register 

expectations in the new discourse, limitation that pose challenges to their development of 

multiple literacies (Schleppegrell, 2004). 

Several studies have explored L2 writers’ digital literacies practices in a number 

of different contexts, including school settings (e.g., Jewitt, 2008), secondary education 

(e.g., Ajayi, 2009), college composition (e.g., Warschauer, 2000; Nelson, 2006; Shih & 

Cimasko, 2008; Stein, 2000), graduate studies (e.g., Tardy, 2005), and online 

communities (e.g., Black, 2009). Although current literature addresses the need for an 

integration of technology and digital literacies in formal writing classrooms to prepare 

students to be literate in the digital age, the potential for technology integration remains 

conceptual and largely unrealized. Little empirical evidence has been provided in support 

of the theoretical claims and pedagogical implications for L2 learning. What remains 

unclear are the ways L2 students’ informal literacy can be incorporated into conventional 

writing instruction and student attitudes and their own perceptions of the digital 

component in writing curricula. As a disconnect between formal and informal literacy 

practices is shown to exist (Gee, 2004), we still know very little about how computer-
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mediated tools and students’ everyday literacy practices can be leveraged into writing 

curricula to bridge L2 writers’ vernacular literacy and academic literacy and to further 

assist them in language learning, particularly in development of multiple literacies 

(Chapelle, 1998). With increasing integration of authentic texts in L2 writing curricula, 

an understanding of the conditions for appropriate technology-enhanced support of L2 

literacies and effective writing pedagogy and instruction are thus of urgent need.  

In response to the need for new pedagogical models to enhance the “21
st
 century 

literacies” of ESL writers in college writing classrooms, this chapter reports on a blended 

model of teaching writing to ESL freshman that integrates social networking sites using a 

combination of several pedagogical frameworks, including “bridging activities” (Thorne 

& Reinhardt, 2008), genre-based approaches (e.g. Hyland, 2004), and multiliteracies 

approaches (New London Group, 1996). It aims to bridge students’ formal literacy 

practices and digital vernaculars, and to promote L2 writers’ critical awareness across 

multimodal genres.  

The first part of this chapter presents the theory-informed design of the 

instructional unit, comprised of a series of writing activities. In the second half, this 

chapter reports the effectiveness of this “bridging” instruction and the students’ 

perceptions of it. Such an investigation can shed considerable light on how digital 

literacies can be integrated with traditional literacy activities in writing classrooms, both 

for native-speaker and L2 writers, that fosters critical awareness of the interactions 

between digital technologies and associated social practices, vis-à-vis language use. 
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In the literature review that follows, I first provide an overview of the emerging 

digital genre of social networking sites and establish the need for a reconceptualization of 

literacy as new literacies. I then review relevant theories and current pedagogical models, 

specifically examining underlying implications about literacy/-ies development. After the 

literature review, I present a detailed outline of the instruction, followed by students’ 

evaluation of it. The chapter concludes with implications for composition pedagogies, 

emerging issues, and areas for research.  

 

4.3 Literature Review 

4.3.1 Social Networking Sites, New Literacies, and Second Language Writing 

        Recent literature on second language acquisition (SLA) has challenged traditional 

frameworks of language teaching and learning with the rising constraints and affordances 

of technologies (Black, 2007; Gee, 2007, 2010). Traditional approaches to language 

education have been criticized for their static qualities and for being isolated from out-of-

school activities. They are criticized for perpetuating the gap between learners’ in-school 

literacy practices and out-of-school practices, and for failing to prepare learners for the 

emerging digital literacy practices of the 21
st
 century (Gee, 2007).  

Adolescents themselves have voiced their enthusiasm for being part of authentic 

networked communities, such as online multiplayer and fan fiction sites, Second Life, 

Webkinz, and Quest Atlantis (Steinkuehler, 2008). Young learners today prefer 

multichannel communication such as text messaging, instant messaging, and 

communication through social network sites (SNS) to traditional e-mail and face-to-face 
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communication (Greenhow, Robelia, & Hughes, 2009). According to a survey conducted 

by the National School Boards Association in 2007, 55% of online teenagers were using 

Web 2.0 technologies outside of school such as SNSs and visiting them daily or several 

times a day, devoting an average of 9 hours per week to them (cited in Greenhow, 

Robelia, & Hughes, 2009, p. 247). In another survey conducted in 2007, Ipsos Mori, a 

leading market research company in the United Kingdom reported that 95% of British 

undergraduates were regular SNS users (Shepherd, 2008), while in the context of the 

United States, Ellison, Steinfield, and Lampe (2007) found that 94% of the undergraduate 

population at Michigan State University were Facebook members.   

This question arises: If those networking or internet communities encourage 

student engagement with literacy activities, why are educators not bringing these as 

practices into classrooms to engage learners in language learning? (Gee, 2007) Such 

digital environments and spaces appear to have significant affordances for language 

acquisition (Zheng et al., 2009, p. 503). To participate in the online SNS community, 

learners need to familiarize themselves with specific social norms in that community. 

Such familiarization is necessary to socialize into that community’s situated literacy 

practices (Lave & Wenger, 1991). Online SNS communities can therefore provide 

opportunities for language learners to develop socio-pragmatic competence (e.g., Blattner 

& Fiori, 2009, 2011; McBride, 2009), build a sense of community (e.g., Mills, 2011), 

participate in authentic language interaction and discussion (e.g., Godwin-Jones, 2008), 

and become motivated and engaged (e.g., Haverback, 2009) while observing and 

participating in a suite of SNS literacy practices. 
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With specific attention to writing instruction, Vie (2007), for example, argues that 

SNSs such as MySpace and Facebook afford a variety of writing activities such as wall-

to-wall postings, profile descriptions (“About me”), status updates, private messages, 

chats, and other types of writing in which effective communication requires different sets 

of digital literacy skills (Knobel & Lankshear, 2008). As SNS users engage in multiple 

literacy practices while participating in online social activities, they need to address a 

wide range of audiences with appropriate rhetorical choices concerning tone, diction, and 

voice. To participate successfully, users need to develop a multifaceted rhetorical and 

genre awareness and to build rhetorical flexibility to interact with different audiences that 

may have different expectations and purposes in association with different literacy 

practices (Vie, 2007, 2008). In investigating three L2 writers’ identity composing 

practices in SNSs, DePew and Miller-Cochran (2010) found that L2 writers use their 

repertoire of languages to make deliberate textual, visual, and aural choices to compose 

texts, present identities, and introduce themselves to global and local audiences within 

particular social networks. Because they are perhaps even more globally oriented than L1 

writers, it is essential for L2 learners in particular to develop critical genre awareness and 

to practice adapting their rhetorical choices to different audiences. The development of 

genre awareness and rhetorical flexibility should thus be an objective of formal writing 

curricula.  

In brief, effective communication in social networking communities requires user 

knowledge of the target language, understanding of emerging technology-mediated 

genres as situated literacy practices, and awareness of literacy as social, plural, dynamic, 
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and multifaceted. However, the application of new technologies for learning are often 

absent in language curricula, perhaps because of the lack of applied examples. The two 

main research questions are thus:  

1. How can current pedagogical models of new literacies and bridging activities be 

applied to ESL writing classroom instruction? 

2. How effective is this instruction as measured by student perceptions of the 

instruction? 

In the next section, I first review relevant pedagogies and their underlying principles for 

language learning and development of literacies. I will then present how these 

pedagogical models inform the design of an SNS-enhanced ESL writing instructional unit.   

 

4.4 Pedagogical Models for L2 Literacy Development 

4.4.1 New Literacies 

In response to the growth of emerging technologies in reshaping human 

communication, new literacies theory focuses on the impacts of new digital technologies 

on social literacy practices. Extending the New Literacy Studies perspective of viewing 

literacy in its social, cultural, historical, and institutional contexts (e.g., Street, 1993), the 

new literacies approach, rather than studying the new digital tools themselves, examines 

new forms of literacies that have emerged with the affordances of new technologies and 

how the expanded range of social, cognitive, and cultural practices has shaped and 

defined our literate lives today (Gee, 2010; Knobel & Lankshear, 2008; Leu, 2010).  
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        Given the growth of Internet use and other new media tools, to be literate, from the 

new literacies perspective, requires not only paper literacy but also digital literacies that 

involve learners’ familiarity with digital forms of communication and keen awareness of 

the social functions of multiple literacies for communication in electronic media. Due to 

the now near ubiquitous access to new technologies, the new literacies approach argues 

for an integration of everyday literacy practices with school literacy practices to bridge 

students’ learning and to facilitate their transformed new literacies practices (Gee, 2007; 

Knobel & Lankshear, 2008).  

 

4.4.2 Multiliteracies  

Addressing the growth of computer technologies, a multiliteracies approach, 

proposed by the New London Group (1996), attempts to capitalize on the availability 

multiplicity of communication channels and our increasing cultural and linguistic 

diversity to bring a new perspective to the work in language classrooms. Built upon the 

linguistic, cognitive, and social dimensions from the traditional theoretical perspectives 

on literacy, the multiliteracies perspective emphasizes the ‘multiplicity’ of literacy 

practices in human communication, and more importantly, how this multiplicity affects 

language learning and teaching.  

The multiliteracies approach emphasizes the importance of the role of computers 

and technology in shaping literacy practices in today’s world. With the new media, the 

increasing integration of significant modes of meaning-making emerge where the textual 

is also related to the visual, the audio, the spatial, the behavioral, and so on (Cope & 
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Kalantzis, 2000; Kalantzis, Cope, & Cloonan, 2010; New London Group, 1996). The 

concept of ‘multimodality’ is built on the premise that each mode contributes to specific 

meanings as part of the whole meaning. The New London Group (1996) further proposes 

a multiliteracies pedagogy to literacy teaching and learning based on the concept of 

‘Design,’ involving three elements: Available Designs, Designing, and The Redesigned. 

Rather than a set of linguistic rules, literacy is viewed as a dynamic meaning-making 

process in which the available semiotic resources (or designs) such as Linguistic Design, 

Visual Design, Audio Design, Gestural Design, Spatial Design, and Multimodal Design 

are interpreted and recreated for different social purposes. The multiliteracies approach to 

literacy stresses the importance of the multilingual, multicultural, and multimodal nature 

of human communication in language learning and teaching.  

The pedagogic implications of multiliteracies is in attending to multiple and 

multimodal texts and to the wide range of literacy practices that students are engaged in 

(Jewitt, 2008). Classroom activities should be designed based on four curricular 

components—situated practice, overt instruction, critical framing, and transformed 

practice (New London Group, 1996). Situated practice involves immersion in language 

use and focuses on the learner’s life experiences. This pedagogical practice is designed to 

view learners’ experiences, interests, and existing technological and discourse knowledge 

as learning resources (Kern, 2000; New London Group, 1996). This practice aims to 

create a situated learning environment that allows learners to build new knowledge based 

on the sociocultural experiences they bring with them to language classrooms. 
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The multiliteracies approach also suggests the need for the teacher’s overt 

instruction in modeling the concept of ‘design,’ which involves the multiplicity of 

meaning making acts across multiple modes, including images, characters, sounds, 

actions, and Web 2.0 tools in digital communities such as video games, fan fiction sites, 

and social networking sites (e.g., Facebook, MySpace). Systematic overt instruction plays 

a crucial role to scaffold students’ understanding of the designing processes and the 

interdependency between all the multimodal and semiotic resources in communication. 

Critical framing, which refers to “the reflective dimension of literacy instruction” (Kern, 

2000, p. 133) should also be integrated with other practices such as overt instruction to 

provide learners opportunities to connect meanings to their social contexts and purposes, 

and to further critically examine the social and cultural context of designs. This practice 

is aimed at raising learners’ awareness of literacies as social practices that are shaped by 

the dialogical relationships between participants, contexts, and other sociocultural factors. 

Transformed practice involves acts “in which students transfer and recreate Designs of 

meaning from one context to another” (New London Group, 1996, p. 83). It needs to be 

incorporated into classroom practice so learners are able to recontextualize meanings 

with available semiotic resources and to develop an ability to compose multimodally 

across traditional and digital genres.   

 

4.4.3 Genre-based Approaches  

Viewing texts as inseparable from social contexts, Hyland (2004) proposed a 

genre-based approach, specifically for L2 literacy development, to stress the 
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interconnectedness between language forms (e.g., lexico-grammatical features) and 

rhetorical situations (e.g., context, purpose, audience) in written communication. This 

approach draws mainly on Feez’s (1998) teaching-learning cycle 
5
that consists of five 

stages: developing the context, modeling and deconstructing the text, joint construction of 

the text, independent construction of the text, and linking related texts (Hyland, 2004, p. 

129). The first stage focuses on developing the context and revealing genre purposes and 

the settings in which a genre is commonly used and how meanings are created in the 

sociocultural context (p. 128). After establishing an understanding of the genre in play 

and its social context, modeling, the second stage, involves teachers and learners 

exploring the key grammatical and rhetorical features of that genre through explicit 

instructions and concrete scaffolding activities. The third stage, joint negotiation, shifts 

the role of the teachers from the instructor of the modeling stage to a facilitator who 

assists students in co-creating the text in the genre based on their genre knowledge 

obtained in the previous stages. After joint creations of the text, the fourth stage, 

independent construction, encourages students to apply the genre knowledge to 

constructing a text as an independent writer. In the final stage of linking related texts, 

students are given opportunities to apply the knowledge to comparing different genres 

and associated sociocultural contexts, with an aim to equip students with an ability to 

develop rhetorical flexibility and apply it to analyzing other written genres.  

 

4.4.4 Language Awareness  

                                                           
5
 For detailed descriptions of genre-based approaches and Feez’s (1998) teaching-learning cycle, see 

Hyland (2004). 
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Although the genre-based approach offers valuable frameworks for L2 literacy 

development, it is often criticized for its strong emphasis on the role of teachers in 

designing activities to promote the five-phase teaching-learning cycle. In contrast, a 

language awareness approach emphasizes that language is not taught by the teacher or by 

the coursebook, but is developed by the learner (Bolitho et al., 2003, p. 252). A language 

awareness approach stresses the importance of learner ‘awareness’ of the ways in which 

language is used within a particular social context, how language represents the world 

and how language reflects and constructs power relations. This approach argues for 

pedagogical instruction that brings learners’ attention to textual features they are often 

unaware of, and that helps learners discover and articulate patterns of language use and 

develop critical awareness. Consequently, language awareness is “an ongoing process of 

critical examination, and a way of looking at language” (Bolitho et al., 2003, p. 252). As 

Reinhardt and Thorne (2011) summarized, 

A language awareness approach seeks to develop learner autonomy and a 

positive orientation towards active discovery and independent exploration 

of language. Providing a balance between experiential and analytical 

learning is key to developing language awareness, as explicit analysis of 

language “strengthens the vital role of implicit awareness arising from 

language experience” (Masuhara, in Bolitho et al., 2003, p. 254). 

The language awareness approach thus places learners at the center of literacy 

development and foregrounds a dual role of experiential and analytical learning in 

developing critical literacy awareness.  
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4.4.5 Bridging Activity Model 

 

While the aforementioned approaches all highlight the importance of text and 

social context, none directly present how materials and instruction can be designed when 

incorporating digital genres such as social networking sites in language classrooms. To 

address emerging digital tools and internet-mediated communication, Thorne and 

Reinhardt (2008) proposed a pedagogical model ‘bridging activity’ with the aim of 

integrating students’ vernacular literacy and the communicative practices in their 

everyday lives with the formal instruction in language classrooms. Informed by 

multiliteracies (New London Group, 1996), new literacies (Lankshear & Knobel, 2006), 

and the language awareness approach (McCarthy & Carter, 1994), bridging activities, 

through the incorporation of the students’ digital-vernacular experience, aim to increase 

student engagement and agency, to foster their critical awareness of multimodal literacies 

and associated social practices, and to further build the “metalinguistic, 

metacommunicative, and analytic skills that enable lifelong learning in the support of 

participation in existing and future genres of plurilingual and transcultural language use” 

(Thorne & Reinhardt, 2008, p. 566).  

Bridging the gap between out-of-school and in-school literacy practices, bridging 

activities are designed to “enhance engagement and relevance through the incorporation 

of students’ digital-vernacular expertise, experience, and curiosity, coupled with 

instructor guidance at the level of semiotic form to explore interactional features, 

discourse-level grammar, and genre” (Thorne & Reinhardt, 2008, p. 558). Thorne and 
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Reinhardt (2008) further propose a three-phase sequence framework of explore, examine, 

and extend in developing learning activities. Each phase involves not only experiential 

learning but also analytic learning. Within the bridging model, it is the reciprocal 

processes of experiential and analytical learning throughout the three-phase sequence that 

is critical for language learning. 

 

4.5 Curricular Context  

The context of this study is a college English composition course at the University 

of Arizona. In most American universities, first-year college students are required to take 

college composition courses for two semesters in their freshman year, with, in this 

university, English 101 and English 107 as the beginning writing class in the first 

semester and English 102 and English 108 as more advanced writing course in the second 

semester. The English 101 and English 102 courses are designed for American domestic 

students with an average writing ability, while the equivalent courses of English 107 and 

English 108 were developed specifically for international students who are non-native 

speakers of English. In this university, all students enter the program based on their 

writing scores on the SAT or on the results of curriculum-based mandatory placement 

tests. 

According to the Writing Program (affiliated with the Department of English) 

which is responsible for college composition courses at the university, building on the 

close reading, focused research, and reflective writing done in English 101/107 courses, 

English 102/108 courses emphasize the skills of rhetorical analysis, research, persuasion, 
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reflection, and revision. As revealed in the summary table of course units and 

assignments (Table 4.1), English 101/107 courses consist of four instructional units: 

Textual Analysis, Visual Analysis, Contextual Analysis, and Revision and Reflection, and 

English 102/108 courses also have four units: Rhetorical Analysis, Controversy Analysis, 

Public Argument, and Revision and Reflection.  

Table 4.1. Summary of course units and assignments 

Course/Unit 101/107 102/108 

Unit 1 Textual Analysis Rhetorical Analysis 

Unit 2 Visual Analysis Controversy Analysis 

Unit 3 Contextual Analysis Public Argument 

Unit 4 Revision and Reflection Revision and Reflection 

 

The current study was conducted in the context of English 108 courses. English 108 

courses are designed to help ESL students learn to write for varied audiences and 

situations, find and evaluate sources, and make critically aware decisions about how best 

to achieve their purposes at the university and beyond. The immediate goal of this course 

is to prepare students for further research and writing in their future fields of academic 

work. The pedagogical objectives are to read texts to assess how writers achieve their 

purposes with their intended audiences, to devise composing strategies suited to various 

rhetorical situations, to rhetorically analyze texts according to different analytical lenses, 

to compose an analysis of a text according to one of these lenses, and to rewrite a text to 

meet a different rhetorical situation (see Appendix D for a complete description of the 

pedagogical objectives for English 102/108).  

These objectives point to the need for instruction that develops writers’: 1) 

analytical skills to evaluate multiple texts in different rhetorical situations, 2) critical 
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awareness of the interdependency between text, audience, purpose, and social context, 

and 3) rhetorical flexibility in composing texts in a wide range of genres.  

Each of the five pedagogical models reviewed in the previous section can inform 

writing instruction that helps achieve these objectives (see Table 4.2 for a summary of the 

five pedagogical models). The new literacies approach provides a critical lens of viewing 

literacy and writing as social practices that are driven by different social purposes, 

audiences, and contexts. While the new literacies theory mainly stays conceptual, the 

multiliteracies approach offers a solid pedagogical framework that allows writing 

teachers to design activities through situated practice, overt instruction, critical framing, 

and transformed practice, facilitating student development of multiliteracies. Extending 

the practices to writing classrooms, a genre-based approach stresses writing activities that 

involve developing the context, modeling and deconstructing the text, joint construction 

of the text, independent construction of the text, and linking related texts. Incorporating 

the multiliteracies concept of situated practice, and the genre-based activity of linking 

related texts, the bridging activities model uses an explore-examine-extend sequence to 

legitimize everyday, technology-mediated literacy practices in school contexts, with the 

ultimate goal of raising critical language awareness.  

Table 4.2. Summary of pedagogical models  

Model Concept(s) 

New literacies Literacy as social practices 

Multiliteracies  Literacy as “Design”
6
, Multimodality, Multilingual 

Language awareness Experiential learning and analytical learning 

Genre-based Genre as social and communicative purposes 

                                                           
6
 “Design” (New London Group, 1996) is another essential concept of multiliteracies. In electronic media, 

articulating or “designing” can involve the complex orchestration of multiple modalities within a growing 

diversity of linguistic and cultural affiliations. 
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Bridging activity Bridge students’ vernacular literacy and formal 

literacy 

 

In sum, each model builds upon one another and complements each other. The review of 

each model and its learning principles informs the design of an instructional unit that 

incorporates social networking sites (SNSs), a digital genre, and was carried out in one 

English 108 class. A SNS was chosen for this study because of its popularity among 

college-level ESL students. The integration of SNSs into the L2 writing classroom was 

also prompted by the findings in Chapter 2 and Chapter 3 that ESL students use one or 

more SNSs during their study in the U.S. for socialization purposes and that they are 

engaged in multiple SNS-mediated writing activities in this online genre. 

   

4.6 SNS-Enhanced Genre-Awareness Approach 

This section presents an SNS-enhanced genre-awareness (SEGA) approach which 

is grounded in the theories and by the different principles of the approaches reviewed in 

the previous section. The SEGA approach views SNSs as an emerging vernacular digital 

genre in which learners often participate in their everyday lives.   

The SEGA approach: 

 views literacies as plural, dynamic social practices (Lankshear & Knobel, 2006; 

New London Group, 1996).  

 has the ultimate goal of equipping students with critical language and genre 

awareness of the relationships between text, media, and social context (Hyland, 

2004; McCarthy & Carter, 1994). 
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 advocates that learning should be carried out through situated practices (Lave & 

Wenger, 1991) and that the language and knowledge of discourses are only 

acquired through experiential and analytical learning (McCarthy & Carter, 1994; 

Thorne & Reinhardt, 2008). 

 aims to bridge students’ vernacular and everyday literacy with formal literacy and 

views technology-mediated language use as both the means and the object of 

language awareness (Thorne & Reinhardt, 2008).  

Guided by the aforementioned principles and the curricular context of the second-

semester college English composition course described above, the pedagogical objectives 

of the SEGA instructional unit were to develop student critical awareness of: 

 literacies as social practices and the relationship between text and context. 

 how rhetorical choices are dependent on the concepts of audience, purpose, and 

context.  

 genre differences between traditional or print-based writing and non-traditional 

genres or digital writing. 

 their own literacy practices in SNSs or other everyday genres. 

 

4.7 A Unit of SEGA Instruction and Activities 

Based on the design principles and pedagogical objectives identified in the 

previous section, a unit of SEGA instruction was designed and implemented in a second-

semester college-level ESL writing class (English 108) in Spring 2012 at the University 
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of Arizona. First, a three-week unit Rhetorical Analysis: Genre Analysis was designed 

corresponding to the standard English 108 curricular objectives described above: to raise 

student writers’ awareness of texts and rhetorical situation such as purpose, audience, and 

context. Unlike a regular Rhetorical Analysis unit that only focuses on traditional printed 

genres such as literary texts and academic articles, I designed the SEGA unit to focus on 

digitally mediated genres like social networking sites, making use of the pedagogical 

frameworks described above.  

In order to achieve the pedagogical objectives, five activities were designed and 

implemented in the classroom: 1) an introductory activity, 2) a collection activity, 3) a 

genre analysis activity, 4) a transfer activity, and 5) a contrastive activity.  

 

4.7.1 Activity 1: Introductory Activity 

a. Objectives: 

 To introduce students to the concept of genre and rhetorical situation (context, 

purpose, and audience). 

 To situate students’ understanding of literacy practices in everyday, familiar 

genres like social networking sites (e.g., Facebook). 

b. Description:  

This activity was based on the situated activity stage of a multiliteracies approach. In 

this activity, students discussed the features and affordances of social networking 

sites (i.e., profiles, wall-to-wall posts, synchronous chats, private messages, and photo 
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sharings). Examples were generated during this activity, followed by discussion 

prompts on the purpose, audience, and context of SNS, and how it can be seen as a 

genre or a system of genres. Questions included: What is genre?, What kinds of 

writing activities can you observe on Facebook or other SNSs? How do you see 

Facebook as a genre?. A handout on “Facebook as a genre” (see Appendix E) was 

provided to facilitate students’ understanding of the concept of genre and the 

rhetorical features (e.g., form, style, theme, content) that constitute the SNS genre.  

4.7.2 Activity 2: Collection Activity 

a. Objectives:  

 To raise students’ awareness of their own practices in the SNS genre.  

b. Description:  

This activity was based on the collection stage of a bridging activities approach, and 

the experiential-analytic principles of a language awareness approach. In the activity, 

students were asked to collect a sample of SNS posts that they encountered in their 

own Facebook pages. Through this stage, students were able to not only observe and 

reflect on their everyday practices on SNSs but also apply an analytical view in 

analyzing how these SNS posts formed a genre or a system of genres based on the 

discussion in the first activity when selecting SNS posts in their sample collection. By 

having students reflect on their own practice, this stage allowed students to develop 

analytic awareness, or meta-awareness of their own practices. 
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4.7.3 Activity 3: Genre Analysis Activity  

a. Objectives: 

 To further develop students’ analytic awareness of their own practices in the 

SNS genre.  

 To develop students’ understanding of the relationship between text and 

context.  

b. Description: 

This activity was based on a genre analysis approach. Students were first provided 

with explicit instructions on the four steps of genre analysis: collect sample texts, 

describe social context of the genre (e.g., where, what subject, who, when, why, how), 

identify the reoccurring rhetorical patterns or features of the genre, and critically 

analyze what those patterns reveal about the social context of the genre (see 

Appendix F for instructions and discussion questions).With their own collections of 

SNS posts, students were provided with a worksheet (Appendix G) that prompted 

them to do independent analysis on the SNS texts they collected.  

4.7.4 Activity 4: Transfer Activity 

a. Objectives: 

 To provide students with opportunities to transfer what they had learned from 

the SNS activity to the analysis of an academic genre.  
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 To bridge students’ understanding of how rhetorical choices are 

interconnected with the genre, context, purpose, and audience. 

b. Description: 

Students were directed to do a genre analysis on a provided academic essay, and to 

transfer the skills they had acquired analyzing their own collection of texts to the 

analysis of a more traditional genre. This activity was based on a bridging activities 

approach.  

4.7.5 Activity 5: Contrastive Activity 

a. Objectives: 

 To raise students’ critical language awareness and genre awareness by 

contrasting digital and traditional genres. 

 To equip students with the rhetorical flexibility to compose texts 

independently. 

b. Description: 

As the final activity in the unit assignment (see Appendix H for the assignment 

description), students were directed to do a genre analysis contrasting two texts on 

similar issues or topics, one from a traditional genre and one from a non-traditional 

(i.e. digital) genre. This assignment was based on McCarthy and Carter’s (1994) 

contrastive principle, where contrasting the same or related content from different 

genres is understood to be an important part of developing language awareness.  
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4.8 Evaluation of the SEGA Unit  

The second part of this chapter reports the efficacy of the implementation of the 

SEGA instruction and activities in an ESL writing classroom. Here, I specifically report 

students’ attitudes and reactions toward the activities. 

The ESL writing class consisted of 18 undergraduates, mostly freshmen, coming 

from a variety of linguistic and cultural backgrounds. The participants’ demographic 

information is summarized in Table 4.3. 

 

Table 4.3. Participant demographic information 

Name 

(pseudonyms) 

Gender L1 Time in 

US 

Year Major 

Anne F Arabic 2 years Freshman Electrical engineering    

Eric M Swedish 1.5 years Freshman Pre-business  

Shao M Mandarin  6 months Sophomore  Pre-business  

Chen M Mandarin 1 year Freshman Pre-business 

Yas F Malay 1.5 years Sophomore Geology 

Yi F Mandarin 2 years Freshman Communication 

Meerl F Arabic 1.5 years Freshman Electrical engineering    

Ji M Mandarin 1 year Freshman  Pre-business 

 

For the purpose of this chapter, I focused on eight students. The reason these eight 

students were selected was that they reflected a representation of the student population 

in ESL sections of UA’s freshman composition courses, with a high percentage of 

Chinese-speaking students (approximately 70%). Other groups represented other 

linguistic groups (i.e., Arabic (20%), Asian languages (10%)). In addition, 4 males and 4 

females were chosen for balance, along with a balanced range of disciplines (i.e., 

Business, Engineering, Geology) and range of time in the U.S. 
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4.8.1 Data collection and analysis  

Data were drawn from student background information questionnaires (see 

Appendix I), student drafts, reflection journals, and notes from student-instructor 

conferences. An informational questionnaire was given to the students at the beginning of 

the semester to gather student demographic information, learning history, and expectation 

of the writing course. Students’ written drafts and reflection journals were collected from 

the course online website where students submitted all assignments electronically. 

Student-instructor conferences were conducted during completion of the contrastive 

analysis assignment to elicit student perceptions of the SNS-enhanced activities and the 

SEGA instruction. With a particular interest in student attitudes toward the SEGA tasks, 

notes were taken during the conferences for qualitative analyses. The informational 

questionnaires, student drafts and journals, and conference notes were closely analyzed 

using open-ended coding followed by thematic coding around categories corresponding 

to the research questions.  

 

4.9 Findings and Discussion 

In this section, I report the common themes that emerged from the analysis with a 

focus on student perception of the SNS-enhanced activities, and the extent to which the 

instruction facilitated development of genre awareness and critical literacy awareness. 

Three main reoccurring themes were identified in the students’ reflection journals and 

conference notes: 1) Sense of engagement and relevance; 2) Awareness of rhetorical 



158 
 

features, audience, purpose, and social context; and 3) Genre awareness of conventional 

and non-conventional genres. 

 

4.9.1 Sense of Engagement  

One of the aims of the SEGA approach was to engage student in the genre 

analysis of multiple genres, not simply show them how to do the analysis. This sense of 

student engagement was evident in several student comments. For example, Anne, an 

ESL student from the United Arab Emirates (UAE) commented,  

I was so impressed by the Facebook activity, because I didn’t do 

something similar in ENG107. This activity works my brain and woke me 

up after all the boring class of 107. It helps me a lot in analyzing and 

noticing things in facebook I use, but I didn’t think about it before. (Anne, 

Feb. 18, 2012, Reflective Journal; Researcher’s emphasis in italics) 

Anne’s reflection on the SNS-enhanced introductory activity (Activity 1) and collection 

activity (Activity 2) in the unit revealed her great interest in this digital genre and her 

sense of engagement in writing activities compared with her previous writing classes. 

During the teacher-student conferences, Anne also expressed that the activity of a genre 

analysis of Facebook posts (Activity 3) was very fun and “different” from her other 

classes. She also commented that through compiling a collection of Facebook posts, she 

felt more involved in the activity and felt that it is “cool” to bring in her own texts to 

classroom (Anne, Feb. 21, 2012, Teacher-Student Conference).  
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A similar reflection can be observed in a Chinese student, Chen’s responses to the 

Facebook activities. He stated in his reflection journal that, “I like the part that the 

Facebook in-class activity. It helps me a lot to understand what genre is. At first, I was 

really confused about what genre is and what genre is about. After a few classes, I saw 

some examples and I learned to analyze Facebook as a kind of genre in class” (Chen, Feb. 

14, 2012, Reflective Journal). Chen acknowledged that he had not heard of the notion of 

“genre” and was not aware until this unit of the connections between text and context in 

written discourses.  

The integration of Facebook into the writing instruction also promoted students a 

strong sense of relevance. In his reflective journal, Eric, a student from Sweden, 

documented that, 

I liked that we talk about Facebook in the class since it is a genre that 

most of us use every day and it might be a big part of our life. It is helpful 

since it answers a lot of questions why we write the way we do on 

Facebook and why it might be okay to use incomplete sentences and so on. 

I felt I can understand the idea of genre better. (Eric, Feb. 21, 2012, 

Reflective Journal; Researcher’s emphasis in italics) 

Eric’s reactions to the Facebook-enhanced genre analysis activity (Activity 3) “it is a 

genre that most of us use every day and it might be a big part of our life” further 

indicated that the use of everyday genres in which students currently participate in and 

with which they are already familiar have great potential for raising student sense of 

relevance of the writing activities they learn from school to the writing practices they are 
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exposed to in out-of-school contexts. A Chinese female student, Yi, also shared her 

thoughts in her journal: “I think the Facebook in-class activity in this unit is good and 

effective to me. Firstly, it relates to our normal life, and we are familiar with it. Secondly, 

most issues on the Facebook are recent events, so we are interested in the process of 

analyzing” (Yi, Feb. 15, 2012, Reflective Journal). Yi’s remarks provide evidence for the 

important role situated and experiential learning plays in L2 learning, as suggested by the 

SEGA approach that learning should be situated (Lave & Wenger, 1991) and that 

language and knowledge of discourses are only acquired through experiential and 

analytical learning (McCarthy & Carter, 1994; Thorne & Reinhardt, 2008). A similar 

reaction is evident in the reflection of a Chinese male student, Ji, that “The Facebook 

genre analysis activity is very interesting, all students seem pretty involved and the class 

atmosphere is pretty good, which makes me feel good when I was learning something” 

(Ji, Feb. 13, 2012, Reflective Journal). Ji’s comments foreground the importance of 

student engagement in in-class activities to language learning.  

In sum, student reflection on the SNS-enhanced activities demonstrate that 

purposefully designed activities that integrate social networking sites can help student 

writers develop a critical eye in examining their own literacy practices that they 

encounter in their everyday lives.  

 

4.9.2 Awareness of Rhetorical Situation 

Another recurring theme that emerged throughout the student reflective journals 

was that the SEGA instruction and activities helped L2 writers better perceive the 
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concepts of genre and the interrelationship between rhetorical choices and audience, 

purpose, and context, which is one of the main pedagogical objectives in English 102/108 

courses. Meela, a female student from the UAE with Arabic as her first language, 

reflected how the SNS-enhanced transfer activity (Activity 4) and contrastive activity 

(Activity 5) helped her understand the concepts of the relationships between text, 

audience, purpose, and context. She responded: 

I learned that information can be presented in many ways according to the 

people who are going to read it, and the main purpose behind it. (Meela, 

Feb. 21, 2012, Reflective Journal; Researcher’s emphasis in italics) 

Meela further elaborated her experiences with the SEGA activities by reflecting 

on her previous writing experience: 

This SNS genre unit helped me in analyzing text in a new way that I never 

knew before. Because I used to write randomly without paying attention to 

the ways of organizing the information and the structure to make the ideas 

clear for the readers. I didn’t really think about the readers that much when 

I wrote before. The activities we did in this unit help me in making the 

right word choice, methods of writing and make it interesting, clear and 

easy to follow; also, the main goal is to make it effective for the audience 

because the text is written to be read by them. (Meela, Feb. 21, 2012, 

Reflective Journal; Researcher’s emphasis in italics) 

As Meela commented in her journal, this newly learned “methods of writing” that she 

acquired through the SEGA activities in fact reflected the higher-order analytical skills 
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that good writers should have. This critical evaluation ability to analyze how a text is 

constructed depending on its audience, purpose, and social context is the ultimate 

objective of the awareness-raising activities, as illustrated in the previous section. 

Another Chinese student, Shao, also acknowledged that genre analysis provided him a 

tool to analyze how the texts are constructed in online and offline rhetorical situations. 

He stated: 

I never think about the features of some social networking sites before I 

did this genre analysis. I just used them to interact with friends. I looked 

more into the Facebook after this genre analysis. Now I have a better idea 

about what Facebook really are, like its social context, what kind of 

people use it, when would people use it, the reason people cannot live 

without it, and how people use it. And how they are different from other 

genres like essays. (Shao, Feb. 15, 2012, Reflective Journal; Researcher’s 

emphasis in italics) 

The SEGA genre analysis activity and the transfer activity allowed Shao to apply a more 

critical view in observing digitally-mediated interactions. In addition, an understanding of 

the verbal concepts of purpose, audience, and social context allowed him to represent the 

meta-awareness of how through articulation. Regarding the overall SEGA activity in this 

unit, Shao reflected thusly: 

After I did the genre analysis for the first unit in English 108, I think now I 

have a better understanding about the genres, especially the rhetorical 

patterns that [are] used in different genres. First of all, I would make a 



163 
 

better choice on the genre if I decided to write something, based on my 

writing purposes and the rhetorical features the genres [are] supposed to 

have. And also I would make better choice on what kind of words I should 

use and structure organizing issue. (Shao, Feb. 15, 2012, Reflective 

Journal) 

Shao’s reflection displayed his awareness of the diverse rhetorical patterns each 

genre has. More importantly, through the design of reflective journals, the 

students were able to give opportunities to articulate the concepts and to apply 

those concepts in their future writing. Eric commented:  

In the future I will be more aware of my audience and choose words and 

tone to address my audience. I think we adjust our language 

subconsciously to the genre we are using but by increasing my 

understanding in genres I will be able to make better rhetorical choices to 

make point reach my audience in to be suitable for the social context. (Eric, 

Feb .21, 2012, Reflective Journal) 

With the repertoires of the metalanguage that they developed throughout the SEGA 

instruction, L2 writers like Shao and Eric were able to internalize the concepts of 

rhetorical situations through external articulations.   

 

4.9.3 Contrastive Genre Awareness 

In addition to the awareness of the interconnectedness between text and rhetorical 

situation (purpose, audience, context), the students also displayed keen genre awareness 
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through the contrastive activity (Activity 5) in which they analyzed the ways a similar 

issue was discussed in two different genres, one from a traditional genre and one from a 

non-traditional (i.e. digital) genre. A female student from Malaysia, Yas, remarked that 

Comparing two genres is the most interesting part because it makes me 

realized that one issue can be presented in different ways. The discussion 

can be serious but at the same time can also be very playful as the author 

try to insert some sense of humor or sarcasm. Different genres have 

different strategies to persuade their target audiences and this will allow 

their creativity to be traced as we are comparing which genre will appeal 

the most. Overall, I found that when we read or watching something, it is 

not only just about reading or watching, but at the same time we try to find 

the hidden information that lies beneath the paper or video that will help 

us to reveal the mysteries that the authors wants us to solve. (Yas, Feb. 11, 

2012, Reflective Journal; Researcher’s emphasis in italics) 

As evident in her reflection, Yas showed a keen awareness of genre differences between 

traditional or print-based writing and non-traditional genres or digital writing and how 

they influence writers to compose multimodal writings (e.g., paper, video), which is one 

of the objectives for the course. This metacognitive awareness of why and how a specific 

rhetorical choice is used in the wide range of texts presents an essential element to 

prepare student writers for the rhetorical flexibility to enhance their abilities to assess, 

adapt to and/or negotiate a genre to a particular situation and to compose in various 
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genres (Johns, 2009). The importance of having an awareness of this rhetorical flexibility 

was observed in Eric’s journal:  

I [am] sure that what I learned from genre analysis will make my writing 

more dynamic. I will be able to understand why and how I should adapt 

my writing in different social contexts and how my audience will interpret 

my writing. I’m a business major and one thing that I value high is the 

quality to make good personal connections.  I sure that my knowledge 

genres will help me to connect to people in academic situation[s] and to 

make small talk on Facebook or to write a formal mail. (Eric, Feb. 21, 

2012, Reflective Journal; Researcher’s emphasis in italics) 

Eric’s comment “I will be able to understand why and how I should adapt my 

writing in different social contexts and how my audience will interpret my writing” 

demonstrated his critical awareness of the underlying motives of how texts are 

constructed differently. He further applied this awareness in evaluating formal 

and informal registers across a range of written and spoken genres.  

When the students were asked about how the SEGA unit might help them 

in their future writing, Shao said, “Because now I know how to analyze the 

rhetorical patterns I need to use in my paper or other genres, I will analyze those 

patterns before I start writing it. Like what my audiences want and if I need a 

rigorous structure for my essay, or what content should be in my paper, or should 

I use humorous tone to make it more interesting or use some facts and evidences 
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to make it more convincing” (Shao, Feb. 15, 2012, Reflective Journal). Similarly, 

another Chinese student, Yi, also held positive attitudes towards the SEGA 

instruction and assignment by explaining how it helped her to be more aware of 

the rhetorical situations in different genres.  

After the genre analysis, I think I change a little about my way to write. 

Before this assignment, I focus on the content more than other elements. 

For instance, if I write a short novel, I will think what story the short novel 

talk about, the characteristic of the roles, what the main idea the story 

want to express and so on. However, now, I will write from more versions. 

Before the writing, according to the requirements, I will determine the 

audience, context and purpose of my writing. And then after all the things 

are set, I start to write. As an academic writer, I should know what the 

audience, context and purpose of my academic essay. Then, during the 

process of writing, I can choose appropriate words, organization and the 

rhetoric strategy. (Yi, Feb. 15, 2012, Reflective Journal; Researcher’s 

emphasis in italics) 

As a second language writer, Yi shifted the focus from ‘the content of writing’ to 

‘the method of writing,’ providing Yi a more critical perspective in examining 

how the texts are constructed and why they are constructed the ways they are. 

With the identification and evaluation of the rhetorical situation of the diverse 
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texts, Yi not only became a critical analyst of texts but also felt that she had 

become a better writer with rhetorical flexibility and genre awareness.  

 

4.10 Conclusion and Implications 

The purpose of this chapter was to describe an applied example of an instructional 

unit that integrates digital genres like social networking sites into formal writing 

instruction. Informed by a genre-based approach (Hyland, 2004), multiliteracies (New 

London Group, 1996), a language awareness approach (McCarthy & Carter, 1994), and 

bridging activities (Thorne & Reinhardt, 2008) approaches, a principled SNS-enhanced 

genre-awareness (SEGA) instructional unit was designed, implemented, and evaluated in 

a college-level ESL writing class.  

This chapter began by asking two questions: 1) How can current pedagogical 

models of new literacies and bridging activities be applied to ESL writing classroom 

instruction? 2) How effective is this instruction with regards to student perceptions of the 

instruction? A close examination of current pedagogical models such as new literacies, 

multiliteracies, genre-based approach, language awareness, and bridging activities 

indicates that each model is embedded with its own learning principles, but that they are 

built on one another and complement each other with regards to development of L2 

literacy/-ies. In answer to the first question, it was shown that an SNS-enhanced genre-

awareness approach informed by the five pedagogical models can meet the curricular 
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objectives of college-level English 102/108 courses to develop student writers’ rhetorical 

flexibility and critical genre awareness of the interdependency of text and context.  

 In response to the second research question, analyses of student reflective journals 

and teacher-student conferences illustrate the effectiveness of a SEGA approach to 

teaching writing to ESL students. The students showed positive attitudes toward this 

approach and related in-class activities and out-of-class assignments. Through a series of 

purposefully designed activities (introductory activity, collection activity, genre analysis 

activity, transfer activity, contrastive activity) the students developed not only a sense of 

engagement and relevance but also awareness of rhetorical features, audience, purpose, 

and social context. In addition, the contrastive analysis also raised L2 writers’ genre 

awareness of conventional and non-conventional genres. 

The students’ evaluation showed that the SEGA activities not only situated the 

students’ everyday literacy practices but also promoted student agency, engagement, and 

sense of relevance about the writing they compose inside the classroom to those they 

encounter outside the classroom. The students reported that the SNS-enhanced activities 

helped them better understand the concept of genre and develop critical awareness of 

genre differences and the interdependency between text, purpose, audience, and context. 

Through the SEGA activities, students gradually shifted their roles from text readers to 

text analysts, which helped them perceive the fundamental rhetorical differences across 

genres, both printed and digital.    

This study also indicates that technologies and the Internet-mediated genres like 

social networking sites afford language learners a space for situated, experiential, and 
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analytical learning. With the aim to bridge the gap between out-of-school and in-of-

school literacy practices, “bridging activities” (Thorne & Reinhardt, 2008), as this 

chapter demonstrated, can be designed to not only to situate learners’ new literacies 

practices, but also to “enhance engagement and relevance through the incorporation of 

students’ digital-vernacular expertise, experience, and curiosity, coupled with instructor 

guidance at the level of semiotic form to explore interactional features, discourse-level 

grammar, and genre” (Thorne & Reinhardt, 2008, p. 558). 

To summarize, this chapter provides empirical evidence for an effective 

instructional design that incorporates multiple pedagogical models to teach L2 writing. 

Still, although the project provides insights into the students’ perceptions and attitudes 

toward an SNS-enhanced writing instruction, it is not an experimental study that provides 

pre- and post-tests on students’ writing progress. In order to provide a fuller 

understanding of students’ development of literacies, future research should examine 

students’ writing production and investigate how genre awareness develops through SNS-

enhanced genre-awareness language pedagogy.  

Pedagogically, this chapter provides an example that could potentially be applied 

to other learning contexts and to a wide range of language learners, not just L2 learners. 

For example, SEGA activities could be adopted and used in EFL (English-as-a-foreign-

language) writing classrooms where students’ descriptive and/or narrative composing 

skills are valued. Other digital genres such as weblogs, wikis, and fanfiction sites that are 

familiar to students could also be used in classrooms to enhance student engagement. By 

referring to their digital-vernacular experiences and fostering critical awareness of 



170 
 

multiliteracies, a principled framework can direct L2 writers’ attention to the 

commonalities across genres, and make unfamiliar, traditional genres more approachable. 
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CHAPTER 5 

CONCLUSION AND IMPLICATIONS 

5.1 Introduction  

In this dissertation, I examined the relationship between social networking, 

socialization, and second language learning in a series of interrelated studies. In Chapter 

2, I reported on a large-scale survey on the use of social networking sites (SNSs) among a 

group of second language users of English in the context of study abroad. This study 

examined L2 users’ literacy practices across multiple SNSs and their perceptions of SNSs 

and L2 learning. Informed by this synchronic view of L2 users’ SNS use, Chapter 3 took 

a case study approach and examined two multilingual writers’ SNS use from a 

longitudinal perspective, specifically in terms of their language choices, literacy activities, 

and identity representations on a social networking space, Facebook. To supplement the 

analyses of L2 users’ SNS use in out-of-school contexts as explored in the first two 

studies, Chapter 4 presented the results of an instructional intervention examining the 

integration of a customized instructional unit that bridges students’ vernacular literacy 

and formal literacy in an ESL writing classroom.  

The purpose of this dissertation project was to discuss the underexplored area of 

social media and L2 learning through a mixed method approach, including quantitative 

(e.g., survey) and qualitative methods (e.g., case study). The synchronic and diachronic 

exploration of L2 users’ SNS use, as a group, and as individuals, provides valuable 

insights into the ways L2 users engage in SNS-mediated literacy activities and how they 

perceive the affordances of SNSs for their own socialization practices and learning 
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trajectories. The ultimate goal is not simply to describe the use of SNSs by L2 learners 

over time, but to apply the findings to L2 pedagogy that bridges learners’ in-school and 

out-of-school literacy practices and examines the efficacy of that pedagogy. The findings 

of the three interrelated studies not only fill in the research gap of the literature on social 

media and SLA but also inform language pedagogy by providing empirical evidence.   

This concluding chapter begins with a discussion of L2 users’ individualized 

experiences and use of SNSs as social practices. Next, the chapter discusses the different 

socializing trajectories of two focal users in the context of study abroad over two years. It 

also examines the efficacy of the SNS-enhanced genre-awareness instructional unit in an 

ESL writing classroom with regards to L2 students’ perceptions of this unit. Following a 

discussion of the findings of each of the studies, this chapter will present limitations of 

the study, implications for design and pedagogy, directions for future research, and 

concluding thoughts.  

 

5.2 Discussion 

Addressing the growing numbers of international students studying in the U.S., 

Chapter 2 explored the role of social networking sites in these international students’ 

lives in the study abroad and the ways these L2 users of English used multiple SNSs in 

the context of study abroad. Through analysis of quantitative and qualitative data in a 

large-scale survey, four types of SNS users were identified—English socializer, balanced 

user, home-tied user, and English resister—according to the percentage of use across 

home- and host-country affiliated and L1- and L2-mediated SNSs. These findings show 
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that L2 users take different and diverse pathways in socializing into a newly entered 

study abroad situation and maintain multiple memberships translocally and 

transnationally. Contextual factors such as cultural backgrounds, sociopolitical issues, 

and users’ own perceptions of SNSs and L2 learning play important roles in shaping L2 

users’ interaction with the SNS-mediated digital tools within the online networked 

discourse. The findings further challenge the notion of ‘technological determinism’ and 

support a ‘cultures-of-use’ (Thorne, 2003) perspective that views technology use as 

culturally and historically bounded rather than as neutral artifacts. SNSs are also shown 

as channels for L2 users to connect with their home countries and socialize into new 

contexts abroad. 

To supplement the synchronous investigation of the survey, Chapter 3 presents a 

detailed case study that used both quantitative and qualitative analytic methods to 

examine two multilingual writers’ literacy practices and identity constructions in social 

networking communities. As multilingual writers often enjoy simultaneous membership 

in a number of diverse cultural communities, complexity is added to their literacy 

learning, identity formation, socialization, and engagement in online communities 

(Canagarajah, 2002, 2006, 2010). Viewing literacy as social practices (Lankshear & 

Knobel, 2006), this study, from a longitudinal perspective, examined two multilingual 

users’ SNS use over two years with L2 socialization as the interpretative framework 

grounded in the concepts of ‘design’ and ‘identity.’ The findings show that the 

multilingual writers shuttled across cultures and discourses at local and global levels 

through different degrees of explorations and reappropriations of the various symbolic 
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resources, in a variety of linguistic, visual, and audio modalities, that are afforded in 

social networking sites. These multimodal choices are shown to be indicative of the L2 

users’ representation of their identities, identities that were fluid, dynamic, and 

developmental over time. Multiple communities were formed around and through their 

literacy practices and interactive exchanges in this social media space that extended their 

social realities. The multilingual writers were also shown to have taken different 

pathways in socializing into new discourse communities.  

As the ultimate goal of this dissertation project is to provide insights into how the 

emerging genres of social media such as SNSs can be leveraged into formal school 

settings, Chapter 4 reports on the integration of an SNS-enhanced genre-based (SEGA) 

approach in a college-level ESL writing class, with an aim to raise student writers’ 

critical literacy awareness and enhance their development of L2 literacies. Grounded in 

principles of multiliteracies (New London Group, 1996), language awareness (MaCarthy 

& Carter, 1994), a bridging activities model (Thorne & Reinhardt, 2008), and a genre-

based approach (Hyland, 2004), the SEGA instruction was implemented and evaluated 

with regards to L2 writers’ perception and its impacts on their learning. Analysis of 

student reflective journals and student-teacher conferences indicated that the SEGA 

approach not only raised L2 writers’ sense of engagement and relevance but also 

increased their awareness of rhetorical features, audience, purpose, and social context. 

The findings also indicated that L2 writers developed genre awareness of the rhetorical 

differences of conventional genres through examination of familiar, but non-conventional, 

genres.  



175 
 

 

5.3 Implications for Pedagogy  

The findings of this dissertation project provide a number of implications for L2 

teaching and learning, specifically in the digital age. The implications for language 

pedagogies and areas for future research are discussed respectively in this section of the 

chapter.  

This dissertation provides an ecological understanding of L2 users’ SNS use and 

offers insights for teachers as to how students participate in these new technologies and 

how to create equitable learning opportunities and design literacy instruction inside and 

outside of school. Results of this chapter can inform L2 pedagogy and help language 

instructors be aware of the historical, social, and cultural experiences L2 users bring with 

them while participating in digitally mediated literacy activities. The interaction between 

L2 users and technology-mediated tools should be viewed as fluid, dynamic, and dialogic 

in nature and influenced by contextual factors such as user beliefs, cultures, and 

sociopolitical contexts of particular literacy practices, both online and offline. As a result, 

L2 user participation in online discourses such as SNS-mediated activities cannot be 

viewed as independent of other offline literacy practices but must be seen as situated 

within users’ individual socialization processes in the context of study abroad. The 

awareness of L2 users’ ‘cultures-of-use’-oriented practices involving symbolic artifacts 

(e.g., digital tools, learning materials) thus can help teachers address the multicultural and 

multilingual diversities in their classrooms. Language teachers should also pay attention 

to the writing activities students are engaged in outside of school. SNS-mediated L2 
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pedagogy acknowledges students’ out-of-school literacy practices as socially constructed 

texts, and bridges students’ vernacular literacies in their everyday lives with formal 

learning activities in school.  

 

5.4 Limitations of the Study 

While there are a number of positive implications based on the findings of the 

dissertation, it is not without its limitations.  

First, while the study presents insight into L2 users’ engagement in SNS-mediated 

literacy activities and their beliefs and attitudes toward this emerging digital genre and its 

relevance to their L2 learning, the findings reported in Chapter 2 are based on the 

participants’ self-reported survey data, which may contain potential bias as a result of 

selective memory and potential exaggeration of particular actions. Self-reported data is 

limited by the fact that it is hard to verify all the individual users’ reported online actions. 

Thus, it may not be adequate to assume that all the L2 users in the study participate 

exactly the same way as they reported in the survey. Nevertheless, one of the key 

elements of this dissertation is to elicit L2 users’ self-perceptions of the ways they viewed 

their own online practices. Consequently, while there are concerns about the validity of 

self-report data, this study, with the participants’ self-reported SNS practices, still 

provides valuable information about L2 users’ online participation in their everyday lives. 

Another limitation is that this study only presents a snapshot of L2 users’ SNS use 

in a given frozen timeframe, which may not provide a full understanding of the 

development of the participants’ SNS usage and patterns and their socialization routines 
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over the years of study abroad. The effect of this limitation was balanced by the 

examination of case studies of two L2 users’ SNS use over time. This diachronic view of 

SNS use allows me to document L2 users’ SNS activities, socialization processes, and 

development of new literacies and identities. 

Through data collected from the two longitudinal case studies, Chapter 3 

discussed the development and transformation of two L2 users’ literacy practices and 

reflective identities over time in one social networking community; however, the 

examination of the users’ transformed SNS practices is limited to their writing activities 

and reflective identities in one social networking site. Furthermore, due to space 

limitations, Chapter 3 detailed a limited range of the common SNS activities.    

Another limitation of the classroom research is that it is not an experimental 

design. Because of the limited resources, there is no no-treatment control group that 

could serve as a baseline for evaluation of the instructional unit by comparison with the 

intervention group. In order to examine the benefits of this SNS-enhanced pedagogical 

intervention for L2 writing, future research can include pre- and post-tests on students’ 

writing prior to and after the intervention.   

 

5.5 Directions for Future Research 

Due to the dynamics and multimodality of social media discourses, this 

dissertation might raise more questions than answers. Built upon the findings of this 

dissertation, there are a number of possibilities for future research. 
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While this dissertation examines only one particular digital genre—social 

networking sites and their connections to second language socialization and learning—to 

fully understand the diverse ways second language or multilingual users participate and 

engage in the plurilingual online discourse, more research should be conducted to 

examine these users’ participatory patterns across multiple social networking genres such 

as microblogs, instant messaging and/or various digital genres such as online games, 

fanfiction sites, and chat rooms. Especially with the technological, linguistic, and social 

affordances of Web 2.0 tools, a close examination of how varieties of languages are used 

in social networking spaces is needed to offer insights into SLA. As SNSs allow users to 

maintain and develop social ties with others in their personal network in a multifaceted 

and multisensory environment through participation (Jones & Bronack, 2008), the social 

and pragmatic functions of language such as small talk or phatic communication become 

crucial in network-mediated communication. Discourse analysis approaches such as 

conversation analysis or interactional sociolinguistics could potentially help uncover the 

ways in which language is used in everyday interaction, specifically in online networked 

discourses.  

To investigate how L2 users create the sense of who they are with available 

digital resources, it would be necessary to develop a critical perspective that uses 

multimodal discourse analysis to explore how learner subjectivity is created, negotiated, 

and transformed through different degrees of exploration and reappropriation of a wide 

range of symbolic resources.  
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5.6 Contributions  

 This dissertation contributes to the literature of Second Language Acquisition, 

Computer-mediated Communication (CMC), and Literacy Studies, for its explorations of 

an important though underexamined area of how L2 users utilize and act upon the 

technological, social, and networked affordances of emerging technologies so as to 

socialize themselves into the host country as well as into multilingual, multicultural 

global communities.   

Theoretically, this dissertation, grounded in the theories of new literacies 

(Lankshear & Knobel, 2006), second language socialization (Duff, 2008), and an 

ecological approach to language (van Lier, 2004), explores an emerging area of research 

with the rise of globalization and emerging technologies and their influences on L2 users 

and their socialization and enculturation processes. It also provides a valuable perspective 

on the ecology of new media environments and provides evidence that the interaction 

between L2 users and available digital tools are dialogic in nature and are socially and 

culturally constructed. Methodologically, with the combination of synchronic and 

diachronic investigations of SNS use as a group and as individuals, this dissertation offers 

an innovative, mixed approach to examining L2 users’ literacy practices, language 

learning, identity, and socialization. Additionally, the dissertation provides an applied 

example of SNS-enhanced genre-awareness language pedagogy that could potentially be 

applied to other learning contexts and to a wide range of language learners, not just L2 

learners.  
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5.7 Conclusion 

This dissertation examined an emerging, though still underexplored, area of social 

media and L2 learning and fills in the research gap by examining the pedagogical 

implications of SNSs or other social media genres in L2 classrooms. With a mixed 

methods quantitative and qualitative approach, this dissertation addressed the issues of L2 

learners’ current SNS use and perception of SNS and L2 learning, how multilingual 

writers construct and negotiate identities in SNSs over time, and how SNS-enhanced L2 

pedagogy can be integrated in L2 writing classrooms. Through the three interrelated 

studies, it is hoped that the dissertation project contributes to a deeper understanding of 

the ecology of L2 learning in this digital age and the impact and integration of digital, 

Web 2.0 communication technologies on L2 teaching and learning. 

The purpose of this dissertation is to raise educators’ awareness and openness to 

the emerging and prevalent new forms of language use in social networking communities, 

and to expand both educators’ and learners’ understandings of the genres of language 

required by writers, both native and L2, to be successful cosmopolitan communicators 

and global citizens in the 21
st
 century. The three interrelated studies explored in the 

dissertation argue that L2 user participation in online discourses such as SNS-mediated 

activities cannot be viewed as independent of other offline literacy practices or 

socialization practices but must be seen as situated within their transnational processes 

and socialization experiences taking place at different social scales in all contexts of 

learning. The online social networks and transnational ties of L2 users and their 

perception of the role of SNS in their lives must not be presumed but rather carefully 
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analyzed. Continuous research and scholarly discussions in the area of emerging 

technologies and second language acquisition and learning are needed to better address 

the multifaceted and dynamics of L2 literacies development in these new contexts, and 

ultimately prepare students for the new literacies necessary for the 21
st
 century. 
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APPENDIX A: SURVEY ON SOCIAL NETWORKING SITES AND SECOND 

LANGUAGE LEARNING 

 

Survey on social networking sites and second language learning 

 

By filling out this survey, you will help me understand better how Facebook and other 

social networking sites can be used as an educational networking tool in language 

classrooms. 

 

I. General information 

1. Name:  

2. Age:  

3. Gender: 

4. First language(s): 

5. Home country: 

6. How many years have you been studying English: 

7. Total amount of time spent in English-speaking countries up to now: 

8. You are in the year of:    Freshman           Sophomore          Junior            Senior 

9. Major: 

10. Email address: 

11. Would you be interested in participating in a follow-up interview?   Yes    No    

    (compensation will be provided if you participate in the interview) 

 

II. About social networking sites in general 

1. Which social networking sites (SNS) (e.g., Facebook. Twitter, RenRen, Google+, 

Cyworld, Mixi, etc.) do you use? Please list them including SNSs in your home 

country. If you don’t use SNS, please skip to question 7. 

2. For how many hours do you use these sites per week? (approximately) 

3. Please provide percentage of use. For example, Facebook (70%) and RenRen (Chinese 

SNS) (30%). 

4. For what purposes do you use these SNSs? 

5. If you use multiple SNSs, how do you use them differently? 

6. If you use multiple SNSs, do you use them differently according to language? If so, 

how?  

7. If you do not use social networking sites, why don’t you use them? 

 

III. About Facebook (FB) in particular 

1. When did you start using FB? (please specify a date) 

2. Why do you use FB? 

3. In general, how do you like FB? Please explain your answer.  
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4. How do you use FB similarly or differently before/after you studied in the U.S.? 

Please explain your answer. 

5. When you first started using FB, did you like it more, the same, or less than you do 

now? Please explain why.  

6. How often do you do the following activities on Facebook? Even though it is a 10-

second check on FB, it still counts as ‘activity’. 

FB activity more 

than 

10X a 

day 

(freque

ncy: 6) 

betwee

n 5X 

and 

10X a 

day (5) 

between 

once 

and 5X 

a day (4) 

between 

once a 

week 

and 

once a 

day (3) 

betwee

n once 

a week 

and 

once a 

month 

(2) 

less 

than 

once 

per 

month(

1) 

None 

(0) 

update my 

status 

       

share 

information     

       

look at my 

family and 

friends’ pages     

       

look at my 

family and 

friends’ 

pictures 

       

read the news 

feed about 

my friends 

       

watch videos 

my groups or 

friends have 

posted 

       

play games 

(please give 
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example) 

chat        

send 

messages 

       

Others? 

(specify) 

       

 

7. What language(s) do you use on Facebook? Why? 

8. How many friends do you have on Facebook? 

9. About what percentage of your FB friends have you met in person? 

10. Where are you friends from?  (for example: college, work, family, friends in your 

country, etc.) 

11. What languages do your friends use?  

12. What is the role of Facebook in your life when studying in the US? 

 

IV. About other SNSs 

1. Which SNS do you use most frequently besides Facebook? (Include the site you use in 

your home country) 

2. When did you start using that site? (please specify a date) 

3. Why do you use the site? 

4. In general, how do you like using the site? Please explain your answer.  

5. How do you use the site similarly or differently before/after you studied in the U.S.? 

Please explain your answer. 

6. When you first started using the site, did you like it more, the same, or less than you 

do now? Please explain why.  

7. How often do you do the following activities on that site? Even though it is a 10-

second check, it still counts as ‘activity’. 

SNS activity more 

than 

10X a 

day 

(freque

ncy: 6) 

betwee

n 5X 

and 

10X a 

day (5) 

between 

once 

and 5X 

a day (4) 

between 

once a 

week 

and 

once a 

day (3) 

betwee

n once 

a week 

and 

once a 

month 

(2) 

less 

than 

once 

per 

month 

(1) 

None 

(0) 
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update my 

status 

       

share 

information     

       

look at my 

family and 

friends’ pages     

       

look at my 

family and 

friends’ 

pictures 

       

read the news 

feed about 

my friends 

       

watch videos 

my groups or 

friends have 

posted 

       

play games 

(please give 

example) 

       

chat        

send 

messages 

       

Others? 

(specify) 

       

 

8. What language(s) do you use on that site? Why? 

9. How many friends do you have on that site? 

10. On that site, about what percentage of your friends have you met in person? 

11. Where are you friends from?  (for example: college, work, family, etc.) 
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12. What languages do your friends use?  

13. What is the role of the site in your life when studying in the US? 

 

V. Social networking sites use and language learning 

1. Do you think ‘making foreign friends’ and ‘socializing with other people’ is important 

for English learning? 

2. Do you think SNS can be a way for you to socialize with others when studying in the 

US? 

3. How did you study English before coming to the US?  

4. Have you continued to study English after coming to the US? How do you study 

English? 

5. What technologies have you used to study English? (e.g. texting, internet, chat, digital 

games, etc.) 

6. Have you used Facebook to practice English? If so, how? If not, why not? 

7. Do you think Facebook or other social networking sites could be used for learning 

English? If so, how? If not, why not? 

8. What do you think is the best way to learn English? 
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APPENDIX B: SAMPLE INTERVIEW QUESTIONS 

Following are the questions for the interview that will be conducted during or after the 

data are analyzed to gather general participants’ perception of their participation in 

online social networking sites. 

Social Networking Sites (SNSs) 

1. How often do you use Facebook or other social networking sites (e.g., Cyworld, 

weibo, Twitter, RenRen etc)?  

2. Why (or why not) do you use these social networking sites?  

3. Why using Facebook? What do you think about Facebook? What do you use it for? 

To socialize? With whom? Or for other purposes?   

4. Why using RenRen or other SNSs? How often?  

5. What are the differences between Facebook and other SNSs? Which site do you 

like better? Why? 

6. What functions do you think Facebook has? What functions do you use more 

often? Why? 

7. Who are your friends on Facebook? (see the friend list) 

8. Who are your friends on other SNSs?  

9. Facebook—why do you use L1? Who do you use L1 to? When will you use L1?  

10. When do you choose to use English (L2)? Why?  

11. What kinds of posting you usually post on Facebook? (i.e. status update, video, 

short stories) why?  

12. How about other SNSs? What do you usually post? 

13. Who do you usually hang out with in everyday life? Why? 

14. How often do you speak English (L2) and L1 in real life? With whom? 

15. How did you study English before coming to the US?  

16. Do you keep studying English after coming to US? How? 

17. What do you think would be the best way to learn English and become a better 

English speaker/writer? 

18. What activities do you often do after school?  
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19. Who do you usually do these activities with? 

20. How often do you hang out with Americans? For what activities? 

21. What will be the most difficult and challenging part in your study at U of A? Why?  

22. What will you do to try to tackle the challenge? 

23. What do you do to socialize with Americans?  

24.  Do you think it is important to socialize yourself into the new community (e.g. 

UA community, Tucson community, etc.)? Why or why not? 

25. What other things do you do to socialize into US? Why or why not? What do you 

invest yourself into the English-speaking community? (i.e. go to church) 

26. When do you write? How often do you write in English? What do you write about? 

(Digital literacy) 

27. Do you think Facebook and other SNSs a good language learning tool? In what 

ways it is or it is not? 

28. Do you find Facebook (or other social networking sites) helpful for your English 

learning? Why or why not? 

29. Does Facebook (or other social networking sites) help you ‘socialize’ into the new 

community in the US? Why or why not? 

30. Have you observed what other people do on Facebook? Any examples? 
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APPENDIX C: EXAMPLES OF THE INDEXICAL IDENTITY IN SNS POSTS 

 
Category  Description Examples 

1. human The “human” category 

included posts that indexed the 

general identity of simply 

being human. 

 “the night seems gloomy...” (Jane, October 26, 

2009 at 12:15pm) 

 “今天不要惹我，火大” [leave me alone, had a 

bad day!] (Cindy, January 28, 2011 at 12:36pm) 

 “人生的意义是什么？” [what is the meaning 

of life?] (Cindy, September 11, 2010 at 

10:52am). 

2. friend The “friend” category included 

mention of friends directly or 

indirectly. 

 “Thank you, everyone! I just had the best 

birthday ever!!!” (Jane, October 15, 2010 at 

12:16pm) 

 “爱 fenglin!” [love fenglin!] (Cindy, April 3, 

2011 at 10:29pm) 

 “今天早上才知道～～terry 大叔上週摔傷了

，斷了一根肋骨，bless him!” [just realized 

that Terry hurt his back last weekend. Bless 

him.] (Cindy, February 9, 2011 at 1:15pm) 

3. girlfriend The “girlfriend” category 

included posts that indicated 

the identity as a girlfriend and 

later as a wife. 

Because of the personal nature of these posts, they 

are not presented here, although it should be noted 

that both participants felt comfortable enough to post 

them publicly to their friends in SNSs. 

4. student The “student” category 

included posts that indexed the 

identity of a graduate student 

or a language learner.   

 “What is the comparative form of “shy”? 

“shyer” or “shier”?” (Jane, October 20, 2009 at 

11:07am) 

 “finally, no more exams before spring break, 

yay!” (Jane, March 10, 2010 at 1:33am) 

 “I do not want to continue my paper! I wanna 

have a long long rest!” (Cindy, October 4, 2009 

at 3:44pm) 

 “stay up for my paper~too sad~” (Cindy, May 

2, 2010 at 12:08am) 

5. teacher The “teacher” category 

included posts that indexed the 

identity of a graduate assistant 

teacher. 

 “is amazed at her students' talent!” (Jane, 

August 26, 2010 at 2:43pm)  

 “每天都要改幾個小時的作業，天

啊！！！！” [I spend so many hours 

grading student homework! God!] (Cindy, 

March 3, 2010 at 4:06pm) 

6. general The “general” category 

included posts that indexed the 

identity of a general cultural 

observer or participant, not 

identifiable to any specific 

cultural group. 

  “The autumn tiger is coming!” (Jane, 

October 20, 2009 at 11:16am) 

7. Chinese The “Chinese” category 

included posts that indexed the 

identity of a Chinese cultural 

 “my stomach is crying for Hongyouchaoshou.  -

_-|||” (Jane, October 22, 2009 at 2:19pm) 

 “after taking the Chinese grammar class I feel 
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participant.   lucky that Chinese is my native language. It 

saved me a lot of troubles to learn the language 

when I was young” (Jane, January 28, 2010 at 

3:19pm) 

 “finished my last and my Chinese made 

noodles” (Cindy, October 8, 2009 at 11:39pm) 

 “中国几千年解决不了的重男轻女问题，竟然

让房地产解决了” [the longstanding issue of 

gender inequality in Chinese is solved by real 

estate!] (Cindy, January 26, 2011 at 6:48pm) 

8. local The “local” category included 

posts that indexed the identity 

of a local cultural participant 

(i.e., city, regional, state 

culture).   

 “was disturbed for the whole afternoon by the 

insane idea about carrying guns on campus. 

What kind of nuts would come up with such an 

idea :(” (Jane, March 11, 2011 at 12:37pm) 

 “Blue man show 最新情况！No discount for 

the A seat group! 价格是 55刀” (blue man, 

tickets are $55/per ticket) [Blue man show 

update! … A ticket costs $55] (Cindy, January 

31, 2011 at 11:17am) 

9. American The “American” category 

included posts that indexed the 

identity of an American 

cultural participant.   

 “It’s a wired weekend: parties are competing 

with each other!”  (Jane, October 24, 2009 at 

5:38pm) 

 “First time to make pancake!” (Cindy, April 23, 

2011 at 2:15pm) 

10. global The “global” category included 

posts that indexed the identity 

of a global cultural participant 

(i.e., national, international, 

globe culture).   

 “My first attempt to make Pad Thai is an epic 

failure!” (Jane, July 22, 2011 at 12:39pm) 

 “Two hours later, Spain is coming~~~” (Cindy, 

June 16, 2010 at 4:42am) 

11. university The “university” category 

included posts that indexed the 

identity of a university 

member. 

 “Keep my finger crossed for Saturday. If we can 

beat Duke, we can beat anyone. Go UA!” (Jane, 

March 26, 2011 at 2:50am)  

 “totally forget it is Saturday and it is football 

game day~” (Cindy, September 18, 2010 at 

9:21pm) 

12. professional The “professional” category 

included posts that indexed the 

identity of an 

academic/professional 

member. 

 “had her first conference experience and learned 

a lesson: people get dressed up in conference, 

even in Tucson!” (Jane, January 29, 2010 at 

8:41pm)  
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APPENDIX D: DESCRIPTIONS OF PEDAGOGICAL GOALS FOR ENGLISH 

102/108 COURSES  

 

 (from the Writing Program in the Department of English at the University of Arizona) 

 

Goals for English 102/108 Courses 

 

1. Read texts to assess how writers achieve their purposes with their intended 

audiences. 

 

2.  Devise composing strategies suited to various rhetorical situations. 

 

3.  Rhetorically analyze texts according to different analytical lenses, and 

compose an analysis of a text according to one of these lenses. 

 

4. Learn how to conduct a research strategy and integrate sources into a text 

of your own. 

 

5. Synthesize the various arguments of a controversy into a text that 

examines and analyzes them. 

 

6.  Develop a persuasive argument and support it with evidence and effective 

appeals that target your intended audience. 

 

7.  Develop ideas with observations and reflections on your experience. 

 

8.  Revise in response to feedback from readers to improve and develop 

drafts. 

  

9. Rewrite a text to meet a different rhetorical situation. 

 

10.  Use correctly the conventions of scholarly research, analysis, and 

documentation. 

 

11.  Use effectively the conventions of academic, professional, and public 

writing, including how to write clear, convincing prose. 
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APPENDIX E: FACEBOOK AS A GENRE HANDOUT 

 

Retrieved from: http://www.theglaringfacts.com/communications/audience-

studies/facebook-as-a-genre/#ixzz1j7GwVhjf 

Facebook as a Genre 

 Facebook can be seen as a well-received addition to the increasingly digital, “real-

time” culture in which we live. 

 As many Facebook users live in large cities where life seems to unfold at an 

accelerated pace, Facebook has emerged as an effective tool for maintaining 

social ties, keeping family and friends updated on the happenings in one’s life, 

and for creating new affiliations. The following features are criteria which can be 

used to describe Facebook as a genre. 

Form 

 Image and text-based (users post pictures and leave messages on other users’ 

 profiles and group sites) 

 Incorporates other mediums like television, video, and music players 

 A modern-day mode of life-writing 

 Resembles a diary, except pictures and other applications replace written text 

 Flexible structure, user can customize his settings and profile 

 Features constant updates (a 24-hour platform) 

 Group pages emerge as public forums 

 Has a language of its own (e.g. “poking”) 

Style 

 Informal writing style 

 Shorthand is used, and messages often appear as though they were text messages 

 Colloquial language frequently used and proper grammar/syntax rules are not 

necessarily followed 

 Features brief, sporadic conversations between users 

Themes 

 Human affiliation 

 Maintaining and creating friendships and other social ties 

 Uniting for a cause (as seen on some group pages) 

 Social networking 

Content matter 

http://www.theglaringfacts.com/communications/audience-studies/facebook-as-a-genre/#ixzz1j7GwVhjf
http://www.theglaringfacts.com/communications/audience-studies/facebook-as-a-genre/#ixzz1j7GwVhjf
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 Immensely personal 

 Personal/Seemingly private details of a person’s life can be viewed 

 Besides group pages, this platform is rarely used for discussing serious issues 

(users mainly engage in brief, light conversation which can be viewed by other 

users not involved in the conversation) 

 Pictures posted on the user’s profile reveal the users’ interests and recent activities 

 Constant posting of pictures in combination with other postings on a user’s profile 

reveal a life-story that is constantly unfolding 
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APPENDIX F: GENRE ANALYSIS INSTRUCTIONS AND DISCUSSION 

QUESTIONS 

 

Analyzing Texts in Terms of Its Genre 

Genre Analysis 

 Genre analysis is a type of rhetorical analysis that looks at the patterns that 

emerge from reoccurring rhetorical situations. 

 Reoccurring rhetorical situations are those writing, reading, and speaking tasks 

that we encounter over and over again. 

 ‘Genre’ means any reoccurring form of communication with conventions that we 

use to communicate effectively within that form.  

 Social contexts are key components of genre analysis.  

The Process of Genre Analysis (Step by Step) 

 Collect samples of a genre 

 Describe the social context of the genre  

 Describe the rhetorical patterns that emerge within the genre 

 Analyze what those patterns reveal about the social context of the genre 

 

Step Two: Describe the Social Context (Questions to Consider) 

 Where is the genre typically set? 

 What is the subject of the genre? 

 Who uses the genre? 

 When and why is the genre used? What purposes does the genre serve for the 

people who use it? 

Step Three: Describe the Rhetorical Patterns (Questions to Consider) 

 What type of content is usually included and excluded? 
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 What rhetorical appeals are used most often? Do you notice any patterns in the 

appeals to logos, pathos, or ethos? 

 How are the texts organized? Do they generally open in similar ways? Conclude 

in similar ways? What common parts do the samples share? 

 Do sentences in the genre share a certain style? Are they mostly active, passive, 

simple, or complex? Is there an abundance or lack of questions, exclamation 

points, or semicolons? 

 What type of word choice is used? Do many of the words fit in a particular 

category of jargon or slang? Is the overall effect of the word choice formal, 

informal, humorous, or academic? 

 

Step Four: Analyze What Those Patterns Reveal About the Social Context of the 

Genre (Questions to Consider) 

 Who does the genre include and who does it exclude? 

 What roles for writers and readers does the genre encourage? 

 What values and beliefs are assumed about or encouraged from users of the genre? 

 What content does the genre treat as most valuable? Least valuable? 
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APPENDIX G: SNS-ENHANCED GENRE ANALYSIS WORKSHEET 

 

STEP 1: Collect Sample Texts 

 

STEP 2: Describe Social Context of the Genre 

 

Social 

Context 

Description 

Where?  

 

What 

subject? 

 

 

Who?  

 

When?  

 

Why?  

 

How?  

 

 

STEP 3: Identify the Rhetorical Patterns/Features of the Genre &  

STEP 4: Analyze What Those Patterns Reveal about the Social Context of the Genre 

 

Patterns/Features Identification (STEP 3) Implication (STEP 4) 

What can we imply about the genre? 

Word choice  

 

 

 

Organization   

 

 

 

Sentence structure  

 

 

 

Rhetorical strategy  

 

 

 

Content   
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APPENDIX H: ASSIGNMENT SHEET 

 

ENGL 108-001 Assignment Sheet—Spring 2012 Chen 

Essay 1: Contrastive Genre Analysis (200 Points) 

Purpose 

The goal of this project is for you to take a very close look at two specific genres (a 

digital genre and an academic genre) and examine how writing works rhetorically and 

how it functions as the instantiation of a particular genre. 

 

A genre is a form of communication such as a book, a billboard, or a blog. When we 

conduct a genre analysis, then, we are looking at the forms of different sample texts 

within or across discourse communities. The purposes of this assignment are to help you 

understand the importance of genre and discourse community knowledge to writers. 

Additionally, this assignment will reinforce your understanding of the ways writing 

differs among genres and allow you to strengthen your skills in writing in both digital 

genres and academic genres. 

 

The Assignment   

In this paper, you will use the skills we’ve learned in the first few weeks of the semester, 

in addition to what you learned in English 107, to rhetorically analyze a text. To 

understand how a text works within a specific context, here a digital environment and an 

academic context, you will do a contrastive genre analysis on a specific type of 

document/topic/subject/issue produced in the two different contexts. The genre analysis 

will be an analysis of the major rhetorical features found in the example texts and that 

you think best exemplify that genre. From the documents that you study, you will 

establish a hypothesis about the expectations for these documents and explain how these 

expectations correspond with what you know about the context that informed the 

production of these documents.  

 

For example, you can select the issue of concealed weapon on college campus as the 

subject and find one or two Facebook postings (digital genre) on that issue and one or 

two articles in academic journals (academic genre) on the same issue. For example, in the 

essay, you conduct a contrastive genre analysis on the issue of gun control produced in 

the genre of Facebook posts and academic articles and analyze the rhetorical differences 

across the two genres and discuss them in relation to their rhetorical situations (audience, 

purpose, context). In other words, you will need to explain and ANALYZE why a given 

rhetorical choice is used in one genre but not in the other genre. Perhaps due to their 

different social context, audience characteristics and expectations, and purposes of 
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writing? Remember to make a connection between the rhetorical differences you 

observe in two genres and the social context of the genres. Think further! 

 

Steps for genre analysis (Use the Worksheet for your analysis) 

STEP 1: Collect Sample Texts 

STEP 2: Describe Social Context of the Genre (where, who, what, when, why, how) 

STEP 3: Identify the Rhetorical Patterns/Features of the Genre  

STEP 4: Analyze What Those Patterns Reveal about the Social Context of the Genre 

 

Here are some rhetorical features you can analyze 

What to Analysis: Audience and Purpose 

 Who is the intended audience for each genre? 

 What discourse community (or communities) is this audience in? 

 What is the audience likely to know? Want to know? Why? 

 How much time will this audience want to spend with the information presented 

in the genres? 

 What is the purpose of the information presented in the genres? (inform, persuade, 

entertain) 

 

What to Analyze: Rhetorical Issues 

 How does each genre help to establish the information’s credibility? Is it effective? 

 How does each genre help to evoke an emotional response from the audience? 

Which emotions? Why? 

 What types of evidence are used to support the claims of the information in the 

genres? Is it appropriate? Why or why not? 

 

What to Analyze: Structure  

 How is the information shaped by the genre (s)? (Consider the 

limitations/freedoms of space, time, layout, audience, and so on.) 

 How are the genre organized to convey its message? 

 How does the structure facilitate the purpose of the information in the genre(s)? 

 

What to Analyze: Style and Language 

 How formal/informal is the language? 

 What specialized vocabulary is used? 

 What other language features do you notice? 

 

Organization 

The Introduction: 

 Hook 
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 Start with a brief discussion of the subject/topic that the two genres are focusing 

on.  

 Briefly introduce the social context of the two genres (where, when, who, what, 

when, how) 

 Thesis statement (your main point of the essay) 

 

Body Paragraphs 

 Point (Topic Sentence) 

 Illustration (Examples) 

 Explanation (Analysis) 

 

Conclusion 

 What is your finding of the genre analysis? What do you realize? Do you find one 

genre is more effective than the other in conveying its message? Why? Or other 

findings? 

 Offer a final comment on the impact of genres on discourse. 

 

This essay should show 

 A clear understanding of the concept of genre and genre analysis. 

 A close, in-depth analysis of the texts. 

 A clear understanding of the interrelationship among rhetorical choices, genres, 

and rhetorical situations (audience, purpose, context) 

 Your ability to support your claims with appropriate evidence 

 Clear organization and structure. 

 Command of Standard Written English. 

General Guidelines 

1. The thesis statement needs to make a claim about the rhetorical differences 

between the two genres and why they are different. Think of this as answering 

“how” and “why” various rhetorical choices used contribute to the overall 

audience reception of the message, not simply “what” the differences/choices are. 

2. Avoid the obvious. A boring claim in your thesis will not set your paper up for 

success! Consider the following… Would your reader learn something from your 

essay? Or have you only included surface observations and generalizations? Close 

reading of the text will help with getting under the surface. 

3. Your essay should be clearly organized according to PIE (or PIEIE) structure, 

have an introduction, a discussion of the text’s rhetorical situation, and a 

conclusion. A strong argument will build from beginning to end. 

4. Acknowledge your source in the body of your paper as stipulated by MLA and 

provide an accurate Works Cited page; otherwise your essay will be lowered a 

letter grade.  
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5. Make use of peer review, conference sessions, and the revision process. A 

professor of writing once said in his book Writing to Learn, “0.8% of the human 

race is capable of writing something that is instantly understandable” (Zinsser 15). 

I am certainly not in that 0.8%, and you probably are not either. Your essay 

should show significant change throughout the revision process. To earn full 

credit, you must submit two different drafts, attend conferences, and participate in 

peer review. 

6. Start the revision process by editing the thesis, organization, and ideas 

(content). Editing your paper for style and grammar is important, but should 

come last in your revision process.  

7. Address your audience appropriately. Your audience is an educated, college 

audience (in other words, your classmates and me). Therefore, this assignment 

must be completed according to the rules and standards of academic discourse 

(Standard Written English). Failure to do so will result in a failing grade. 

8. Drafts are required and will be posted on D2L and in hardcopies.  

 

What You’ll Turn In 

 1000 words (about 3-5 typed pages, not counting the Works Cited page, no more 

than 1100 words), double spaced. Use 12 pt. Times New Roman font and standard 

1-inch margins on all sides.  

 The essay must include a title, numbered pages, in-text citations for any 

referenced ideas or language, and a Works Cited page according to MLA 

standards. Essays that do not meet these requirements will be marked down 20 

points.  

 You must use MLA format and your paper must be stapled.  

 Consult Hacker’s Rules for Writers to avoid any unnecessary loss of points during 

the grading process. PROOFREAD your essay!!  Grammar errors could greatly 

lower your grade! 

 Any other process work (i.e., your list of potential thesis statements, your outline, 

any work that was workshopped in class) 
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APPENDIX I: INFORMATION QUESTIONNAIRE 

 

 

Student Name: ________________________________  Age:______ Gender:_________ 

Email address: ___________________________________________ 

Class: _____ Section #: _____ Year at college (e.g., freshman): ____________________ 

Major: _______________________ English (107) GPA: ____ Overall GPA: __________ 

TOEFL (or SAT) score: __________ Writing score: _________  

Home City/Country: ____________/_____________ 

Native language(s):________________________ 

Number of years in the US or English-speaking countries: _________________________ 

Please complete the following questions in as much detail as possible. Whenever possible, 

refer to your abilities and experiences as a writer of English, rather than your native 

language. 

1. Where have you studied English? How many years? (include description of any 

study abroad experience)  

 

2. How did you learn English writing in the previous experience?  

 

3. Do you think knowing how to write well in English is important for you as an 

ESL student at the college level? Why or why not? 

 

4. What do you think ‘good writing’ is? 

 

5. What are the important factors that affect your writing?  

 

6. What are your writing strengths in English?  

 

7. Which part is most difficult for you in writing in English? (your writing 

weaknesses) 
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8. Reasons for attending this course (EGNL 108)?  

 

9. What do you want to learn the most from this course?  

 

10. What types of writing do you usually write for your other subject classes (e.g., 

business, chemistry, psychology, nursing, etc.)? Ex: lab report, book review, 

research essay, and so on. Please provide details for the types of writing you do 

for other classes.  

 

11. What type of writing skill is important to you in order to achieve academic 

success at the college-level? Provide any details that will be helpful to understand 

your own context. 
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