
Introduction

In a special issue of the TESOL Quarterly on Language and Identity that I guest- 
edited two decades ago (Norton 1997), I intro duced the issue with an article  
that explored debates about whether English belongs to native speak ers of English, 
to speak ers of stand ard English, or to all of those who speak it, irre spect ive of 
linguistic and sociocul tural iden tit ies. As I will argue in this chapter, debates on 
iden tity and English language learners are best under stood in the context of social 
rela tions of power across both local and global sites, from the inter ac tion between 
two people in a local community to the rela tion ship between nation states. While 
such debates pertain to all languages, the discus sions are partic u larly salient  
with respect to English, precisely because of the power English exerts as a global 
language, and the oppor tun it ies English can provide for those who speak, read, 
and write it, both on and offline. Of central interest to this chapter are the ques-
tions: How do English language learners across global sites navig ate their iden-
tit ies in chan ging times? What impact can iden tity research have on theory and 
prac tice in English language educa tion?

When address ing these ques tions two decades ago, cognit ive and psycho lo-
gical theor ies domin ated under stand ings of how languages are learnt, and theor ies 
of the good language learner inter preted indi vidu als as having an essen tial, 
unique, fixed, and coher ent core. In more tradi tional research, language learners 
were often defined in binary terms as motiv ated or unmo tiv ated, intro ver ted or 
extro ver ted, inhib ited or unin hib ited, with little refer ence to unequal rela tions  
of power between language learners and target language speak ers, whether  
in ESL or EFL contexts. Drawing on the work of Christine Weedon (1987), I 
argued that iden tity is multiple, chan ging, and a site of struggle, shaped not only 
by mater ial condi tions and lived exper i ences but also by learners’ imagined 
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14 Part 1. Students

futures (Kanno & Norton 2003). I have there fore defined iden tity as ‘how a 
person under stands his or her rela tion ship to the world, how that rela tion ship is 
struc tured across time and space, and how the person under stands possib il it ies for 
the future’ (Norton 2013: 45). While learners can speak from multiple posi tions, 
they can also be posi tioned in undesir able ways, which may limit oppor tun it ies 
for them to speak and be heard. For example, the iden tity categor ies of race, 
gender, class, ethni city, and sexual orient a tion can shape inter ac tion in differ ent 
learn ing contexts, and the oppor tun it ies that are avail able for language learn ing.

In this chapter, I will first discuss the key influ ences on my theor ies of iden tity, 
and discuss the ways in which these ideas are being enriched in more recent 
research. I will also address the theory of invest ment that I developed as a  
soci olo gical comple ment to the psycho lo gical construct of motiv a tion. I will then 
illus trate the ways in which theor ies of iden tity and invest ment have helped to 
inform my research with a range of English language learners in Canada, Pakistan, 
Uganda, and Iran. Thereafter, drawing on the research of schol ars in Hong Kong, 
Chile, the USA, and Mexico, I consider the implic a tions of iden tity research for 
English language teach ing across global sites.

Theories of iden tity and invest ment

My theor ies of iden tity and invest ment have arisen from the recog ni tion that 
language is both a linguistic system and a social prac tice in which iden tit ies are 
forged, nego ti ated, and some times resisted. The concep tu al iz a tion of language as 
both a linguistic system and a social prac tice is well artic u lated by the French 
social theor ist Pierre Bourdieu (1991), whose constructs of ‘legit im ate language’ 
and the ‘legit im ate speaker’ provide import ant insight into debates on iden tity 
and English language learn ing in the global community. What and who is 
considered ‘legit im ate’ must be under stood with respect to a given ‘field’ or social 
context that is often char ac ter ized by unequal struggles for meaning, access, and 
power. For example, when non- native English speak ing teach ers inter act with 
students, their perceived ‘legit im acy’ as teach ers is often related to the polit ics of 
place. A qual i fied non- native English teacher in Uganda, Pakistan, or Chile 
might be considered a highly valued ‘legit im ate’ English teacher in each of these 
contexts. However, if the teacher were to move to country in which her or his 
variety of English was not valued, the teacher’s legit im acy as both a speaker and 
teacher of English might be comprom ised, with a negat ive impact on the teacher’s 
iden tity.

While such shifts of iden tity, for both teach ers and students, might be asso ci-
ated with trans itions from coun tries in which English is taught in what Kachru 
(1986) has called the ‘expand ing circle’ or ‘outer circle’, to coun tries of the ‘inner 
circle’, there are cases in which trans itions may take place in the reverse direc tion, 
i.e. from the inner to outer circle, with equally disrupt ive iden tity shifts. In my 
research with Margaret Early in Uganda, for example, we describe an email we 
received from a newly gradu ated Ugandan student, Doris Abiria, who had spent 
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Identity and the ownership of English 15

a year with her husband and two young boys at the University of British Columbia 
in Vancouver. After return ing to Uganda, Ms Abiria wrote to us as follows (Early 
& Norton 2012: 195):

The boys are getting better. In school the teach ers complain they have gone 
with a style they are calling Western. The teach ers say the boys have an 
accent that they do not hear while the boys say the teach ers speak English 
up side down . . . Paul talks to the teacher in class any time he wishes when 
chil dren are expec ted first to listen to the teacher and talk when the teacher 
asks them. Now we keep check ing on them frequently in school and 
support ing them more at home. We hope that by next year they will be 
okay.

For young Paul, English as a linguistic system and a social prac tice was being 
rene go ti ated in the Ugandan context. If Paul was to be accor ded the iden tity  
of a success ful Ugandan student, he needed to adjust to the variety of English 
considered legit im ate in his Ugandan school, and he needed to adopt the 
classroom prac tices expec ted of young learners in this context.

In order to capture this complex rela tion ship of language learners to the target 
language, I have developed the soci olo gical construct of ‘invest ment’ (Norton 
2013; Norton Peirce 1995). Recognizing that language learn ing as a social prac-
tice is implic ated in the oper a tion of power, the construct of invest ment signals 
the socially and histor ic ally construc ted rela tion ship of learners to the target 
language and their some times ambi val ent desire to learn and prac tice it. As I have 
noted, ‘if learners “invest” in the target language, they do so with the under-
stand ing that they will acquire a wider range of symbolic resources (language, 
educa tion, friend ship) and mater ial resources (capital goods, real estate, money) 
which will increase the value of their cultural capital and social power’ (Norton 
2013: 6). As a comple ment to the psycho lo gical construct of motiv a tion (Dörnyei 
& Ushioda 2009), learners can be highly motiv ated to learn a language, but may 
not neces sar ily be inves ted in the language prac tices of a given classroom if it has 
prac tices that are, for example, racist or sexist. In addi tion to asking ‘Are students 
motiv ated to learn a language?’ research ers and teach ers are there fore encour aged 
to ask the addi tional ques tion, ‘To what extent are students and teach ers inves ted 
in the language and liter acy prac tices of a given classroom and community?’

Because iden tity is often a site of struggle, invest ment is complex, contra-
dict ory, and frequently in a state of flux. To success fully nego ti ate the condi tions 
of power that enable or constrain English language learn ing, learners need to 
develop a commu nic at ive compet ence that goes beyond under stand ing the  
rules of use of a target language. They also need to under stand how these rules 
are socially and histor ic ally construc ted to support the interests of domin ant 
groups, and they need to learn what Kramsch (2009) has called symbolic compe-
t ence. As a theor et ical tool, invest ment helps schol ars and teach ers examine the 
condi tions under which social inter ac tion takes place, and the extent to which 
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16 Part 1. Students

social rela tions of power enable or constrain the range of iden tit ies avail able to 
language learners.

An expan ded model of invest ment

In the 1990s, when I developed my early theor ies of iden tity and invest ment, 
large- scale migra tions were trans form ing the economic and cultural land scapes 
of many urban centers. As people of differ ent language back grounds crossed 
borders to fill the labour needs of these coun tries, these urban centres became 
more multi lin gual and multi cul tural. Learning English in coun tries like the 
USA, Canada, and the UK was crit ical in enabling migrants to integ rate into 
their new communit ies and find mean ing ful employ ment. The theory of invest-
ment became a means to examine how non- native English speak ers were able to 
access and parti cip ate in contexts usually domin ated by native English speak ers 
(cf. McKay & Wong 1996). Research on invest ment has not been restric ted to 
Anglophone coun tries, however, with special issues on the topic in both China 
and fran co phone Europe (see Arkoudis & Davison 2008; Bemporad in press; 
Norton & Gao 2008).

As tech no lo gical innov a tions continue to trans form the 21st century by 
offer ing a more flex ible and multimodal engage ment with the world, there are 
import ant implic a tions for theor ies of language, iden tity, and invest ment (Darvin 
2016). The spaces of social iz a tion and inform a tion exchange continue to multiply, 
in both face- to-face and virtual worlds, locally and glob ally. As learners move 
fluidly across transna tional borders, they are able to learn and use English in 
excit ing new ways. How they nego ti ate these spaces has become increas ingly 
relev ant to language educa tion research, even as the power oper at ing in these 
spaces becomes less visible. It has there fore become neces sary to examine how 
invest ment in this shift ing commu nic a tion land scape posi tions learners in new 
ways. In this new commu nic at ive order, how do English language learners claim 
the right to speak?

To provide a crit ical frame work that responds to these ques tions, I have 
worked with Ron Darvin to develop an expan ded model of invest ment that 
responds to the demands of a more mobile and fluid world, where language 
learners move in and out of online and offline contexts (Darvin & Norton 2015). 
This model recog nizes how the skills, know ledge, and resources learners possess 
are valued differ ently in these multiple spaces. As learners are able to inter act with 
others from differ ent parts of the world that share specific interests, language 
learners are exposed to a range of belief systems and world views. To draw atten-
tion to how these ideo lo gies operate on micro and macro levels, this model 
exam ines both commu nic at ive events and commu nic at ive prac tices. Institutional 
processes and patterns of control shape what become regular prac tices, but it is in 
specific instances or events that learners are able to ques tion, chal lenge, and 
repos i tion them selves to claim the right to speak. Our model thus locates invest-
ment at the inter sec tion of iden tity, capital, and ideo logy, in order to provide a 
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window on the ways in which struc tures of power work, while finding oppor-
tun it ies for language learners to exer cise agency (see Figure 2.1).

In our model, Darvin and I refer to ‘ideo lo gies’ as ‘domin ant ways of think ing 
that organ ize and stabil ize soci et ies while simul tan eously determ in ing modes of 
inclu sion and exclu sion’ (Darvin & Norton 2015: 72). Neoliberal ideo logy, for 
instance, upholds the suprem acy of market forces and the pursuit of profit 
(Duchêne & Heller 2012). Ideological assump tions guide the choices people 
make until these assump tions become ‘common sense’, and repeated actions 
become ‘prac tice’. Hence, ideo logy is construc ted and main tained through the 
impos i tion of power, hege monic consent, and the repe ti tion of prac tices. In the 
same way, language ideo lo gies that priv ilege English, for instance, are repro-
duced through language policies construc ted by govern ments, the acqui es cence 
to such policies, and the use of English in differ ent discourses with limited forms 
of resist ance.

As learners navig ate across online and offline spaces, ideo lo gies collude and 
compete, shaping learner iden tit ies and posi tion ing them in differ ent ways, which 
comple ments the view of iden tity as multiple and fluid. In our research in Uganda, 
for example, we have found contrast ing ideo lo gies related to Ugandan English, in 
which some teach ers consider it ‘broken English’ and others consider it cultur ally 

FIGURE 2.1 Darvin and Norton’s 2015 model of invest ment
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18 Part 1. Students

appro pri ate (Early & Norton 2014). Depending on which teacher instructs a 
given class, language learners may consider them selves either inad equate or 
highly compet ent, or vacil late from one teacher to the next. As such, the model 
recog nizes that the value of a learner’s economic, cultural, or social capital shifts 
as it travels across time and space. However, the value of capital is subject to but 
not completely constrained by the ideo lo gies of differ ent groups or fields. As 
Bourdieu (1991) notes, it is only when differ ent forms of capital are perceived  
and recog nized as legit im ate that they become symbolic capital. It follows that 
the extent to which teach ers are able to recog nize the value of the linguistic or 
cultural capital learners bring to the classroom—their prior know ledge, home 
literacies, and mother tongues—will impact the extent to which learners will 
invest in the language and liter acy prac tices of their classrooms.

English language learn ing across global sites

Drawing on my collab or at ive research on iden tity and English language learn ing 
across global sites, I will now illus trate the ways in which the 2015 model of iden-
tity and invest ment can help to inform theory and prac tice in English language 
educa tion. Of central interest in the model is the inter play of iden tity, capital, and 
ideo logy, and the condi tions under which language learners invest in the language 
and liter acy prac tices of their classrooms. The model extends the ques tion, ‘To 
what extent are learners inves ted in the language and liter acy prac tices of their 
classrooms and communit ies?’ to a wider range of ques tions, as given below. These 
ques tions will then be discussed in greater detail with refer ence to my research in 
Canada, Pakistan, Uganda, and Iran, where chil dren, youth, adoles cents, and 
adults, respect ively, navig ated their rela tion ship to the English language.

1. What do learners perceive as bene fits of invest ment, and how can the capital 
they possess serve as afford ances for learn ing?

2. What systemic patterns of control (policies, codes, insti tu tions) make it diffi cult 
for learners to invest and acquire certain capital? How have prevail ing ideo lo-
gies struc tured learners’ invest ments?

3. What are learners’ imagined iden tit ies? How do these impact their invest ment 
in differ ent language and liter acy prac tices?

Young English language learners in Canada

In my research with Archie comic readers in Canada (Norton & Vanderheyden 
2004), I collab or ated with Karen Vanderheyden to examine the invest ments of 
young girls and boys in Archie comic books, written in English. The readers 
were approx im ately 9–11 years of age, and were both native speak ers of English 
and migrant English language learners. We learnt from some of the migrants that 
it was comic book reading, more than any other activ ity, which had advanced 
their English skills, and that they engaged in trans lin gual prac tices (Canagarajah 
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2013), in both the mother tongue and English, when discuss ing Archie comics 
with peers from their migrant community. Native speak ers also provided 
import ant insight into the rela tion ship between Canadians and migrant students. 
A boy we called Dylan, for example, defined newcomers to Canada as ‘kids with 
English prob lems’, and shared an intriguing reflec tion on why popular culture 
can improve rela tion ships between native and non- native speak ers of English:

Karen:  I want to find out one more thing. You’ve got ESL kids and a 
lot of them hang out with their own group of friends. Then 
you’ve got English- speak ing friends and they hang out together. 
Is popular culture like Archie a good way of bring ing kids 
together?

Dylan:  Well, yes because I know that one reason most of the kids with 
English prob lems and kids with good English don’t relate is 
because the English kids seem to think that either they are 
stupid because they can’t speak English which is totally a 
miscon cep tion or they’re not like them and they’re kind of 
pushed away by that.

Karen:  So that’s what you think, that it’s a good way ‘cause they can 
talk to each other?

Dylan:  ’Cause it would give them some thing to realize that these kids 
like some things that they like, that they are kids who like 
things that other kids like, which is a way of bring ing them 
together.

With refer ence to the ques tion given above, ‘How have prevail ing ideo lo gies 
struc tured learners’ invest ments?’, we have much to learn from young Dylan. 
First, although the current liter at ure in the field (Blackledge & Creese 2009; May 
2014) reflects the ideo lo gical posi tion that English language learners should be 
posi tioned as valued ‘multi lin gual’ learners rather than as defi cient ‘ESL’ learners, 
the comment from Dylan suggests that this ideo lo gical posi tion has had little 
penet ra tion in his school and community. Multilingual students are still, for 
Dylan and his peers, ‘kids with English prob lems’ who are some times considered 
‘stupid’. Clearly, this ideo lo gical posi tion would have impacted how young 
migrants saw them selves in Dylan’s school, and how they perceived their power 
relat ive to native speak ers.

Second, with refer ence to the ques tion, ‘What do learners perceive as bene fits 
of invest ment, and how can the capital they possess serve as afford ances for learn ing?’ 
the data is more prom ising. Implicit in Dylan’s comments is that if the social 
capital of English language learners is to be enhanced (leading to more regular 
inter ac tion with native speak ers and enhanced language learn ing), there needs to 
be invest ment on the part of both native speak ers and language learners. In other 
words, both the native speaker and the language learner need to appre ci ate that 
bene fits can accrue from their mutual inter ac tion. As Dylan said of migrant 
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students, ‘they are kids who like things that other kids like, which is a way of 
bring ing them together.’ Dylan suggests that it is the common interest in Archie 
comics that can provide this dual invest ment, and that language learners’ know-
ledge of Archie comics (their cultural capital) could serve as an afford ance for 
learn ing and social engage ment. This finding has signi fic ant implic a tions for 
classroom prac tice and the import ant role that teach ers can play in provid ing 
oppor tun it ies for young non- native English speak ers to inter act product ively 
with young native speak ers.

Pakistani youth as English language learners and tutors

In my research with Farah Kamal in Pakistan (Norton & Kamal 2003), we 
examined the invest ments in English of middle- school students aged approx im-
ately 12–14 who, while English language learners them selves, had been active in 
teach ing English to young orphans from Afghanistan. In rela tion to the ques tion 
on the bene fits of invest ment, students discussed the perceived useful ness of 
English, both locally and inter na tion ally, in advan cing the speaker’s cultural, 
economic, and social capital. As Shahida said:

The English language is an inter na tional language spoken all over the 
world and it is the language of science. Therefore to promote their educa-
tion and aware ness with modern tech no lo gies, it is import ant to teach [the 
Afghanis] English.

Pakistani students noted that know ledge of English would enable the Afghan 
chil dren to commu nic ate directly with people all over the world, without the 
help of trans lat ors, and explain to the wider community how much they had 
suffered. Fariha’s comments have import ant implic a tions for ideo lo gical posi tions 
taken up in the inter na tional community, in which English often serves as a 
lingua franca:

English is the language spoken commonly. This language is under stood 
through out the world. If the Afghan chil dren learn English, know English, 
speak English, they will be able to discuss their prob lems with the people 
of the world.

With regard to cultural capital asso ci ated with English, students such as Jamshed 
noted further that English serves as a common language not only across nations 
but within nations, which in turn has import ant implic a tions for both an indi-
vidual and a nation’s imagined iden tity:

We choose this as our next step because English is the inter na tional and 
global media language and most of the Afghan immig rants do not know 
English and have no partic u lar language to commu nic ate with local 
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[Pakistani] people. Therefore we choose this as the next step so they can 
commu nic ate with local people.

With regard to the model of invest ment, what we learn from these young 
Pakistanis is that Pakistan youth, as tutors, were highly inves ted in teach ing 
English to the Afghani chil dren because they had learnt that language, and 
English in partic u lar, is central to the exer cise of power, both locally and inter-
na tion ally. Of interest in our study was some evid ence of resist ance to this ideo-
lo gical posi tion.

Adolescent English language learners in Uganda

Turning now to my long traject ory of research in the African country of Uganda, 
one partic u larly inter est ing research parti cipant was Henrietta, an 18-year- old 
female student who parti cip ated in a study on the use of digital resources for 
HIV/AIDS educa tion and enhanced English language learn ing (Norton, Jones, 
& Ahimbisibwe 2011). Henrietta lived in a rural Ugandan village that had limited 
elec tri city and no running water, with a per capita income of less than $1 a day. 
In the study, we brought Henrietta and her peers to an Internet café in a neigh-
bour ing town to research HIV/AIDS. By working on this task, Henrietta and 
other students were able to develop the skills of navig at ing the web to find the 
inform a tion they needed, while at the same time improv ing their English skills. 
During data collec tion, Henrietta noted that her ‘main interest in learn ing more 
about computers is to know how they use Internet, to commu nic ate to people in 
the outside coun tries’. She stated her belief that know ledge gained through the 
Internet would enhance self- know ledge, as she would learn more about herself 
‘through sharing view with Canadian people’. Her fervent desire to ‘ join the 
group of know ledge able people in the world’ indexes a power ful imagined iden-
tity that helped struc ture her invest ment in the language and liter acy prac tices of 
the digital liter acy course.

Ron Darvin and I have noted, however, that Henrietta’s oppor tun it ies to 
develop her liter acy and to continu ally engage in transna tional conver sa tions in 
English may be highly restric ted (Darvin & Norton 2015). Not only is Henrietta’s 
own economic capital limited, but the tech no lo gical infra struc ture of her local 
community is poorly resourced. In this case, both her own social loca tion and the 
economic posi tion of rural Uganda constrain access to the tech no logy neces sary 
for Henrietta to master literacies relev ant to the know ledge economy. It is for 
situ ations such as this that our model of invest ment incor por ates what we have 
called ‘systemic patterns of control’. While Henrietta may be driven by a strong 
desire to learn more about computers and to connect more regu larly with other 
people, her social loca tion makes it very diffi cult for her to enter these new spaces 
of social iz a tion. Even though her desire to engage in transna tional conver sa tions 
can be seen as a way to increase her social capital, the perceived benefit may not 
be sustain able.
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Because discourses of glob al iz a tion construct Henrietta’s own concep tions of 
what is valu able or not, she posi tions herself as inad equate, as one who is not suffi-
ciently ‘know ledge able’. Such data is illus trat ive of the rela tion ship between iden-
tity and ideo lo gies that priv ilege the global over the local, and in which the global 
North is seen as more know ledge able than the global South. As Henrietta seeks 
to gain access to afford ances of learn ing like devices and books, systemic patterns 
of control will also hinder this access. These include the limited alloc a tion  
of tech no logy budgets to local schools, and connectiv ity chal lenges in rural 
Uganda. Ideologies that priv ilege urban vs. rural, middle vs. lower class, or male 
vs. female will also further limit oppor tun it ies for Henrietta to achieve her 
imagined iden tity.

In terms of linguistic capital, although she speaks English, a common language 
of the Internet, Henrietta’s access to valued forms of English is also restric ted. 
Interestingly, what she finds partic u larly appeal ing about the Internet is that  
it gives her the oppor tun ity to ‘under stand more about English language’. As  
she notes, ‘I got commu nic a tion. I have learnt the English language because  
the English in Internet has been very create and it has arranged prop erly.’ How 
others will posi tion her as a teenage girl from rural Uganda will shape the 
dynam ics of their inter ac tion, and the value of her linguistic capital may be 
uneven, as exem pli fied by Blommaert’s data from his young Tanzanian friend, 
Victoria (Blommaert 2003).

Adolescent and adult English language learners in Iran

In a very differ ent part of the world, Mehri Mohammadian and I recently 
conduc ted research on the appeal of English language insti tutes (ELIs) for Iranian 
adoles cents and adults (Mohammadian & Norton in press), which provides 
further insight into iden tity and English language learn ing inter na tion ally. ELIs 
in Iran are fee- char ging insti tu tions of varying sizes, which seek to provide a 
more commu nic at ive language curriculum than that avail able in Iranian schools. 
School- aged language learners attend English classes at ELIs after school hours, 
usually from 6 to 8 p.m, and enjoy the flex ib il ity of the ELI curricula. Our 2012 
pilot study focused on inter views with admin is trat ors at five ELIs in Shiraz,  
Iran, most of whom would agree with the follow ing comment from one of the 
admin is trat ors:

The students directly, after finish ing school, come here and they are so 
tired, but they come with interest because they like it! Because the system 
is totally differ ent from the public schools. Here, we have more flex ible 
tech niques and ways of teach ing.

We also found that the number of female students at ELIs is far greater than that 
of male students, suggest ing that female students are partic u larly inves ted in the 
oppor tun it ies that ELIs provide. This finding is also consist ent with research 
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around the globe that suggests the learn ing of English may be asso ci ated with the 
desire for greater gender equity (Kobayashi 2002). In the context of Iran, young 
women have limited mobil ity, and going to cinemas, restaur ants, or coffee shops 
with friends is gener ally not an option approved by parents. For such famil ies, 
English classes are a partic u larly desir able form of outdoor recre ation and a place 
where young women can exper i ence a differ ent world.

We also learnt that Iranian students have diverse invest ments in learn ing 
English, includ ing being able to find inform a tion from differ ent sources on the 
Internet; continu ing educa tion abroad; getting schol ar ships; finding better jobs; 
trav el ling to foreign coun tries; or living abroad. Their parti cip a tion in English 
classes at ELIs is not mandat ory, but they are eager to learn English and ‘they 
come with interest’, as noted above. As for the adult language learners, we also 
found a range of invest ments in language learn ing. One admin is trator explained,

People like to learn English because it’s an inter na tional language and it 
means a pass word for them to gain status. If they want to be some body, to 
go abroad, to have new oppor tun it ies, they have got to learn the English 
language.

Such comments provide further evid ence of the rela tion ship between invest ment, 
iden tity, and capital, and support the argu ment that the imagined iden tity of a 
learner, whether a child, youth, adoles cent, or adult, is partic u larly salient to 
invest ment in English.

Pedagogical implic a tions

It is evident from recent public a tions (Mahboob 2010; Moussu & Llurda 2008; 
Selvi 2014) that debates on English language learn ing have shifted dramat ic ally 
to a focus on multi lin gual ism and transna tion al ism (Canagarajah 2013), and that, 
in the applied linguist ics liter at ure, there is increas ing interest in English as a 
lingua franca, and its implic a tions for iden tity ( Jenkins 2007). Such research 
suggests that there is a need for innov at ive approaches to classroom pedagogy, 
teacher educa tion, and language policy. How should the English teacher, whether 
native or non- native, develop classroom prac tices that promote invest ment  
by language learners, and enhance the range of iden tit ies avail able to them? In 
posing these ques tions, teach ers of English are encour aged to design learn ing 
activ it ies that recog nize the rich diversity of learners, and affirm the know ledge, 
languages, and iden tit ies that they bring to the classroom. Learners who may be 
margin al ized by virtue of race, gender, ethni city, or social class can be helped to 
reframe their rela tion ship with others in order to appro pri ate more power ful 
iden tit ies from which to speak, read, and write English, both on and offline 
(Motha 2014).

The follow ing examples, drawn from research with English language learners 
and teach ers in Hong Kong, Chile, the USA, and Mexico, are illus trat ive of the 
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ways in which English teach ers have developed classroom prac tices that enhance 
learner invest ment in the English language and expand the range of iden tit ies 
avail able to both learners and teach ers. What these methods have in common is 
innov at ive pedago gies with respect to ‘audi ence’, which is index ical of find ings 
of the Archie comic research, discussed earler.

Hafner (2014) (see also Hafner and Miller, Chapter 11) describes a compel ling 
study in which univer sity students incor por ated digital liter acy in their learn ing 
of scientific English, and provides convin cing evid ence that the students were 
highly inves ted in these pedago gical prac tices. Students were required to develop 
a project in which they conduc ted a simple scientific exper i ment and then repor ted 
their find ings in two formats—one as a multimodal scientific docu ment ary shared 
on YouTube for an audi ence of non- special ists, and the other as a written lab 
report for an audi ence of special ists. The students combined a range of modes to 
develop the appro pri ate iden tit ies with which to engage the non- special ist audi-
ences, from that of scient ist and invest ig at ive journ al ist to that of curious trav el ler. 
Hafner describes how each of these iden tit ies indexed differ ent purposes, from 
educat ing the audi ence to enter tain ing it, and the students needed to harness 
diverse semi otic modes, includ ing image and sound, to achieve desired effects.

With respect to exper i ment ing with ‘audi ence’ in a very differ ent context, the 
research of Menard-Warwick, Heredia–Herrera, & Palmer (2013) on teacher 
iden tity and online pedagogy in Chile and the USA illus trates the ways in which 
English teach ers, both native and non- native, can navig ate product ive rela tion-
ships to the English language. In an audi ence- oriented online Internet chat 
exchange between prospect ive teach ers study ing English in Chile and Californian 
gradu ate students who served as tutors, the research ers found that it was not the 
native language of the tutor that led to differ ences in online discus sion, but rather 
a given tutor’s partic u lar orient a tion to cultural issues. One non- native tutor, 
Eugenia, for example, had a more global orient a tion to educa tional and polit ical 
issues, while the native speaker tutor, Dionne, had a more local orient a tion. 
Particularly inter est ing was the finding that the Chilean language learners were 
no more appre hens ive about accur acy when the audi ence was the native speaker 
rather than the non- native speak ing tutor, suggest ing that relat ively equit able 
power rela tions can be estab lished in online communit ies.

Drawing on research with three non- native English teach ers in Oaxaca, 
Mexico, Sayer (2012) describes vividly the prac tices adopted by these teach ers as 
they sought greater legit im acy in their classrooms and communit ies. Sayer, for 
example, described the activ it ies of one teacher, Carlos, who made innov at ive use 
of role- play in the classroom and provided learners with the oppor tun ity to 
exper i ment with a variety of English speaker iden tit ies and audi ences in a ‘Black 
Horse Restaurant’ in the classroom. Although the students did not remem ber all 
the vocab u lary and struggled with some gram mat ical expres sions, Carlos was 
excited that the students ‘really got into it’ (p. 48) and sought to apply in prac tice 
what they had learnt theor et ic ally in class. Sayer noted that the three teach ers’ 
engage ments with the language did not simply comprise their compet ence with 
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respect to the linguistic forms of English, but also evoked what he called ‘their 
whole biograph ical history with the language’ (p. 79), such as the oppor tun it ies 
the teach ers had had to travel outside Mexico. It is clear that the teach ers’ know-
ledge of English as both a linguistic system and a social prac tice was implic ated in 
their perceived legit im acy as English teach ers, and in their students’ invest ments 
in the language prac tices of the English classroom.

Concluding comments

My research and that of colleagues inter na tion ally suggests that language learner 
invest ment is import ant for English language learn ing, and that it is useful to 
invest ig ate invest ment with respect to the constructs of iden tity, capital, and 
ideo logy. Further, the range of research discussed, across a wide variety of global 
sites, supports the view that invest ment is enhanced when the pedago gical  
prac tices of the teacher increases the range of iden tit ies and audi ences avail able  
to language learners, whether face- to-face, digital, or online. Such find ings have 
import ant implic a tions for research (De Costa & Norton 2016) as well as for 
classroom pedago gies that promote greater agency on the part of learners (see 
Wen, Chapter 7). Drawing on research discussed in this chapter, English teacher 
educa tion programmes are encour aged to provide language teach ers with greater 
oppor tun it ies to explore language as both a linguistic system and a social prac tice. 
Such programmes should encour age teach ers to harness the social, cultural, and 
linguistic capital that language learners already possess, and to better under stand 
their hopes for the future. As the owner ship of English is increas ingly asso ci ated 
with all who speak it in the global community, an exam in a tion of the iden tit ies 
and invest ments of English language learners provides much insight into the 
many faces of English inter na tion ally.
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