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Abstract 
 
Study abroad experiences are often seen as being good for, or even necessary for, 

attaining a high level of second language (L2) proficiency. However, not all students 

achieve the same level of L2 proficiency from their study abroad, in part due to their 

second language investment. Using Darvin and Norton’s (2015) theory of investment, 

and expanding on this theory with Bucholtz and Hall’s (2005) identity principles, 

investment is comprised of the complex interaction between the learners’ identities, 

capital, and the ideologies of both the learner and their language learning context. 

The present study investigated how study abroad students invested in the target 

language (TL) and in TL-mediated practices while on a semester-long study abroad at 

the University of Otago, New Zealand. Over the course of one university semester five 

study abroad students engaged in a journaling and interview process, which also 

included the creation of photo narratives and social maps. Using a case study 

approach, this study found that participants had many investments in the different 

fields of the study abroad context, each for a different desired outcome. Some 

investments that participants made were to acquire, or participate in, the target 

language; however other investments were made to attain specific material or 

symbolic capital, or to have a desired L2-mediated identity emerge. Further, 

participants gained other desirable material and symbolic capital through emergent 

L1-mediated identities. Alongside participants’ successful investments, this study 

examines when participants were unable to invest, and when their investment did not 

attain them the capital they had expected. The study concludes by using these 

findings to provide recommendations for future study abroad students, study abroad 

advisors, and implications for further research. 
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1. Introduction 
 

Study abroad in New Zealand is becoming more popular than ever before, with a 

176% increase in the number of international students over the past twenty years 

(MBIE, 2018). In 2017, New Zealand hosted over 90,000 international students, 

approximately 75% of whom were from non-native speaking English countries (MBIE, 

2017). The University of Otago, located in Dunedin, New Zealand, has many types of 

international students; however, this study focuses on those who attend the 

University for one or two semesters on study abroad from one of the University’s 105 

student exchange partners.   

Both in New Zealand and internationally, study abroad is often promoted as 

an ideal language learning setting, where students have unlimited opportunities for 

native speaker interaction and will improve their second language (L2) profiency 

accordingly (Dewey et Al, 2014; Rivers, 1998; Byram & Feng, 2006; Juan-Garau & 

Perez-Vidal, 2007). Previous research in study abroad has often “fostered and 

reinforced … the favourable learning outcomes of study abroad” (Mendelson, 2004, 

p. 43), as some research has found that most study abroad students improve their L2 

more than their peers who stay at home (e.g. Freed, 1995; Freed, Segalowitz, & 

Dewey, 2004; Huebner, 1995; Segalowitz & Freed, 2004; Howard, 2005; 2006). 

Other previous research has found that, on average, students significantly improve 

their L2 on study abroad (e.g. Lennon, 1990; Regan, 1995; Guntermann, 1995; Evans 

& Fisher, 2005). These studies are overwhelmingly focused on testing students’ pre- 

and post-study abroad L2 proficiency and averaging their results, ruling out any 

individual variability. In doing so, the study abroad experience can appear to benefit 

all students’ language learning.  

However, not all students improve their second language while on study 

abroad, and other study abroad research focuses on why some students improve their 

L2 more than others. The variability of study abroad language learning outcomes can 

be explained through students’ L2 identities and L2 investment (Norton, 2000; 2013; 

Darvin and Norton, 2015; Block, 2014). L2 identities often refer to students’ 

demographics such as gender (e.g. Siegal 1994; 1995; Talburt & Stuart, 1999; 
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Kinginger, 2008), or nationality (e.g. Jackson 2006; 2008; Patron, 2007; Giroir, 

2014); however, identity can also refer to the variety of different positions or roles 

that an individual enacts within a society (e.g. Norton, 2000; 2013). In study abroad 

contexts, a student’s identities can show us how they are positioned within that 

society, and how these positions may qualify or exclude them from language learning 

opportunities. The variability of study abroad language learning outcomes can also be 

explained through students’ L2 investment. Investment refers to a students’ 

relationship to their second language and the language learning context (Norton, 

2013; Darvin & Norton, 2015). In study abroad contexts, a students’ investment can 

help us understand their changing desire to learn their L2 and to engage with the 

target language context, and how these desires are challenged by the students’ 

habitus and the contexts’ ideologies.  

Previous research has used identity theory to describe students’ study abroad 

experiences in a variety of different countries, including France (Wilkinson, 1998; 

Kinginger & Farrell Whitworth, 2005; Kinginger, 2004; 2008), Russia (Polanyi, 1995; 

Pellegrino Aveni, 2005), and Australia (Patron, 2007; Dolby, 2004). Despite the 

growth of international student numbers, there is little previous identity research that 

takes place within the New Zealand context (notable exceptions include Benson, 

Barkhuizen, Bodycott & Brown, 2013, and Barkhuizen, 2017). Further, there is 

minimal research that uses L2 investment to describe study abroad experiences as it 

has most commonly been used to describe the experiences of immigrant language 

learners (e.g. Norton Pierce 1995; Norton 2000; 2013; Block, 2006a; Goldstein, 

1996).  

This study will use Darvin and Norton’s (2015) theory of investment, 

supplemented by Bucholtz and Hall’s (2005) identity principles, to present and 

interpret the experiences of five study abroad students who attended the University of 

Otago for the second semester of 2017. The five participants completed an interview 

and journaling process, which also entailed the creation of social maps and photo 

narratives. Through these different data collection processes arose case studies for 

each participant which centre on their variety of successful and unsuccessful 

investments in the Dunedin context. 
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Chapter 2 provides a review of the relevant theories to the present study, 

followed by a review of the previous identity and study abroad research, and 

concludes with the research questions that guide this study. Chapter 3 explains the 

research methods of this study: introducing the participants and the context, 

explaining the data collection process, and describing the data analysis process. 

Following this the research positioning, reliability and validity, and ethical 

considerations are addressed. Chapter 4 presents the findings of this study though a 

case study approach. Each case study presents an amalgamation of one participant’s 

interview data, journal data, photo narratives, and social map to describe 

participant’s material and symbolic capital, understanding of ideologies, L1 and L2 

identities, and investments in the Dunedin context. Chapter 5 features a discussion of 

the findings, comparing participants’ investments through the research questions of 

this study. Chapter 6 concludes the study with a summary of the important findings, 

presents the study’s limitations, and provides recommendations, derived from this 

study’s’ findings, for future study abroad students, advisors, and implications for 

future research.  
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2.  Literature Review 
 

This review focuses on theory and research relating to the role of identity and 

investment in language learning on study abroad. Firstly, study abroad is defined and 

some common assumptions about study abroad experiences are presented. Secondly, 

the merits and drawbacks regarding three metaphors for learning are presented. 

These metaphors are acquisition, participation, and development. Thirdly, Darvin and 

Norton’s (2015) theory of investment is explained along with the theory’s relevance 

to study abroad contexts. Following this, some potential problems for this theory, 

concerning the relationship between identity and investment, are addressed. Next, 

previous identity and study abroad research is discussed and divided into four 

common research areas: sexual harassment, gendered activity, national identity, and 

other identity research. Finally, the research questions that have guided this study are 

presented.  

 

2.1 Study Abroad and Assumptions 

Study abroad experiences are “temporary sojourns of pre-defined duration, 

undertaken for educational purposes” (Kinginger 2009, p. 11). Experiences typically 

last between six weeks and one year, and can occur at primary, secondary or tertiary 

levels of education. Study abroad, at the tertiary level of education, has historically 

been considered as highly beneficial for students’ personal development – in 

developing “intercultural knowledge and adaptability” (Mapp, 2012, p. 727), in self-

re-identification and re-consideration (Bian, 2013), in personal growth (Harper, 

2018), and in developing self-efficacy and self-esteem (Cubillos & Ilvento, 2013; 

Hutteman et al., 2015). Employers	often	“value	the	global	competencies	students	

develop	through	the	experiential	learning	that	happens	abroad”;	thus	a	study	abroad	

experience	can	be	beneficial	in	students’	futures	(Brandauer	&	Hovmand;	2013,	p.	109).		

Study	abroad	experiences	are	also	promoted	as	being	excellent	for	improving	L2	

proficiency:	“the optimal environment for second language acquisition is the long-

term, in country residence” (Rivers, 1998, p. 492).  Some professionals believe that 

“true functional competence in a foreign language … is nearly impossible to achieve 

without a sojourn abroad” (Rivers, 1998, p. 492), while other noted benefits include 
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students “mastering a modern language” (Goodwin & Nacht, 1998, p. 16), and 

obtaining “the linguistic and cultural skills necessary to successfully interact with 

those of other cultures” (Byram & Feng, 2006, p. 34). Study abroad experiences are 

seen as being good for, or even necessary for, second language learning. Juan-Garau 

and Perez-Vidal (2007) provide three reasons why they believe students will 

“significantly improve” their L2 on study abroad: study abroad experiences give 

students a large amount of time to spend in a target language environment, they also 

provide speaking practice as students get “a variety of things done in a foreign 

language”, and they offer students “truly authentic conversations with a variety of 

speakers” (Juan-Garau & Perez-Vidal, 2007, p. 119). 	

However, Juan-Garau and Perez-Vidal’s (2007) assumption that students will 

improve their L2 on study abroad is conditional – students can be expected to 

improve as long as they “are willing to make the effort” (Juan-Garau & Perez-Vidal, 

2007, p. 119). This condition raises a problem – we cannot “will” something to 

happen. To say that language learning will occur if an individual is willing to put in 

effort isolates language learning from all external factors to focus solely on learners’ 

levels of motivation.  

Previous study abroad research has found that not all highly motivated, or 

“willing”, study abroad students improve their L2 profiency on study abroad. In 

Isabelli-Garcia’s (2006) research, three of four participants showed both high levels of 

motivation to learn Spanish and gains in their spoken Spanish proficiency; however, 

one participant (Jennifer) showed high levels of motivation but showed “no progress 

in her overall oral proficiency” (p. 253). Talburt and Stuart (1999) focus on Misheila, 

an African-American female on study abroad in Spain. Misheila’s study abroad goals 

were to improve her Spanish and learn about the culture, however she found 

language learning on study abroad challenging. Both studies present study abroad 

students who are “willing” to put in effort; thus, according to Juan-Garau and Perez-

Vidal’s (2007) assumption, both students should have acquired more of their L2. 

However, both students struggled to learn Spanish on study abroad due to their 

negative relationships with their study abroad contexts.  

Jennifer was “willing” to put in effort, but she felt increasingly “isolated and 

separated from the new Argentine culture” (Isabelli-Garcia, 2006, p. 252). She felt 
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that her opportunities to improve her Spanish were limited, and was irritated by the 

culture and ideologies of Argentina, specifically how they treated women. She felt 

that the way she was positioned as a woman in the Argentine culture clashed with 

her American ideologies and identities. Ultimately, Jennifer withdrew socially and 

mainly interacted with her American exchange cohort. Although beginning her 

exchange as a “willing” language learner, Jennifer’s’ opportunities for improving her 

Spanish became limited: she did not want to interact with Spanish speakers because 

of how she was positioned by them, and further because of her negative feelings 

about the position she occupied. 

Similarly, Misheila struggled with her study abroad environment – after only a 

week she declared that she was “not in a hurry to ever get back to Spain” (Talburt 

and Stuart, 1999, p. 168). Misheila felt she was in a marginalized position within the 

study abroad context, due her genderized and racialized experiences interacting with 

its members. She felt that Spanish males sexualized her identity as an African-

American female. She tried to find a rapport with her American exchange cohort; but 

when discussing these issues, she often felt that her talk of marginalization was left 

unheard. Misheila felt separate from the study abroad environment, and withdrew 

from interacting with members of the target language. While Misheila was originally 

a willing learner, she felt marginalized due to her identity as an African-American 

woman.  

The study abroad context can hugely effect learners’ ability to acquire a second 

language – even if willing students put in significant effort, they may not always 

acquire the target language. The study abroad context may position students in ways 

that limit their language acquisition opportunities. In other words, the student does 

not learn in isolation, but rather within a specific context; so understanding students’ 

relationship to their context can help us understand their desire and ability for 

language learning.  

 

2.2 Acquisition, Participation, and Development 

Before we can discuss why language learning may or may not occur on study abroad, 

we need to clarify what we mean by learning. Sfard (1998) discusses two metaphors 

for learning – the acquisition metaphor and the participation metaphor. The 
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acquisition metaphor encompasses views of learning where the human mind is seen 

as “a container to be filled with certain materials and about the learner as becoming 

an owner of these materials” (Sfard, 1998, p. 5). Knowledge is seen as a possession, 

and as students learn more concepts (basic units of knowledge) they are adding to 

and re-shaping the knowledge they possess. Thinking of knowledge as a possession 

means that knowledge has a sense of permanence – once something is learnt, the 

learner has obtained that knowledge and that knowledge is forever theirs. Within the 

acquisition metaphor, language proficiency can be highly valued, and “not only 

knowledge, but also the means for gaining it, counts as a highly prized possession 

that, if of a superior quality, can make the possessors themselves superior to others” 

(Sfard, 1998, p. 8). Describing language as a valuable possession makes language a 

form of cultural capital, one that often has a high symbolic value. Under the 

acquisition metaphor, the means of acquiring a language can also have a high 

symbolic value.  

On the other hand, the participation metaphor encompasses views where 

learning is constant action, where the “permanence of having gives way to the 

constant flux of doing”; where “knowledge” cannot be held, but is replaced with the 

continuous act of “knowing” (Sfard, 1998, p. 6). The process of learning is about 

becoming a participant in a certain practice, and knowing is shown through 

participating, belonging, and communicating. Because the participation metaphor 

emphasises constant action, it does not allow for “the permanence of either human 

possessions or human traits”, meaning the learner’s “knowing” is constantly changing, 

and that the learner is constantly changing also (Sfard, 1998, p. 8). According to 

Sfard, the desirable effects of this “constant flux” of action are that a learner’s “actions 

can be clever or unsuccessful, but these adjectives do not apply to the actors” – all 

actions are seen as being possible for learners, no matter whether they have had 

previous successes or failures (Sfard, 1998, p. 8).  

 Sfard does not promote one metaphor over the other, but rather describes the 

need for both: not all learning contexts should be, or even could be, defined by just 

one metaphor. Sfard’s (1998) focus is on classroom learning, and using the 

metaphors to describe teachers’ and researchers’ camps of thought. However, this 

research will use Sfard’s (1998) metaphor in a different manner – rather than 
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discussing the teachers view of learning, it will be used to help us describe how 

learners think about the language learning process.  

Learners often have different views of what language is and what learning is. 

McMahill (2001) focuses on female Japanese learners of English who all participated 

in a feminist English class. McMahill often discusses the students’ motivations and 

goals for learning. Some of the learners were motivated by their desire to participate 

in “discourses of feminism” that were facilitated in English (McMahill, 2001, p. 310). 

Becoming a participant in these feminist discourses was part of their desire to 

“participate more actively in international events” (McMahill, 2001, p. 310). For 

these participants, learning English was about participating and communicating 

within a desirable community. For other participants, knowledge of English was a 

valued possession that would give them “an edge in their careers” and help them 

“achieve greater economic independence in a sexist job market” (McMahill, 2001, p. 

307). These participants wanted to use English to acquire more status and power for 

themselves as women in the workplace. In McMahill’s (2001) study, it is clear that 

some participants saw English and learning English through an acquisition 

perspective, focusing on the benefits that having a knowledge of English could give 

them; others saw English through a participation perspective, focusing on how 

English could enable them to be a participant in feminist discourse communities. In 

study abroad contexts, there is no classroom, and no teacher to decide how learning 

should take place. It is up to the students to decide on their own learning strategies 

and goals. Sometimes, learners’ decisions can seem arbitrary; however, considering 

how they view learning may help us understand these decisions. 

Larsen-Freeman (2014) promotes a further metaphor: second language 

development, or SLD. She believes that the term second language development 

(SLD), rather than second language acquisition (SLA), better denotes the phenomena 

of second language learning. Through a complex dynamic systems perspective, 

second language development promotes thinking of language as developing a resource 

or a skill, rather than acquiring a possession; including the possibility for progress and 

regress, and noting that language can never be fully acquired.  

There are two positive consequences that stem from re-terming second 

language acquisition as second language development. Firstly, language is seen as an 
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“ever-developing resource”, rather than “something to be acquired once and for all” 

(Larsen-Freeman, 2014, p. 494). With SLA, “the learner’s language development is 

pictured as a more or less linear development from zero to near-native, in gradual 

consecutive steps, as if the L2 slowly and neatly develops next to the L1” (de Bot, 

Lowie & Verspoor, 2005, p. 14). With SLD, language development is neither 

consistently linear nor positive. Language development is a process of continuous 

change, but includes both regress and progress as part of development (p. 495).  

The second consequence is that language learners will all have “individual 

developmental paths” (Larsen-Freeman, 2006, p. 594). Each learner’s developmental 

path will be influenced by their own choices and their specific contexts. When 

previous research takes groups of learners and compares averages, they ignore 

learners’ individuality. While all participants in a group may improve their second 

language proficiency over time, averaging their results eliminates their individual 

paths to language proficiency (Larsen-Freeman, 2006, 594). 

 SLD is helpful for thinking about the process of learning as a teacher or a 

researcher – it reminds us that learners can progress and regress as part of developing 

their second language, and further that all learners will have different trajectories. 

Within this study, participants L2 profiency growth and decline will be referred to as 

“developing” their L2; however, when referring to participants’ views of language 

learning, Sfard’s (1998) acquisition and participation metaphors will be used.  

Considering how learners view the target language and target language 

learning could be a step towards understanding why learners make certain learning 

decisions and embark on certain learning pathways. However, as discussed in the 

previous section, study abroad students do not make language learning decisions in 

isolation, but rather they are always acting within a study abroad context. 

Understanding a student’s relationship to their study abroad context can help us 

understand why students may, or may not, learn the target language. One way in 

which we can describe a student’s relationship to their context is through Darvin and 

Norton’s (2015) theory of investment.  
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2.3 Darvin and Norton’s Theory of Investment 

Darvin and Norton (2015) position investment at the intersection of three elements: 

identity, capital, and ideology. Darvin and Norton’s model describes how relations of 

power flow through and underpin each element, and how all of these elements 

interact in a complex manner to define a learner’s investment in the target language. 

To expand upon Darvin and Norton’s (2015) theory, the theoretical framework of 

Pierre Bourdieu (1986; 1991; 1992; 2000) will be used.  

 

2.3.1 Fields and Ideologies  

To explain the differentiation of society, Bourdieu describes society as being made up 

of different sectors: for example, the sector of sport, the sector of education, and the 

sector of the family (Crossley, 2005). These sectors can also have sub-sectors within 

them: the sector of education has the sub-sector of higher education. Each of these 

different sectors can be seen as their own world or field – each field will have its own 

rules of inclusion and exclusion, and each field will value different types of 

knowledge and skills (Crossley, 2005). Within the field of sports, knowledge of the 

rules of the game and the ability to play it well would have a high value. In this field 

of sports, knowledge of painting would be less valuable as it is not relevant; but 

knowledge of painting would have a higher value within the field of art. The value of 

an individual’s capital (i.e. their knowledge, resources, or skills) is relational: rather 

than being static, their capital has a different relation to each field, and each relation 

will have a different value. The value of an individual’s capital is therefore always 

subject to change - both as they move across different fields, and as individual fields 

change the amount of value ascribed to a type of knowledge or to a resource.  

 What is valued by a particular society or field is dictated by their ideologies: 

“dominant ways of thinking that organise and stabilise societies while simultaneously 

determining modes of inclusion and exclusion and the privileging and marginalisation 

of ideas, people, and relations” (Darvin and Norton, 2015, p. 44). Rather than being 

static, an ideology is an “arbitrary social construct whose arbitrariness and artificiality 

are underlined” (Bourdieu, 1990, p. 67) – essentially, ideologies are an arbitrary and 

artificial set of “rules” governing each field. A field’s ideologies not only value an 

individual’s capital; they can also place value on certain identities over others. In 
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fields that have a homophobic ideology, individuals with LGBTQ identities can be 

marginalized and therefore that identity has less value within that field. However, 

within the LGBTQ field, the same identity would have a greater value. In order to be 

a participant in a field, an individual needs two things: to have something that the 

ideologies of that field value, and an understanding of the “rules” of the field, with an 

ability to either work with, or around, these rules (Bourdieu, 1991). 

 In study abroad contexts, there are three elements of ideologies that are 

important: what the student thinks the L2 ideologies are, how these ideologies 

position the student based on their capital and demographic identities, and how the 

student feels about where they are positioned. Firstly, it is necessary to understand 

the ideologies of the L2 from the students’ perspectives, as it is their view of the 

ideologies, rather than what the ideologies seem to be from the researcher’s 

perspective, that affects students’ desire to become invested in the L2. Secondly, on 

study abroad, ideologies can affect what fields students can participate in. If students 

do not have desirable capital, they may find it challenging to become a participant 

within target language fields. Further, fields’ ideologies can marginalize students 

based on their demographic identity categories - such as race, gender, age, sexuality, 

and nationality. Thirdly, students can also find that the ideologies of their study 

abroad environment value them in new ways. If students believe that certain 

ideologies of the study abroad environment undervalue their identities or capital, 

they can refuse to participate in these fields and instead only interact with their 

exchange cohort.  

 

2.3.2 Habitus  

Habitus is defined by Darvin and Norton (2015) as “an internalized system shaped by 

ideology … by which people make sense of the world” (p. 45). They see habitus as a 

disposition we hold that frames our understanding of what is “reasonable and 

possible”, leading us to act in ways that align with our habitus (p. 46). However, 

Darvin and Norton’s explanation does not adequately define how habitus is formed. 

Our understanding of what is reasonable and possible for us to achieve is complex 

and comprises many components: including “all the kinds of social connections, 

achievements, attainments, and attachments one acquires from birth, whether by 
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formal or informal means” (Cregan, 2012, p. 104). In essence, our previous 

interactions and experiences constitute our habitus – both successful and 

unsuccessful. To add another level of complexity, each component is developed 

within a certain environment that has a set of ideologies. These ideologies control 

what is of value within that environment – what relationships are important, and 

what achievements are valuable. Sometimes ideologies have a dominant role in 

shaping habitus: some individuals may feel that their demographic identity controls 

their possibilities. However, our habitus is also formed by our experiences where 

ideologies have less of a dominant role. For example, there are two young male 

teenagers who both live in a society where their access to higher education is 

unquestioned. Both of these teenagers receive B-grades at high school, but one is 

praised by his family as intelligent and capable for achieving these grades, whereas 

the other is reprimanded and told that he is unintelligent and incapable. Even though 

both young males have the ability and means to pursue higher education, it is likely 

that the young male who was told he was incapable and unintelligent will hold this as 

part of his habitus and thus believe that higher education is not reasonable nor 

possible for him. Framed within a set of ideologies, every experience and interaction 

we have, and all our previous successes and failures, constitute our habitus and 

thereby frame how we think we can and should act.  

 One criticism of habitus is how it is static: as Bourdieu notes, habitus is “a 

system of durable, transposable dispositions” that call us to act in predictable ways 

(Bourdieu, 1990, p. 53). If habitus is “durable” rather than changing, and we are 

strongly disposed to act in certain ways due to our habitus, this implies that “there is 

no ‘real’ agency in the world” (Cregan, 2012, p. 105). Darvin and Norton (2015) use 

the concept of desire as a counterpart to habitus, and it is our desires that make us 

“compelled to act” and to “exercise our agency” (Darvin and Norton, 2015, p. 46). 

The desires of learners can be diverse: from wanting to be a participant in a field, to 

desiring financial or job security. A learner’s desires are more changeable than their 

habitus, and through desires learners’ can challenge their habitus and act in new 

ways to achieve these desires.  

 As habitus frames what we believe is reasonable and possible for ourselves, it 

can help us explain students’ patterns of action while on study abroad. Students who 
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have had negative language learning experiences in the past may struggle to 

participate in target language fields; or a student whose capital is rarely valued by 

any target language fields may stop attempting to participate in them. Habitus allows 

us to reflect upon learners’ past experiences and self-efficacy to help us understand 

learners’ actions. Understanding a student’s desires can be equally beneficial, as they 

can help us understand why learners may change a path of action or make decisions 

that could seem unlikely.  

 

2.3.3 Capital 

Capital is often referred to as the whole of an individual’s symbolic resources (e.g. 

knowledge and skills) and material resources (e.g. goods). While it can be useful to 

see capital as a bundle of resources an individual has at their disposal, it is important 

to keep in mind that some capital an individual cannot be easily disposed of, such as 

the family and class one is born in to, or the accent they have. Bourdieu (1986) 

organised forms of capital into three groups: economic, cultural, and social. 

Economic capital is essentially money or anything that is directly translatable into 

money; for example, “wealth, property, and income” (Bourdieu, 1986, p. 44). An 

individual’s economic capital is therefore the monetary value of everything they 

possess that is quantifiable. However, not all capital can be quantified and given a 

monetary value. The second type of capital is social capital: connections to networks 

of power - what is most commonly thought of as ‘friends in high places’ (Bourdieu, 

1986, p. 44). An individual who attended an elite university would be more likely to 

have connections to networks of power than an individual who left the education 

system at sixteen (Crossley, 2005, p. 32). An individual also has cultural capital, 

which encompasses education, knowledge, and “appreciation of specific cultural 

forms” - such as the appreciation of art, or the appreciation of sport (Bourdieu, 1986, 

p. 44). Bourdieu notes that cultural capital can exist in three different states: firstly, it 

can exist in an institutionalized state – referring to the recognition received by a 

certain institution, most commonly education. The possession of an advanced degree, 

or a degree from a prestigious university, can be a highly valuable form of 

institutionalized cultural capital (Crossley, 2005, p. 29). Cultural capital can also 

exist in an objectified state – referring to cultural capital that is ascribed to items 
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which an individual owns (Bourdieu, 1986, p. 44). This can include an individual’s 

paintings, music, or books, which within the right field could have a high value. 

Finally, cultural capital can exist in an embodied state in that an individual may 

have “valued competencies”, such as the ability to talk about art, or may show a 

“valued cultural bearing”, such as speaking with a ‘posh’ accent or conducting oneself 

in the ‘right’ way (Crossley, 2005, p. 30). Capital is not static – it can be added to and 

changed, and different forms of capital can often be converted in to one another. For 

example, the cultural capital of a degree can be converted to the economic capital of 

a well-paid job (Bourdieu, 1991, p. 14). Having a certain amount and trajectory of 

capital can give an individual power; however, as noted in the previous section, 

across different “sites” (Norton) or “fields” (Bourdieu), the same amount of capital is 

afforded different amounts of power. The ideologies of a field determine what forms 

capital will receive the highest values, and what capital will receive the least.  

  The capital of an individual within a certain field that is “perceived and 

recognized as legitimate”, thereby affording that individual power, is their symbolic 

capital (Darvin and Norton, 2015, p. 45). Symbolic capital, at its essence, is 

recognition –  the recognition received from a certain group which defines the 

“weight of different agents” (i.e. the amount of power they have) within a society 

(Bourdieu, 1991, p. 72). Symbolic capital is harder to ‘pin down’ than the other forms 

of capital, as it is often less localised: while an individual such as a professor may 

have a lot of power and prestige in their field of expertise, the existence of celebrities 

and lists such as Thirty under 30 signify the existence of symbolic capital that is less 

localised and which signifies “at least some degree of general societal value” 

(Crossley, 2005, p. 32).  

Symbolic capital can help us understand students’ experiences on study 

abroad: when coming to any new site, students “enter these spaces equipped with 

capital – for example, their own material resources, linguistic skills, and social 

networks—and are not empty vessels” (Darvin & Norton, 2015, p. 45). Students will 

bring with them the capital that they possess in their L1 fields, however it may not be 

valued within L2 fields equally. Therefore, “occupying new spaces involves not only 

acquiring new material and symbolic resources but also using the capital that learners 

already possess as affordances and transforming this capital into something that is 
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regarded as valuable in new contexts” (Darvin & Norton, 2015, p. 45). As study 

abroad students interact in different fields in the L2 environment, they renegotiate 

the value of their own capital while also further adding to and changing their capital 

through the social contact. 

  

2.3.4 Identity 

Norton (2013) defines identity as “the way a person understands his or her 

relationship to the world, how that relationship is constructed across time and space, 

and how that person understands possibilities for the future” (p. 45). As Norton has a 

poststructuralist conception of identity; she notes that identities are “diverse, 

contradictory, dynamic and changing over historical time and social space” (p. 4). 

However, Norton’s definition of identity as an individual’s understanding of their 

relationship to the world may not encompass how individuals can have identities 

ascribed to them. Norton (2013) notes one participant’s identity as an unskilled 

immigrant worker was ascribed to her by her lack of symbolic resources as observed 

by her co-workers:  

 

It was at these times that Eva was taken outside the workplace where she had 

been positioned as a ‘stupid’ person, only worthy of the ‘worst kind of job’ to a 

context in which her youth and charm were valued symbolic resources … Eva’s 

identity in the eyes of her co-workers became more complex and their 

relationship to her began to change … they recognised, in effect, that her 

identity was more complex than they had assumed, and they responded more 

favourably towards her.  

(Norton, 2013, p. 102-3). 

 

Eva perceptively understood that there was a relationship between the job she had 

and the way she was treated by her co-workers; however, it would be misleading to 

say that the identity that her position ascribed her was how she understood her 

relationship to the world. Firstly, this identity was not constructed by Eva but rather 

ascribed to her by her colleagues; and due to her colleagues’ larger quantity of 

symbolic capital their assumptions were influential. Secondly, Eva was agentive in 
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dismantling this position, and positioning herself in a more favourable space.  

Norton does explain how learners’ identities are constructed within language, 

and therefore in interaction:  

 

Identity is constituted in and through language. By extension, every time 

language learners speak, read or write the target language, they are not only 

exchanging information with members of the target language community, they 

are also organizing and reorganizing a sense of who they are and how they 

relate to the social world. As such, they are engaged in identity construction 

and negotiation. 

(Norton, 2013, p. 14). 

 

In Norton’s explanation above, even though identities are said to be formed in 

interaction, Norton still implies they are formed by the learner within this interaction. 

The learner does not always form all their identities themselves; frequently learners 

have identities ascribed to them by their interlocutors. In Norton (2013), Mai’s 

brother positioned her as being a young, unmarried female within the family – an 

identity that gave her very little power. In order to form a new identity, Mai had to 

“redefine her relationships within the family” (Norton, 2013, p. 115-6). Martina was 

positioned as having the identity of an immigrant language learner, giving her little 

symbolic power in fields that use English. However, she used her identity as a mother 

to challenge herself to learn and use more English so that her children would not 

have to take on more responsibilities (Norton, 2013, p. 151-2).  

Due to the way that identities are often ascribed to learners, rather than 

constructed by them, a definition of identity needs to highlight how identity is 

intersubjectively constructed with reference to the symbolic power inherent in every 

interaction. Bucholtz and Hall’s (2005) principles of identity are a useful addition to 

and expansion on Norton’s (2013) theory of identity. They define identity in a 

manner which is more concrete, and highlights how identities are constructed within 

interaction by either interlocutor. They note five important principles of identity: 

emergence, positionality, indexicality, relationality, and partialness. Firstly, 

emergence refers to the process in which identities are called forth through 
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discourse, rather than being pre-established: 

 

[Emergence] enables us to see identity not simply as a psychological 

mechanism of self-classification that is reflected in people’s social behaviour 

but rather as something that is constituted through social action and especially 

through language.  

(Bucholtz & Hall, 2005, p. 588). 

 

In the same vein as Norton, the emergence principle suggests that identities are 

formed within interaction. However, through emergence, Bucholtz and Hall explain 

how identities are more than just an ‘understanding’ or a ‘sense of self’: “the only way 

that such self-conceptions enter the social world is via some form of discourse” 

(Bucholtz & Hall, 2005, p. 587). With emergence, Bucholtz and Hall are highlighting 

two important elements of identity: its discursive nature, and the importance of the 

social space of interaction, in which identities are “built, maintained, and altered” 

(Bucholtz & Hall, 2005, p. 587).  

 Secondly, positionality describes the variety of identity categories that can 

emerge within an interaction:  

 

Identities encompass (a) macro-level demographic categories; (b) local, 

ethnographically specific cultural positions; and (c) temporary and 

interactionally specific stances and participant roles. 

(Bucholtz & Hall, 2005, p. 592).  

 

Bucholtz and Hall suggest that rather than focusing on one type of identity category, 

we should focus on the several interwoven layers of identity categories in any 

interaction. Demographic categories, such as gender and age, should be considered 

alongside temporary identities that are specific to that interaction, such as joke-teller, 

or engaged listener (Bucholtz & Hall, 2005, p. 591). They also point out that some 

identity categories can be emergent within one environment, such as the identity 

categories of teenagers in a high school context. Norton also looks at different types 

of identity categories: Eva is described as having the identity of an unskilled 
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immigrant worker within her workplace environment, and she is described as being 

demographically a young female. However, her roles within interaction were not 

always discussed (Norton, 2013). Bucholtz and Hall’s positionality principle can help 

us concretely explain the different levels of identity categories that emerge in 

interactions.  

Their third principle, indexicality, explains how identity positions emerge 

through the language we use. Identities emerge in interaction through indexical 

processes, such as “overt mention of identity categories”, “implicatures and 

presuppositions regarding one’s or other’s identity positions”, and “the use of 

linguistic structures and systems that are ideologically associated with specific 

personas and groups” (Bucholtz and Hall, 2005, p. 591-7). For example, a female 

identity could emerge by using the feminine pronoun “she”, or using language that is 

associated with female’s speech, such as the use of tag questions (Lakoff & Bucholtz, 

2004). A female identity could also be ascribed  by one participant on the other due 

to the way one speaks, look, or acts.  

The relationality principle explains how the intersubjective construction of 

identities rely upon the “several, often overlapping, complementary relations, 

including similarity/difference, genuineness/artifice, and authority/deligitimacy” (p. 

597). Through the relationality principle, Bucholtz and Hall highlight how an 

individuals’ “identities emerge only in relation to other identities within the 

contingent framework of interaction” (Bucholtz & Hall, 2005, p. 605). The 

relationality principle aligns with Norton’s (2013) conceptualization of identity: 

“Innovative research that addresses these issues does not regard such identity 

categories as ‘variables’ but rather as sets of relationships that are socially and 

historically constructed within particular relations of power” (p. 11). When Eva, from 

Norton’s (2013) research, was positioned as an unskilled immigrant worker, it was 

within the framework of her workplace and she was positioned in relation to all her 

other co-workers. If Eva was in a different context, or with different co-workers, she 

may have had a different identity emerge in relation to those co-workers.  

Finally, the partialness principle is a reminder to view all identities as “partial 

accounts” (Bucholtz & Hall, 2005, p. 605). Partialness aligns with poststructuralist 

views of identity, such as Norton’s, which depict identity as fractured and changing. 
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Identities are always partial accounts as they are “inherently relational” and are 

“produced through contextually situated and ideologically informed configurations of 

self and other” (Bucholtz & Hall, 2005, p. 605). As Norton (2013) notes, “post-

structuralism depicts the individual - the subject - as diverse, contradictory, dynamic 

and changing over historical time and social space. Subjectivity is conceived of as 

multiple rather than unitary, decentred rather than centred” (Norton, 2013, p. 162). 

Bucholtz and Hall’s (2005) principles of identity compliment Norton’s (2013) theory 

of identity and Darvin and Norton’s (2015) model of investment. All the theories 

envisage identity as a relationship, and all see identities as being constructed within 

interaction where there are often unequal relations of power. However, Bucholtz and 

Hall (2005) can expand on Norton’s theories as they concretely explain how identities 

are formed and intersubjectively constructed.  

In study abroad contexts, learners’ have several levels of identity positions: 

demographic, contextual, and temporary interaction roles. Learners’ demographic 

identities can benefit or hinder them depending on the ideologies of the study abroad 

environment. Within different fields, students can co-construct contextual identities 

that may afford them symbolic power within that field. Within an interaction, 

students may occupy different interactional roles – using their target language skills 

to develop their position. At all levels, as they interact with target language speakers, 

students may negotiate second language identities that if valued, can afford them 

more symbolic power. Students who have significant symbolic power many find it 

easier to interact within many different fields and thereby have more access to target 

language speakers.  

  

2.3.5 Investment 

Investment is defined by Norton (2013) as “the socially and historically constructed 

relationship of learners to the target language and their often ambivalent desire to 

learn and practice it” (p. 6). Learners invest with the knowledge that they will acquire 

a wider range of both symbolic resources (e.g. friendship, improved L2 proficiency) 

and material resources (e.g. money, goods), which will increase the value of their 

cultural capital (Norton, 2013, p. 6). Learners hope to get a good return on their 

investment, gaining cultural capital that will give them access to “hitherto 
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unattainable resources” (Norton, 2013, p. 50).  

 Unlike the psychological construct of motivation which endeavours to 

“quantify the learner’s commitment to learning the target language”, investment 

respects that learners have multiple, competing desires and complex social histories 

(Norton, 2013, p. 50-1). Learners are viewed as more than “bundles of variables or 

mosaics of individual differences”, instead they are “intentional human agents who 

invest in language competence to varying degrees and for a host of diverse reasons” 

(Kinginger, 2008, p. 12). The notion of investment captures the ambivalence that 

learners often have to learning the target language; and importantly, investment 

considers the learning environment’s effects on the language learner – a motivated 

language learner does not always equal an invested learner if their language learning 

environment is racist, sexist, or elitist (Norton, 2013, p. 17). 

Investment is expanded upon by Darvin and Norton (2015) by depicting how 

investment is the process that occurs at the intersection of habitus and desire: 

 

Their habitus, shaped by prevailing ideologies, predisposes them to think and 

act in certain ways, but it is through desire and imagination that they are able 

to invest in practices that can transform their lives. 

(Darvin & Norton, 2015, p. 47).  

 

Darvin and Norton’s (2015) theory of investment intends to “lay bare what is 

becoming increasingly invisible” (p. 41): specifically, they want to depict how 

learners are often positioned in unequal ways due to the invisible forces of power 

inherent in different sites (p. 37). Furthermore, Darvin and Norton (2015) suggest 

that learners not only invest due to specific material or symbolic gains but also 

because they have an understanding that the value of their capital, which is increased 

through investing, can aid them in their language learning. However, this will only 

occur if the learner’s capital is affirmed by fields in the target language environment: 

 

The valuing of their capital is an affirmation of their identity, a legitimation of 

their rightful place in different learning contexts. At the same time, because of 

the pull of ideology, the capital they possess may not be accorded symbolic 
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value by structures of power, or the capital they desire becomes difficult to 

attain because of systemic patterns of control.  

(Darvin & Norton, 2015, p. 48). 

 

Looking at a student’s investment in a target language and its culture means that it is 

possible to examine the complex relationship between the student and their study 

abroad context, how that relationship is structured due to power, and how that 

relationship is constantly changing both across different times and different fields. 

Understanding within which fields and in which times learners are invested can help 

clarify why some learners have more language learning opportunities than others, 

and why different students leave their study abroad experiences with different levels 

of second language proficiency.  

 

2.4 Potential Issues for Darvin and Norton’s theoretical framework 

Within Norton’s theories of identity (2013) and Darvin and Norton’s theory of 

investment (2015), there is a presumption regarding the relationship between 

identity construction and investment. Norton has often intertwined her theories of 

identity and investment, implying an investment in the target language is an 

investment in one’s identity: 

 

[Investment] presupposes that when language learners speak, they are not 

only exchanging information with target language speakers, but they are 

constantly organising and reorganising a sense of who they are and how they 

relate to the social world. Thus an investment in the target language is an 

investment in a learner’s own identity, an identity which is constantly 

changing across time and space. 

(Norton, 2013, p. 50-1). 

 

By intertwining investment and identity, when a learner invests in the target 

language they have to be developing their identity. As Norton’s (2013) definition of 

identity is about an individual’s understanding of their relationship to the world (p. 

15), an investment in English presupposes that the individual is changing that 
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understanding and that this change is mediated through the target language. In a 

second language acquisition context, could a learner be invested, without changing 

their understanding of who they are and how they relate to the world? 

 Firstly, when we interact in any language, we organise and reorganise our 

understanding of who we are and how we relate to our society or context. In much 

study abroad and identity research, participants formed new understandings of self in 

relation to their new context (e.g. Kinginger, 2008; Pellegrino Aveni, 2005; Jackson, 

2008). These new, changing understandings of self were developed through the 

participants interacting within a different set of ideologies. Participants also 

developed new understandings of their “relationship the world”, as they were within 

a new social context and occupied new positions. However, even though all 

participants had a change in their understanding, not all participants were invested 

language learners. Many participants who developed a new understanding, in fact, 

withdrew from the language learning process altogether. In much previous research, 

forming an understanding appears to be a separate process from being an invested 

language learner.  

 Secondly, being invested in something does not always constitute, or 

necessitate, a change in one’s “sense of who they are”. We can invest in a job, a 

friendship, or an activity to attain material resources, rather than symbolic resources. 

When investing, we may develop a new role or position for ourselves; however, it 

does not necessarily cause a change in how we see ourselves in relation to the world. 

When language learners invest, it can be to attain material resources, e.g. economic 

capital, or for any other reason besides the development, or legitimization, of their 

identity.  

 If Bucholtz and Hall’s (2005) positionality principle is applied, the relationship 

between investment and identity is more concrete. When identities are considered as 

being positions, rather than as understanding, investing in language learning 

certainly promotes the development of new identities as learners use the language. 

These identities can be positions within an interaction, within a field, or as part of a 

demographic within a society (Bucholtz & Hall, 2005, p. 592). When learners move in 

to new target language environments, if they invest in the target language by 

interacting with target language speakers, they will often develop new TL-mediated 
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identity positions. In expanding Norton’s (2013) definition of identity, Norton’s 

description of the relationship between investment and identity can be made more 

concrete.  

 

2.5 Previous Research: Identity and Study Abroad 

Although most of the research that employs investment theory to explain data is 

focused on immigrant contexts (e.g. Norton, 2000, 2013; Block 2014), the previous 

research focusing on the study abroad context often centres on learners’ identities. 

Most study abroad identity research concerns demographic identities, such as gender, 

ethnicity, race, and national identity; however, there is some research which focuses 

on identities from a perspective of positioning. While none of the following studies 

employ Darvin and Norton’s (2015) theory, or Bucholtz and Hall’s (2005) identity 

principles, both theories will be used to illuminate each group of studies.  

 

2.5.1 Sexual Harassment  

Some study abroad identity research focuses on the sexual harassment of American 

female students: in Russia (Polanyi, 1995), in Spain (Talburt & Stewart, 1999), and 

in Costa Rica (Twombly, 1995). Other previous research has noted sexual 

harassment, but sexual harassment is not the sole focus (e.g. Pellegrino Aveni, 2005, 

Kinginger, 2008). These studies focus on how “the degradation and humiliation 

associated with sexual harassment may restrict women’s movements in the target 

culture, making them less likely to be exposed to target language input, and may 

create in women negative attitudes toward the target language and culture” (Ehrlich, 

1997, p. 435).  

 Polanyi’s (1995) study focuses on American study abroad students in Russia 

and was undertaken to explain why the female students were achieving lower marks 

on the Oral Proficiency Interview (or OPI) than the male students within the same 

study abroad cohort: “the women do gain less than men and we must ask why” (p. 

289). Using journal entries, Polanyi found that there was a large difference between 

the experiences reported by males and those by females involving interactions with 

the opposite sex: “while the young men report a pleasant, romantic, fun time in 

sexual or potentially sexual encounters, for the young women, these encounters 
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almost universally lead to self-doubt, awkwardness, and worry” (p. 280). Her female 

participants frequently felt that communicating with males in the target language was 

futile, as even though they were speaking nobody was listening: 

 

After a while, I just stopped talking, because I just couldn’t make myself be 

understood, and I was feeling, you know, maybe it was my language, maybe I 

just didn’t know the right words, but I – I think it was, now, because he wasn’t 

listening to me.  

Polanyi, 1995, p. 281. 

 

In Hilda’s journal entry above, it is notable that she first blames her inability to be 

understood on her own inadequacy in speaking Russian – “I couldn’t make myself be 

understood”. Another of Polanyi’s participants, Silvia, chose to make her language 

more direct to compensate for her limited vocabulary: “You just have to be frank, 

because we don’t know how to speak that subtly and have such a big vocabulary” (p. 

285-6). Polanyi notes that her female participants are not learning to be “Russian 

language speakers” but are instead learning to be “Russian woman speakers”, and 

were thereby not learning the skills necessary to obtain high marks on the OPI exam: 

 

Rather than discussing music, politics … they are learning how to get out of 

humiliating social encounters … the women do succeed in learning precious 

linguistic and cultural survival skills, yet these hard won skills are not those 

defined as skills which need to be learned.  

Polanyi, 1995, p. 289. 

 

Twombly (1995) focuses on the negative impact of piropoing (catcalling) on 

American female study abroad students in Costa Rica. Twombly (1995) used a 

qualitative multiple methods approach, involving the use of individual and group 

interviews alongside questionnaires. Twombly’s participants felt that piropos limited 

their movement and actions within Costa Rica – where they would go, how they 

would dress, and their ability to form friendships. The piropos were “so frequent, so 

obvious, and so foreign to their way of thinking that students were unable to ignore 
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them” (p. 5). They served as a constant reminder of students’ “status as outsiders” (p. 

5), and the students were not willing to “adjust their ideas in order to befriend Costa 

Ricans” (p. 10).  

Talburt and Stuart (1999) discuss a group of twelve students on study abroad 

for five weeks in Spain, and their methodology is also qualitative and uses multiple 

methods; including classroom observations of participants’ Spanish culture and 

civilization class, alongside both individual and group interviews. While other 

participants are mentioned, they focus their research on one participant, Mesheila. As 

an African-American woman, Mesheila felt “tired of being singled out” as she was 

frequently commented on by male Spaniards in a sexually explicit way (p. 168). 

Within her culture and civilization class, Mesheila was able to express her negative 

experiences with race and gender in Spain:  

 

When I walk in the streets I always receive comments on my skin and sexual 

commentaries … When they’re making commentaries to me I feel that they’re 

taking advantage of me being different and not having command of the 

language. And I don’t like it.  

Talburt & Stuart, 1999, p. 169.  

 

Unfortunately, Misheila’s study abroad peers did not validate her experiences and 

instead diminished them to not be about her race, “You think the comments are only 

for you because you are a different colour”, or that she received piropos because of 

her attractive physical appearance, “It’s because you are so beautiful” (p. 169). Like 

the participants in Twombly (1995), Mesheila refused to accept piropos as being a 

harmless element of Spanish culture: “We’re in a European society … and they still 

have liberal ideals and stuff like that. So I don’t, I won’t, accept that it’s just okay to 

do that, and it’s playful. They know exactly what they’re doing” (p. 170). Talburt and 

Stuart do not discuss Misheila’s proficiency in Spanish, but rather are focused on how 

the material presented within the Spanish culture and civilization class was used by 

participants to comprehend their own experiences in Spain. Overall, Talburt and 

Stuart found that cultural knowledge, although well understood, was not always 

applied by participants to understand their own experiences. 
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 When applying Darvin and Norton’s (2015) theory of investment, and Bucholtz 

and Hall’s (2005) identity principles, sexual harassment research centres on 

participants’ inability, or unwillingness, to be a part of L2-mediated fields due to the 

field’s ideologies contrasting with the ideologies participants’ hold. Polanyi (1995) 

presents sexual harassment like a plague on the students - disabling female students 

from being able to be involved in the study abroad context. Talburt and Stuart (1999) 

acknowledge that participants’ experiences are filtered through their own points of 

view, “Misheila’s observations of Spaniard’s racial attitudes” (p. 168). However, in 

both of these studies, there is no discussion of how the participant’s understanding of 

gender may have influenced what they experienced. Within Darvin and Norton’s 

(2015) framework, participants’ own ideologies affect their understanding of their 

gendered identity as female, and thus creates a culture-based lens through they 

perceive the sexual harassment. Twombly (1995) does acknowledge how participants 

understand that “in terms of their own value systems, piropos were a form of 

harassment. Even when Costa Ricans described piropos as a form of flattery, the 

explanation was rejected” (Twombly, 1995, p. 10). When Darvin and Norton’s (2015) 

theory of investment is applied, we can more clearly explain participants’ experiences 

with piropos. When entering the study abroad environment, the piropos that 

participants received highlighted their status as foreigners and made them notice that 

their demographic identity as a female was positioned differently within the L2 

culture. Participants’ often rejected these new positions, and highlighted the piropos 

as being sexual harassment because they were framing the action of piropoing 

through their own American ideologies.  

In all three studies, due to their demographic identities as females the students 

were often positioned in ways that went against their habitus and the ideologies of 

their L1 culture. This positioning often leads to the learners having little investment 

in the target language, not creating TL-mediated subject positions, and often showing 

very little second language acquisition as they felt “silenced” by their new context 

(Block, 2014). However, it is worth noting that all of these studies focus on American 

study abroad students in cultures that are different to their own. It is important to 

remember that this sexual harassment research is overwhelmingly focused through 

the lens of one culture’s ideology.  
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2.5.2 Gendered Activity  

Gender-focused study abroad identity research often centres on female students’ 

reactions to ‘gendered activity’ that is part of the target language culture or context.  

Alike sexual harassment research, research on gendered activity focuses on students’ 

demographic gendered identities as females. Gendered activity research has been 

undertaken in a variety of contexts, with less of a predisposition towards the 

American study abroad experience. American study abroad research, with a gendered 

activity component, has been undertaken in Russia (Pellegrino Aveni, 2005), in Japan 

(Siegal 1994; 1995), and in France (Kinginger, 2004; Kinginger, 2008; Kinginger and 

Farrell Whitworth, 2005). Further, the research on gendered activity of non-American 

students on study abroad has been undertaken with French students in Australia 

(Patron, 2007), and Japanese learners of English (Piller & Takahashi, 2006; 

McMahill, 2001). 

Pellegrino Aveni’s (2005) study of American study abroad students in Russia is 

not solely focused on their gendered experiences. However, due to the large amount 

of data collected within the study, there is some discussion of gender and gendered 

activity. Pellegrino Aveni used a qualitative multiple methods approach, using pre- 

and post- questionaries, interviews, classroom observations, and narrative journals to 

understand the study abroad experiences of over sixty students from the same 

exchange cohort. Pellegrino Aveni’s perspective on identity centres on how learners 

determine their identity within an interaction through a combination of factors - 

through their interlocutors’ behaviours or attitudes as perceived by the learner, 

through an interlocutors’ gender, age, or physical appearance, as well as through 

learner-internal cues such as their “attitudes and beliefs about themselves, others, the 

foreign language, their own culture, the foreign culture and the language learning 

process” (p. 55).  

When discussing how gender affects learners’ determining their identity in 

interaction, Pellegrino Aveni notes how some participants struggled with Russia’s 

more conservative gender roles. Some female participants were told by Russian 

females, often those in their host family, to be demure and passive: 
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Olga [host mother] told me in Russian that when I meet these big wigs at the 

Metropol for lunch I should act shy and open to their words of wisdom. This 

sickened me. I didn’t want to here [sic] how I should act like a blank slate, 

young, sweet and impressionable, opinionless and kiss-ass. 

Pellegrino Aveni, 2005, p. 80. 

 

Other participants had similar experiences to Polanyi’s (1995) participants, often 

recounting their negative interactions with Russian males. One participant believed 

you could not be friends with any Russian men as “they think you want to have sex 

with them or something” (p. 81). Another participant expressed that she no longer 

sought opportunities to speak to Russian men as she felt uncomfortable around them: 

“I haven’t met any Russians I could really talk to or feel comfortable with. Mostly 

guys who try to hit on me – I’ve avoided talking to Russian men in general. I’m not 

interested.” (p. 81). Further, both Pellegrino Aveni’s male and female participants 

showed a preference for speaking with Russian women over Russian men, which 

could limit their potential interlocutors on study abroad: “this overwhelming 

preference of both male and female learners for female NS interlocutors may cause 

learners to limit their interactions with male interlocutors, thus reducing their 

opportunities for speaking in the L2” (Pellegrino Aveni, 2005, p. 84).  

Siegal (1994; 1995) focuses on how gendered activity affected the experiences 

of female American students in Japan. Siegel’s study was longitudinal, with data 

collection taking place over eighteen months and using multiple methods (including 

the use of journals, individual interviews, and also pre- and post-study abroad 

interviews). Siegel (1994) covers four case studies, and elaborates on two of them in 

Siegel (1995), of “white western upper-middle class women” and each participant’s 

“presentation of self” within discourse (1995, p. 226-7). This presentation of self 

within a discourse may or may not be within the guidelines appropriate to society, 

and is “constantly tempered by a differential and unstable set of linguistic abilities” 

(1995, p. 227). 

The honorific and politeness norms in Japanese were one element of speaking 

in a manner than would be “appropriate to society” (1995, p. 227). One participant 

found the honorific and politeness norms to be demeaning behaviour, noting how 
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women speaking Japanese were “passive and invisible” (1994, p. 335). Another 

participant “did not care for a language style that was ‘too humble’” (1995, p. 234). 

Although Siegel’s participants wanted to be legitimate speakers of Japanese, the 

participants rejected using these norms to varying degrees due to the cultural 

attitudes they believed the norms reflected.  

While Siegel’s research features American women who felt that using Japanese 

limited the speech acts they could engage in as women, Piller and Takahashi (2006) 

feature the study abroad experiences of Japanese learners of English. Piller and 

Takahashi follow women who have moved to Australia in order to study and in doing 

so, they expected to improve their English. Their participants do not compare 

themselves to Australian woman, or report instances of sexual harassment as is 

common with studies of Americans abroad. Instead, participants “seem to be in 

control of the process of satisfying their akogare [idealization of all things western]” 

(Block, 2014, p. 218). Participants seemed to dictate their study abroad experiences 

based on their own akogare and understanding of what they could gain by being 

proficient in English.  

Kinginger and Farrell Whitworth (2005), and Kinginger (2004; 2008), 

investigated how ‘gendered activity’ shaped the emotional investment of 23 American 

students on their semester-long study abroad experiences in France. The study was 

longitudinal, consisting of three interviews: at the start, middle and end of the 

student’s time abroad. One student that was interviewed, Deidre, noted in an 

interview that she thought French women were “kinda snotty” and “stare a lot”, 

moreover they were “very concerned about the way they look”, which to her “looks 

ridiculous” (Kinginger & Farrell Whitworth, 2005, p. 9). Deidre’s view of French 

femininity led her to “recoil into national superiority” (Kinginger, 2008, p. 96), and 

remove herself from interacting with French females. As Kinginger notes, “Deidre 

stayed “home” during her semester abroad, focusing much of her commentary on 

longing for familiar places and people” (Kinginger, 2008, p. 97). During the course of 

her study abroad, Deidre “opted out of extensive language use” and instead chose to 

interact in English with other Americans. On the Test de Français International, 

Deidre made minimal gains in listening, although her proficiency in reading remained 

the same.  
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Another participant in both Kinginger and Farrell Whitworth (2005) and 

Kinginger (2008), Bill, provides a rare male perspective on gendered activity during 

study abroad.  Bill admired French women, both for how they presented themselves 

and for the gendered activity they were exposed to: “to have incredible tolerance with 

men. And to be able to say no over and over again. And to not think twice about it 

and not let it affect you … I find that incredible” (Kinginger & Farrell Whitworth, 

2005, p. 14). When discussing his own role in these gendered situations, Bill paints 

himself as a “hero who defends the honour of harassment victims”: 

 

I can’t say how many times I have like been so forward when like French guys 

come up to French girls and I have to … like they’ve said no a couple of time 

… if they don’t get the point I’ll start yelling at them like go away like you’re 

not wanted here. And I just don’t – like what’s wrong – like what don’t you 

understand here.  

Kinginger & Farrell Whitworth, 2005, p. 14. 

 

As Kinginger and Farrell Whitworth note, in these gendered situations, Bill is able to 

celebrate his perception of French femininity while “resisting what he perceives to be 

normative French masculinity” (2005, p. 14). Bill’s time in France lead him to 

embrace images of American masculinity and present himself as the “defender of 

French women” (Kinginger and Farrell Whitworth, 2005, p. 15). While on study 

abroad, Bill’s profiency in French increased from an elementary level to intermediate 

level on the Test de Français International, with gains in both listening and reading 

profiency.  

 Patron (2007) features six French students on study abroad for six months in 

Australia, and uses during study abroad, and post-study abroad interviews to obtain 

data. While Patron (2007) explores a variety of study abroad issues, including culture 

shock, reverse culture shock, and cultural stereotypes, one section focuses on how the 

French students formed a negative view of Australian and American females while on 

study abroad. Participants, both male and female, often saw Australian and American 

women drinking to excess in pubs and bars, which the participants found distasteful. 

One participants noted that “you see girls drinking beer and it just looks wrong, it’s 
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not elegant” (p. 124), with another participant expressing “I was really shocked by 

the way girls behaved. I mean the girls I saw they were drinking a lot and they were 

screaming and it was not very feminine” (p. 125). Other participants called Australian 

and American females “depraved”, “vulgar”, and “frightening” (p. 125-6). Patron 

(2007) presents gendered ideologies, but not from the typical American abroad 

perspective. While Kinginger and Farrell Whitworth’s (2005) participant believed that 

French women were “kinda snotty” and “very concerned about the way they look” (p. 

9); Patron’s (2007) participants’ believed that Australian and American women were 

unfeminine and unrefined.  

  When applying Darvin and Norton’s (2015) theory of investment, and Bucholtz 

and Hall’s (2005) identity principles, gendered activity research often highlights 

students’ difficulties investing in target cultures when the gendered ideologies of the 

target culture conflict with students’ habitus. This conflict can make it hard for some 

female learners to invest in the target language and culture, as they are unwilling to 

adapt their habitus to the expected gender roles associated with the ideologies of the 

target culture. However, this trend across gendered activity research centres on 

American or Western women abroad. For Kinginger and Farrell Whitworth (2005), 

and Kinginger (2008), Deidre struggled to invest in French due to the difference 

between the ideologies informing her habitus, and what she perceived to be the 

ideologies of French femininity. Bill was able to overlook the contradictions between 

American and French gender ideologies, liking and disliking elements of both sets of 

ideologies. For Bill, the French gender ideologies did not create the same sense of 

ambivalence as they did for Deidre. Thus Bill was able to simultaneously feel a strong 

sense of cultural immersion, as well as enact his identity as an American male. 

In Siegal (1994; 1995), the relationship between gendered activity and 

investment is more complex. Participants had to negotiate between their desire to be 

legitimate speakers of Japanese and their negative perception of female Japanese 

speakers. For some of Siegel’s participants, Japanese women’s speech was indicative 

of Japanese gender ideologies that went against their westernized ideologies and 

habitus. Siegel’s participants had the complex and contradictory relationships to 

Japanese that often characterise ambivalence. In Pellegrino Aveni’s (2005) study, the 

relationship between gendered activity and investment is less clear. The female 
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participants preferred to speak to Russian males over Russian females based on the 

participant’s perception of the gender ideologies of Russia. While the unwillingness to 

interact with Russian males could limit participant’s possible interlocutors, it is not 

indicative of being an uninvested language learner as many participants were still 

willing to interact with Russian females.  

 However, a different perspective is presented within the research that focuses 

on non-American women and gendered activity (Piller and Takahashi, 2006; Patron, 

2007). For Piller and Takahashi’s participants, the ideologies reflected in being 

Female speakers of English were exciting and desirable. For Patron’s participants, the 

gender ideologies of Australia were undesirable for the opposite reasons to those 

presented in Kinginger and Farrell Whitworth (2005), however these ideologies did 

not limit their investment in the study abroad context nor in the target language. 

These studies provide us with stories of gendered activity that are not through the 

lens of American ideologies.  

 

2.5.3 National Identity and Ethnicity 

The other significant study abroad and identity research area investigates how the 

experiences had on study abroad caused students to embody stronger national 

identities. While many study abroad experiences promote students’ development of 

intercultural competence, or at least an understanding of another culture, many 

students encounter their “national identity in a context that may stimulate new 

questions and new formulations of that self” (Dolby, 2004, p. 150). Kinginger (2008), 

mentioned in the previous section, discusses in part how gendered activity caused one 

participant, Bill, to retreat in to a sense of American superiority and embody an 

American male identity within his French environment. National identity research has 

been undertaken with Americans in France (Kinginger, 2008; Wilkinson, 1998), and 

Americans in Australia (Dolby, 2004). Further, national identity research has been 

undertaken with students from Hong Kong studying in the United Kingdom (Jackson 

2006; 2008) and within the ERASMUS programme in Europe (Murphy-Lejeune, 

2002). One final study will be summarised in this section, focusing on the ethnic 

identities of two Saudi Arabian men studying in America (Giroir, 2014).  
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 Wilkinson’s (1998) study of Americans in France focused on seven female 

participants and was longitudinal, spanning over eight months, with the students 

being in France for one month. Wilkinson used multiple qualitative methods, 

including interviews, written surveys and observations. In France, Wilkinson’s 

participants’ “latent home culture and language identities were aroused” (p. 32). 

These national identities were ‘aroused’ in part by the constant culture 

misunderstandings that participants had while in France, which lead to “negative 

stereotyping” of both France and the French (p. 30). Rather than interacting with 

members of the study abroad environment and using the target language, Wilkinson’s 

participants tended to congregate amongst themselves. They created “home culture 

islands” which kept them from “drowning” in an ocean of French culture that they 

found confronting and alien (p. 32). By choosing to associate with only their 

American peers, the participants limited their opportunities to develop their French 

on study abroad. 

 Dolby’s (2004) participants, although not in a second language environment, 

also developed national identities while on study abroad. Dolby discusses the 

experiences of twenty-six Americans on study abroad in Australia. Alike Wilkinson 

(1998), national identity had been “a largely passive fact” for most of Dolby’s 

participants prior to their study abroad experiences. Unlike Wilkinson’s (1998) 

participants whose national identities were strengthened, Dolby’s participants had a 

complex relationship to their national identity on study abroad: “American national 

identity is neither simply discarded nor strengthened, but is riddled with 

contradictions, as it is actively encountered and constructed outside of the physical 

borders of the United States” (p. 151). Forming an L1 national identity within a new 

and unfamiliar L2 context led the participants to embody national identities. These 

new national identities were used to by students to isolate themselves away from 

aspects of the Australian culture that they found confronting. As with Wilkinson 

(1998), “for most of the students participating in this study, the critical encounter of 

study abroad was with the American self” (p. 171).  

 Jackson’s (2006; 2008) studies focus on four female students from Hong Kong 

on study abroad in the United Kingdom. Jackson’s approach was qualitative, using 

multiple methods, including surveys, interviews, group discussions, diaries, and 
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language use logs. Unlike the participants in the two previous studies, Jackson’s 

participants had a complex relationship to their national identity before their study 

abroad experiences - being from Hong Kong, many participants felt a disconnect to 

the Chinese mainland. When in the United Kingdom, participants found that their 

Hong Konger national identity emerged due to being labelled as “Chinese” or “Asian”, 

and finding that they did not associate themselves with the Chinese ethnic identity 

that was so often ascribed to them.  

 While there has been a significant volume of research in to the ERASMUS 

study abroad programme, much of this research focuses on questionnaire data 

without investigating identity in depth (e.g. Maiworm, Steube, & Teichler, 1991; 

Coleman, 1998). However, and although it is not her only focus, Murphy Lejeune 

(2002) does look at national identity within the ERASMUS context. Murphy Lejeune 

uses a qualitative, multiple methods approach, collecting data through through both 

interviews and questionnaires. Unlike the participants in the previous studies, most of 

Murphy Lejeune’s participants had travelled extensively before undertaking a study 

abroad, and these prior experiences made many participants tolerant of ambivalence. 

Murphy Lejeune’s participants developed Pan-European identities while on study 

abroad, rather than a national identity that was grounded in one European culture.  

 Instead of focusing on national identities, Giroir (2014) focuses on how two 

students’ Saudi Arabian ethnicities affected their study abroad experiences in the 

context of the post 9/11 United States. Giroir implies that Musa and Alim were 

expected to have negative experiences surrounding racialisation in America because 

of the race-based ideologies that were intensified after the 9-11 attacks. However, 

Giroir found that the two men had different study abroad experiences, and different 

views surrounding racialisation. Musa did not believe that he was the victim of 

racialisation in his day to day life, noting that having difficulty becoming a participant 

in American fields was not necessarily due to racism, but instead due to the American 

English speakers not needing to create relationships with study abroad students as 

they already had their own social groups. Conversely, Alim believed that his 

experience was heavily influenced by his ethnic identity as Saudi, and felt that “they 

[Americans] do not like us” (Giroir, 2014, p. 48). Nevertheless, Alim was an active 
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member of his target language community with many international and American 

friends. 

 National identity research questions the expectation that students will interact 

with and understand a new culture as an outcome of study abroad. When applying 

Darvin and Norton’s (2015) theory of investment, and Bucholtz and Hall’s (2005) 

identity principles, national identity and ethnicity research often features L2 

ideologies and demographic identities. Wilkinson (1998) and Dolby (2004) present 

students who encountered a national identity outside the physical boundaries of that 

nation, and instead within the boundaries of a new nation with different set of 

ideologies. For participants in both studies, forming a national identity was less about 

patriotism and more about a rejection of new, contradictory ideologies. Jackson’s 

(2006; 2008) participants had already encountered national identities before study 

abroad, due to the complex relationship between embodying Hong Konger ideologies 

and having ethnic ties to mainland China. On study abroad, their national identity as 

Hong Konger became more salient the more that they were mislabelled as ‘Chinese’ or 

‘Asian’. ERASMUS students, from Murphy Lejeune (2002), did not develop stronger 

national identities but rather a new demographic identity as European, formed 

through seeing the similarities between their L1 and L2 cultures. Giroir’s (2014) case 

study, Alim, did not retreat in to a sense of national superiority when encountering 

ideological bias, as did some participants in studies of Americans abroad. Alim was 

able to invest in the L2 and the L2 environment for the social capital it afforded him, 

without an investment in American ideologies. 

 

2.5.4 Other Study Abroad Research 

The final section of previous study abroad and identity research consists of two 

studies which do not fit within the other previous research areas. Both Benson, 

Barkhuizen, Bodycott & Brown (2012) and Benson, Barkhuizen, Bodycott & Brown 

(2013) feature Hong Kong students abroad in a variety of English-mediated study 

abroad environments, including New Zealand. These studies are most notable for two 

reasons. Firstly, they do not focus solely on demographic identity categories, such as 

nationality, ethnicity, and gender. Secondly, they are notable for their expansive view 

of second language identity as the intersection of the “linguistic and personal 
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outcomes” of study abroad (Benson et al., 2012, p. 174). In these studies, identity is 

more than an “individual difference variable” in the process of second language 

learning, but an “important outcome” of the study abroad experience (Barkhuizen, 

2017, p. 102).  

 Benson et al. (2012) focus on the experiences of nine students from Hong 

Kong on study abroad in Canada, Australia, and the United Kingdom, and examine 

“the extent to which students themselves discussed second language identity-related 

developments in their accounts of study abroad experiences” (p. 179). To examine 

participants’ self-reported identity development, they used a multiple methods 

approach - including pre-departure interviews, correspondence while on study 

abroad, and a return interview. The form of the study abroad correspondence was 

negotiated between the researcher and each participant, and varied from more public 

blogs, to private emails, or Facebook messages. Participants were also encouraged to 

use photos in their correspondence. Benson et al. (2012) examined three facets of 

identity that they believe are the most relevant to the study abroad context: identity-

related L2 proficiency, linguistic self-concept, and L2-related personal competence 

(Benson et al., 2012, p. 179). Through their narrative approach to data analysis, 

Benson et al. (2012) found two major developments for most of their participants – 

an increased self-confidence in using the target language, as well as developing a 

sense of “becoming a ‘user’, rather than a ‘learner’ of the language” (p. 189). 

Interestingly, participants reported “little or no change in their English language 

proficiency” which was a judgement made “partly on the results of pre and post 

profiency tests” that were part of their study abroad program (p. 183). Participants 

struggled to relate their study abroad experiences in using the target language to the 

test scores that were the outcome of their language development.  

 Benson et al. (2013) contains ten case studies of Hong Kong students in 

diverse English-mediated environments, including America, the United Kingdom, 

Australia, and New Zealand. Benson et al. (2013) looked at the same three facets of 

identity that were used by Benson et al. (2012). One participant, BC, was completing 

his undergraduate degree in New Zealand; and Benson et al. (2013) discuss one facet 

of BC’s identity on study abroad – his L2 mediated personal competence. The same 

participant is also re-interviewed several years post-study abroad, under the 
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pseudonym of Max (Barkhuizen, 2017). Similar to the participants in Jackson (2008), 

BC’s national identity became more salient while on study abroad in New Zealand: 

 

I actually feel more belonged to Hong Kong when I came here. It might be 

because when I meet new people I have to repeatedly tell them where I am 

from and sometimes I even have to tell them some Hong Kong history. 

Benson et al., 2013, p. 92. 

 

BC’s national identity was strengthened by speaking Chinese, reading news from 

Hong Kong, and his “work as a DJ on a local Chinese radio station” (p. 92). By 

interacting in his L1 and with his L1 culture, as well as informing others about his L1 

culture, BC felt a stronger affiliation with Hong Kong. Further, over the course of his 

study abroad, BC became more confident in using English to express his identities. 

This development was fostered through two significant events – one where he had to 

use his English to host an event in English to a “non-Chinese speaking audience” (p. 

94), and when on a trip back to Hong Kong he was assumed to be a “Kiwi-born 

Asian”, and therefore a native English speaker, by a group of English speaking 

foreigners (p. 94).  

Unlike most previous research, Benson et al. (2012; 2013) do present 

identities as more than just one’s demographics. However, they present identity more 

as understanding than as an assortment of different positions, as they explain the 

study abroad outcomes that are the most “related to second language identity” as 

those that are “concerned with the participant’s self-concept as a language learner or 

user” (Benson et al., 2012, p. 43). Bucholtz and Hall’s (2005) identity principles are 

less focused on students’ “self-concept”, and rather promote a view of identity as 

comprised of interrelated, emergent positions.  

 

2.6 Research Questions 

Overall, the previous research highlights three elements of study abroad. Firstly, the 

previous research often focuses on the process of study abroad, rather than only 

focusing on the outcomes. Secondly, previous research often highlights the 

differences in achievement outcomes between different study abroad students. 
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Thirdly, most previous study abroad and identity research is focused on demographic 

identity categories, and in doing so, focuses on the relationships between ideologies 

and identity construction. 

 While some studies mention Norton’s previous theories of investment (e.g. 

Jackson 2006; 2008), investment is not commonly applied to the study abroad 

setting. However, analysing the study abroad experience through Darvin and Norton’s 

(2015) theory of investment can reveal a new understanding of why learners may or 

may not develop their second language while on study abroad. Through Darvin and 

Norton’s theory, it is possible to describe how learners’ capital, identities, and 

ideologies affect their investment across the different fields of their study abroad 

environments. Further, examining learner’s investment within the environment of 

Dunedin, New Zealand, will provide fresh insights as it is a previously undocumented 

language learning environment. 

 The research questions that are guiding this study are the following: 

1. While studying abroad, what kind of impact do ideologies have on 

students’ investment? 

2. How do study abroad students’ abilities to negotiate their symbolic capital 

in the study abroad environment affect their investment? 

3. How do study abroad students’ identities affect their investment? 
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3. Methodology 
 

This chapter provides a description of the context of the study, a brief background to 

each participant, and an explanation of the methods of data collection and analysis. 

The researcher positioning, reliability and validity, and ethical considerations are also 

addressed.  

 

3.1 Research Design  

Study abroad identity research often uses case studies (e.g. Benson et al., 2013; 

Kinginger, 2008; Giroir, 2014). Since case studies allow researchers to consider each 

participant’s experience in depth, rather than analysing select elements of each 

participant’s experience, this research also follows a case study approach (Tesch, 

1990, p. 61). Stake (2005) notes three types of case study research: the “intrinsic case 

study”, the “instrumental case study”, and the “multiple or collective case study”. This 

study falls under the latter, as “a number of cases are studied jointly in order to 

investigate a phenomenon or general condition” (Dörnyei, 2007, p. 152). A case can 

encompass “a program, event, activity, process, or one or more individuals”, and each 

case is “bounded by time and activity” (Creswell, 2014, p. 14). In this research, each 

“case” is an individual and each case is “bounded” by the individual’s time spent on 

study abroad at the University of Otago. Through a collective case study approach, I 

want to investigate the “phenomenon” of the study abroad experience. 

 In terms of data collection, there are three common features of case study 

research. It is often qualitative, longitudinal, and makes use of multiple data 

collection methods – commonly including systematic interviewing, observations, 

document archives, and questionnaires (Dörnyei, 2007, p. 152). However, as with 

other qualitative research designs, there are no “explicit restrictions on what can be 

considered ‘data’” (Dörnyei, 2007, p. 125).  

 In terms of data analysis in case studies, there is a large amount of variability. 

This study takes an approach which is similar to grounded theory, in that the data 

collected, and the initial process of analysis used was inductive. However, unlike 

many studies which claim to take a grounded theory approach to data analysis, this 
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research does not use initial coding or the focused coding, two processes that are 

commonly associated with a grounded theory approach (Charmaz, 2006). Instead, 

because the data was narrative, in the first round of analysis, patterns – which were 

actually storylines – were identified within each participant’s data. In the second 

round of analysis, the multiple patterns in each participant’s data were compared to 

each other. In the third round of analysis, the patterns were interpreted through 

theory. In the fourth round of analysis, which appears in the discussion, the different 

participants’ analyses were compared for themes that arose across the entire data set 

and situated against the theoretical and research literature. 

 

3.2 Context 

The University of Otago hosted more than 2,500 international students from 100 

countries in 2017, and promotes an “international outlook” and “a unique study 

environment” (Otago International Office, 2017). Four participants from this study 

were attending the University of Otago through the Go Global exchange programme, 

in which the University of Otago has over 90 exchange partners based in Asia, 

Europe, South America and North America (Otago International Office, 2017). One 

participant had made independent study abroad arrangement as part of a research 

team for a scientific project.  

 The University of Otago has an accommodation system for international 

students called ‘University Flats’, more commonly referred to as ‘UniFlats’. Within this 

system, students live in small groups (typically between four and seven students per 

flat) and within most of these groups, there is at least one New Zealand student 

called a ‘Kiwihost’ (University of Otago, 2018). The UniFlats system allows 

international students accommodation near the university, as well as having a 

‘Kiwihost’ who can help the students orientate themselves with Dunedin.  

 The University of Otago is located in Dunedin, New Zealand’s seventh largest 

city, in which one in six residents are students (Otago International Office, 2017). 

The location of the university, along with other locations relevant to this study, are 

presented below in Image One. The largest demographic group in Dunedin are New 

Zealand Europeans (Pākeha) constituting 88.3 percent of all residents, with other 
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minority demographic groups being Māori (7.7%), ‘Asian’ (6.2%), and ‘Pacific 

Peoples’ (2.5%) (Statistics New Zealand, 2013). 

 
Image One: Map of important locations in Dunedin. 

 

3.3 Participants 

Participants were recruited through flyers, and through the help of the Otago Global 

Student Exchange office who emailed their study abroad students that met the 

criteria for this study. The recruitment process began from July 10th and continued 

until the end of July. As participants were recruited, they were asked to fill out an 

online survey that collected biographical information that would aid the participant 

selection process. The survey asked for participants’ first names, contact email 

addresses, gender, ethnicity, first language(s), how long they have been learning 

English, how well they believe they speak English, and their reasons for choosing the 

University of Otago. A full copy of the survey is presented in Appendix J. All survey 

answers were submitted by July 31st.  

There were two factors controlling who could be a participant in this study. 

Firstly, participants were to be on study abroad at the University of Otago for at least 

one semester. Secondly, participants were to be non-native speakers of English. Five 
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participants took part in the interview and journaling process and these participants 

have had their names changed to protect their anonymity in accordance with ethical 

guidelines.  

Dres: Dres is a study abroad student in his mid-twenties from Denmark and 

has been learning English for ten years. On arrival, Dres believed he spoke English at 

an upper intermediate level. Dres came to Dunedin to work on a scientific research 

project, which he noted was a “big opportunity” within his field. Back in Denmark, 

Dres was completing his Masters degree, and he was completing the Dunedin-based 

research project as part of the requirements for this Masters. Dres decided to live in a 

homestay about twelve kilometres away from the university for the first two months 

of his study abroad. For the remainder of his time, Dres lived in a flat within the city.  

Amy: Amy is a study abroad student in her early twenties from Denmark and 

has been learning English for 13 years. She came to the University of Otago for one 

semester and was studying at a postgraduate level. Amy believed that her English was 

at a low advanced level when she arrived in Dunedin. Amy wanted to come to the 

University of Otago because of the good reputation of the law school, and because of 

the geography of Dunedin. Amy lived within the UniFlats system and her flat 

consisted of American study abroad students and two ‘Kiwihosts’.  

Lucy: Lucy is a study abroad student in her early twenties from the 

Netherlands and has been learning English for six years. Lucy believed her English 

was at an intermediate level when she first arrived in Dunedin. She came to the 

University of Otago for one semester and was studying at an undergraduate level. 

Lucy wanted to come to the University of Otago, rather than another New Zealand 

university, because she preferred to live in smaller cities and was excited by the 

opportunity to do interdisciplinary study. Lucy lived within the UniFlats system and 

her flat consisted of students from America, Sweden, and one ‘Kiwihost’. 

Elise: Elise is a study abroad student in her mid-twenties from Denmark. She 

came to the University of Otago on study abroad for one semester, and was studying 

at an undergraduate level. On arrival, Elise believed that her English was at an upper 

intermediate level. She wanted to come to the University of Otago for the “Harry 

Potter feeling” of the old buildings, as well as wanting to explore the Otago area. 
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Elise lived in single-occupancy, private accommodation on-campus, which was 

located in the same area as the UniFlats.  

Anna: Anna is a study abroad student in her mid to late twenties from 

Germany. She came to the University of Otago on a one-year study abroad as part of 

her postgraduate programme, but decided to return home after two months in 

Dunedin. Anna believed that her English was at an advanced level when she first 

arrived in Dunedin. Anna wanted to come to the University of Otago to see the nature 

in New Zealand, and lived in a flat around six kilometres from the university with 

New Zealanders who were young working professionals.  

 

Name Ethnicity Gender Age 
Group 

English 
Learning 
Duration 

Length of Study Abroad 

Dres Danish Male 24-26 10 Years One Semester 
Amy Danish Female 20-23 13 Years One Semester 
Lucy Dutch Female 20-23 6 Years One Semester 
Elise Danish Female 24-26 10 Years One Semester 

Anna German Female 26-30 14 Years One Year (Returned home 
after two months) 

Table One: Participants’ Biographical Information 

 

3.4 Data Collection Instrument 

The original data were obtained through three in-person interviews and a journaling 

process. Photo narratives and social maps were obtained for use as supporting data, 

and were collected as part of the interviews. 

 

3.4.1 The Interview Process 

The interview process consisted of three semi-structured interviews. The interviews 

began with a photo narrative followed by an interview. The second interview also 

included a social map between sections of questioning.  In the following paragraphs, 

the photo narrative and social map are first described, then the format and interview 

topics for each of the three interviews.  
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Interview One Interview Two Interview Three 

Photo narrative. Photo narrative. Photo narrative. 

Current goals and 

expectations. 

Current goals and 

expectations. 

Achievement of goals and 

expectations. 

Preparation for Dunedin. Involvement in Dunedin. Phases of study abroad. 

Involvement in Dunedin. Social maps. 
Positive and negative 

experiences. 

English use in Dunedin. 
Changes to participants’ 

English. 
Feelings towards Dunedin. 

Motivation to improve 

English. 

Cultural and language 

misunderstandings. 
Perceptions of self-change. 

Cultural differences. 
View of the culture and of 

New Zealanders. 

Benefits and negatives of 

study abroad experiences. 

Table Two: Structure of and topics for the interviews. 

 

3.4.1.1 Photo Narratives 

Each interview began with participants presenting a photo narrative. Adapted from 

Giroir (2014), participants were asked to bring to the interview three to five photos 

that best depicted the meaningful people, places, events, and activities from the 

current phase of their study abroad. The photo narratives served two purposes: firstly, 

they were used as a starting point to access participants’ study abroad experiences 

and to talk about why those experiences were both meaningful and influential. 

Secondly, the photo narratives provided an understanding of learners’ participation in 

the activities and social groups of the Dunedin environment. Examples of each 

participant’s photo narratives are presented in Appendix G.  

 

3.4.1.2 Social Maps 

For the second interview, participants were asked to create a ‘social map’, inspired by 

Isabelli-Garcia (2006), in which they could depict their relationships within the 

Dunedin environment. While drawing the map, participants were asked questions 

about each relationship including how often they interacted with each person or 
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group, the ethnicity of each person or group, what language they spoke with each 

person or group, and which relationships they valued the most. The social maps were 

used to better understand how and with whom participants were interacting in 

Dunedin, to see if there were different fields that participants were operating within, 

as well providing an insight into what kinds of relationships participants valued. The 

prompts and questions asked to create the social maps are presented in Appendix E, 

and the social maps that participants created within the interview are presented in 

Appendix F.  

 

3.4.1.3 Interview themes 

 Interviews followed a general line of questioning that had been planned in advance. 

However, the interview format was flexible enough that a line of questioning could 

change based on the developments within each interview. In semi-structured 

interviews, the interviewer’s role is to “provide guidance and direction” but to also be 

willing and prepared to “follow up interesting developments and allow the 

interviewee to elaborate on certain issues” (Dörnyei, 2006, p. 136). In this way, two 

interviews with the same planned line of questioning can end up with different topics 

being discussed.   

The planned interview themes were developed from the issues that arose in the 

previous study abroad identity research. These issues include:  

- participants’ observations of cultural differences (Polanyi, 1995), 

- participants’ views of the New Zealand culture (Twombly, 1995),  

- participants’ views of English (Piller & Takahashi, 2006),  

- participants’ views of language learning (McMahill, 2001),  

- language-based misunderstandings (Siegel, 1995; 1996),  

- culture-based misunderstandings (Wilkinson, 1998),  

- social networks (Isabelli-Garcia, 2006),  

- feeling like a foreigner (Murphy-Lejeune, 2002), 

- reflecting on study abroad experiences (Dolby, 2004).  

The interviews were piloted on five University of Otago students who had just 

returned from their study abroad experiences. The results from the pilot interviews 

were analysed to make sure that the interview questions were relevant to the research 
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questions, and would provide interesting data. Participants were allowed to decline to 

answer any question(s) that they felt hesitant or uncomfortable answering. A detailed 

outline of the interview questions and prompts is presented in Appendix A, and 

excerpts from one of each participants’ interviews are presented in Appendix D.  

The first interview was comprised of two sections: a photo narrative, followed 

by open questioning. The general line of questioning for the first interview included 

participants’ current goals and expectations, how they prepared for coming to 

Dunedin, how much they involved themselves in the Dunedin environment, how 

often they use English in Dunedin, why participants wanted to improve their English, 

and what cultural differences they had noticed.  

The second interview was comprised of three sections: a photo narrative, a 

social map, and open questioning. The general line of questioning for the second 

interview included participants’ current goals and expectations, participants’ 

perception of any changes to their English, how participants dealt with cultural and 

language misunderstandings, participants involvement in the Dunedin environment, 

participants’ view of the Dunedin culture, the New Zealand culture, and New 

Zealanders.   

 The third interview consisted of two sections: a photo narrative, and open 

questioning. The general line of questioning for the third interview included 

participants’ reflection on their achievement of previous goals and expectations, 

phases of participants’ study abroad experiences, positive and negative experiences on 

study abroad, feelings towards the Dunedin environment, perceptions of how they 

have changed or not changed, and an overall reflection on the benefits and negatives 

of study abroad experiences.  

 

3.4.2 The Journaling Process 

Participants were also asked to keep a digital journal. Journals are a common data 

collection method within qualitative research, allowing participants to become “co-

researchers as they keep records of their own feelings, thoughts, or activities” 

(Dörnyei, 2006, p. 157). Participants were asked to write three or more journal 

entries while on study abroad in Dunedin. Participants were asked to write narratives 

about their experiences and perceptions through the journal, with a focus on their 
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experiences using English in Dunedin, their experiences interacting with the New 

Zealand culture, and their perspective on the New Zealand culture or society. 

Participants were encouraged to use photos alongside their narratives.  

 The format that the journals would take was flexible so that the journals could 

be meaningful to both the researcher and the participants. Participants’ digital 

journals ranged from blogs, to both collaborative and private online documents. 

Some participants used their digital journal as a way to share experiences with the 

researcher as well as friends and family back home, whereas others wanted to keep 

their digital journals just between the researcher and themselves. Lucy wanted to 

keep a handwritten journal alongside her blog, in order to record more intimate and 

personal experiences. After each interview, Lucy provided her handwritten journal to 

be scanned and included as part of the data for this study. Excerpts from participants’ 

digital journals, and Lucy’s handwritten journal, are presented in Appendix I, and the 

instructions provided to participants about the journal requirements are presented in 

Appendix H.  

  

3.5 Data Collection Procedures 

The interviews were piloted between July 26th and July 29th. Participants were 

interviewed for the first time between August 1st and August 3rd. During the first 

interview, participants were briefed about the digital journals and the format of each 

journal was negotiated between the researcher and the individual participant. The 

second set of interviews were held between September 13th and September 15th to 

allow enough time to pass between interviews. The third set of interviews were held 

between the October 27th and November 1st as participants were concluding their 

studies at the University of Otago. All journal entries were finished by November 8th. 

Each interview lasted approximately 45 minutes, including the photo narratives and 

social maps, and all interviews were held within soundproof study rooms.  

Interviews were transcribed immediately following each interview, using 

transcription conventions adapted from Richards (2003). As the focus of this study is 

on content analysis, the transcription was broad, and limited detail to pauses and 

intonation as was presented in Richards (2003). A full account of the transcription 

conventions is presented in Appendix B. 
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All interviews were audiotaped, and were destroyed after being transcribed 

and checked for accuracy in accordance with ethical guidelines. 

 

3.6 Data Analysis 

The original data, from the journals, interviews, photo narratives, and social maps, 

were analysed through a qualitative and recursive process containing four stages. The 

first stage involved organizing all of each participant’s data into an individual data set 

in order to consider each participant as an individual case study. Once the data were 

collated and had been read multiple times, I analysed the data inductively to find the 

patterns, or storylines, within each data set. The patterns found did not exist within 

one data collection method, but rather were across all data for a participant. The 

patterns often pertained to one of the three following aspects of a participant’s study 

abroad: their study abroad goals (e.g. Elise’s desire to become self-reliant), an 

important event during study abroad that had a long-lasting impact (e.g. Dres’ 

injury), or a repeated pattern of action pertaining to one goal (e.g. Lucy joining 

multiple clubs to gain social capital). Once I had found the patterns within each 

participant’s study abroad, I returned to each participant’s data set and labelled the 

data by the patterns and storylines that had been inductively found.  

 The second stage involved a comparative approach, analysing how the patterns 

within a participant’s data set interacted. In this second stage, each participant’s data 

set continued to be analysed as an individual case study. Two questions helped to 

guide this stage of analysis: 

- How, and when, do the patterns complement one another? 

- How, and when, do the patterns contradict one another?  

These interactions between patterns, both complementary and contradictory, allowed 

me to picture each participant’s study abroad as a whole and to consider how that 

whole was made up of competing desires, restrictions, understandings, and 

misunderstandings. Due to this second stage, the applicability of the theories that 

would be used to analyse the data became clear. During this stage of analysis, I 

observed that participants had different patterns to one another, thus comparing each 

participant through these patterns would be fruitless. Thus, participants were not 

compared until the third and fourth stage of analysis. 
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 During the third stage of analysis, the patterns found within each participant’s 

data set were interpreted through theory. Although this interpretation can be 

described as the deductive application of theory, the logic or patterns that were being 

interpreted had inductively emerged within the data during the second stage of 

analysis. The theory applied was Darvin and Norton’s (2015) model of investment, 

and Bucholtz and Hall’s (2005) identity principles. Thus, I considered each pattern as 

an investment, and further considered what the participant expected to gain from 

each investment, what the participant actually gained from each investment, and how 

it affected their identity. During this third stage, it became evident that participants 

were investing in similar practices and for similar outcomes. Therefore, the fourth 

stage of analysis involved comparing each participant’s investments (e.g. comparing 

how Dres and Lucy invested in social capital, and comparing what the outcomes of 

their investment were). An example of this analysis is presented in Appendix C.  

 

3.7 Research Positioning 

As this research involves qualitative interviews, issues of voice and power are 

noteworthy. Interviews are constituted by complex relations of power which can 

manifest in a variety of ways: “who chooses what—and what not—to discuss; who 

asks what questions, when, and how; who is ratified to answer them (and who is 

not); who determines when to terminate a line of questioning” (Talmy, 2010, p. 

137). Power relations are inherent in interview processes, as with all social 

interaction, as language ability, age and social class differences exist between 

interlocutors (Talmy, 2010, p. 138). These differences can affect how participants 

present their opinions within an interview context, which has implications when 

research focuses on how participants perceive, feel and think. In this study, the 

participants and I were around the same age which made the participants feel 

comfortable. This comfort is demonstrated by the very personal nature of some of the 

topics that participants chose to discuss within the interviews and journals.  

 Furthermore, within the interview context, problems arise surrounding the 

concept of a participant’s voice. With research that presents a participant’s voice as 

being “heard”, there is an assumption that this participant is giving voice to a unitary, 

coherent and essential self (Talmy, 2010, p. 138). However, in this study, the 
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multiple methods and multiple times of data collection allowed participants to 

present themselves through different modes - photos, social maps, oral interviews, 

and written journals – so participants did not always present unified coherent and 

essential selves. Participants at times tried to present coherent storylines by trying to 

make sense of their own experiences, and often re-evaluated their experiences over 

time. Dres often reflected on the impact of his injury to his overall study abroad 

experience; and Lucy often re-evaluated the impact of her bisexual identity as it 

emerged within the study abroad context. When presenting the data, I have tried to 

stay true to the participants’ own understandings of their experiences, using theory to 

make interpretations and reach conclusions relevant to the research questions. Both 

of these issues, power and voice, have been considered in the context of this research 

and will be further considered when presenting the data.  

 

3.8 Reliability and Validity 

This research project is informed by Maxwell’s (1992) categorizations of validity. The 

findings are believed to be descriptively valid by presenting the participants’ actions 

and narratives as completely and accurately as possible. The findings are also 

believed to be interpretively valid as the researcher made an effort to ground them in 

the participants’ own perspectives and perceptions. Finally, the findings and 

discussion are believed to be theoretically valid as theoretical constructs are applied 

accurately and appropriately to the phenomena.  

In order to confirm the validity of findings, two validity checks were used. 

Firstly, the data was member validated and participants were able to comment on the 

transcripts of interviews to clarify or correct. Secondly, the data was subjected to 

constant comparison – the data was analysed four times in the course of data 

analysis. This provided opportunities to see new themes within the data.  

The research procedures are believed to be reliable. Data collection 

instruments were piloted before use with study abroad students who have just 

returned to Dunedin from their study abroad, in order to ensure that the questions 

were prompting specific answers and that interview topics were relevant to the 

research questions. Procedures are explained fully and full copies of all data 

collection instruments are presented in the appendixes. 
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3.9 Ethics Procedure 

This research project was proposed to the University of Otago Human Ethics 

Committee on June 12th, 2017 with a Category B framework. The project was 

approved on July 17th, 2017. All procedures set forth in the ethics application were 

adhered to and no ethical problems occurred over the course of the research.   
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4.  Findings 
 

The findings are presented using a case study approach, where each participant is 

discussed individually. Each case study begins with an explanation of the participant’s 

study abroad goals and expectations, and is then segmented by the types of 

investments each participant made.  

 

4.1  Dres: An Adaptable Investor 

Dres had three goals for his study abroad. Firstly, he wanted to improve his English. 

Dres had been learning English since he was in the fourth grade, and he thought by 

23 years old he should be more proficient. Being in an L2-mediated environment was 

an opportunity to improve: “I’m trying to improve all the time and [pause] this is a 

way to do it” (Dres, Interview One). Secondly, Dres came to the University of Otago 

to be a researcher on a scientific project. The project was an excellent opportunity 

within his scientific field, and by working on it Dres would have a great addition to 

his resume. Finally, Dres wanted to “feel a part” of Dunedin and “integrate into the 

city” (Dres, Interview One). However, Dres had to adjust his study abroad goals due 

to sustaining an injury.  

Back in Denmark, Dres lived a very active lifestyle. He often cycled and played 

badminton at a high level. Coming to New Zealand he expected to cycle to and from 

university, be a part of the Dunedin badminton club, and have the ability to explore 

New Zealand over the weekends and university breaks. However, within the first 

month of his study abroad Dres tore his Achilles tendon: 

 

During the past 4 weeks my exchange stay has been kind of a struggle. A torn 

Achilles tendon has been the major factor to this struggle. I went through 

surgery and based on the standard regime of such procedure I wasn’t allowed 

to walk within the first 4 to 5 weeks after the surgery.  

Dres, Journal One. 
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By having to use crutches to get around, Dres’ physical mobility became severely 

limited. Dres was spending his free time at his homestay, 12 km outside of the city 

centre. Despite being injured, Dres retained a positive attitude: 

  

 
Image One: Dres at his homestay with his cast (Interview One, Photo Narrative). 

 

I torn my Achilles tendon two weeks ago [pause] um and I brought this picture 

because I-I was pretty down when it happened but this is a very beautiful 

picture so it just illustrate that you can still find some beauty even though 

you’re injured. So [pause] It’s the positive things I-I need to think about. 

Dres, Interview One. 

 

Dres retained his positive attitude throughout his study abroad, and this attitude was 

further fostered by Dres feeling that he was safe and supported within the Dunedin 

context. Dres noticed that both the New Zealanders that he knew, as well as those 

that were strangers to him, offered to support or help him during his injury:  

 

People they … want to cook meals for me and they want to transport me 

everywhere and they want to do all sorts of things for me to feel better while 

I’m injured … if somebody is need for help you’ll just throw everything you 
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have in your hands and you’ll help the person. And that’s [pause] I think that’s 

a cultural thing. It must be. And that’s very charming.  

Dres, Interview One.  

 

When New Zealanders cared about him and supported him, Dres felt confident that 

despite his injury, he would be safe in Dunedin: “You feel safe. You feel like … there 

is taking good care of you if something happens” (Dres, Interview One). Dres believed 

that New Zealanders being friendly and helpful was different to what he would 

experience at home in a similar situation: “It’s different from in Denmark and it’s a 

very good thing that there is something more important in life than job and your own 

little world” (Dres, Interview One).  

Despite his positive attitude and the helpful attitudes of others, being injured 

limited Dres. With the limitations to his mobility, Dres had to rethink his expectations 

for his study abroad. In doing so, Dres became an adaptable investor – Dres worked 

in the boundaries of his physical limitations, investing his time and resources 

strategically to attain significant cultural and social capital.  

 

4.1.1 Investing in a Field: The Lab 

After his surgery, Dres made the strategic decision to dedicate most of his time to his 

research project. This was firstly due to his limited physical mobility – he had to use 

crutches, therefore sports and outdoor activities were impractical. Secondly, he had to 

use a taxi to get anywhere, so limiting the amount of taxis he had to take was 

financially practical. The lab was also a place where Dres was able to forget about 

being injured: “In the lab I kind of forget that I’m not able to do all the other stuff” 

(Dres, Interview Two). The lab was initially a location that was less physically 

demanding, where Dres could distract himself from the injury and invest his time 

more easily However, as time passed and Dres’ mobility increased, he still continued 

to invest his time in the lab as he began to receive the returns on his investment.  

 The lab field consisted of postgraduate students and research assistants who 

were all New Zealanders. Dres found it easy to forge relationships with field 

members, as by being a part of the research project he had already demonstrated that 
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he had desirable cultural capital. Through his lab field, Dres had easily gained access 

to New Zealanders. 

 

 
Image Two: Dres’ Social Map (see Appendix F for original). 

 

Out of all the people within the lab field, Alex was the most important to Dres. 

Through this one contact he gained access to an entire group of New Zealanders:  

 

Here we have Alex which is one of my [pause] She’s one of the persons in 

Dunedin that I’ve spoken most to. She’s quite nice. And I’m invited for her 

birthday and to parties with her. And I’ve been introduced to her friend group 

through her. 

Dres, Interview Two. 

 

Dres	

Elise	
Amy	
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Having relationships with New Zealanders was one return on Dres’ investment in the 

lab. However, Dres did not value these relationships as highly as he did others, even 

though these relationships were with New Zealanders who valued his cultural capital. 

While the other participants found forming relationships within an academic context 

to be challenging, and therefore highly valued the relationships they could form, Dres 

had the opposite experience. Dres valued these relationships less as he did not have 

to put in significant effort to obtain them: “It’s not like we active have chosen to be 

together … with the lab people we are a group because we’re accidentally in the same 

place at the same time … It’s not actually the people I spend the most time with that 

mean the most to me” (Dres, Interview Two). Thus, while his relationships within the 

lab can be seen as highly valuable, they were not highly valued by Dres.  

 Dres was not investing in the lab field for the social capital that it could afford 

him, but rather for the cultural capital. One of Dres’ study abroad goals was to “have 

a better resume” which would result from a good reference from his research 

supervisor (Dres, Interview One). While in the lab, Dres was constantly “acting 

passionate” in order to receive approval from his supervisor, a high prestige member 

within the field (Dres, Interview Three). With his research, Dres’ focus was on the 

reference rather than on the grades he was achieving, as they would not transfer to 

his home university: “Now I just have to write my dissertation and actually just pass. 

So a D would be more than enough [laughs] just as long as I get his 

recommendations” (Dres, Interview Three). By the end of his study abroad, Dres was 

positive about receiving a good reference as he had been able to prove that he was “a 

good scientist and a good student” (Dres, Interview Three).  

 By choosing to invest his time within the lab, Dres showed that he was an 

adaptable investor. Even though he had planned to invest some of his time on study 

abroad to his research project, Dres did not plan on investing as much time as he did. 

However, as his mobility was limited, he was strategic in providing himself with the 

opportunity to gain cultural capital and to invest in a field where his capital was still 

able to be highly valued.  

 

 

 



	
57	

4.1.2  Investing in the Car 

Being injured was more than just a physical limitation for Dres. By not being able to 

get into the city easily it was harder for him to participate socially with the other 

study abroad students and with his contacts from the badminton club. Dres had to 

rethink his expectations for his exchange: “I downplayed my expectations to social 

activities such as parties, get-togethers and sports (obviously)” (Dres, Journal One). 

While Dres accepted these new-found limitations, he desired to feel “a part of 

Dunedin” and wanted to be able to explore the city as well as to interact with the 

study abroad students (Dres, Interview One). Further, Dres had always placed a high 

value on his ability to be independent and to be able to care for himself: “I don’t 

really like that people should take care of me and they should worry-trouble themself 

by doing stuff for me? So that’s not the best position it’s not so comfortable for me” 

(Dres, Interview One). Being able to have his independence was a fundamental part 

of Dres’ habitus, and being injured limited his ability to be independent. To gain some 

independence once more, and to avoid having to take taxis everywhere, Dres came up 

with a solution: 

 

Then I thought about buying a car. A car with automatic transmission that 

allows me to drive despite my injury. Besides the injury itself, this has probably 

been the decision impacting my exchange stay the most … Since I got the car I 

have been able to drive everywhere I want and is no longer limited to taxi 

transport. It’s been a huge change and upgrade to my exchange stay. 

Dres, Journal One. 

(For more, see Appendix I, p. 184) 

 

The car was a significant economic investment – it cost around two thousand dollars, 

and it was an expense that Dres had not expected. However, the car provided him 

with the opportunity to be involved in social events and to have his independence 

once more: “Finally I have some freedom and I’m actually able to do social stuff and 

attend things instead of staying at home. And be independent on busses or taxis or 

people wanting to drive me” (Dres, Interview Two).  
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Image Three: Dres with his car (Interview Two, Photo Narrative). 

 

After buying the car, Dres spent more time with the other Danish study abroad 

students. Both Dres and Amy called their group “The Danes”. It consisted of six 

different Danish study abroad students – Elise, Amy, Dres and three others. As 

signified in their name, the one qualifying factor for participation in the group was to 

have a Danish national identity. This requirement suited Dres well, as being injured 

did not compromise his national identity in the same way that it compromised his 

capital in sport. Through his friendship with “the Danes”, Dres became involved in the 

study abroad student field and was invited to their various social events and trips. 

Further, having a group of Danes was in many ways a support network for Dres – 

having people who shared the same ideologies, and having somewhere he was easily 

accepted, was a welcome change after the stress of his accident.  

Another change to Dres’ activities in Dunedin was using his new car to explore 

Dunedin. Even though he could not go on walks, or do outdoor activities, he 

managed to drive around and see the scenery, which was another huge improvement 

to Dres’ overall study abroad experience: 

 

F: This is from last week where I went on a trip to begin with I went to uni to 

do an experiment and that was over with quite easily so I decided to go for a 
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drive so I went to Port Chalmers? … I went to Mt Cargill and in the end I tried 

to reach the Pineapple track but I didn’t manage to because I ended on a blind 

road. But then I just decided to [pause] park the car eat my lunch then carry 

my mattress to the roof of my car and just lie there in the sun. And had a short 

nap and a beer on top of my car with a view. A panoramic view of Dunedin 

and the peninsula. 

E: How’d you climb up on to the roof of your car with this? [gestures to Dres’ 

moon boot] 

F: [laughs] I just did it actually I really didn’t think of how to do it. Uh I just. I 

think I just used my arms. When I was younger I climbed a lot of trees so I 

guess I just used the techniques I used then [laughs] 

 

 
Image Four: Dres exploring with his van (Interview Three, Photo Narrative). 

 

While his focus was still on his research project and investing in his lab field, in his 

free time Dres now had that possibility of exploration that he had expected when he 

arrived. After three months in Dunedin, Dres also decided to move in to the city 

rather than staying at his homestay. Choosing to move closer to the city was another 

strategic decision for Dres, as it allowed him to participate in Dunedin’s activities 

more easily:  
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I wanted to just feel that I’m a part of the city and I feel that now because we 

can go to the movies if we want on a Tuesday night and those kind of things. 

So I feel like I’m a more integrated part of Dunedin itself than I used to be 

when I lived in Macandrew Bay.  

Dres, Interview Three. 

(For more, see appendix D, pages 144-5). 
 

By moving closer to the city, and by purchasing the van, Dres was able to attend 

social events and explore Dunedin. While the economic down payment on the van 

was significant, for Dres the potential to gain more social capital and to have his 

independence was worth lowering his economic capital. The more Dres explored and 

experienced the city, the more Dres was able to feel a part of Dunedin.  
 

4.1.3  Investment in the L2 and the L2 context 

Dres still managed to remain invested in English and in the Dunedin environment 

even though he was not able to employ all of his cultural capital to have himself be 

highly valued in all fields. Dres invested heavily in two fields, in the lab and in “the 

Danes”, where his cultural capital and identities were uncompromised by his injury 

and therefore still valuable.   By investing in these two fields, Dres was investing in 

his language learning. With the Lab, any communication Dres had was in English. 

With the Danes, as they were often spending time with non-Danish study abroad 

students, English was used as a lingua-franca. Dres invested his time within two fields 

that valued his capital and identities, and where he could invest in developing his 

English.  

 Dres’ ability to confidently speak English increased over the course of his study 

abroad; and as he became more proficient, Dres felt more at home in Dunedin: 
 

E: Was there a point where you stopped feeling like a foreigner here? Or did 

you ever feel like a foreigner here? 

F: Hmm in the beginning probably a bit because of the language barrier so um 

I think the point where I felt comfortable in speaking English most of the time 

that’s when I started to feel home as well. Less a foreigner. 

Dres, Interview Three. 
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For Dres, not feeling “a part of the city” was due to the language barrier he felt 

between his level of proficiency and native speakers’ proficiency. Once he could 

participate in different Dunedin discourses, such as in the lab and with “the Danes”, 

Dres began to feel at home in the Dunedin context. Further, Dres did not find any 

barriers to participation based on ideologies, in fact he found the ideologies of New 

Zealand and Denmark to be compatible: “Many places are much more different from 

Denmark than here. So the cultural shock was not actually that big for me it was 

quite easy actually” (Dres, Interview Two). 

 Dres was invested in English, but he also invested to gain material and 

symbolic capital that were not directly related to English. Dres had an emergent 

national identity while on study abroad, however this identity was not a requirement 

for Dres to be invested. Dres’ national identity only pertained to one field, and thus 

his investments in other fields did not necessitate a change in identity. His identity as 

a Dane was beneficial to his investments both in English and for social capital.  

 

4.2  Amy: A Master Investor  

Amy had three goals for her study abroad. Firstly, she wanted to “experience new 

things” that she would not back in Denmark and “make the most” of her study abroad 

(Amy, Interview One).  Secondly, Amy wanted to improve her “law English” as it 

would make her more employable back in Denmark. Danish law firms often use 

English, so she believed knowing law terminology in English would give her an 

employment advantage. Thirdly, Amy wanted to feel her own age. At the end of the 

first interview, Amy expressed that this was the main reason she had chosen to come 

on a study abroad:  
 

I felt like I was growing up too fast back home? … This was one of the last 

chances I think I’ll ever get to just quit your job move away rent out your flat 

and just do whatever comes to mind. And I [pause] I needed it. I was getting a 

bit stressed out. I had so many plans so many things to do I was not feeling 23 

anymore? … So that was actually the core reason … and then of course I will 

get to know the law language and get to travel somewhere really nice .... But I 

wanted to go because I needed a break [pause] from my grown-up life which I 
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felt too young to live. 

Amy, Interview One. 

(For more, see Appendix D, pages 151-2). 

 

Amy saw study abroad as her last opportunity to feel young, before she embarked on 

the life that was already mapped out for her: “I’m almost done with my degree and … 

then I’ll be a lawyer before the time I turn 30 and then I’m going to work for the rest 

of my life … you know it’s your life is planned out!” (Amy, Interview One). Study 

abroad, for Amy, was an opportunity to take a break from the structure and stress of 

her life in Denmark.  

 

 
Image Five: Amy longboarding around campus (Photo Narrative, Interview Three).  

 

Amy had previous international experiences before coming on study abroad to 

New Zealand. At age sixteen, Amy spent six months on study abroad near Oxford in 

England, and between high school and university she spent a gap year working in a 

customer services job in Germany. In her first interview, Amy described what she had 

learnt from these previous experiences:  
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When I was 16 I went to England … It was actually quite hard meeting new 

people and deciding that you were actually friends and deciding who you 

wanted to hang out with. That was a new thing for me. So that was a big 

experience. And in my sabbatical year I was in Germany working so I had done 

the whole exchange thing before and then I was actually a bit annoyed. In 

Germany I would only hang out with other Danes instead of getting to know 

more Germans. So coming down here it’s definitely a priority of mine to get to 

know some kiwis rather than just other exchange students. 

Amy, Interview One. 

 

Amy had learnt how to form friendships from previous international experiences, and 

because of her experiences in Germany, she knew that she wanted friendships with 

locals. Having learnt these lessons already gave her an advantage over the students 

who had never been away from their home country before. Her experiences and 

willingness to adapt made her a master investor – managing to have a high level of 

symbolic capital in multiple fields, and have her desire to invest be unchallenged.  

 

4.2.1  Investing in L2: “Law English” 

Besides previous international experiences, the other advantage that Amy had before 

arriving was that on her study abroad in England, she had become a near-fluent 

English speaker. Coming to New Zealand was less about learning English, but rather 

re-learning English with “a New Zealand twist” (Amy, Interview One). 

 On arriving, Amy felt that her English was “a little rusty” as she had been in 

law school for the past four years and had not been using English (Amy, Interview 

One). However, she was certain that her spoken English proficiency would return 

through her social interactions, so she never actively focused on improving it: “I’m not 

entirely here to learn English because I can speak it. So it’s not a huge priority of 

mine to only speak English” (Amy, Interview One). As Amy wasn’t focused on her 

spoken English, she was more willing to interact with L1 speakers and other study 

abroad students.  

Besides her spoken English, Amy was focused on improving her “law English” 

as Danish law firms would often use English:  
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Lots of the very big firms back home they use English maybe 30 40 50 percent 

of the time so the better you are at English the easier it’s going to be. So 

obvios-my English was alright before I left but I’m here to improve my Law 

English. 

Amy, Interview One. 

 

Having a high level of English proficiency, which would be indicated by knowing law 

terminology in English, was cultural capital that Amy desired. Back in Denmark, she 

knew that having this cultural capital would lead her to be more valued in her future 

field of employment. Further, by just investing in her “law English” rather than 

spoken English, Amy was limiting the fields in which she was investing in her English 

to only those that were classroom related. In doing so, Amy’s investments did not all 

have to be related to English. 

  

4.2.2  Investing in a field: Study abroad and New Zealand students 

Out of all the participants, Amy was the biggest investor in social capital. Amy 

invested heavily in both the study abroad student field and in the New Zealand 

student field, not only affording her a high level of social capital, but also a high level 

of symbolic capital amongst the Danes and the other study abroad students.  
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Image Six: Amy’s Social Map (see Appendix F for original). 

 

The value that Amy was ascribed was due to both the quantity and quality of her 

social capital: the number of connections that she had, but also that she had 

connections to groups of New Zealanders. As presented in her social map, Amy’s own 

understanding of her social connections was that she was friends with different 

groups more than with individuals, even though her access to many of these different 

groups was provided through strong relationships with one of its members.  

 Amy had a clear understanding of how to negotiate a favourable position for 

herself in several different fields. When reflecting in the third interview, Amy 

described the first stage of her study abroad as defining her position: 
 

The first bit was everything was kinda new? So you’re kinda on your tip toes in 

terms of where do I want to position myself. As in where do I want to be or 

what do I want to be perceived as I guess. So who am I in this kind of setting. 

Where do I want to stand? 

Amy, Interview Three. 

Amy	

Elise	

Dres	
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What is so evident in Amy’s statement above is her agency in defining her own 

position – she is concerned with where she wants to position herself, rather than 

where others want to position her. Within this first stage of her study abroad, which 

Amy explained as consisting of her first month in Dunedin, Amy formed relationships 

with different groups of study abroad students who lived within the UniFlats system. 

Amy was agentive in creating these relationships for herself – if one of her flatmates, 

or one of the other Danish students, were going on a trip or to a party, Amy would 

ask if she could join them. While Amy at first felt bad for coat-tailing other’s social 

events, she knew that being agentive was crucial in forming early study abroad 

relationships: “I’m trying to play a more active role otherwise I would just be stuck at 

home” (Amy, Interview One). By the second interview, Amy no longer had to always 

take an “active role” as she began to establish her position within a variety of fields: 

“I’m not making such a big effort anyone because you’re getting to know people and 

you start to know where you stand” (Amy, Interview Two).  

For many students, forming relationships with groups of New Zealanders was 

challenging; however, Amy was friends with multiple groups of Kiwis. Thus, in many 

of her study abroad student fields, Amy was ascribed a high level of symbolic power 

because she had highly valuable social capital – connections to groups of New 

Zealanders. Her high value, that she both ascribed herself and was ascribed by others, 

was presented also within her photo narratives, where Amy had physically positioned 

herself above other study abroad students. 
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Image Seven: Amy, at the “Sandcastle on Leith” (Interview Two, Photo Narrative). 

 

Amy began to feel at home in Dunedin when she had established positions for herself 

where she was valued for her capital and identities: “I feel at home very much I think 

… having somewhere where you feel appreciated or just be yourself … Appreciated 

for being exactly who you are rather than having to think where do I fit in” (Amy, 

Interview Three). For this reason, the study abroad student fields were important to 

Amy – they were fields in which she was highly valued, and thereby they made her 

feel at home in Dunedin.  

Nonetheless, she placed a higher value on her ability to participate in New 

Zealand student fields. Amy described her interaction with these fields as being 

“closer to my heart”, and noted how she “cared more for it” so she “put more effort 

in” these interactions (Amy, Interview Three). Amy’s capital did not have as high of a 

value within New Zealand student fields as it did amongst study abroad students, 

however Amy learnt how to modify her capital so she was valued highly. As Amy had 

a previous study abroad experience in England, when she spoke English it was with a 

slight British accent. Her accent left many New Zealanders thinking that she was 

English rather than Danish, which Amy quickly realised was a less valued national 

identity within New Zealand: “I noticed here you call them the poms and then I 
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realised that being British is not as nice as being Scandinavian” (Amy, Interview 

One). Amy did not like the Scandinavian accent when speaking English: “the full 

Scandy accent is just [mimes vomiting]” (Amy, Interview Three). However, she 

figured out that she could make herself more interesting to New Zealanders by 

changing her English accent to sound more Scandinavian: 

 
L: When-if people know I’m Scandinavian suddenly it gets more exciting and 

then they want to ask me questions about Scandinavia and [pause] I’ve 

definitely thrown a bit more of my Scandinavian accent in to that because it 

just goes better. It works better.  

E: So you’ve combined your Scandinavian accent and your –  

L: Usually I would not practice my Scandinavian accent because back home 

[pause] I went to a private school in England I am supposed to be good at 

English. But [pause] here? It’s more exciting if I sound Scandinavian so 

[pause] I just kinda turn it up a bit [laughs] 

Amy, Interview One. 

(For more, see Appendix D, page 118). 

 

By changing her accent, she better reflected her national identity; and it was a 

national identity that would be more interesting and ascribed more symbolic value by 

New Zealanders. Amy was focused on investing in New Zealand student fields and 

making sure her capital was able to be valued within them; however, her choice to 

invest in these fields becomes more complex when we consider that she was not 

investing in improving her spoken English. As mentioned in the previous section, 

Amy’s investment in English was limited to fields in which she could improve her “law 

English” rather than investing in practicing her communication in English.  

 Within New Zealand student fields, there was a higher expectation for fluency 

in English than there was within study abroad student fields. Amy highly valued 

being seen as a fluent English speaker within her study abroad student fields as it 

gained her a high level of symbolic capital. However, within New Zealand students 

fields, Amy occasionally had misunderstandings: 
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I say something where it can mean two things? And then people just look at 

me. But they know I’m not a native speaker so they give you more kind of 

space. But if say [pause] if I forget to say “Can you pass me the water please” 

if I forget to say “please” normally people would take offense saying “Oh that’s 

a bit rude” but knowing that it’s not my mother tongue people give you more 

[pause] like a slack line or something. 

Amy, Interview Two. 

 

While Amy was proud of her identity as a fluent English speaker, she adapted this 

identity within New Zealand student fields to avoid being perceived as rude. Further, 

when she did not understand what others were saying, Amy also projected the 

identity of being a non-native speaker, even though it was an identity that she 

disliked: “If I don’t understand what people are telling me I’m just like “What?” I pull 

the non-native speaker card. It works” (Amy, Interview Two).  

 Further, she had no interest in developing identities that were mediated by 

New Zealand ideologies. Amy saw most New Zealand ideologies and Danish 

ideologies as being compatible: 

 

I don’t think it’s necessarily having to challenge being Danish. It’s finding some 

cool stuff here and trying to incorporate it in to my everyday life. I don’t think 

it’s challenging that whole identity of being Danish. 

Amy, Interview Two. 

 

Most of the New Zealand ideologies that Amy encountered did not challenge the 

Danish ideologies she held, nor the identities she had formed within the Danish 

culture and language. Thus, Amy had no need to form new English-mediated 

identities as her old ones were not challenged. One ideology within the Dunedin 

context did challenge Amy, and that was her belief that New Zealand was a divided 

society rather than an inclusive one:  
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I did know there was some sort of … original people or indigenous people? 

And then [pause] someone else kind of invading colonizing their country. But 

it’s a really long time ago. So I didn’t expect it to be still [pause] kinda [pause] 

what do you say [pause] obvious? When you go out in society you can tell.  

Amy, Interview Two.  

 

Amy’s understanding was formed through her not seeing a visible Māori population 

within Dunedin, nor on the University campus: “you just … see less Māori people on 

campus” (Amy, Interview Two). Further, at the Māori ball, New Zealanders told Amy 

that they did not learn much Māori history in the New Zealand school system: 

 

They told me a lot of things about growing up in New Zealand and what you 

learn in school and what kinda [pause] because apparently you don’t learn as 

much about the Māori history as I thought they would? Which I find really 

strange because it’s part of the New Zealand history but you learn about 

German history or American history but they don’t learn about the national 

history. 

Amy, Interview One. 

 

Because of Amy’s belief that New Zealanders’ held an ideology based around racial 

division, this new information perpetuated this understanding of New Zealand as a 

divided nation. While this ideology did not challenge her Danish identities, it did 

challenge her investment in the New Zealand culture as this ideology highlighted that 

Denmark and New Zealand were not as similar as Amy once believed.  

 Despite this ideology, and the challenge it posed to Amy’s investment, overall 

Amy felt a part of Dunedin. She believed she didn’t need to feel like a New Zealander 

to feel a part of New Zealand: “I don’t know if I feel like a New Zealander I just feel 

like I fit in in some way” (Amy, Interview Three). As she could feel a part without 

being a New Zealander, being able to “fit it” did not require a change in her 

identities, nor for her to agree with all New Zealand ideologies. 

 Like Dres, Amy was invested in English, but she too invested to gain material 

and symbolic capital that were not directly related to English. Amy invested to 
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improve her law English in one Dunedin field, but also to be ascribed more symbolic 

capital in another. In Dunedin, Amy had an emergent national identity as a Dane – 

however, this identity was not relevant to all Amy’s investments in Dunedin. Amy’s 

identity as a Dane was beneficial – affording her more symbolic capital and language 

learning opportunities.  

 

4.3  Lucy: A Novice Investor 

Lucy had four goals for her study abroad. Firstly, she wanted to improve her English 

because Masters degrees in Holland are conducted in English. Being more confident 

in speaking English would give her an advantage, especially as they “have to give 

presentations in English” (Lucy, Interview One). Secondly, she wanted to “feel less 

stressed” than she did back home, which she thought would be achievable due to her 

less rigorous class schedule in Dunedin (Lucy, Interview One). Thirdly, Lucy wanted 

to find confidence when interacting with individual people. She often felt unconfident 

when interacting outside of a group or club context: “I’ve really much trouble being 

alone with people also because I’m afraid that they won’t like me after that” (Lucy, 

Interview One). Finally, Lucy wanted to find out who “the real Lucy is”, which 

centred on her defining and accepting her sexuality (Lucy, Interview One).   

 Lucy had no previous international experiences, and at home she had only 

formed friendships through her organised clubs. In organised clubs, Lucy’s identity 

position was defined for her. Much of Lucy’s study abroad experience was about 

learning how to form new friendships and how develop her own identity positions. 

Lucy was a novice investor – unsure about how to form new friendships and how to 

be a participant in different fields, all of which she needed to learn in order to have 

meaningful social interaction on study abroad.  

 

4.3.1 Investing in cultural capital 

Within her first month in Dunedin, Lucy became a member of several clubs through 

the Otago University Students Association (O.U.S.A.) in order to interact and form 

friendships with New Zealanders. However, she found that there were barriers to 

interacting with New Zealanders that she did not anticipate: 
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E: Do you do a lot of activities here in Dunedin? Are you involved in a lot of 

social gatherings or going out and doing things?  

K: Um not as much as I wanted to? Because um [pause] I find it hard to like 

click with the Dunedin people because I-I like signed up for um the tramping 

club and [pause] the Kayaking club but it’s semester two here so everybody 

knows each other so it’s hard to get in. 

Lucy, Interview One. 

 

As all participants in this study were all attending the University of Otago for the 

second semester only, many of the clubs and organizations organised through the 

university had already been running for a full semester. As Lucy found out, within 

that first semester, friendships and friend groups had already been formed; and Lucy 

struggled to become a participant in these pre-formed social groups.  

Unlike Dres, an avid badminton player who within his first month joined the 

badminton club, Lucy did not have a large amount of experience or knowledge in 

either tramping or kayaking: “I found it difficult to go to clubs as I don’t know what 

it’s all about. I just don’t know” (Lucy, Interview One). Further, not many New 

Zealand students were involved within the O.U.S.A. clubs, a fact that Lucy was not 

aware of, although Amy was: “The university itself kind of facilitates you through 

O.U.S.A. and UniPol … But usually that would only be exchange students because all 

the Kiwis would just do things by themselves” (Amy, Interview One). While Lucy 

would be able to gain some enjoyable experiences and potentially gain some cultural 

capital through her involvement in these fields, Lucy was investing in these fields to 

gain social capital. Lucy did not receive the return on her investment that she was 

hoping for.  
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Image Eight: Lucy’s trip with the Kayaking Club (Photo Narrative, Interview Two). 

 

Within her second and third months in Dunedin, Lucy started attending 

several different classes, some through O.U.S.A. and some that were run externally to 

the university:  

 

E: So what activities do you do in Dunedin? 

K: Um I am doing Kung Fu right now. I found a club and I uh [pause] paid for 

some workshops at the O.U.S.A. so I am doing meditation uh sewing and 

Italian cooking right now.  

E: Wow! 

K: Yeah I’m learning a lot! 

Lucy, Interview Two. 

 

Attending the Kung Fu club was Lucy’s second attempt to gain access to New 

Zealanders through clubs. She believed that since it was outside the university 

context, and thus the club’s members were constantly changing, she would find it 

easier to form friendships. Lucy found the club was a great way to meet New 

Zealanders: “I also love that I joined Kung Fu which is outside of the University 
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because then I meet [pause] non-university students as well” (Lucy, Interview Two). 

Although Lucy was able to meet New Zealanders in the Kung Fu club, she found it 

hard to bring those friendships outside of the club context. For Lucy, meeting outside 

of the club was how she defined friendship: “You can have a click but the real 

friendship begins when you meet each other outside of that? And I haven’t find any 

hole to do that” (Lucy, Interview Two). As with the O.U.S.A. clubs, Lucy did not 

receive the return on her investment that she was expecting. 

 

4.3.2 Investing in an identity position 

One of Lucy’s study abroad goals was to figure out who she really was in two 

different dimensions – who she was within a friendship or a friend group, and how to 

define and accept her sexuality. Lucy described her desire for self-discovery as 

“finding out who the real Lucy is” (Lucy, Interview One). Back in Holland, Lucy was 

the member of several “study associations” and “student clubs” that operated 

similarly to a highly organised friend group. Study associations were for studying 

with others from your discipline, but they also had weekly events where every 

member was expected to attend. For student clubs, there were at least two parties 

weekly. Beyond being a member, Lucy was also one of the leaders of her study 

association; however, she found this position left her stressed about her friendships: 

 

I was in-in Holland for a year-long on the board of our study association so I 

was the one organising the stuff so I had to attract new members. So I had to 

be really active and happy all the time and that was really tiring and that’s 

how I made most of my friends so I was afraid that if I wasn’t so happy and 

active … they would think ‘Oh she’s boring’. 

Lucy, Interview One. 

 

Lucy felt that being the leader of her study association was a position that came with 

expectations of being constantly happy and friendly, so she believed the friends she 

made through her study association would expect her to act in the same manner 

outside of meeting times. Lucy felt that she did not know who she was within a 

friendship. During her first month in Dunedin, Lucy missed her study association from 
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back home and felt that she was “stuck” to it:  

 

I’m still a bit stuck with my Dutch habits I think because in Holland we have a 

study association … And we organise every week something fun like eating 

together or drinking together that sort of stuff and they don’t have that here. 

And … I’m still thinking ‘this is so different’ ‘This is not as fun as my study 

association’ and I think I’m holding too hard on to that instead of being open-

minded.  

Lucy, Interview One. 

 

Lucy initially struggled with not having her fixed identity position and the organised 

activities of her study association, and was concerned that she would not be able to 

form friendships in Dunedin: “I was really stressed and afraid that I wouldn’t get 

friends” (Lucy, Interview One). Lucy did make friends within her first month on study 

abroad, which required her to be agentive in interacting with others. In her 

handwritten journal, Lucy discusses how she first interacted with other study abroad 

students:  

  

After that there was an infomarket. I was walking around, searching for new 

friends … but it was so hard. In the end I walked three times by a group to 

build up courage and then I just walked straight up to them! I presented 

myself to them (later on, I heard from them that they were so surprised that 

this courage girl just randomly joined in on the conversation!). 

Lucy, Journal One. 

 

Through being agentive, Lucy was able to establish a friendship with a small group of 

study abroad students who ended up becoming what she referred to as “the friend 

group” (Interview Two). Most of Lucy’s friendships and interactions were with other 

study abroad students; and, unlike Elise, Amy, and Dres, she had no friendships with 

other L1 speakers.  
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Image Nine: Lucy’s Social Map (see appendix F for original). 

 

As Lucy formed friendships with her flatmates and with “the friend group”, she began 

to feel “more relaxed” than she did back in Holland. Further, Lucy began to figure out 

who “the real Lucy is” without her fixed identity as the leader of a study association. 

Lucy found that when forming new friendships, she could negotiate her position 

within a friend group or within a friendship: “I was already starting to find myself out 

more because I meet all these new people and you can just be whoever you want to 

be” (Lucy, Interview Two). By negotiating her own position, there was no set 

expectations on how she should act, thus Lucy no longer felt pressured to be “happy 

and smile all the time” (Lucy, Interview One).  

  

4.3.3 Investing in a demographic identity 

On study abroad, Lucy felt that she had the possibility to define who she was away 

from her home context: 

 

 

Lucy	
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I didn’t know who I really am anymore … and I didn’t know which one was 

like the real Lucy. So I want to figure out which the real Lucy is and when I get 

back I want to be that Lucy the whole time. 

Lucy, Interview One. 

 

While part of finding her “real self” surrounded friendships, the other half of Lucy’s 

goal of self-definition surrounded her sexuality. Lucy talked about finding out who 

she really was in an abstract manner within the interviews, but through the 

journaling process, Lucy was able to explain her feelings more easily and openly. In 

the journal, Lucy described her sexuality as being her “bi secret” that she had not told 

her friends or family back in Holland (Lucy, Journal One). Within her first month in 

Dunedin, Lucy had told one of her friends that she identified as bisexual with the 

expectation that he would keep it a secret. While at a party, however, he shared her 

secret with the rest of her friend group. Lucy mentions his apology the following 

morning in her journal: 

  

Lewis send me this whole apology because he kinda spilled my bi secret. I 

actually am okay with it because it helps me to accept who I am, what an 

oplutching that I can find that out here.  

Lucy, Journal One. 

 

Throughout her handwritten journal, Lucy often codeswitched from English to Dutch 

when she was talking about her emotions. In this journal entry, the word “oplutching” 

is Dutch for “relief”. While she didn’t initially want her secret to be known by others, 

Lucy found it helped her to accept her sexuality and to develop a demographic 

identity from it. For Lucy, study abroad allowed her the opportunity to develop this 

identity as she was away from her usual positions and fields back in Holland. In 

Dunedin, she could position herself in new ways within new fields.  

 After finding out, two of Lucy’s friends would make jokes about her sexuality 

and on the whole, they treated her newly developed identity as a bisexual female 

with little reverence: 
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Invited myself to predrink for pint night at Lewis’. There were Peter, Liam … 

Ellis and Steff. Liam was talking about this girl and Lewis and jocking about 

how I would get her instead of him. 

Lucy, Journal One. 

 

Even though Lucy did not always appreciate the joking, each incident that she 

reported in the journal would end with a line noting how the joke helped her to 

confront and accept her identity as bisexual. In the above instance, her journal entry 

ends with her stating “starting to accept it J”.  

 Over time, and as Lucy began to form closer friendships with those in “the 

friend group”, Lucy began to make the jokes herself: “at one point when I was 

comfortable enough I started making jokes myself so my friends saw that they could 

do the same” (Lucy, Interview Three). By making the jokes herself, she was showing 

other members of “the friend group” that this new identity as bisexual was one that 

she wanted to emerge and wanted others to ascribe to her. 

 After a period of telling jokes as an index to her sexuality, Lucy began to index 

her bisexual identity more often and with other people, however they were all within 

the study abroad student field. She noted how she would start discussions with her 

UniFlat where her sexuality was the topic: “At one point I started talking about it 

more often especially with my flatmates. Sometimes I would start the conversation by 

asking some advice [pause] Sometimes it just came up when for example somebody 

else talked about it” (Lucy, Interview Three). As Lucy noted, the topic of her sexuality 

“doesn’t come up that often” in discussions (Lucy, Interview Three). Thus, as Lucy 

wanted to have that identity associated with her, she had to index it in discussions 

and allow others to index it also.  

 

4.3.4 Investing in the L2 and the L2 context 

Besides finding her “real self”, Lucy’s other main goal on study abroad was to improve 

her English. She believed that her English would improve through needing to interact 

in English, as unlike Dres, Elise, and Amy, Lucy did not use Dutch to interact with 

anyone in Dunedin: 
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E: How do you think being in Dunedin will improve your English? 

K: Ah because everybody speaks English. 

E: So just having that language constantly there? 

K: Yeah hearing speaking seeing. Everything. 

Lucy, Interview One. 

 

Lucy was highly invested in improving her English; she was always looking for 

opportunities to interact with native English speakers. Lucy’s desire to develop her 

English was so that she could participate in more English speaking discourses, such as 

the discourse within the larger Dunedin and the New Zealand student fields. While 

Lucy was not able to participate in the New Zealand student field, she often 

participated in the Dunedin field as she found that strangers would often interact 

with her. She noticed that shop workers were interested in interacting with her as 

they were packing her groceries: 

 

Like when you’re in a shop and someone at the counter asks “Hey how are 

you?” and in Holland they just say “Hey” and they bleep all the stuff and look 

really angry. But here they start a conversation with you and just easily pack 

all your stuff. 

Lucy, Interview One. 

 

By having strangers interact with her, especially in a context where this was 

unexpected, Lucy began to see this kind of interaction as commonplace within New 

Zealand. Further, Lucy became more invested in developing her English as she 

wanted to participate within more discourses and fields in the Dunedin context. 

However, even though she often interacted with New Zealanders, these interactions 

were casual and fleeting, thus Lucy was unable to form many friendships with New 

Zealanders. Instead, Lucy’s friendships were mainly with other study abroad students.  

One significant reason that Lucy did not form friendships with New Zealanders 

was because she, like many study abroad students, would spend weekends going on 

trips away from Dunedin. These weekend trips allowed the students to explore the 

country in between study and classes:  
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I really love going on trips with my friends because you are together for like 

two or three days and like sleeping together and walking together and it felt-it 

feels like a little vacation every weekend. 

Lucy, Interview Two. 

 

Even though Lucy wasn’t interacting with many New Zealanders, she noticed over 

time that her English was improving. She found it easier to communicate in English 

on a variety of topics. Lucy attributed much of her improvement to going on a trip 

over mid-semester break: 

 

E: What do you think has helped your English to improve? So we’ve talked 

about your mentality of just letting it go and thinking in Dutch sometimes –  

K: Yes that and probably the road trip. Because we were in the car for five 

hours every day and then I only spoke English for a whole week long because I 

couldn’t speak to my parents or something because we had never reception. 

Um I think that’s improved it a lot because we talked about a lot of [pause] 

emotional stuff as well? Normally that’s very hard to do in another language 

but it improved so much. 

Lucy, Interview Two. 

(For more, see appendix D, pages 154-5)  

 

Going on trips where Lucy could not interact in Dutch, even online, made her have to 

communicate only in English; and by spending a long period of time in the company 

of her friends, they became closer and began to talk about more complex topics. 

Through the trips, Lucy was both improving her English and forming closer 

friendships; however, by choosing to go on trips often, Lucy was limiting her 

opportunities to form friendships with New Zealanders as they did not go on the trips 

with them: “They never go with us on trips so I think that’s the big difference because 

you can have Kiwi friends but in a weekend it’ll still be exchange students” (Lucy, 

Interview Two).  
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Image Ten: Lucy (at top, arm up) with the “friend group” on a trip (Interview Two, 

Photo Narrative). 

 

 By going on the trips, Lucy was further investing in her English as they gave 

her opportunities to talk about her emotions and other complex topics; however, the 

trips limited her ability to form friendships with New Zealanders. In this way, Lucy 

had to compromise on her expectations for her study abroad as they were not going 

to be achievable. Lucy continued to go on trips throughout her study abroad, and felt 

more confident in speaking English; however, her only friend who was a New 

Zealander was her Kiwihost within the UniFlats system.  

 

4.4 Elise: A Strategic Investor 

Elise had two main goals for her study abroad. Firstly, she wanted to improve her 

English and in particular, her written English. Elise therefore had set herself a 

challenge to write all of her class notes in English for the semester. Secondly, Elise 

wanted to become more self-reliant: “I wanted to be able to say that I did this by 
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myself. I went out and I was alone and I [pause] I want that feeling of I did it when I 

come back home” (Elise, Interview One). In Denmark, Elise had never had the 

opportunity to live by herself or have extended experiences being alone. Thus, study 

abroad presented her an opportunity to learn to be alone and to learn to solve 

problems by herself. Elise was optimistic for her study abroad experience and what it 

could allow her to develop. She presented the following as part of her photo narrative 

in the first interview:  

 

 
Image Eleven: Arriving in New Zealand (Interview One, Photo Narrative) 

 

It is [pause] from when I landed in Auckland well just before I landed in 

Auckland … I’ve never been this far away before I’ve never been on a plane for 

two days. It’s really crazy to just all of a sudden be able to look out the window 

and say “Okay that’s where I’m going and I’m going to be there for the next 

five and a half months” … when you’re traveling and when you arrive to a 

place and then you have no idea [pause] what’s behind the next door or how 

the next street will look like. And you know you’re going to go home with a lot 

of experiences [pause] you know that they’re going to be good and bad 

[pause] but you have no idea what it will bring you and how you’re going to 

feel but you know it’s going to be amazing in some way. 

Elise, Interview One.  
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Elise used most of her time on study abroad to develop her own self-reliance, which 

left her wanting to have many experiences alone. To gain access to social fields, Elise 

was a strategic investor. Through her strategic investment decisions, Elise was able to 

have access to different fields without lessening the time she wanted to spend alone.  

 

4.4.1 Investing in a desirable quality: Self-reliance 

Like Dres, Elise placed a high value on her ability to be independent and saw study 

abroad as an opportunity to develop her own self-reliance: “I wanted to be able to say 

that I did this by myself. I went out and I was alone and I-I want that feeling of I did 

it when I come back home” (Elise, Interview One). Elise’s desire to develop her own 

self-reliance lead her to make different decisions than the others: 

 

I am living in a self-contained flat? I’ve never lived alone um so I’m living by 

myself which is a big step for me … just thought maybe this was my chance to 

try and live by myself. I think it’s healthy to also be able to be alone. 

Elise, Interview One. 

 

For Elise, the ability to be self-reliant was a desirable piece of embodied cultural 

capital that she highly valued. She placed more value on her developing her self-

reliance than she did on any other type of capital, including the social capital she 

could have gained from living within the UniFlats system.  

 Within Elise’s first week in Dunedin, she found her ability to be self-reliant 

challenged by her lack of knowledge about the Dunedin environment:  

 

I have my bathroom floor which is extremely slippery and I couldn’t like find a 

bath mat anywhere. I didn’t know the store to like find? Because you don’t 

have the same stores here? ... So it took me several days to find a place to buy 

a bath mat and I found it. I could of asked. I realise now. But just thought it 

was kind of silly that I was a grown up and I couldn’t find a bath mat on my 

own.  

Elise, Interview One. 
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In order to develop her self-reliance, Elise needed to have opportunities to act in a 

self-reliant manner. Thus, finding the bath mat was more than just wanting to have a 

less slippery bathroom floor; it was an opportunity for Elise to develop her capital. 

Throughout Elise’s study abroad, she created opportunities to be self-reliant. While 

other study abroad students, like Amy and Lucy, went on trips around New Zealand 

with other study abroad students, Elise decided to embark on many of her trips alone. 

In the mid-semester break, about two months into her study abroad, Elise walked the 

Abel Tasman track, one of New Zealand’s great walks:  

 

I did my first trek alone in the mid-term break? Um I-I kinda wanted to do 

something alone also because … I realised that I hadn’t really been alone 

except from when I’m sleeping since I’ve got here. 

Elise, Interview Two. 

 

While walking the track, Elise met Anna – an American study abroad student who 

was also from the University of Otago. While she would spend her days walking the 

track alone, she would meet with Anna and her group each evening.  

 

 
Image Twelve: Elise and her friend Anna at Abel Tasman (Photo Narrative, Interview Two) 

 

Elise enjoyed having people to interact with in the evenings, which lead her to 

redefine what being self-reliant was to her: “I’m trying to figure out whether like 
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doing it on my own means doing it alone or doing it with other people but still by 

myself?” (Elise, Interview Two). She also noticed that when selecting photos for her 

photo narratives, she was drawn to the photos that represented the memories she 

shared with others rather than photos that represented what she did alone: “When I 

had to choose photos I noticed that I chose photos with other people in them and not 

photos of me alone and photos of just a rock or something” (Elise, Interview Two). By 

raising these contradictions, Elise was questioning her methods of investing in self-

reliance: 
 

 E: You value that time that you have with yourself?  

L: Yes. I really do. I really value that. Um [pause] But I also value [pause] 

what I experience in groups and with other people. 

Elise, Interview Two. 

(For more, see appendix D, page 159). 

  

Rather the finding the contradictions a challenge to her investment, Elise accepted 

the contradictions and continued investing in this form of embodied cultural capital. 

As she discovered, being self-reliant does not always mean being alone, and enjoying 

your time alone does not mean that you do not value relationships with others.  

Elise also embraced unexpected opportunities where she could solve a problem 

or achieve a feat by herself. At her single-occupancy apartment, towards the end of 

her study abroad, she had the power unexpectedly shut off:  
 

L: The other day all the lights went off in my apartment and I had to find the 

… we are going to play the word game again so there is kinda cabinet with 

these that go up and down? 

E: A fuse box? 

L: Probably that. So I had to find that and I had to figure out how that worked 

and I had to do it in the complete darkness and … I was kinda unsure who I 

could call here who would know that kind of stuff … I ended up doing it on 

my own. I’m not sure what I did but I did something and it worked … at home 

I would just call my roommate or go to my neighbours or something like that.  

Elise, Interview Three. 
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By choosing to solve the problem herself, Elise was taking unexpected events and 

using them to invest more in her self-reliance. Within her second month on study 

abroad, Elise’s long-term boyfriend back in Denmark ended their relationship, which 

Elise was not expecting. The experience, while painful, lead her to be even more 

invested in her self-reliance: 

 

 E: Am I right in thinking that you have a boyfriend back home? 

L: Had.  

E: Oh I’m so sorry.  

L: … Um I think everybody who goes abroad for a long time will experience 

that they grow from it in some way? Because [pause] you kind of have to 

figure things out on your own. Um [pause] and it can be really small things? It 

can be really small things. 

Elise, Interview Two. 

 

Rather than deciding to return to be with her boyfriend, Elise decided to finish her 

study abroad and then to extend her stay in New Zealand by taking an internship in 

Wellington: 

 

I was looking for some sort of internship so I thought instead of going back to 

Denmark and doing something there I might as well look at doing something 

abroad and I came across this internship in Wellington and I wanted to go to 

Wellington and it’d be a perfect excuse to stay [laughs]. 

Elise, Interview Three. 

 

Before coming to New Zealand, Elise did not have experiences being alone. However, 

though her study abroad, she realised that she highly valued the time she could spend 

alone and enjoyed being self-reliant. Through the opportunities she created, as well 

as the unexpected opportunities that arose, Elise developed self-reliance and in doing 

so, gained some embodied cultural capital that she highly valued. 
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4.4.2 Investing in the New Zealand culture 

Like many of the other participants, Elise believed New Zealanders were friendly and 

open. However, her view of this ideology was not formed through interacting with 

strangers, rather it was from how she was welcomed at events. During an excursion 

to Quarantine Island, a nature reserve in the Dunedin harbour, everyone had 

gathered in the hall to eat and drink together:  

 

I was really [pause] I don’t think honoured is the right word but when we got 

there they had made coffee and tea for everybody. It’s again like that 

welcoming gesture [pause] to welcome people and thank them for coming? I 

thought that was really a nice thing to do. 

Elise, Interview Two. 

 

Elise believed that back in Denmark people were polite, but in Dunedin “it’s more 

than being polite it’s being welcoming” (Elise, Interview One). Elise appreciated New 

Zealanders welcoming her, and she wanted to be welcoming to others both in New 

Zealand and after returning to Denmark: “It’s a kiwi thing that I’m trying to adopt … 

And I’m really hoping that I can take that with me home because I think it’s a really 

amazing [pause] thing to do!” (Elise, Interview Two). Beyond appreciating the 

ideology, Elise tried to adopt it, and in doing so she perused opportunities to interact 

with New Zealanders. Through her pursuit to be welcoming, Elise became more 

invested in the New Zealand culture. Further, Elise believed that this ideology of 

being welcoming would be compatible with Danish ideologies: “the thought of being 

welcoming would work very well in Denmark because of the social security system 

that we have? So I feel like that kind of value would be very appropriate to have in a 

society like the Danish” (Elise, Interview Two). Not only did Elise value this ideology, 

as a way that she would like to act, but further as a way of acting that all Danish 

people could benefit from.  

 

4.4.3 Investing in a friendship 

As Elise was not living in a UniFlat but rather in her own single apartment, she was 

left at a disadvantage in terms of not having a network of study abroad students 
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immediately at her disposal; or an immediate connection with a New Zealand 

student. However, at a pre-exchange orientation back in Denmark, Elise had met Amy 

briefly before coming to Otago: “I didn’t really know her before I got here. I met her 

at a workshop one time and we were discussing something about insurance” (Elise, 

Interview Two). However, after arriving, Amy became the person that Elise “talked to 

the most out of all the exchange students” (Elise, Interview Two). The majority of 

Elise’s close friendships in Dunedin were with the other Danish exchange students. 

 

 
Image Thirteen: Elise’s Social Map (see appendix F for original). 

 

Elise was able to easily forge friendships with the other Danish exchange students as 

they valued one another’s national identities. Excluding Gaelan, Pearce, and Mike 

(who Elise met while traveling), all Elise’s interactions in Dunedin were made 

through the other Danish exchange students: “I think my drawing would probably 

look different because I don’t have flatmates. So a lot of the people I meet I meet 

through other people” (Elise, Interview Two). 
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  Study abroad students that lived within the UniFlats system often created their 

own spontaneous social events as the flats are within walking distance of one 

another. At times, Elise regretted her decision as these spontaneous events were not 

open to her: “Going home to an empty apartment [pause] I kinda like it but [pause] 

sometimes wish that I had chosen to stay with uniflats” (Elise, Interview Two). As 

Elise began to form closer friendships with both Liv and Amy, she gained access to 

this field of UniFlats study abroad students. Through Amy, Elise also gained access to 

social events with New Zealanders: “Amy and Henry are really good friends and 

because of that I am sort of pre-approved. Like I can enter there without difficulties” 

(Elise, Interview Two).  

As Elise was gaining acceptance into several fields through her friendship with 

Amy, she did not have to develop or maintain those social relationships herself. In 

one interview, she noted how Amy had the desire to build and maintain a large 

number of social relationships whereas she did not: 

 

Amy is the most so if I’m introvert she would be extrovert? Like I benefit from 

that because I can’t-sometimes I just prefer to close my door and like “shhhh”. 

Whereas Amy I don’t know how she does it. But sometimes I feel like she’s 

never sleeping. But she knows everybody and she is really good at just being 

new somewhere. Whereas I might tend to be quiet when I come somewhere 

and I don’t know anyone. And I just kinda like feel the room before. She enters 

the room and she takes the room! [laughs]  

Elise, Interview Two. 

 

It is notable that Elise uses the language of benefitting from Amy being an extrovert, 

so that she is “preapproved” and can “enter without any difficulty”. By maintaining a 

strong friendship with Amy, Elise benefitted from Amy’s social capital and high level 

of symbolic capital within the study abroad student field. Because of Amy’s high 

symbolic power, Elise only had to invest in that one friendship to receive a large 

return of access to fields that she could previously not enter. For Elise, this was 

desirable as she did not have to maintain a large amount of friendships or attain a 

large amount of symbolic capital to become a participant in the study abroad student 
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field and in the New Zealand student field. This gave her more time to invest in her 

self-reliance and in her written English, while receiving the same benefits from 

investing that she would have if she was investing in these social fields herself. 

 

4.4.4 Investing in the L2 and the L2 context 

One of Elise’s study abroad goals was to improve her English, as back in Denmark 

tertiary education is conducted in English rather than Danish: “Everything is taught in 

English in Denmark … if you want to do anything with like [pause] your education 

you need to be able to do it in English too” (Elise, Interview One). Elise was 

particularly focused on her English writing, as she felt that her spoken English would 

naturally develop throughout her study abroad the more she used it. Like Amy, Elise 

was limiting her investment in English to certain locations and times – within the 

classroom and while studying. However, Elise was not as proficient as Amy in English 

and therefore found some challenges when attempting to participate.  

Elise felt that the most challenging part of her spoken English was having a 

limited vocabulary, which often left her feeling that she “could have said it so much 

better in Danish” (Elise, Interview Two). However, for Elise, being a fluent English 

speaker meant being able to express herself “without any difficulties” (Elise, Interview 

Two). One of her language learning and communication strategies was what she 

called the “word game”, where if she did not know the correct vocabulary to describe 

something she would simply “say it in another way”: 

 

I had to um [pause] now I can’t even remember that word again. I had to 

explain something about [pause] the Ivory Coast the other day? And I didn’t 

know the word for Ivory. So I was playing this really funny game being like 

“Okay so an elephant with the thingies going out from the face what would 

you call that” then “Okay so where Ghana is on the map” and it was kind of a 

mess but it worked! 

Elise, Interview Two. 

 

While having to play the “word game” was at first frustrating for Elise, it was in many 

situations a very helpful strategy to make herself constantly understood. As with Amy 
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and Lucy, the majority of her interactions were with study abroad students, where 

there was less of an expectation for speaking fluently in English. In these fields, 

playing games to be understood was easily accepted. Within the university context, 

however, she found that this strategy was not always accepted by her tutors: 

   

L: I had to explain the Marxist theory … I don’t know the words in English that 

he uses in his theory so I just explain it in another way. It takes more words 

but you get the point.  

E: Yeah absolutely. And you’ve [pause] when you’ve explained things in such a 

way do you find that the reaction is positive? It’s fine? 

L: Um yeah I do feel like sometimes the tutor [pause] like I’m sure they do 

with good intentions but sometimes they talk instead of me? They would stop 

me in the middle of a sentence and just finish it for me. 

Elise, Interview One. 

 

Within the classroom, being interrupted when trying to communicate her ideas 

invalidated her right to speak. Elise started to find classroom contexts “intimidating” 

as she had “difficulties explaining anything” (Elise, Interview Two). The classroom 

was not providing Elise with opportunities for her to practice her English, and much 

of her practice of English writing occurred outside the classroom context. Elise 

noticed that her motivations relating to the classroom were changing over time: “My 

motivation might have moved more towards … like I can see this stay ending now? 

So I’ve caught myself calculating what I need to do to just pass the papers [laughs]” 

(Elise, Interview Two). With time, Elise became less invested in her university classes 

as they were not providing her with the improvement in her written English which 

was her reason for investing. Instead, Elise’s English was improving from her 

spending time with the other study abroad students, and with the effort she spent 

keeping a journal chronicling her study abroad experiences.  

 Elise’s investment in the Dunedin context is complex as Elise saw the one 

context as being made up of three different cultures: a Dunedin culture, a student 

culture and an “exchange student culture” (Elise, Interview Two). While she felt a 

part of the exchange student culture, Elise described her relationship with the 
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Dunedin context as something she uses rather than something she feels a part of: “I’m 

not really sure what the Dunedin culture is? I have a vague idea um [pause] I feel like 

I’m more a part of the student culture or maybe even an exchange student culture? 

But I do feel that I use the city a lot” (Elise, Interview Two). Despite this, when Elise 

was outside of the Dunedin context, she described herself as being “from Denmark 

but living in Dunedin” (Elise, Interview Three). Even if Elise did not feel a part of the 

Dunedin culture, she still felt that she lived in the city. 

 On arrival, Elise did not experience culture shock, but instead found that her 

culture shock built up over time. Elise described the culture shock like a wall that was 

building up piece by piece: 

 

I think it’s just been sneaking up on me … they’re actually becoming more and 

more instead of the other way around. I didn’t meet a wall when I came here I 

thought it was kind of like [pause] it is kind of like Denmark in a lot of ways. 

But then the more that I hear it’s more of these small shocks building up the 

wall. 

Elise, Interview Two.  

 

This self-described wall of culture shock originated from small daily actions in which 

Elise was reminded that she was not from Dunedin, such as not being able to pass 

people on the street as she “goes right and they go left” and not knowing how to find 

public places like the library. As Elise noted, “small things like that makes me be 

really aware that I’m not from here” (Elise, Interview One). Besides the small daily 

reminders that she was not at home, Elise’s wall of culture shock consisted of facts 

she heard about Dunedin and New Zealand, rather than experiences she had. Within 

her first month in Dunedin, Elise heard about several different elements of both 

Dunedin and New Zealand culture that “bothered” her. At a party, she overheard 

people talking about class A drugs; her friend talked about seeing a homeless man 

asleep in the library; she heard about how some students struggle financially to the 

degree that they cannot afford to heat their flats. These facts built up brick by brick to 

a wall of culture shock, and this wall continued to build up rather than diminish over 

the course of her study abroad.  
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 Elise had a complex and contradictory relationship to the Dunedin culture: she 

felt that Dunedin was her home, but she was not a part of the city. Elise was invested 

in English throughout her study abroad, however her investment in Dunedin was 

more an investment in the “study abroad culture” and the “New Zealand student 

culture” that she describes. Like Dres and Amy, her identity as a Dane was more 

helpful than harmful. It was through this identity that she could forge relationships 

with other Danish students easily, and thereby gain access to their social fields. If 

Elise were to downplay her Danish identity, she most likely would have had to forge 

relationships with different fields herself.  

 

4.5 Anna: Refusing to invest 

Anna had three goals for her study abroad. Firstly, she was using her time at the 

University of Otago to gain her final credits towards her master’s degree. Thus, one of 

her goals was to achieve these credits. Secondly, she wanted to make herself “a 

project” – eating well, exercising, and feeling holistically healthy (Anna, Interview 

One). Finally, Anna wanted to explore New Zealand and to “see some of the country” 

(Anna, Interview One).  
 

 
Image Fourteen: Anna exploring the Kepler track (Interview Two, Photo Narrative). 
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Anna had had numerous previous study abroad experiences, however these previous 

experiences were more detrimental than helpful to her time on study abroad. Anna 

held her own habitus and the ideologies of her L1 at a high value and was not willing 

to have these ideologies challenged. She further created barriers to her own 

investment in the Dunedin culture. Ultimately, Anna was a study abroad student who 

refused to invest in her L2 environment.  

 

4.5.1 Investing in habitus: An unwillingness to change 

Like Amy, Anna had several international experiences before coming to New Zealand: 

“This is the fifth country I’m living in” (Anna, Interview One). Out of all the 

participants, Anna had travelled the most extensively and had already been on two 

study abroad experiences. At age sixteen Anna went to the U.S.A. for six months, and 

in her third year of university Anna went to Spain for six months. Further, Anna was 

completing her Master of Arts degree at a university in Switzerland.  

 Anna was adamant that she would change little while on study abroad in 

Dunedin, due to how many times she had already lived overseas: “I’ve already been in 

so many different countries I don’t think I will change that much” (Anna, Interview 

One). Anna expressed that in her specific region of Germany, people were extremely 

direct: “Particularly about the area where-where I come from. We’re very direct and 

pragmatic probably more direct and pragmatic that the usual German is” (Anna, 

Interview Two). Even though she noticed the New Zealanders as “less direct” than 

Germans, in Dunedin Anna continued to be as direct as she would back in Germany:  

 

L: When I meet new people I’m like “Okay just so you know I don’t mean to 

offend anybody but I tend to be very direct because of my cultural 

background”. 

E: Do you tell people that quite a lot? 

L: Yes. Yes I do tell people because otherwise there is going to be a problem 

usually [laughs] Because I either don’t understand their indirect 

communication or they feel offended by me telling them directly what I think.  

E: So you think setting those expectations straight away helps? 

L: Yeah. So they know I don’t mean to be rude but this is just a cultural 
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difference that is going on. 

Anna, Interview Two. 

 

Rather than adapting how she acted, Anna chose to continue to act the same and 

explain why she was being direct. Anna was very unwilling to change the way she 

acted, because she had a clear sense of the value of her own habitus and the 

ideologies of her L1: 

 

Even though I know that directness might not always be very well appreciated 

I will never want to lose it. So I kind of-kind of know what I like about being 

the way I am and what I don’t like and I know the strength and weakness that 

come with each characteristic. 

Anna, Interview Two.  

 

If Anna was to change the way she acted, she may have been able to be ascribed more 

value within Dunedin fields; however, her L1’s ideologies were more valuable than 

negotiating a favourable position for herself. Unlike Amy, who consistently adapted 

her actions to receive the most symbolic capital in an interaction, Anna limited her 

ability to become a participant within Dunedin fields by being unwilling to change.  

 

4.5.2 Unwillingness to invest in Dunedin 

As a self-described extrovert, Anna’s first priority when arriving in Dunedin was to 

join clubs and activities where she could form friendships: “I’m a very extroverted 

person! [laughs] … I need people around me so it’s the first thing I do” (Anna, 

Interview One). Like Lucy, Anna joined clubs that were facilitated through O.U.S.A., 

however Anna also had little success. While she would interact with group members 

during group activities, like Lucy she could not bring those fledgling friendships 

outside of the group setting.  

Anna was able to form friendships with other Master of Arts (M.A.) students 

within her department; however, this field was made up of international, rather than 

New Zealand, students:  
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L: The two Indian girls are doing the full time master here and Ana is from 

[pause] Budapest in Hungary. So she’s an exchange student as well. 

E: Do you spend a lot of time together? 

L: Um yeah we have almost all classes together so … we do that together and 

when we’re here having lunch or just studying in the library and stuff. Meeting 

at night and on the weekend.  

Anna, Interview Two.  

 

Anna was easily able to become a participant in this field, as by being a M.A. student, 

members knew that she had desirable capital. The field of other M.A. students was 

the only field in which Anna was a participant, and while she formed friendships, it 

led Anna to have very little interaction with New Zealanders. Anna’s only regular 

interaction with New Zealanders was with her two flatmates. Like Dres, Anna chose 

to live outside of the city, in a suburb approximately five kilometres away. Also like 

Dres, Anna really enjoyed physical activity and would walk, taking “35 to 40 

minutes”, to University each day (Anna, Interview One). While Anna enjoyed her 

daily walk, by living far away she had limited her ability to be involved with the 

impromptu social events of other study abroad students.   

 Nonetheless, Anna was able to be involved in some social events with the other 

M.A. students. One evening, they had a B.Y.O (‘Bring your own alcohol’) dinner at a 

local restaurant. While Anna enjoyed the evening on the whole, she was affronted by 

the amount the students were drinking: 

 

L: It was a quite nice night but um [pause] yeah a bottle of wine in half an 

hour is not [pause] I don’t know. Without food. A like 7pm I don’t know.  

E: You found it quite shocking? Or?  

L: Yeah it was kind of strange to see. Because normally we drink wine or beer 

because we enjoy drinking wine or beer not because we want to get drunk. I 

mean yeah. Especially not to the point that we don’t know what we’re doing 

anymore. 

Anna, Interview One. 
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The experience of seeing students drink alcohol in such a manner stuck with Anna 

and massively affected her study abroad experience. Even though everyone at the 

dinner was an international student, Anna applied what she had seen at that dinner 

to all students in Dunedin. Anna assumed that all Dunedin students were heavy 

drinkers who “only drank to get drunk”, even though the dinner was her only 

experience in Dunedin surrounding alcohol (Anna, Interview One). In the second 

interview, Anna expressed how she was unsure if she could be involved in the 

Dunedin culture as it revolved around drinking alcohol:  

 

 E: Do you feel like you’re a part of the Dunedin culture?  

L: Oh wow.  

E: I know that’s kind of a big question. 

L: Not yet. Not yet no.  

E: Is it something you expect to be a part of further down the line?  

L: I’m not-not entirely sure because it’s harder to get involved with Kiwis 

especially because they’re-the most of the activities they’re doing is this night-

time drinking then [pause] which I don’t like [pause] … 

E: Yeah I see. 

L: Yeah so I’m not sure.  

Anna, Interview One.  

(For more, see Appendix D, page 166). 

 

Without being involved in any New Zealand social events involving drinking, Anna 

assumed that it was part of the culture. Anna’s assumption was a self-imposed barrier 

to feeling a part of Dunedin culture. As noted in the previous section, Anna placed a 

high value on her own habitus and ideologies, and was frequently unwilling to 

change. She also placed a very low value on her assumption of the Dunedin 

ideologies, such as heavy drinking. By de-valuing the culture based on one assumed 

ideology, Anna was able to feel justified about why she could not be a part of the 

Dunedin culture. However, her relationship to Dunedin was often contradictory: 
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E: Do you find that [pause] do you think that the drinking is a significant part 

of the Dunedin environment?  

L: Not that I’ve experienced. No.  

Anna, Interview One.  

 

When discussing the culture of the Dunedin locals, Anna was inclined to discuss the 

disconnect she felt towards the them due to the drinking culture. However, as she 

mentions in the quote above, drinking was not a large part of what she had 

experienced in Dunedin. Thus, the limitation she had placed on her ability to be 

involved wasn’t informed by her experiences with locals, but rather on her 

assumptions about them which were informed by the actions of non-locals.  

 

4.5.3 Deciding to Leave 

Like Elise, Anna had a long-term boyfriend who was back at home. As she had had 

several international experiences before, Anna had experienced long-distance 

relationships: “It’s hard but it’s not the first time I’ve been in long distance 

relationship” (Anna, Interview One). In her first month in Dunedin, Anna was in 

regular contact with her boyfriend back home: “I usually talk to my boyfriend two 

times a day once when he gets up in the morning so afternoon here and once [pause] 

early morning here like we skyped and watched Game of Thrones together because 

before I came here. (Anna, Interview One). Sadly, like Elise, Anna’s boyfriend ended 

their relationship during her second month in Dunedin. In order to re-kindle the 

relationship with her boyfriend, Anna returned to Switzerland after two months in 

Dunedin. Anna’s decision to return home may have been easier for her due to her lack 

of investment in any New Zealander-based fields.  
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5.  Discussion 
This chapter sequentially addresses the three research questions by interpreting 

findings in light of the previous literature and the theories of Darvin and Norton 

(2015), Bucholtz and Hall (2005), and Bourdieu (1986; 1990; 1991; 2000). This 

chapter ends with a discussion of the overarching themes across all research 

questions, relating to fields, context, and understanding.  

 

5.1  Ideologies and investment 

This section provides answers to research question one: While studying abroad, what 

kind of impact do ideologies have on students’ investment? The New Zealand ideologies 

did not impact participants’ investment in the same manner, because each participant 

had a different understanding of what the ideologies of New Zealand were. Some 

participants formed the same understanding of an ideology through different 

practices in the Dunedin context. However, even though their understanding was the 

same, because this understanding was formed through different practices, the same 

ideology led participants to invest in different practices and fields. Other participants 

formed different understandings of an ideology through the same practice, and what 

participants understood the ideology to be was what affected their investment. 

Finally, some participants were more open generally to new ideologies than others. 

The openness, or unwillingness, of participants to engage with new ideologies was 

not a reaction to any specific ideologies of the Dunedin context, but rather seemed to 

be based on learners’ beliefs and L1 ideologies. Participants who were willing to 

interact with the Dunedin ideologies were often more invested than those who were 

unwilling. 

 

5.1.1  Same ideology, different investment outcomes 

Within the study abroad environment, there is often assumed to be one unchanging 

target culture that students will interact with. When professionals discuss ideas such 

as cultural adaptation as a goal of study abroad (Mapp, 2012; also see page 4), they 

are presenting the study abroad culture as something that is unchanging that 

successful study abroad students will adapt to. Many aims of study abroad 
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programmes are related to students’ ability to adapt to their new environment and 

culture (Mapp, 2012; Byram & Feng, 2006). 

The way that we see “culture” within a context is through ideologies: the 

“dominant ways of thinking” within a context (Darvin and Norton, 2015, p. 44). 

Ideologies are not a set of clearly defined rules; rather they are mental constructions 

that are represented through our actions. When students interact with and observe 

the study abroad environment, they form their own understanding of what the 

ideologies of that environment are. These understandings may be formed on accurate 

or inaccurate assumptions, but nonetheless what students understand about the 

ideologies of their new environment is based on interaction and observation. 

In this study, there were two New Zealand ideologies that participants had 

different understandings of – New Zealanders as friendly, helpful, or welcoming and 

New Zealand’s race ideologies. Each of these ideologies will be discussed separately, 

followed by a discussion of the relevant previous literature and the positive 

consequences of using Darvin and Norton’s (2015) theory of investment as well as 

Bourdieu’s (1986; 1990; 1991; 2000) theoretical framework. 

 

5.1.1.1 New Zealanders as friendly, helpful, or welcoming 

Within the Dunedin context, four participants believed that New Zealanders were 

friendly, helpful, or welcoming. While each participant believed this was an ideology 

of New Zealanders, each participant formed their view of this ideology through 

different practices and interactions. For Lucy, the ideology manifested when 

interacting with New Zealanders at the supermarket (see page 79). New Zealanders 

were willing to interact with her, despite being strangers, and through these 

interactions Lucy formed an understanding of New Zealanders as friendly. This 

ideology not only allowed Lucy more opportunities for interactions when strangers 

would speak to her, but showed her that these kinds of casual interactions were 

acceptable behaviour within the Dunedin context. Thus, through her understanding 

of New Zealanders as friendly, Lucy became more invested in developing her English 

through initiating interaction with strangers herself. Amy also believed that New 

Zealanders were friendly and welcoming, and her understanding of this ideology was 

formed through being invited to different New Zealand student parties even though 
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she did not always know the host (see page 70). For Amy, New Zealanders being 

friendly and welcoming meant that she could participate in more events within the 

New Zealand student field. Through her understanding of this ideology, Amy became 

more invested in interacting with members of the New Zealand student field, 

members of which were English native speakers. Amy and Lucy’s understanding that 

New Zealanders were friendly and welcoming promoted both of them to invest in 

developing their English through interacting with more native speaker interlocutors.  

This ideology also influenced the investment of Elise and Dres; however, 

instead of influencing their investment in developing their English language, it 

influenced their investment in the New Zealand culture. Elise believed that New 

Zealanders were welcoming due to being welcomed by New Zealanders at events – 

both in interaction and through practices. When Elise went on an excursion to 

Quarantine Island, she was greeted warmly by New Zealanders as well as presented 

with a morning tea that New Zealanders had provided to welcome everybody (see 

page 87). Through her understanding of New Zealanders as welcoming, Elise became 

more invested in the New Zealand culture as she had a desire to adopt this ideology 

of being welcoming herself. Her investment, like that of Amy and Lucy, was mediated 

by interacting with more New Zealanders in the target language. However, unlike 

Amy and Lucy, her investment was not about interacting more to develop her English, 

but rather interacting more to gain this desirable ideology. Dres’ understanding of 

New Zealanders as friendly and helpful also influenced his investment in the New 

Zealand culture. Dres formed his understanding of this ideology through New 

Zealanders helping and supporting him while he was injured (see pages 53-4). Dres’ 

understanding of this ideology influenced him to be more invested in the Dunedin 

culture, as he felt safe and supported throughout a stressful experience. Dres 

understood the ideology through experiencing his injury, rather than through 

choosing to engage with it. Unlike Elise, Dres’ investment in the New Zealand culture 

was not an agentive investment that was sought out and desired, but rather a less 

conscious investment which was fostered by feelings of security and safety. 
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5.1.1.2 New Zealand’s race ideologies 

Both Amy and Elise attended the Māori ball while on study abroad in Dunedin, but 

through this one event, Elise and Amy formed different understandings about New 

Zealand’s race related ideologies. Amy believed that New Zealand was a racially 

divided society (see pages 69-70). At the event, Amy interacted with Māori students 

and was shocked by the lack of Māori history that was taught in schools. Amy had 

previously observed that there was not a visible Māori population on the University 

campus, and when she learnt this information at the Māori ball, Amy began to form 

an understanding of New Zealand as a racially divided country. Amy’s understanding 

of this ideology lead to her being less invested in the New Zealand culture. 

 However, Elise believed that New Zealand was an inclusive melting pot of 

different races and ethnicities (see page 87). Unlike Amy who had a Māori flatmate, 

this was Elise’s first interaction with the Māori culture and population in Dunedin. 

Elise interacted with the same Māori students as Amy at the Māori ball, however her 

understanding of New Zealand’s race ideologies was different. Her understanding 

that New Zealand was inclusive of different races, alongside her understanding of 

New Zealanders as welcoming, influenced Elise to be more invested in the Dunedin 

culture.  

 Elise’s and Amy’s opposing understandings of New Zealand’s race ideologies 

can be understood through their experiences before attending the Māori ball. Amy 

had already perceived there to be a racial divide in New Zealand, and thus had a 

negative understanding of New Zealand’s race ideologies before attending the ball. 

Elise, on the other hand, had seen how New Zealanders welcomed both her and 

others of different races, and thus went to the Māori ball with a positive view of New 

Zealand’s’ race ideologies. The difference between the two participants’ 

understandings of the ideologies can be explained by the differences between their 

experiences leading up to the Māori ball. These differences in understandings are 

important as Elise’s understanding influenced her to be more invested in the New 

Zealand culture, whereas Amy’s understanding was a barrier to her investment in the 

New Zealand culture.  
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5.1.1.3 Viewing an ideology as an understanding 

In previous study abroad research, an ideology is not often presented as a 

participant’s understanding that could influence what that participant experiences. In 

Polanyi (1995), gender ideologies are presented as static entities within the Russian 

culture that limited participants’ ability to interact with Russian males (see pages 23-

4). Talburt and Stuart (1999) mention that participants have their own observations 

about ideologies, but there is little mention that these observations could have 

influenced what participants believed the ideologies of Spain were (see page 25). 

Further, in Twombly (1995), participants are described as having their “own value 

systems”; however, these value systems consist of their L1 ideologies and there is 

little discussion of how their “value systems” affected participants’ views of the L2 

ideologies (see pages 24-5). In all of these studies, the gender ideologies of the target 

culture are often presented as if they are clearly defined rules that participants reject, 

rather than understandings of target culture that participants have formed themselves 

through interaction and observation. Further, the members of the target culture may 

have different understandings of their culture’s ideologies. 

 When previous research presents ideologies more like rules than like 

understandings, it becomes hard to explain why participants from the same L1 

culture reacted differently to L2 ideologies. Through Darvin and Norton’s (2015) 

theory of investment, and the theoretical framework of Bourdieu (1988; 1990; 1991; 

2000), ideologies can be presented as understandings that influence participants 

actions within the study abroad environment. When ideologies are presented as 

understandings, we can explain why the ‘same’ ideology can influence participants’ 

investment in different ways. The participants in this study collectively noted that 

being friendly, helpful, and welcoming was an ideology that New Zealanders held. 

However, their different understandings influenced them to have different 

investments that were all reactions to the ‘same’ ideology. 

 

5.1.2 Being open to new ideologies versus being unwilling to change  

Another prominent study abroad assumption is that students who are “willing” will be 

those that have successful study abroad experiences. Juan-Garau and Perez-Vidal’s 

(2007) expectation for students to improve their L2 while on study abroad hinges on 
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the condition that the student is “willing to make the effort” (p. 119; also see page 4). 

While being “willing” is not the only factor determining the success of participants’ 

second language development on study abroad, participants who were more willing 

to understand the target culture and its ideologies were also those who were more 

invested study abroad students.  

In Bourdieu’s theoretical framework, he notes that an individual needs two 

things to become part of a field: they need to understand the “rules”, or ideologies, 

that govern that field, and they need to be able to work within or around those rules 

(see page 10). Importantly, Bourdieu notes that understanding the ideologies of a 

field is a necessary condition of becoming a part of a field, but adapting to the field’s 

ideologies is not always necessary. 

While on study abroad, participants were more or less willing to understand 

the ideologies within their target culture fields; their willingness to understand new 

ideologies often paralleled participants’ overall willingness to change the ways that 

they thought or acted. Throughout the interview process, participants were often 

asked about how, or if, they had changed while they were on study abroad. Elise 

often noted that she was changing, in thought or in action, while she was on study 

abroad, which was most notable through her desire to understand the new ideologies 

that she encountered (see page 87). Elise remained willing to change throughout her 

study abroad experience; however, she was only willing to change towards ideologies 

that she liked. When she encountered ideologies that contradicted the Danish 

ideologies she already held, Elise’s “wall of culture shock” grew. Nonetheless, this 

“wall of culture shock” did not limit her investment in Dunedin.  

When he first arrived in Dunedin, Dres was only willing to change his actions 

due to his injury (see page 54). However, when Dres realised that New Zealand and 

Denmark were not as similar as he had thought, he began to change his actions. 

When he assumed that New Zealand was the same as Denmark, there was no reason 

for Dres to adapt the way he acted. Thus this change only occurred after Dres began 

to notice significant differences between the two cultures. As he became more 

invested in his Dunedin fields, he desired to act appropriately for each field in order 

to retain his participant status. Dres learned the “rules”, or ideologies, that governed 

each field, and then adapted his actions to work within these rules. The more Dres 
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invested in each field, the more Dres chose to adapt his behaviour in order to be able 

to continue to participate in fields in the Dunedin context.  

Anna was unwilling to change her way of thinking or acting during her study 

abroad experience (see page 94-5). Throughout her study abroad, Anna acted in a 

manner that she knew was inappropriate to her Dunedin fields and explained that the 

manner in which she was acting was due to “a cultural difference”. Anna clearly 

understood the ideologies of the fields that she participated in while in Dunedin, 

however she was not invested in any fields within the Dunedin context. As she was 

not invested, there was no reason for her to adapt her way of thinking or acting. 

Unlike the other participants, Anna did not have a study abroad goal related to 

forming friendships or learning about a new culture. Not being invested in Dunedin 

fields, alongside not having a goal related to being a part of different fields, can 

explain why Anna was so reluctant to change how she acted while on study abroad.  

In much previous research, if participants’ actions change at all, it is commonly 

due to a negative response to target culture ideologies. In essence, this previous 

research often describes change as the experiences of participants who withdraw 

from the target culture. Kinginger (2008) describes how one participant “stayed 

home” during study abroad as when she encountered new target culture ideologies, 

she withdrew from interacting with the target culture (see pages 29-30). In Kinginger 

and Farrell Whitworth (2005), Bill reacted negatively to French gender ideologies 

and thus withdrew into a sense of American superiority. Wilkinson’s (1998) 

participants began to only interact with their American peers, after several culture 

and language misunderstandings led them to negative stereotyping of France and the 

French (see page 33). Overall in these studies, participants only changed when they 

were confronted by the ideologies of the study abroad environment.  

In this study, participants at times changed due to the ideologies of the target 

culture. However, unlike the participants in Wilkinson (1998) and Kinginger (2008), 

these changes were not caused always caused by a negative reaction to target culture 

ideologies, but were often due to an appreciation of these ideologies. At other times, 

participants’ willingness to change was due to the participant noticing that there were 

gaps between their L1’s ideologies and the target culture’s ideologies. Due to these 
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gaps, participants realised that their manner of acting could be seen as inappropriate 

in Dunedin.  

Through using Darvin and Norton’s (2015) theory of investment and 

Bourdieu’s theoretical framework (1986; 1990; 1991; 2000), we can see how change 

does not have to be the same as withdrawal. When participants encounter new 

ideologies, they may reject them as Anna did. However, they may also admire these 

new ideologies and desire to adopt them themselves, as Elise did. Darvin and Norton 

(2015) can also help us understand the importance of understanding to ideology. 

Investing in a field within the target culture requires an understanding of its 

ideologies. All participants in this study were willing to understand the target 

culture’s ideologies, but not all participants desired to be a part of the Dunedin fields. 

The participants who were willing to change were often those who were invested in a 

Dunedin field, or desired to participate in a particular discourse.  

 

5.2 Capital and investment 

This section provides answer to research question two: How do study abroad students’ 

ability to negotiate their symbolic capital in the study abroad environment affect their 

investment?  Rather than trying to re-negotiate the symbolic value of their L1 capital 

within L2 fields, participants were more interested in gaining new capital that would 

either be of symbolic value within the study abroad context, or in their future. Having 

a high level of symbolic value within Dunedin fields was beneficial, as when 

participants were ascribed a high level of symbolic capital within a field in the 

Dunedin context, their investment in that field increased. However, an increased 

symbolic value within Dunedin fields was not always the goal of participants’ 

investments. For some participants, investing in Dunedin fields was a way to gain 

capital that could be valued in their futures. Thus, within the Dunedin context, some 

participants became more invested through being valued, while others invested to 

gain the ability to be more highly valued. While many participants invested, not all 

participants were successful in gaining the capital that they expected from their 

investment.  
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5.2.1 Habitus as an indicator of investment success 

One assumption about study abroad experiences is that participants will be able to 

interact with native speakers simply by being in the study abroad environment.  

Study abroad students are expected to have “truly authentic conversations with a 

variety of speakers” as they are spending a “large amount of time” in the study abroad 

environment (Juan-Garau & Perez-Vidal, 2007, p. 119; see page 4). The participants 

in this study often had similar assumptions, believing that they did not have to be 

agentive in creating language learning opportunities for themselves as they would 

naturally improve their English by spending a significant length of time in Dunedin 

(see pages 52 and 78). However, spending a large amount of time in a target 

language environment does not guarantee the development of a students’ L2, nor 

does it guarantee them the ability to participate in target language mediated fields.  

In Darvin and Norton (2015), investment is described as the interaction 

between a learners’ habitus and their desires (see page 20). Habitus is our more or 

less permanent way of being and behaving that frames what we believe is “reasonable 

and possible”, and we tend to act in ways that align with our habitus (Darvin & 

Norton, 2015, p. 46; also see page 12). However, our desires can be a call to action – 

helping us to go against our habitus and invest in new practices that could be 

transformational. Habitus is formed by past experiences, thus understanding 

participants’ past experiences can help us understand their investment decisions while 

on study abroad. 

While on study abroad in Dunedin, Amy and Lucy both invested in different 

fields in order to gain social capital; however, this social capital would only be 

valuable within the study abroad environment (see sections 4.2.1 and 4.3.1). While 

their friendships formed on study abroad could still continue after leaving Dunedin, 

these friendships would not necessarily be valuable within their fields back in their 

home countries. Amy was invested in the New Zealand student field, and being a 

participant in this field was seen as a symbolically valuable piece of capital within her 

study abroad student field. While Amy’s desire was to attain New Zealand friends, 

and to be highly valued within the study abroad student field, Amy’s habitus had the 

largest influence on her investment for social capital. As she had not formed 

friendships with locals while on her previous international experiences, one of Amy’s 
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study abroad goals was to make New Zealand friends on study abroad: “It’s definitely 

a priority of mine to get to know some Kiwis” (Amy, Interview One). Amy’s habitus, 

which was in part formed by her previous international experiences where she was 

not a part of any native speaker fields, encouraged her to invest in the New Zealand 

student field. While Darvin and Norton (2015) present habitus and desire as two 

opposing forces that interact to form a learners’ investment, Amy’s habitus and desire, 

concerning forming friendships with New Zealanders, were complementary. Her 

habitus, rather than being a limitation, encouraged her desires and helped her to 

successfully invest in the New Zealand student field.  

Lucy was also invested in forming friendships with New Zealanders. While in 

Dunedin, Lucy invested in many different clubs believing that she would form 

friendships with New Zealanders, and thus be able to be a part of the New Zealand 

student field (see pages 71-3). Lucy’s choice to invest in clubs as a way to form 

friendships was due to her habitus. However, Lucy’s habitus did not contradict her 

desires, but rather misled them. Lucy was able to invest in the different clubs without 

difficulty; however, her investment in these clubs did not give her the return of social 

capital that she was expecting. In short, Lucy was an able investor, but not a 

successful one.  

Some previous research features participants who were unsuccessful in 

forming friendships with native speakers, or unsuccessful in becoming a part of 

different target language mediated fields. However, this previous research is often 

focused on how ideologies limit participants’ desires. In Pellegrino Aveni’s (2005) 

study, many participants were unwilling to interact with Russian men and preferred 

to interact with Russian women (see page 27-8). Further, some participants began to 

believe that it was impossible to be a part of any Russian-mediated fields: “I haven’t 

met any Russians that I could really talk to or feel comfortable with” (Pellegrino 

Aveni, 2005, p. 84). Participants did not feel “comfortable” as they found the gender 

ideologies of Russia to be confronting, and as such their desire to become a part of 

Russian mediated fields diminished. In Siegal (1994; 1995), some participants 

desired to become part of Japanese mediated fields in the study abroad environment 

but this desire was challenged by the gender ideologies of Japan. Siegal’s participants 

often believed that Japanese politeness and honorific speech, which was especially 
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prevalent in Japanese women’s’ speech, was belittling and demeaning behaviour (see 

page 28-9). While neither of these studies discuss investment specifically, it is evident 

that these participants’ desires to be a part of different fields conflicted with their 

habitus, informed by the ideologies of their home countries, which made them find 

the new ideologies of the study abroad environment to be undesirable and limiting. 

In this previous research, participants’ habitus challenges their desires to be involved 

in different fields, due to the challenges that the fields’ ideologies pose to their 

habitus.  

 However, the participants in this study did not find that their habitus and 

desires were always in opposition, but rather that the relationship between their 

desires and habitus were more complex. For Amy, there was not an opposition 

between her habitus and desires, and she was able to invest and gain the return on 

her investment that she was expecting. For Lucy, her habitus misled her desires and 

led her to invest in practices that would not afford her the capital she had desired and 

invested in. Through Darvin and Norton’s (2015) theory of investment, we can unpick 

the complexity of students’ habitus and desires to understand how both can affect 

students’ investments.  

 

5.2.2 Investing now to be valued in future fields 

Within the university context, study abroad is often seen as being a place for students 

to develop communicative competence that will be valuable to them when seeking 

out future employment (see page 4). Further, Byram and Feng (2006) note that a 

desirable outcome of study abroad is developing “the linguistic and cultural skills 

necessary to successfully interact with those of other cultures” (Byram & Feng, 2006, 

p. 34). Overall, there is an assumption that study abroad students will use their 

experiences in the study abroad environment to develop cultural capital, either 

through a knowledge of a foreign language or through the ability to interact with 

different cultures; and this cultural capital will be of value to them in their futures.  

 One element of capital is cultural capital, which can exist in an embodied, 

institutionalised, or objectified state (see page 13). Institutionalised and objectified 

cultural capital refers to something that we have possession of – such as knowledge, 

skills or artefacts. Alternatively, embodied cultural capital refers to something that we 
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are or we exhibit – a valued trait, mannerism, or competency. In Darvin and Norton’s 

(2015) theoretical framework, learners may invest for specific capital, or because the 

value of their capital will increase through the act of investing. Thus, gaining 

symbolic capital can be the goal of investing, but also part of the process of investing.  

 While on study abroad in Dunedin, Dres and Elise both invested for cultural 

capital. Dres invested in his lab field in order to gain more cultural capital that would 

be valuable in his future career as a scientist – in the form of both gaining knowledge 

and skills, as well as a good reference from his research supervisor (see page 54-5). 

Gaining the institutionalized cultural capital of a good reference from his supervisor 

required Dres to first prove his symbolic worth within the field. Unlike the knowledge 

Dres gained through the process of investing, the reference would be an outcome of 

Dres’ investment in the lab field. Dres was investing for both the capital he would 

gain through the process of investing as well as for capital that would be an outcome 

of investment.  

 Elise also invested for cultural capital while in Dunedin; however, Elise 

invested for embodied cultural capital. Elise was invested in developing her self-

reliance on study abroad (see pages 83-6), which was also one of her study abroad 

goals. Elise’s investment in developing her self-reliance required her to act on, and 

seek out, opportunities where she could solve problems on her own. Like Dres, Elise 

would gain the ability to be self-reliant through the process of investing, as well as an 

outcome of investing. However, Elise’s investment in cultural capital was different to 

Dres’ in many ways. Firstly, the desired outcome of Elise’s investment was not 

contingent on someone else ascribing her symbolic value. Secondly, the aim of 

gaining this cultural capital was not to be more highly valued in any study abroad or 

future fields. Elise’s investment shows us that not all investments for cultural capital 

have the goal of being ascribed a higher value within a field. Instead, one can invest 

to gain cultural capital that they desire and value themselves.  

 In previous study abroad research, there is little discussion about participants’ 

desires to gain capital that is not the target language. The participants of this study 

not only invested for cultural capital, but this investment was their primary goal of 

study abroad. While on study abroad, both Elise and Dres were more invested in 

developing their new cultural capital than in developing their English. Through 
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Darvin and Norton’s (2015) theory of investment, we are called to consider students’ 

capital and how it influences their investment. Without considering their desire to 

develop capital, the investments of Elise and Dres in gaining knowledge, 

competencies, and approval may have not been considered as being important. The 

value of considering learners’ investment in capital while on study abroad will be 

further discussed in the conclusion of this study.  

 

5.2.3 Different views of language learning, different investments on study abroad 

The development of a target language is often seen as being the chief occupation and 

goal of study abroad students. Goodwin and Naught (1998) view the outcome of 

study abroad as “mastering a modern language” (see page 4); however, some assume 

that the only way to learn a second language ‘properly’ is through study abroad or 

other long-term international experiences. Rivers (1998) believes that “the optimal 

environment for second language acquisition is the long-term, in country residence”, 

and further that “true functional competence in a foreign language … is nearly 

impossible to achieve without a sojourn abroad” (see page 4). There are two 

interwoven assumptions presented here about language learning on study abroad. 

Firstly, there is the assumption that language learning is a goal of all study abroad 

experiences. There is also the assumption that language learning will take place on 

study abroad as it is the optimal language learning setting.  

 All participants in this study believed that they had developed their second 

language proficiency while on study abroad; however, this development was achieved 

through different means. In Larsen-Freeman’s (2014) metaphor of second language 

development, we are encouraged to think of learners as having “individual 

developmental paths” to second language proficiency (p. 594). Further, Sfard’s 

(1998) acquisition and participation metaphors present two different ways of viewing 

a second language and second language learning as a process (see pages 6-7). In an 

acquisition view of second language learning, being proficient in a second language is 

a resource which could be symbolically valuable in the right context. Alternatively, in 

a participation view of language learning, being proficient in a second language gives 

one the ability to participate in different discourses or practices. These different views 

of language learning, while often used to describe teachers or researchers’ modes of 
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thought, can also be valuable when describing the differences between how learners 

think about second language learning and the effects that these different views have 

on their language learning choices.  

 In this study, some participants had a participation perspective on language 

learning and others had an acquisition perspective. Dres, Elise, and Lucy all believed 

that developing their English would allow them to participate in different desirable 

discourses. Dres was invested in his lab field, however the social relationships with 

field members was not a goal, but rather a by-product of this investment. Dres’ 

English proficiency allowed him to participate in his lab field and its associated 

discourse. Elise desired to be a part of her classroom discourse at the university (see 

page 91). However, the language of the classroom discourse was highly conceptual 

and academic English. Despite Elise’s desire and initial investment in this field she 

could not become a part of this discourse, and due to her inability to become a part, 

Elise’s investment in her university studies in general decreased. Lucy desired to be a 

part of the New Zealand student field and its associated discourse (see pages 71-2). 

Being a part of this field and its discourse was Lucy’s primary motivation for 

developing her English; however, due to her habitus leading her to misplace her 

investment, Lucy was unable to participate. These three participants all saw English 

through a participation perspective; however, even though they all desired to 

participate in different discourses, each participant invested differently because	of	

previous	experiences	which	did	not	always	fit	into	the	local	field	as	they	expected.	Even	

the	most	successful	of	these	three	participants,	Dres,	had	not	anticipated	participating	

so	much	in	lab	relationships	that	came	with	the	discourse	of	the	field	that	he	did	desire.	

At	the	same	time,	Dres’	adaptability	to	his	new	circumstances,	which	was	partially	due	

to	his	injury	preventing	him	from	playing	sports,	enabled	him	to	participate	more	

effectively	than	Elise	and	Lucy,	who	adapted	less	and	therefore	also	participated	less.    

 Alternatively, Amy viewed language development through an acquisition 

perspective. Amy believed that having a high level of English proficiency would 

provide her more employment opportunities (see pages 63-4). Amy wanted to be a 

lawyer, and recognised that law firms in Denmark highly valued potential employees 

who had a high level of English proficiency and knew law terminology in English. 

Thus, like those participants who had a participation view of language learning, Amy 
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became invested in specific fields to develop her law English. However, unlike other 

participants, Amy’s primary objective within this field was not to become a participant 

but rather to obtain English proficiency as a piece of valuable cultural capital.  

  Some previous research quantitatively discusses participants’ second language 

development while on study abroad (e.g. Kinginger, 2008; Kinginger and Farrell 

Whitworth, 2005). Other study abroad research focuses on participants’ language 

learning opportunities in the study abroad context, although their lack of 

opportunities is often determined by the researcher (e.g. Polanyi, 1995; Twombly, 

1995; Talburt and Stuart, 1999). There is further some research where participants 

report on their own language learning opportunities and experiences while on study 

abroad (e.g. Benson et al., 2013). However, across all these studies, there is minimal 

discussion on how participants themselves viewed the language learning process.  

 As seen in the experiences of this study’s participants, considering how 

learners viewed the target language can be highly valuable. Through the use of Sfard 

(1998), we can understand the desires and aims behind their language learning 

choices. With the participants in this study, their understanding of language learning 

as either participation or acquisition affected how they invested in developing their 

English on study abroad. Through Darvin and Norton’s (2015) theory of investment, 

and Sfard’s (1998) metaphors, we can explain why study abroad students want to 

develop their target language and what investing in their target language will afford 

them.  

 

5.3 Identities and Investment 

This section provides answers to research question three: How do study abroad 

students’ identities affect their investment? The experiences of the participants indicate 

that there is not a clear relationship between identity and investment, as is described 

in Norton (2000; 2013). The participants in this study were able to be invested 

language learners; however, this investment did not necessitate a change in identity. 

Further, participants often used their first language or national identities while on 

study abroad. Some participants’ first language identities afforded them capital within 

the Dunedin context, and influenced them to be more invested in Dunedin.  
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5.3.1 Agentive emergent identities  

Study abroad is often promoted as a venture of self-discovery. Students are assumed 

to go through a process of self-re-identification, as they figure out who they are in 

relation to a new context and culture (see page 4). The idea of self-re-identification 

entails that students will change while they are in the study abroad context, and that 

this change will be to their sense of self.  

As discussed in section 2.3.4, Bucholtz and Hall’s identity principles can be a 

useful expansion of Norton’s (2013) theory of investment as they more clearly 

describe how identities are formed, as well as how they are co-constructed. Three of 

these principles are most relevant to new identities in the study abroad context of this 

study – emergence, indexicality, and positionality (see pages 16-18). Their emergence 

principle describes how identities are called forth through discourse, rather than 

existing beforehand; and their indexicality principle notes that identities emerge 

when they are indexed. We can have a sense of self that is different to our identities, 

as an element of our sense of self can only emerge as an identity when it is indexed in 

interaction. Further, their positionality principle describes how three different 

categories of identities can emerge in interaction – “macro-level demographic 

categories”, “local, ethnographically specific cultural positions”, and “temporary and 

interactionally specific stances and participant roles” (Bucholtz & Hall, 2005, p. 592). 

Bucholtz and Hall (2005) suggest that these different identity categories are not 

separate, but are interwoven – one identity emerges through all three categories. 

 Amy, Lucy, Dres, and Elise all had new identities emerge within fields in the 

Dunedin context. However, unlike the others, Lucy and Amy were agentive in having 

their new identities emerge. Lucy wanted her identity as bisexual to emerge within 

the study abroad student field. As noted in section 4.3.3, Lucy identified as bisexual 

before coming on study abroad; however, her bisexuality was not something that she 

discussed in her fields in the Netherlands and thus it had never emerged as an 

identity. While in Dunedin, Lucy’s identity as bisexual was co-constructed between 

herself and other members of “the friend group”. The first times that this identity of 

Lucy’s emerged in interaction was from Lewis indexing the identity in his jokes. 

However, over time, Lucy began to index the identity herself in order to show others 

that she desired an identity as being bisexual – first through jokes, and later through 
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asking advice. Through indexing the identity herself, Lucy was agentive in having her 

identity as bisexual emerge in interaction. Lucy’s identity as bisexual emerged across 

the three different identity categories described in Bucholtz and Hall’s (2005) 

principle of positionality. It was a demographic identity, as it was her sexuality; 

however, the identity only emerged within one field. Thus, although it was part of her 

demographics, Lucy’s identity as bisexual was also a specific and local cultural 

position as the value of her identity, and the position it would afford her, was specific 

to the study abroad student field and their ideologies. Finally, her identity as bisexual 

was also a temporary stance in interaction, with Lucy assuming the “stance” of the 

joke-teller and the asker of advice.  

Amy also had a new identity emerge within the Dunedin context, and like Lucy 

she was agentive in its emergence. Amy at times indexed her identity as a non-fluent, 

or non-native, speaker of English, which she referred to as “non-fluent speaker Amy” 

or pulling the “non-native speaker card” (see page 115). This identity was not one 

that Amy always indexed in interaction, and frequently she was assumed to be a 

fluent speaker of English (for more, see section 5.3.2). In most situations, others 

assuming that she was a fluent speaker was desirable for Amy and afforded her 

significant symbolic capital. However, this identity as a non-fluent English speaker 

was useful when Amy experienced either a language or culture misunderstanding. 

The identity highlighted, through relationality, how she was different to her 

interlocutor and due to this difference, she might not be able to understand. With 

language misunderstandings, the identity allowed Amy to learn new language and to 

express misunderstanding. With culture misunderstandings, it afforded Amy some 

breathing room if she might have acted inappropriately. By highlighting her 

difference, her inappropriate actions did not challenge her position within the New 

Zealand student field. 

Amy’s identity as a non-fluent speaker was not a demographic identity; 

however, it did emerge as the other two categories described by Bucholtz and Hall’s 

(2005) positionality principle. The identity was a specific and local cultural position 

as her non-fluent speaker identity only emerged within the Dunedin context. Back in 

Denmark, the same identity did not emerge, as in relation to many Danes Amy was 

perceived as a near-native speaker of English. Further, this identity was a temporary 
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interaction stance as in interaction, Amy would temporarily express misunderstanding 

in order to have this identity highlighted. However, this stance would not persist 

through the remainder of that interaction, or any subsequent interactions with the 

same interlocutor.  

Having the desire for a new identity to emerge requires an investment in 

interaction, as interaction is needed for an individual to index a new identity. For 

Lucy, this interaction was limited to a specific field, and thus she invested in her 

ability to interact within this field, rather than in her ability to interact in English 

generally. Lucy’s bisexual identity also exemplifies how demographic identities can 

emerge within a single field, as this identity was only indexed within the study 

abroad student field. However, as this identity did not entail that she was ascribed 

less symbolic capital while on her study abroad experience, Lucy may be more 

inclined to let this identity emerge after returning home. Lucy’s identity emerging 

only within one field further highlights how identities are not necessarily about one’s 

understanding of their relationship to the world (Norton, 2013, p. 15) or “sense of 

who they are” (Norton, 2013, p. 50). Lucy’s sense of who she was, as bisexual, existed 

across all fields and all contexts; however, it was only indexed within interactions in 

one field. Amy’s identity as a non-native speaker was in many ways a preserver of her 

investment in the New Zealand student field. It allowed her at times, and often by 

accident, to act inappropriately without having her position within the field 

challenged. Amy was still valued the same, despite not acting “within the rules”, as 

she highlighted her difference through this identity.  

Previous study abroad research does not often discuss how participants form 

new identities, because identities are often presented as being demographic 

categories such as gender, ethnicity, and nationality. While new identity emergence is 

not frequently discussed in previous study abroad research, Norton (2013) does 

discuss how her participants were agentive in constructing positions for themselves 

that reflected their sense of self. When Eva was positioned as an unskilled immigrant 

worker by her co-workers, she was agentive in dismantling in this position and having 

a more desirable identity emerge (see pages 9-10). However, unlike Amy and Lucy, 

Eva’s identity is not always depicted as emerging in interaction; thus it has a degree 



	
117	

of permanence. Amy’s and Lucy’s identities, on the other hand, were always partial 

accounts that could come and go between interactions.  

 Bucholtz and Hall’s (2005) identity principles can explain how an identity 

comes to exist through different identity categories. Unlike Norton (2013), identity is 

presented as positions in interaction, rather than as an understanding. When we 

consider identity as more than an understanding, we highlight the importance of 

language and interaction in identity construction.  

 

5.3.2 Emergent national identities  

Successful study abroad students are assumed to be those who only interact with 

native speakers while on study abroad. Juan-Garau and Perez-Vidal (2007) highlight 

this assumption when they express that students will significantly improve their 

target language on study abroad as they have “truly authentic conversations” because 

participants spend a large amount of time in the target language environment (see 

page 5). In these assumptions, “authentic” conversations are those that happen with 

native target language speakers, and there it often an assumption that participants 

could improve interacting in the target language with non-native speakers.  

 Bucholtz and Hall’s (2005) principles of relationality is most relevant to the 

emergence of national identities on study abroad. Relationality describes how 

identities of a speaker emerge in relation to their interlocutor. These different 

relations include “similarity/difference, genuineness/artifice, and 

authority/deligitimacy” (Bucholtz & Hall, 2005, p. 597; also see page 18). Identities 

emerge in interaction; however, identities also emerge within different fields and 

contexts. Because of the relationality principle, the field or context that an identity 

emerges in is of importance – what is a relation within one field, may not be in 

another. 

 When in Dunedin, Elise, Dres, and Amy, along with three others not in this 

study, formed a small group that they all referred to as “the Danes”. As the name 

suggests, the only controlling factor of who was a member of this group was having a 

Danish national identity and being on study abroad at the University of Otago (see 

pages 62-3). Amy and one other Dane lived within the UniFlats system, and Amy in 

particular had significant symbolic power within the study abroad student field. Amy 



	
118	

had enough symbolic power to dictate who was and was not members of the Uniflats 

events, and the larger study abroad student field. By being one of “the Danes”, and 

thereby being a friend of Amy’s, Elise and Dres gained access to this previously 

inaccessible field (see pages 69 and 58). Further, Amy would often invite Elise to 

events hosted by groups of New Zealand students, giving Elise access to the New 

Zealand student field as well. Thus, their Danish national identities in the Dunedin 

context afforded them the ability to be a participant in multiple new fields that they 

were previously unable to access.  

 Like Elise and Dres, Amy also utilized her national identity while on study 

abroad. Amy was mistaken by New Zealand students as being from England due to 

the accent she had adopted from a previous study abroad (see pages 67-8). When her 

interlocutors found out she was from Denmark, they were more interested in 

continuing their interaction with her. After this realization, when interacting with 

New Zealanders Amy would modify her accent to sound more Danish: “It’s more 

exciting if I sound Scandinavian so [pause] I just kinda turn it up a bit [laughs]” 

(Amy, Interview One). Amy used her accent as an index to highlight different aspects 

of her identity within different fields and contexts. In Demark, Amy’s English accent 

indexed that she had a prestigious education and was a highly proficient English 

speaker. However, in Dunedin, her accent was in a different relation within the study 

abroad student field to how it was in relation within the New Zealand student field. 

Within the study abroad student field, her English accent had a similar value to what 

it would back in Denmark – she was identified as a proficient English speaker in 

relation to the other study abroad students, and a high level of English proficiency 

was valuable in the study abroad student field. However, when interacting in New 

Zealand student fields, this same accent indexed that she was English – a national 

identity that she did not have, and one that was not highly valuable within that field. 

Moreover, the accent masked her national identity as Danish, which was of value 

within the field. By modifying her accent to sound more “Scandy”, Amy could index 

her national identity and thus be ascribed more value within the New Zealand 

student field.  

 There is a large amount of previous research that discusses how national 

identities emerge in study abroad contexts. Frequently, emergent national identities, 
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and interacting with one’s exchange cohort, are reactions to confronting new 

ideologies. Wilkinson (1998) describes how participants withdrew and formed “home 

culture islands”, through friendships with other Americans, which kept them from 

“drowning” in an ocean of French culture (p. 32). Dolby’s (2004) participants isolated 

themselves from the target culture that they found confronting by also forming 

friendships with other Americans (see page 33). 

However, other previous research highlights now national identities do not 

have to be a part of withdrawing from a new culture. In Benson et al. (2013), BC had 

an emergent national identity as he was interacting with elements of his national 

culture within his new study abroad environment (see pages 36-7). Rather than 

seeing this participant as unsuccessful, his national identity was just another part of 

his study abroad experience. In this study, participants had emergent national 

identities; however, they emerged when participants indexed their home culture in 

interaction within the study abroad environment. As such, national identities do not 

have to be detrimental to a study abroad students’ experience, but can be positive.  

Emergent national identities do not constitute withdrawal from, or rejection 

of, the target culture. By using Bucholtz and Hall’s identity principles, the 

participants’ positive experiences surrounding emergent national identities can be 

explained. Rather than viewing national identities as a negative response to new 

ideologies, through Bucholtz and Hall’s principle of relationality we can see how a 

national identity can easily emerge within the study abroad context through the 

relation of difference. Further, Darvin and Norton’s (2015) theory of investment can 

help us understand Amy’s agency in having her national identity valued. National 

identities can have a high symbolic value within the study abroad context, as all 

identities have a symbolic value within a field or context. 

 

5.4 One context, multiple fields 

In Norton (2013), investment is used to describe the relationship between a learner 

and the target language: investment is “the socially and historically constructed 

relationship of learners to the target language and their often ambivalent desire to 

learn and practice it” (p. 16). Norton also highlights the importance of context to 

language learning and use, describing her participants’ investment in different “sites” 
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as mediated through the language they use. Norton’s (2013) “sites” are interrelated 

physical and social spaces – the physical space of the home co-exists with the social 

space of the family, and the physical space of the workplace with the social space of 

work. Having social spaces that were contained within a physical location gives these 

social spaces clear boundaries that all participants of this site operate within, and 

therefore makes the positions that participants hold within a site clearer.  

Within study abroad, there are different “sites” that exist as both a physical 

and social space – including the university, the classroom, and the flat. However, 

there were also large social spaces that either existed across several physical spaces, 

or had no ties to a physical space. Elise identified three of these spaces: A Dunedin 

field, a university student field, and a study abroad student field. Unlike “sites”, 

participants’ relationships to these fields are often less clear as they are not contained 

within a physical space, and further, due to the large number of field participants. 

These three macro-level fields are those that were perceived and discussed by the 

participants in this study, although there could be others within the Dunedin context.  

In this study, participants frequently invested and these investments were 

situated within specific fields. Amy and Lucy both invested to gain social capital from 

the New Zealand student field specifically, desiring to form symbolically valuable 

friendships with New Zealanders. Dres was invested in a smaller field, his lab field, in 

order to gain institutionalised cultural capital, in the form of a recommendation, and 

cultural capital, in the form of more knowledge and skills. Dres’ investment for 

cultural capital only pertained to his lab field, and not to the others in which he was 

involved. Amy and Elise both invested in their classroom fields to develop their 

English. While they had different motives surrounding why they wanted to improve 

their English, both chose to invest in this one field rather than within the Dunedin 

context generally.  

When each participant invests, there are different possibilities of what “spaces” 

they are investing in. They could be investing in the Dunedin context, which 

participants often associated with the Dunedin city centre. They could be investing in 

different “sites”, such as their flat, or their classroom. They could also be investing in 

one of macro-level social fields within Dunedin: The Dunedin field, the student field 

and the study abroad student field. While all these “spaces” are interrelated, each 
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investment that a participant made had a clear goal that was relevant to the field that 

they were investing within. Further, many participants’ goals related to gaining 

participation in, or value from, a specific field. For the participants in this study, fields 

were extremely important to their investments. 

While on study abroad, the participants did not have an investment in the 

Dunedin context, but multiple investments in different fields. While Norton (2013) 

depicts investment as a single relationship, the strength of which changes across 

places and times, the participants of this study formed their understanding of their 

relationship to the target language and context through the multiple relationships 

they had to different fields, each of which could have a different strength at the same 

time. Considering investments as plural, rather than singular, can help us understand 

the effect of the competing goals of participants’ different investments, which allows 

us to respect to the complexity of the study abroad experience.  
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6. Conclusion 
This study aimed to answer three research questions, focusing on how capital, 

identities, and ideologies impacted students’ investment while on study abroad. To 

answer these questions, five students’ experiences were documented over one 

university semester, through an interview and journaling process, supplemented by 

photo narratives and social maps.  

Participants’ investments were significantly impacted by their own 

understandings of the ideologies of New Zealand. Their different understandings of 

the New Zealand ideologies were formed through their observations and interactions 

within the Dunedin context. Depending on their understandings, participants formed 

different investments or had their previous investments challenged. Participants’ 

investments were also significantly impacted by capital, as attaining capital was 

frequently the goal of participants’ investments. Participants invested in different 

practices and fields within the Dunedin context in order to gain new capital, to be 

ascribed more symbolic power, or to become a participant in a desirable discourse. 

While all participants invested for capital, not all participants’ investments were 

successful. The success of participants’ investments for capital can be explained by the 

interaction of their habitus and desires. Participants’ investments were less impacted 

by their identities. Participants had new identities emerge within different fields in 

the Dunedin context; and while most of these identities were demographic identities, 

they emerged as different identity categories within an interaction in relation to their 

interlocutors. While some participants had identities emerge on study abroad, others 

did not; and as all participants made investments, investment was not contingent on 

the formation of new identities.  

Finally, rather than having one relationship to, and therefore one investment 

in, the Dunedin context, participants had multiple relationships to the different fields 

that made up the Dunedin context. Each field had its own ideologies, and thus as 

participants moved across these different fields, their identities and capital were 

valued differently. Through their relationships to different fields, participants formed 

an investment in the Dunedin context as a whole.  
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The present study has four limitations. Firstly, due to the design and nature of 

case study research, and the limited time available to complete the study, only a small 

number of students could participate. Despite the limited number of participants, 

using a case study approach allowed this study to investigate each participants’ study 

abroad experience in depth.  Secondly, all participants were European, being from 

Denmark, Germany, or the Netherlands. The nationalities of students that were on 

study abroad during the data collection period was unable to be controlled, and 

participants could only be selected from those who were at the University of Otago 

and were willing to take part. Thirdly, and again due to the time limitations of the 

study, the data collection period was limited to one semester. While this provided 

enough time for three interviews and a journaling process, it did not allow for any 

pre- or post-study abroad interviews. Further, the study did not test participants 

second language development over time but rather relied on participants’ self-

assessment. While testing was a purposeful omission from this study’s research 

design, not testing participants means that there is no objective way to analyse how 

much the participants’ English improved over the data collection period.  

Despite these limitations, this study provides several original contributions to 

the field of identity and study abroad research. Firstly, New Zealand is a study abroad 

environment that has not been extensively researched. Exploring the study abroad 

experience in a less documented environment can provide some new understandings 

to the majority of studies that focus on the American and European context, or the 

study of Americans abroad. Secondly, the findings of this study show the usefulness 

of Darvin and Norton’s (2015) theory of investment for explaining and examining the 

study abroad experience. The theory allows an analysis of how participants invest for 

capital, and have different identities emerge, in fields that are mediated by different 

ideologies. When applied to the study abroad context, the theory is particularly useful 

as participants operate across different fields, constantly having their identities and 

capital re-valued, and forming new investments for their study abroad and for their 

futures. Thirdly, this study also promotes the use of Bucholtz and Hall’s (2005) 

identity principles as a way of discussing the emergence of identities within the study 

abroad context. As Bucholtz and Hall (2005) note how identities emerge through 

interaction, the relationship between identity and language is more concretely 
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expressed. The use of Bucholtz and Hall (2005) allows this study to concretely 

explain how, and why, participants had different identities emerge in fields within the 

study abroad context.  

 

6.1 Implications and recommendations 

This study concludes with the presentation of recommendations for both study 

abroad students and study abroad advisors that have been derived from this study. 

This is followed by the implications for future research that arose from this study. 

 

6.1.1 Recommendations for future study abroad students 

There are four recommendations for future study abroad students that have been 

derived from the findings of this study.  

Firstly, students could benefit keeping a journal or blog in the target language 

that documents their study abroad experience. While the participants were required 

to keep a journal or blog as part of the research methodology, many participants 

found the process of journaling to be beneficial. It allowed them to develop their 

writing in the target language, as well as helping them to reflect on how they were 

feeling and what they were experiencing during their study abroad. The journal or 

blog can also serve as a memento from a study abroad experience to reflect upon 

after returning home.  

 Secondly, students can benefit from setting clear and achievable goals for their 

study abroad experiences. The participants of this study benefitted from goal setting 

and reflection throughout the interview process, and found that having clear goals 

helped them to make effective use of their time on study abroad. Further, reflecting 

on their goals allowed participants to reconsider what was important to them while 

on study abroad as well as considering how they had progressed and changed.  

 Thirdly, if language learning is a goal of a student’s study abroad, they need to 

seek out language learning opportunities in the study abroad environment. Despite 

the assumption that being in the target language environment for an extended period 

of time will automatically provide students with improved L2 proficiency, the 

participants in this study needed to develop their own opportunities to use the target 

language in meaningful interaction. Further, through creating their own language 
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learning opportunities, participants could often focus on what types of language they 

would like to improve – specific jargon, their formal classroom language, or informal 

friend group language. 

 Finally, adaptability is key to a successful study abroad experiences. All 

participants faced situations where they needed to adapt either their ways of thinking 

or acting. Participants’ adaptation on study abroad includes dealing with physical 

injury, break ups of relationships, unfulfilled study abroad expectations, and changing 

study abroad goals. Those participants who were adaptable were often able to 

achieve their study abroad goals, or to set new, achievable study abroad goals that 

they would be able to fulfil. 

   

6.1.2 Recommendations for study abroad advisors 

There are three recommendations for study abroad advisors that have been derived 

from the findings of this study.  

Firstly, students could benefit from interacting with former study abroad 

students who had previously been to their study abroad context. Some participants in 

this study made investments based on unrealistic expectations of what the study 

abroad context would be like, and thus had some unsuccessful experiences while on 

study abroad. In particular, Lucy invested in clubs to gain social capital, not realising 

that clubs were not as significant an element of the University social life as was the 

case in Holland. If Lucy had interacted with previous study abroad students who had 

been in her study abroad context, she could have been informed about the differences 

between her L1 and the future L2 context. With a more informed cultural 

understanding, Lucy may have made different investments for social capital.  

Secondly, future study abroad students could benefit from meeting their future 

study abroad peers prior to departure. Elise, Amy, and Dres all met at their home 

institution in Denmark; and when in the Dunedin context, rather than isolating 

themselves as a group of L1 speakers, they interacted with many different groups 

almost always in the target language. Through their friendship, Dres and Elise were 

able to interact with more New Zealanders than they would have otherwise.  

 Finally, study abroad students can benefit from organised group 

accommodation such as the UniFlats system at the University of Otago. Participants 
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benefited from this system as they had New Zealanders to whom they could ask any 

questions about the culture or language, as well as advice about living in Dunedin. 

They also had other flatmates who were study abroad students, who may have been 

from their home country but also may have been from other countries. Having 

flatmates that they could call on for advice, or engage in more tourist-centred 

activities with, was helpful to participants as they had immediate contacts within the 

foreign study abroad context. 

 

6.1.3 Implications for further research 

Finally, there are three implications for future research that can be derived from the 

present study.  

Firstly, this study highlights the importance of capital to students on study 

abroad. While previous research has been overwhelmingly focused on ideologies and 

identities, this study shows how participants often based their study abroad goals 

around what capital they wanted to acquire. An area for future study abroad research 

could be to explore capital in the study abroad context as a way of exploring 

participants’ study abroad goals.  

 Secondly, this study promotes the analysis of students’ views of the target 

language and target language learning. As investment is the relationship between the 

learner and the target language, understanding how each learner views learning the 

target language is fundamental to understanding their investments. How the 

language learner views their target language will impact what investments they 

make. Beyond a theory of investment, understanding how a learner views the target 

language can help us understand why they want to develop their target language 

proficiency. Future research could benefit from investigating this further.  

 Thirdly, this study promotes the use of social maps and photo narratives as 

supplementary data collection methods. While these methods have been used in 

select previous research (Isabelli-Garcia, 2006; Giroir, 2014; Dewey, 2017), this study 

exemplifies their effectiveness. The social maps allowed for participants to clearly and 

easily depict their social worlds within the study abroad context. Some participants 

mentioned the photo narratives allowed them to reflect on what was important to 

them during that phase of their study abroad, whether it be people, places, or events. 
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These two research methods, while benefitting the researcher, also benefitted the 

participants and allowed them more opportunities to express their complex and 

diverse study abroad experiences.  

 Study abroad research offers multiple benefits to researchers just as study 

abroad does to students, but both require self-awareness, openness to novelty, and 

adaptability to changes.  
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Appendix A: Interview questions 
 

Interview One 
 

 
Photo Narrative: 3 – 5 Photos 
What is the story behind each photo? 

• Who? Doing what, and when? (person / event / activity) 
• Where? What is the significance? (place) 
• Why did you choose this photo? 
• Why is this person / place / event / activity important to you? 

 
 
Current goals and expectations: 
Expectations for study abroad: 

• How many? 
• What are they? 
• Language-based / Social-based / Culture-based expectations?  

 
Goals for study abroad: 

• How many?  
• What are they? 
• Language-based / Social-based / Culture-based / University-based goals?  
• Relationship between goals and expectations? 

 
Expectations from others for study abroad: 

• Do you think your university / family / friends have any expectations for you? 
- What are they?  
- Are these expectations important to you? 
- Do these expectations affect you?  

 
 
Preparation for Dunedin: 
Why did you choose to come to New Zealand? 

• Did you do anything to prepare? 
 

 
Involvement in Dunedin:  
Are you able to get involved in the Dunedin environment?  

• What helps? 
• What holds you back? 

 
What do you do to be a part of the Dunedin environment?  

• Why these activities? 
• What do you gain? 

 
Do you feel a part of the Dunedin culture?  

• Why?  
• Why not? 
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English use in Dunedin: 
How often do you currently use…  

• English?  
• Your first language? 

 
Are the majority of your friends’ in Dunedin kiwi or are they exchange students? 
What is your accommodation in Dunedin? 
 
 
Motivation to improve English: 
Do you think it is important to be fluent in English?  

• Why? 
• Why not?  
• What defines being fluent to you? 

Why do you want to improve your English? 
• On study abroad?  
• For the future?  

How do you think being in Dunedin will improve your English? 
 
 
Cultural differences (between home country and New Zealand): 
Are the people different?  

• How? 
• Can you give me an example? 
 

Are the customs different?  
• How? 
• Can you give me an example? 

 
Is the university different? 

• How?  
• Can you give me an example? 

 
Do you act differently in New Zealand to how you act at home?  

• Why?  
• Why not? 

 
Did you experience culture shock when you arrived here? 

• Do you still feel culture shock? 
• Has this culture shock diminished?  
• Why do you think it has / has not diminished? 

 
 
 
 
 
 
 



Appendix	A:	Interview	questions	
	

	
137 

Interview Two 
 

 
Photo Narrative: 3 – 5 Photos 
What is the story behind each photo? 

• Who? Doing what, and when? (person / event / activity) 
• Where? What is the significance? (place) 
• Why did you choose this photo? 
• Why is this person / place / event / activity important to you? 

 
 
Goals and expectations: 
Relay the goals/expectations that participants mentioned in Interview One and check that 
they are accurate. 
 
Have your goals/expectations changed? 

• How?  
• Why have they changed? 
• What are they now? 

 
Are you feeling closer to achieving these goals/fulfilling these expectations? 

• How so? 
• What more do you need to do? 

 
 
Involvement in Dunedin: 
What activities do you do in Dunedin? 
(e.g. Clubs? Groups? Sports? Church? Routines? Social activities? Flat activities?) 

• Why do you do these activities? Is there a reason? 
• Are there benefits to doing these activities?  

 
 
Social Maps:  See Appendix D 
 
 
Changes to English: 
Do you think your English has improved? 

• What has changed? 
• How do you know? 
• What has helped you? 
• What has hindered you/held you back? 

 
What does being ‘fluent’ in English mean to you? 
 
How would you know that you’re fluent in English? 
 
 
Culture and language misunderstandings: 
How frequently do you have misunderstandings in Dunedin? 

• When speaking English? 
• Culture misunderstandings? 
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• Can you give me an example? 
• How do you deal with misunderstandings? 
• How do you feel when you have language misunderstandings? 
• How do you feel when you have culture misunderstandings? 

 
 
View of New Zealand culture / New Zealanders: 
How would you describe the New Zealand/Dunedin culture? 
 
How do you feel about the New Zealand/Dunedin culture? 
 
How do you feel about New Zealanders/Dunedinites? 
 
Does the New Zealand culture affect you? 

• How you think? 
• How you act? 
• Any other changes? 

 
If we had a scale, and 1 was feeling completely [L1 Nationality] and 10 was feeling 
completely Kiwi [pause] 

• Where on this scale would you be? 
• Why? 
• Are you happy being at this number on the scale?  
• Would you prefer to be different to where you are now? 

 
Have you changed since you arrived in Dunedin? 

• How have you changed? 
• Why do you think you are the same? 
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Interview Three 
 

 
Photo Narrative: 3 – 5 Photos 
What is the story behind each photo? 

• Who? Doing what, and when? (person / event / activity) 
• Where? What is the significance? (place) 
• Why did you choose this photo? 
• Why is this person / place / event / activity important to you? 

 
 
Achievement of goals and expectations: 
Have you made the most of your study abroad?  

• Why yes? What has helped you? 
• Why not? What has hindered you? 

 
Have you achieved your study abroad goals? 

• Which ones? 
• Was achieving these goals important to you? Why or why not? 
• Which of these goals was the most important? Why? 

 
 
Phases of study abroad: 
Were there different phases/periods of your study abroad?  

• What were they? 
• How long was each phase? 
• How did you feel during each phase? 
• What made you change from one phase to the next? 
• What phase are you in now?  
• Do you predict there to be any more phases between now and when you return 

home? 
 

 
Positive and negative experiences:  
What positive experiences have you had while on study abroad? 
 
What negative experiences have you had while on study abroad? 
 
Have these experiences affected …  

• The activities you do here?  
• The friends you’ve made? 
• The way you think / act? 

 
 
 
Feelings towards Dunedin: 
To what extent do you feel at home in Dunedin? 
 
To what extent do you feel a part of the Dunedin culture?  
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Was there a point where you stopped feeling like a foreigner? 

• If so, what was that point? 
• If not, why do you think you still feel foreign?  

 
 
Perceptions of self-change: 
 
Have any aspects of the way you think or act changed? 

• Positive changes? 
• Negative changes? 
• Why have these changed occurred? 
• Why haven’t any changes occurred? 

 
 
Benefits and negatives of study abroad experiences: 
Have you gained anything from your study abroad?  

• If so, what? 
• If not, why not? 

 
Overall, what are the benefits of study abroad? 
 
Overall, what are the negatives of study abroad? 
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Appendix B: Interview transcription conventions 
 
.   Falling intonation 

,   Continuing contour 

?   Questioning intonation 

!   Exclamatory utterance 

-                     Interruption 

“ ”   Reported Speech 

‘  ’   Inner monologue  

[pause]  Long pause 

bold  Emphasis 

[  ]   Action of participant or researcher (e.g. laughing, gestures) 
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Appendix C: Data analysis example 
The original data analysis was handwritten and in shorthand. The example provided 
here is a copy of the original analysis without the shorthand:  
 

ELISE 
 

What are the overarching storylines and patterns?  
 

→ Her desire to gain self-reliance. 
→ Her friendship with Amy. 
→ Learning English for her future studies. 
→ A desire to feel a part of the city. 
→ Not feeling a part of the classroom. 
→ Interest in NZ and the NZ culture.  

 
How do these patterns complement one another? 
 
Elise’s desire to be self-reliant was aided by her friendship with Amy. Through 
being friends with Amy, she gained access to networks of other exchange students, 
and also networks of New Zealanders. She did not need to spend time developing 
networks of friends, as she had access to Amy’s through that one friendship. She also 
gained access to different events and activities through Amy. 
 
How do these patterns contradict one another? 
 
Elise wanted to learn English for her future studies was hindered by her not 
feeling a part of the classroom. She found that the tutors spoke over her, and this 
did not encourage her to want to engage in the class and to improve her academic 
spoken English.  
 
Her desire to feel a part of the city was hindered by her interest in the NZ culture. 
Unexpectedly, as she found out more and more about the NZ culture she found a 
‘wall of culture shock’ growing and growing. What she discovered about the New 
Zealand culture shocked her and at times made her feel at a distance from New 
Zealand generally.  
 
Application of Theory: Investment and Identity Principles 
 
Investment in self-reliance: 
Elise invested to gain a desirable quality (embodied cultural capital) that she valued, 
but that may or may not have been valued by others. It was a personal investment 
that did not afford her any specific, new social or cultural capital that would be 
valued by others. It would not provide her with an identity change, but perhaps it 
could have changed her sense of self.  
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Investing in the NZ culture: 
Elise invested in the NZ culture, more specifically in one ideology that she observed – 
in the New Zealand way of being welcoming. Elise wanted to interact with locals 
more in order to adopt this welcoming manner for herself (embodied cultural 
capital), however through interacting with locals more her ‘wall of culture shock’ also 
grew. Through this investment, like her investment in self-reliance, Elise was not 
investing to form identities that would definitely be valuable to others, but rather 
developing a quality that she wanted to exhibit.  
 
Investing in her friendship with Amy: 
Through this friendship, Elise was able to spend more time developing her self-
reliance as she gained access to many groups of New Zealanders and other study 
abroad students. This investment thus gained her more time to spend on her other 
investments.  
 
Comparisons to other participants?  
Elise was quite different to all other participants. She did not invest in social capital, 
but really invested in embodied cultural capital. However, like all participants, she 
made specific, strategic investments that had clear goals. 
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Appendix D: Interview examples 
 

Dres: Interview Three 
 
E: Okay we are going to talk about your study abroad goals one more time and I want 
to know if you think you’ve achieved them and why. Okay? So how do you feel about 
[pause] your English. You wanted to get better at English. 
 
F: [laughs] I’ll probably never be satisfied with my English I guess [pause] I think I’ve 
developed and improved my English a lot.  
 
E: How can you tell? 
 
F: I think it’s become more fluent and [pause] I don’t really use as much energy 
speaking in English as I used to so. I guess that’s the major difference um [pause] but 
it’s still not perfect I struggle finding some words once in a while um so I need to 
yeah think about what I’m saying all the time.  
 
E: But less than when you first arrived? 
 
F: Yeah definitely. Much less. 
 
E: Cool! What about in terms of [pause] the research opportunity you’ve had here? 
You wanted to do it to improve your skills improve your resume. How’s that gone? 
 
F: I’ve [pause] did it [pause] more than I would expected. So yeah that’s definitely an 
improvement and something I’m satisfied with.  
 
E: Has that finished now or will it go on a wee bit longer? 
 
F: It will go on for three weeks more and but [pause] I’ve just been in contact with 
my head of department back home in Denmark and they won’t allow me to transfer 
the grade I get down here to my Danish average grade so um I’ll just get a 
recommendation from my professor which is actually better I think so [pause] for 
now I’ve actually finished the-the difficult part [pause] which was to-to prove to him 
that I’m a good scientist and a good student. So [pause] that said I’m actually done 
with the challenging part of my exchange stay. Now I just have to write my 
dissertation and actually just pass. So a D would be more than enough [laughs] just 
as long as I get his recommendations.  
 
E: Another one was to experience the country. Experience New Zealand. What do you 
think? 
 
F: So far not that much. I’ve-I’ve been able to go to Catlins and that’s nice so I’ve been 
outside Otago for the first time [laughs] but it’s um [pause] yeah I really hope that I 
can yeah improve on that account. 
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E: Okay! The last one was to integrate with the city.  
 
F: Yeah it’s been better since I moved so I’ve been able to yeah go to. It’s not like I 
wanted to do all sorts of stuff in the city but just [pause] feel that I’m a part of the 
city and I feel that now because we can go to the movies if we want on a Tuesday 
night and those kind of things. So I feel like I’m a more integrated part of Dunedin 
itself than I used to be when I lived in Macandrew Bay.  
 
E: Do you prefer it?  
 
F: Yeah. But it’s two different things so [pause] right now I prefer it but [pause] I-I’m 
glad that I had the experience of-of staying out there as well and actually have a 
private stay with kiwis.  
 
E: Yeah that’s good. Um [pause] How much do you think your injury has impacted 
your experience here?  
 
F: [laughs] Pretty majorly so [pause] yeah it’s impact. It’s had a huge impact actually 
on my exchange stay but [pause] I’ve tried to adjust accordingly so. I think I managed 
to benefit some things from that injury anyway. Especially the-the thing with the um 
my academic skills and improve my resume because I haven’t really been able to do 
much else so [pause] I’ve just been focusing on the project so. 
 
E: And now that you’ve [pause] now that you’ve got better now you’ve got time to 
travel and experience – 
 
F: In two and a half weeks I’ll just skip everything that has something to do with 
university.  
 
E: [laughs] Just push it out.  
 
F: Yeah exactly. Push it aside.  
 
E: Absolutely. Um [pause] were there different periods or phases during your study 
abroad? Can you break it up in to [pause] 
 
F: [laughs] Yeah.  
 
E: Yeah? What are they? 
 
F: Okay the-the first part is a very short uh period which is the first two weeks I was 
here [pause] um [pause] where I was actually able to-to bike around and to do stuff 
and then [pause] next period must be the first six weeks of my injury where I couldn’t 
walk and I was taking the taxi back and forth from my house every day. And then 
[pause] probably a-a period now with my girlfriend where we are trying to become 
boy and girlfriend again just to [laughs] yeah. Try to reach the point from where I 
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took off or from where I left Denmark. And then [pause] probably a last period from 
[pause] when I end my semester until we leave New Zealand.  
 
E: How long is it between the end of semester and when you leave? 
 
F: Uh we have [pause] four to five weeks?  
 
E: Oh that’s ages! 
 
F: Yeah. It’s a long time so we’ll have yeah plenty of time to [pause] yeah experience 
the rest of the country as well.  
 
E: Yeah definitely. Okay. What are the best experiences you’ve had on exchange here? 
 
F: Mmm [pause] yeah that’s a good question. Um [pause] probably the day after the 
woodshed party where we went around in [pause] in the kayaks in Blueskin Bay. 
That was [pause] 
 
E: Why was that so good? 
 
F: Yeah that’s a good question. Just [pause] it was a fun party and it was a very nice 
way to-to just get over all the hangovers and-and chill out. I didn’t really worry that 
much during that day compared to the entire time after where I had my injury. I’ve 
been worrying quite a lot so [pause] it’s-I remember that day as a very [pause] yeah 
chill out and – 
 
E: What’s worried you so much? 
 
F: Um [pause] I was worried about whether or not I was [pause] going to be able to 
first of all tramp here in New Zealand and if I was going to be able to play badminton 
again. So yeah and just [pause] generally worried because I didn’t really know what 
to expect actually.  
 
E: Yeah absolutely. Are there any other uh really really good experiences you’ve had 
while being here? 
 
F: Yeah the Catlins last weekend. That was [pause] it was a relief to-to be able to 
walk around and [pause]. Being free? Yeah. Not being tied to your house and your 
disable equipment.  
 
E: Yeah definitely. What are the worst experiences you’ve had while being here? 
 
F: That must be the injury itself.  
 
E: Yeah? 
 
F: Yeah. I think so. 
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E: Anything else apart from your injury? 
 
F: Hmm [pause] yeah I had a few times where I thought I did something bad to my 
Achilles after the surgery where I slipped or accidentally stood down on my food 
where I thought I might have resnapped something or just done something bad to the 
healing process and there was nothing to worry about but it was stressful and just the 
fact that I was going to worry about every step I took and every time I wanted to go 
to uni I needed to really think about how to yeah walk around and use the crutches 
properly so I wouldn’t do something stupid yeah. Yeah so it’s not [pause] one or two 
episodes in particular actually it’s [pause] it’s more the whole thing. 
 
E: To do with the injury? 
 
F: Yeah I think so. 
 
E: Yeah. There’s definitely been a major factor in your exchange experience there’s no 
other way about it. And it’s something you just couldn’t have predicted. Um [pause] 
to what extent do you now feel at home in the Dunedin environment?  
 
F: I’m feeling pretty home actually. It’s-it was a weird feeling when we went to 
Catlins and then we went to Invercargill afterwards and then we drove back. It was a 
two or three days’ trip. And then when we got back to Dunedin I felt at home. Like 
okay we are going back home now. And that was a weird feeling it’s the first time I 
experienced that while I’m here so that was actually pretty nice and [pause] yeah. I 
think I felt home pretty quickly especially in Dunedin so [pause]  
 
E: Yeah absolutely. 
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Amy: Interview One 
 

E: Are there any differences between the way Danish people act and New Zealand 
people act? 
 
L: No not really I don’t think. 
 
E: It’s pretty similar? 
 
L: Yeah! 
 
E: Similar attitudes and –  
 
L: Yeah because [pause] actually New Zealanders I think they’re actually a bit more 
friendly.  
 
E: Okay. 
 
L: Danes [pause] Scandinavians in general are think they’re known to be a tiny bit 
arrogant. Not [pause] going abroad but when we are back home then you wouldn’t 
really talk to stranger people in the street especially not the supermarket. So if 
someone was talking to you in the supermarket you would be like “Oh you’re a 
weirdo huh?” and then just leave. Um [pause] I am not particularly proud of that so I 
actually quite enjoy that here people are quite friendly [pause] outgoing. They go “Oh 
where are you from? Scandinavia? That’s really cool!” and then they want to keep 
talking [pause] so you guys are really friendly which I quite enjoy. Very open as well 
you just [pause] invited to a party even if I don’t know you. 
 
E: Does that openness happen back in Denmark? 
 
L: No! 
 
E: Not at all?  
 
L: Nooooooo. 
 
E: Oh wow.  
 
L: You are not welcome if you are not invited. If you don’t know anyone [pause] 
[swats hand] psh. Maybe if you are friends with someone who is invited and then 
they’d ask the host “Can I bring a friend” and they’d go “Yeah [pause] maybe? Are 
they nice? Will they behave? Okay you can bring them”. But here it’s never a big deal 
and it’s really cool. So you’re more friendly I think. 
 
E: Okay. How is the [pause] university different to back home? Is it different? 
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L: No not really actually [pause] I think the Americans are experiencing more of a 
cultural shock. Because I’m used to at least in law school it’s the 100% tests so the 
test at the end of the year is going to cost 100% towards your grade? That’s the same 
back home whereas all the Americans are quite stressed out about it because they’re 
used to doing small things that maybe counts towards 10% or 20% or 30% towards 
their degree throughout the year. 
 
E: Over here it’s quite variable say some classes you’ll have a 30% exam and the rest 
is internal but some you’ll have like an 80% exam or 100%. 
 
L: My [pause] I’m doing level 400 papers and you can choose to do some projects 
which counts towards your degree but you can also choose not to do them and just 
do the test which is 100% which is similar to back home and also you use the metric 
system which is nice. The currency is different obviously but it’s alright. And then 
you’ve got the [pause] you use the km rather than miles which is very nice as well. So 
it’s easy! It’s nice.  
 
E: But you’ve noticed that there were [pause] you’ve found quite a lot of differences 
between you and the Americans –  
 
L: Yeah! 
 
E: More then you and the kiwis? 
 
L: Yeah.  
 
E: What differences have [pause] like what are the big differences that have affected 
you? 
 
L: Again clothing-wise. 
 
E: [laughs] The Americans do it as well? 
 
L: It’s not less clothes it’s just how they dress I guess. They usually have massive 
backpacks and [pause] caps? And [pause] uh tramping boots? Or tramping shoes? 
And then they wear [pause] uh like [pause] workout clothes? To parties?  
 
E: To parties? That’s bold. 
 
L: Yeah I know it’s a bit strange! 
 
E: Because I know a lot of people wear active wear to uni but never to parties.  
 
L: They do it also at parties!  
 
E: It’s a bit bizarre. 
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L: Yeah I want to say to them “Yeah I know your tights are very tight and that’s nice 
but [pause] wear something else to your party!” Or just go to the gym [laughs] And 
then eating wise [pause] well I live with a few Americans so maybe that’s why I 
noticed but [pause] they eat differently as well.  
 
E: How so? 
 
L: Everything in a can will do. 
 
E: But you’re not like that? 
 
L: No cans [pause] it’s considered [pause] being lazy not healthy and the easy way 
out. Back home. And here you’ve got lots of cans you can get whatever canned. Back 
home you cannot get anything [pause] you get tomatoes for like making pasta 
bolognaise you’ve got tuna? And beans. And that’s that. You do not have I don’t know 
[pause] chicken stock or whatever in a can. No.  
 
E: Right right I see.  
 
L: And it’s really expensive here to eat salad and green stuff? Yeah.  
 
E: Yeah it is actually. Okay. Do you act differently in New Zealand to how you act in 
Denmark? 
 
L: Yeah because you’re not at home so obviously you’re going to be [pause] a bit less 
[pause] I think rowdy is the wrong word [pause] but since you’re not home I think 
you’re behaving better? Is [pause] I’m not behaving badly at home at all but you 
know [pause] you know what goes and what doesn’t go and you know the rules and 
you know what is appropriate and what’s not appropriate? Here you don’t really 
know so hence you [pause] have less [pause] you just try to have a better attitude 
really. You don’t take any chances you don’t push your luck. Does that makes sense? 
You act better because you’re away from home. And I guess [pause] speaking English 
and speaking Danish. My friends when they hear me back home speaking English 
[pause] uh I definitely sound different I think? Yeah. I sound more [pause] like a nice 
sweet girl in English? Well [pause] I used to anyway [laughs] In Danish I guess 
[pause] a bit [pause] 
 
E: No your English accent is lovely! It’s got a lot of English influence to it. 
 
L: Thank you! It used to be better but I noticed here [pause] you call them the poms 
and then I realised that being British is not as nice as being Scandinavian [pause] and 
then when-if people know I’m Scandinavian suddenly it gets more exciting and then 
they want to ask me questions about Scandinavia and [pause] I’ve definitely thrown a 
bit more of my Scandinavian accent in to that because it just goes better. It works 
better.  
 
E: So [pause] you’ve combined your Scandinavian accent and your –  
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L: Usually I would not practice my Scandinavian accent because back home [pause] I 
went to a private school in England I am supposed to be good at English but [pause] 
here? It’s more exciting if I sound Scandinavian so [pause] I just kinda turn it up a 
bit.  
 
E: [laughs] If it works it works! Did you experience culture shock when you first 
arrived here?  
 
L: The cold yeah. 
 
E: Yeah? That was the big thing?  
 
L: Yeah! Because people are very nice and [pause] again the Americans that was the 
biggest shock I think. 
 
E: For them? 
 
L: No for me. Meeting them. 
 
E: Oh! More than the kiwis? [laughs] 
 
L: It’s not being rude it’s not in a bad way they’re just [pause] very different. Very 
different from the New Zealand culture. Very different from the Scandinavian one as 
well.  
 
E: And you see Scandinavian as being more in line with New Zealand or –  
 
L: Definitely.  
 
E: Okay. Um [pause] That’s all the questions I’ve got for your today! Easy as that.  
 
(After the Interview was over, Amy thought she had something to add that I would 
like to hear about) 
 
L: Okay so one of the reasons I wanted to come here was that [pause] I felt like I was 
growing up too fast back home? Um [pause] so I’m 23 and I was working in a law 
firm I’m almost done with my degree and then I’m going to do three years of practice 
in a law firm when I finish then I’ll be a lawyer before the time I turn 30 and then I’m 
going to work for the rest of my life and then hopefully have a family and you know 
it’s your life is planned out! It’s just how it’s going to be! So [pause] this was one of 
the last chances I think I’ll ever get to just [pause] quit your job move away rent our 
your flat and just do whatever comes to mind. And I [pause] I needed it. I was getting 
a bit stressed out. I had so many plans so many things to do I was not feeling 23 
anymore? As in [pause] yeah. So that was actually the core reason. I was stressing 
out because I felt like I was growing up too fast. I just saw my youth passing by 
[pause] and that’s actually [pause] and then of course I will get to know the law 
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language and get to travel somewhere really nice and get to know new people 
[pause] get a bigger socialise? Get to know people from all over the world. But I 
wanted to go because I needed a break [pause] from my grown-up life which I felt 
too young to live.  
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Lucy: Interview Two 
 

K: Um [pause] well at one point um [pause] I think [pause] well I was already 
starting to find myself out more because I meet all these new people and you can just 
be whoever you want to be? And then I’ve got this one really good friend with whom 
I went to Wanaka and on the road trip and [pause] um I was so comfortable with 
him. Because normally when I talk to people I get um my jaw starts to hurt because I 
try so hard? And with him I didn’t and I thought ‘Oh [pause] I like being this way’ 
and also we went on this road trip and in the car he talked so much about life and 
other stuff and there was [pause] when I started to notice that I was-I don’t always 
have to be active and smiling and stuff I can also be serious. And I think that’s the 
part that I was missing I was [pause] always just smiling and being funny and stuff 
and now I can be serious as well.  
 
E: So you were smiling and being funny even if you didn’t feel it internally –  
 
K: Yes. 
 
E: and now you can just map how you act to how you feel? 
 
K: Yeah and also [pause] because sometimes I was like ‘Oh I’m going to meet this one 
person alone and I’m so tired. I don’t want to do it. I don’t like being alone with 
people’ But it’s not true, I’m just tired. And when I’m tired I don’t want to be with 
people. And at home I slept seven hours and that’s not enough because you don’t 
want to talk [pause] well you do want to talk but not to new people because you 
have to try [pause] harder? So now when I meet new people I take care that I slept 
enough and that’s [pause] what changed my whole perspective actually.  
 
E: So in terms of your [pause] uh goals and expectations? We’ll go through them one 
by one [pause] do you think you’re any closer to fulfilling or achieving them? So in 
terms of you becoming more social with groups without groups sorry. You’re feeling 
that has improved?  
 
K: Yes massively.  
 
E: What about your stress? 
 
K: [sigh] [pause] no. But that’s just because of school not because of my friends. It’s 
just more stress because of school and [pause] just things to watch in future. Like I 
have two months of traveling and I’m really stressed for that as well.  
 
E: Back home were you stressed because of both your friends and university?  
 
K: Yes.  
 
E: How about doing lots of travel?  
 



Appendix	D:	Interview	examples	
	

	
154 

K: Yes I am doing that [laughs] 
 
E: And you’re happy with your progress on that goal?  
 
K: Yeah and I’m also a bit like [pause] because everyone’s going on weekends now 
and I’m a bit like ‘Well I can also just relax’ because I’ve got two months of traveling. 
So I think that goal changed a bit [pause] I’m finding it more important to [pause] 
know myself than to travel. 
 
E: What do you mean by know yourself?  
 
K: Well like the finding the real self and forming friendships.  
 
E: Okay sure. What about your English improvement?  
 
K: Um [pause] It’s become more easy. Sometimes it’s not because when I come more 
[pause] with all these American people at first I was like ‘Oh I have to think so much 
about what I’m saying and um it’s bothering me because they can speak really fast 
and I not’. And now it’s just becoming more natural. It’s still sometimes I don’t know 
how to say stuff? And sometimes when I want to make a joke I cannot make them? 
[laughs] because I forget how to translate it but most times it’s [pause]  
 
E: It’s getting easier?  
 
K: Mhm.  
 
E: Um [pause] excellent. So what has changed with your English use? You know that 
it’s gotten better, but how do you know that it’s better? 
 
K: Mmm [pause] The main thing is I don’t think about it anymore when I speak 
English because in the beginning I wanted to speak Dutch so [pause] much with 
someone because I missed speaking Dutch? I missed [pause] not thinking about what 
I had to say? And at one point I was like trying so hard to think in English and to do 
English and focusing on that. And then I just let it go and I would just think in Dutch 
and speak in English. And I think that’s what changed it sort of [pause] I do think in 
English sometimes but when I’m alone I think in Dutch and maybe that’s better. And 
then now [pause] whenever I am speaking Dutch on the phone and I am speaking 
English with other people after that I don’t remember switching the language.  
 
E: But you did earlier? 
 
K: Yeah.  
 
E: Um [pause] what do you think has helped your English to improve? So we’ve 
talked about your mentality of just letting it go and thinking in Dutch sometimes –  
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K: Yes that and probably the road trip. Because we were in the car for five hours 
every day and then I only spoke English for a whole week long because I couldn’t 
speak to my parents or something because we had never reception. Um I think that’s 
improved it a lot because we talked about a lot of [pause] emotional stuff as well? 
Normally that’s very hard to do in another language but it improved so much.  
 
E: Fantastic! Um [pause] how will you know that you’re fluent in English? 
 
K: Well I’m not fluent yet [laughs] 
 
E: What would you define as being fluent?  
 
K: Not thinking about how to translate words it just goes automatically. 
 
E: All the time? 
 
K: Well when I speak Dutch I also have to think about some words so [laughs] 
 
E: Okay true [laughs] How frequently do you have misunderstandings here? 
Misunderstandings when you’re talking to someone here using English. 
 
K: Oh a lot of times! Some words I just don’t know but then I always ask and I can 
learn a new word. Oh! Maybe that’s why my English improved because I’m so curious 
about the words people say! [laughs]  
 
E: So you deal with those misunderstandings by [pause] if you don’t understand a 
word you tell them and you learn from that? 
 
K: Yes I just say in my head ‘Fix that word!’ [laughs]  
 
E: So those misunderstandings [pause] do they bother you at all? 
 
K: Actually not I like learning new words. And it’s also funny because sometimes 
[pause] they just use these really difficult words and I’m like “Stop using difficult 
words!!” [laughs] It’s become sort of a joke now.  
 
E: Do you have [pause] cultural misunderstandings in New Zealand? 
 
K: Mmm [pause] not as much anymore because I learn so much from everybody but 
[pause] I [pause] I have misunderstanding when it’s around dating and stuff it can be 
really different. So there was this guy and I didn’t know if he was asking me out 
because he’s American [pause] and even in America it’s different in different parts. So 
[pause] I still haven’t figured it out.  
 
E: How long ago was that?  
 
K: Uh [pause] like two weeks or so [laughs] 
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E: Oh my god [laughs] Do the cultural misunderstandings bother you at all? 
 
K: Mmm [pause] that bothered me yeah. But normally not really. I love how we have 
so much conversations about stuff with my friends because it’s like a big topic we can 
always use when it gets silent or something. Because when someone says something 
and then another is like “Oh no it’s different here!” and then I say “Oh it’s so much 
better here though!” Like that. 
 
E: Yeah absolutely. How do you deal with cultural misunderstandings?  
 
K: Um [pause] Uh I actually didn’t [pause] I don’t think I changed my cultural stuff 
actually. I think I just hear them out and I will just be like “Holland is so much better” 
[laughs] 
 
E: Fair! Can you give me an example of when you’ve recently had a cultural 
misunderstanding? So we have the dating one but has there been any others?  
 
K: Mmm [pause] not that I [pause] can remember.  
 
E: Okay.  
 
K: Maybe uh [pause] well I don’t know if it’s really cultural but a lot of American 
people that I speak to tell me that back home they lived on a campus and they got 
food from their [pause] um [pause] from their university and stuff? And I think 
they’re a little bit spoilt because of that? So the cooking is sometimes a bit difficult for 
them but I’ve accepted that now. 
 
E: So [pause] do you think you more cultural misunderstandings with Americans or 
with Kiwis?  
 
K: Oh so totally with Americans! I think the New Zealand culture looks a bit like the 
Holland culture [pause] I guess. And Americans are more [pause] oh that’s actually a 
cultural difference! Americans are [pause] not so open with their thoughts they’re just 
always really nice to people? And we are really straight-forward. And I think New 
Zealand people are really nice but also straight-forward so I like them more. 
 
E: Okay [pause] how would you describe the New Zealand culture?  
 
K: Oh [pause] relaxed? Especially because of how everyone dresses. And people are 
really-always asking how you are and being interested? But also open. So not [pause] 
um hiding their feelings. And caring [pause] because they ask always “How are you” 
and they [pause] normally you don’t ask “How are you” because you really want to 
know how someone is but because you have to do that. But in shops here they ask 
you “Oh how was your day” and stuff and I really like that.  
 
E: That’s cool! How do you feel about the New Zealand culture or New Zealanders? 
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K: I like it! It’s just relaxed that’s what I like the most about it. And [pause] everybody 
is real.  
 
E: Absolutely. How do you feel about the American culture? 
 
K: I don’t like Americans. I like my friends but [pause] the typical American. 
 
E: [laughs] Why? 
 
K: Because they’re just so [pause] exaggerating everything. Like they-they always 
[pause] well what I’ve seen of the American culture and what I’ve heard from my 
friends telling me is that they’re always just acting so happy to everybody. And I’m 
like ‘you cannot be so happy!’ It’s not real. 
 
E: Do you think the New Zealand culture affects you? 
 
K: Yeah I’ve become more relaxed with [pause] I think yeah. Yeah totally. 
 
E: So it affects how you act?  
 
K: Yeah yeah. Also because in Holland because I would never ask “How are you?” or 
“How was your day?”. Now it’s become a habit. And I’ve become more happy like 
when I meet people normally in Holland I would just not say anything to them or just 
stare in front and be grumpy like everybody else. And here when I meet people I 
smile and they smile back so. 
 
E: Nice! So it affects how you act but does it affect how you think about things?  
 
K: Mmm [pause] yes I think it will be [pause] more nice if people are not always so 
grumpy against each other and not in a hurry always. Like in Holland everyone is 
always in a hurry and down here it’s just more relaxed and [pause] when you ask 
something the person will stand still and answer your questions even if they are in a 
hurry and in Holland that would never be the case they would just be like “I’m in a 
hurry!” and walk on.  
 
E: Um [pause] so last time [pause] one of the things you said to me is that you felt 
“still a bit stuck with your Dutch habits”. Yeah? Particularly relating to the study 
group association and that kind of thing. Um [pause] and that made it in some ways 
hard for you to feel a part of the Dunedin culture. Has that changed at all? 
 
K: Um [pause] yes a lot. Um [pause] mainly because of my Kiwihost because he 
always takes his friends and um-uh we go to his friend’s houses and I think that’s 
changed a lot because now I [pause] in the beginning I didn’t know [pause] normally 
I would go to my study association every day and hang out there and I didn’t know 
what to do here because I didn’t have such a group. And now I’ve found my house is 
kind of luck my study association [pause] because I can just chill out there and um I 
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see my friends way more because I have more time to just visit them and [pause] I 
think that’s what helped me integrate more.  
 
E: So [pause] in terms of having Dutch habits and having Kiwi habits where do you 
think you’re starting to fall?  
 
K: Um I think I’m still in my brain with my study association and also because they 
just started studying again and they’re sending me all these pictures so that’s fun. But 
I’m also like um [pause] whenever they talk to me about something [pause] I feel like 
the time is standing still in Holland and I am changing so much so I don’t really like 
how it is in Holland anymore at least right now. I think I am going more towards the 
kiwi things because I’m so long down here already and when I think about my study 
association room I’m like ‘Agh it’s so busy’ and half the people I don’t even like 
[pause] so I think I am starting more to go towards here.  
 
E: Are you preferring the activities you do here? 
 
K: Some yeah. Half I like here and half I like at home. 
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Elise: Interview Two 
 
L: I think I’m less focused on the language now because [pause] it comes quite 
naturally. Like the written English is still something that I want to improve and 
[pause] um [pause] it’s probably still what I struggle most with. Especially in school 
here because I am not used to doing major assignments in English? Ah [pause] and 
[pause] I see that my vocabulary [pause] is not [pause] as broad as I would want it to 
be? Ah especially [pause] when writing? Because I still [pause] I catch myself 
thinking in Danish and then I don’t really have the words to translate it or I’m 
thinking in English and I’m like “I could think this so much better in Danish”. Um 
[pause] so I guess that my written English is still something I want to improve but 
[pause] I think the focus has moved more towards just wanting the experience now? 
Um [pause] wanting to get most of it?  
 
E: Is there still that focus on having that independence and doing this by yourself?  
 
L: Yes and no. Like I did the trek on-on my own? And I was really happy that I did 
that? Also trying [pause] to figure out whether like doing it on my own means doing 
it alone or doing it with other people but [pause] still by myself? So I would go out 
somewhere by myself and then maybe meet someone like Anna who was the girl in 
the photo. And then [pause] I [pause] choose to spend my nights with her but then I 
might be walking alone the next day. So [pause] that I can still do parts of it alone or 
if I want to do all alone.  
 
E: What are you thinking?  
 
L: I’m thinking that I lean towards [pause] doing some of it on my own and then 
[pause] meeting people and doing it together because it’s [pause] it makes it more 
fun to like be able to share experiences with other people? Um [pause] but I am also 
[pause] kind of do you say introvert person? 
 
E: Yeah an introvert. Yeah.  
 
L: So [pause] it is kinda nice for me to do those four hours of walking alone and then 
I am ready to [pause] to do social stuff afterwards. Um [pause]  
 
E: You value that time that you have with yourself?  
 
L: Yes I really do. I really value that. Um [pause] But I also value [pause] what I 
experience in groups and with other people and [pause] when I had to choose photos 
I noticed that I chose photos with other people in them and not photos of me alone 
and photos of just a rock or something. So it’s kind of ironic [pause] I’m not really 
sure why I’ve been so focused on doing things alone anymore? But it’s still something 
that I feel like [pause] so if I have to [pause] think about what I would think when I 
come home. And if I [pause] evaluate my own experience? I think I would be sad if I 
hadn’t done anything on my own? Kinda like I think I would want to know what I 
would do If I did a trek alone or how it’d feel [pause] like I didn’t get lost in Abel 
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Tasman but I did reach a point where I hadn’t seen a sign for a very long time and I 
was kinda like “Hmm [pause] if you went the wrong way now you’re really screwed”. 
I think it was healthy for me to do that stuff alone because if there was someone else I 
probably would have followed the group.  
 
E: Okay [pause] I wanted to know how your classes have been going? It came up last 
time.  
 
L: Yes I think I’ve been less focused [pause] but I think I always reach a point in the 
middle of a semester when I’m kinda like “eugh” [laughs] But [pause] then again at 
the end of semester I’m always like “Oh I want to be a student for my entire life. This 
is really cool”. I think it’s [pause] easier for me to follow now? I still struggle with 
some [pause] I have a course on anthropology and health and sometimes there are 
Latin words for body parts or [pause] I don’t know body tissue or something that I 
have no idea what it means. Um [pause] but other than that I think [pause] I think 
it’s really interesting and there were courses that [pause] I wouldn’t have taken in 
Denmark. But my motivation might have moved more towards [pause] like I can see 
this stay ending now? So I’ve caught myself calculating what I need to do to just pass 
the papers [laughs] because it’s only pass fail! How well do I really need to do on this 
assignment just to make it through?  
 
E: When it is just pass fail [pause] you get what you want out of it. But it can’t be 
your only focus [pause] to get A’s all the time [pause]  
 
L: Exactly and nobody can ever see those A’s anyway. Mhm. 
 
E: Um [pause] One of them-one thing we talked about was how there were a few 
little things that reminded you constantly that you were an exchange student [pause] 
like when you passed people on the street you’d go right and they’d go left. I was 
wondering if you’re still having those kind of experiences?  
 
L: [laughs] Mmm [pause] I think I notice them less. Like I still have difficulties 
passing people on the street. I still do that. But I think I [pause] I’m less aware of it 
being because I’m from a foreign country and just accepting that I suck at right and 
left and that I’m just going to pass you um [pause] please move.  
 
E: So they’re still happening? 
 
L: Kind of but I’m aware that [pause] I’m having difficulties passing people in the 
street but I don’t consider it a kiwi-Danish thing anymore? Yeah. I stopped using cash 
actually because I felt ridiculous when I was trying to pay in cash. Uh [pause] so 
[pause] I kinda stopped that.  
 
E: How come?  
 
L: I just [pause] at some point it just felt silly that [pause] I was the only one paying 
in Cash all the time? Um [pause] yeah.  
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E: Yeah fair enough [pause] um [pause] there was another one of-you said that one 
of the things you were doing compared to back home was that you wanted to [pause] 
adopt the kiwi nature of being welcoming? But you felt that you were still just being 
more polite than back home but you weren’t welcoming yet. Have you got to that 
stage yet?  
 
L: Kind of! So [pause] I think the welcoming is also just [pause] “we have a spare seat 
in the car. Come along!” Or uh that kind of thing. Always inviting people like 
everybody is welcome? And I’m not sure of if it’s because it’s a kiwi thing but-but 
when I stay at the hostel I have had a few people coming to Dunedin afterwards as 
they traveling through that I have met up with that I met at the hostel in nelson? And 
I’ve just invited them to come with us and do whatever we did. So we have game 
nights every Tuesday? Uh at Abbey college? And I just brought people along with 
[pause] me. Because I would want that. I’m not sure if it’s because [pause] it’s a kiwi 
thing that I’m trying to adopt? But it’s also just a traveling thing? Being someone who 
travels [pause] on their own you realise how nice it is when someone actually invites 
you in. And [pause] but yes it is something I would consider more kiwi than Danish. 
Definitely. And I’m really hoping that I can take that with me home because I think 
it’s a really amazing [pause] thing to do! That’s really what you want. You want 
people to be open and welcoming.  
 
E: There’s one more that’s specific to you [pause] you said that instead of 
experiencing a wall of culture shock you experienced a lot of little shocks but that 
they built up. Is that still happening? Or has that changed? 
 
L: Again I think the longer [pause] you stay here [pause] the less you think about 
things? Um [pause] there’s still small things like we can discuss sometimes how the 
kiwis are extremely relaxed about time for example? It’s everything [pause] 
everything is just “it’s okay we’ll make it”. And I don’t mind because I’m like that too 
[pause] but it is something that I am aware of. Like I am [pause] less precise here 
than I would be in Denmark? Like coming at the exact hour? Hmm [pause] but I 
think I notice it less. The longer I stay here [pause] it just becomes part of being 
here? I have noticed like-one thing I noticed traveling from the bottom of the South 
Island to the top of the North Island is that [pause] people here are really immune to 
cold [laughs] because people dress the same in Nelson as they do in Dunedin and 
there was about five degrees’ difference. Um [pause] that kinda like surprised me. 
And no one would wear the Swandrys? I didn’t see a single one of them. So it’s more 
like uh [pause] small things within the country? Yeah. That is probably one of the 
things I still notice [pause] 
 
E: The clothes?  
 
L: When I see people wear shorts and flip flops. Yesterday [pause] when it was 
pouring down with rain. Yesterday was crazy and I saw several people in shorts. 
Yeah. That’s just ridiculous.  
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E: Yeah yeah. Okay let’s get on to the general questions. Do you think your English 
has improved since being here?  
L: Yes. Yes.  
 
E: Yes? How do you know?  
 
L: Because it’s easier for me to talk I don’t have to think as much. Um [pause] I’ve 
always considered myself fairly good at languages like I’m not perfect or fluent in any 
languages but I [pause] because I speak a fair amount of French a fair amount of 
German, Danish and English. I know a few words in Spanish and Arabic too like I can 
say a few sentences. I’m fairly confident that I would be able to describe myself in 
some way and I’m really good at charades so If I need to I will dance around and 
gesture [laughs] But I would have to think to produce meaningful sentences 
especially in class when I had to think theories [pause]  
 
E: Here? in English?  
 
L: Yeah. But it’s way easier for me to just sit down and talk right now. I do get 
confused sometimes when [pause] like I have difficulties going from one language to 
another? If I had just been on the phone with my mum and then turned around to 
talk to someone in English I would start the sentence in Danish. Or the other way 
around. But yes it has improved. I think it’s kinda like being a [pause] do you say 
appren-tince? 
 
E: Apprentice? 
 
L: Yeah apprentice. It’s kinda the same [pause] I feel like I’m learning from the 
masters. Learning words that I’ve never heard in my entire life and never thought that 
I would use. Like everyday words [pause] um [pause] yeah. And I’ve experienced 
people being [pause] like when I speak to American speakers or English speakers in 
general [pause] that they can-if they say something and I don’t understand it and I 
ask for an explanation they’re [pause] kind confused for a second because they forget 
that I’m do you say dual language?  
 
E: Bilingual. 
 
L: Bi-lingua [pause] can you say that again? 
 
E: Bilingual.  
 
L: That’s a difficult word. And I-I think it’s because it’s just because it’s become so 
much easier for me to speak and I don’t have to think as much. Um [pause] yeah. 
 
E: What do you think has helped you improve your English while you’re here?  
 
L: The aprentin-ship kind of thing. You hear people [pause] explain themselves in a 
foreign language all the time it means that you [pause] adopt more words than you 
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would have done just being in class writing or reading. Because I don’t think you’ll 
learn a language very well just reading it. I think you have to hear it and you have to 
hear it over and over again. And when you’re in social situations you kind of have to 
understand to be part of that social situation. Um [pause] so it’s [pause] I wouldn’t 
say it’s a pressure to be a part of the social life but it makes it easier if you’re a part of 
the social life [pause] and then yeah.  
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Anna: Interview one 
 

L: Here it’s a mixture between the US and Germany. 
 
E: In what ways? 
 
L: Well it’s very international here. Otago university as well so that definitely helps 
with cultural openness.  
 
E: Sure.  
 
L: Um [pause] I think [pause] everyone is still friendly. But more people actually let 
you in that in the US. It’s not like it is in Germany though. Because in Germany 
everyone tells you what they think directly immediately without any filter. And here 
there is a filter. There is a filter [laughs]  
 
E: Yeah [laughs] But you find that filter doesn’t always limit social openness? It’s just 
somewhere in between? 
 
L: Yes. 
 
E: That’s really cool to hear. Um [pause] what do you do to be a part of the 
environment in Dunedin? Do you do lots of activities? Do you do lots of social stuff? 
 
L: Yeah. Social stuff I guess? And activities I signed up for clubs and –  
 
E: What-what types of activities and what kinds of social things do you do –  
 
L: Um I’m [pause] I don’t drink so I’m not the party person. 
 
E: How have you found that, with being in Dunedin?  
 
L: Yeah [pause] the drinking culture here was kind of shocking! [laughs] Yes. Yes. 
 
E: Is it quite different to what you have in Switzerland and Germany?  
 
L: Yeah we don’t drink to get drunk. 
 
E: [pause]. We do that [laughs] 
 
L: I know! [laughs] I know I know.  
 
E: Have you been to a lot of parties and seen that culture first hand here?  
 
L: Ah it’s just been on that Taj Mahal evening [pause] it was an event from the 
marketing class.  
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E: Um [pause] the photo that you showed me?  
 
L: Yes exactly yes. It was a quite nice night but um [pause] yeah a bottle of wine in 
half an hour is not [pause] I don’t know. Without food. A like 7pm I don’t know.  
 
E: You found it quite [pause] shocking? Or?  
 
L: Yeah it was kind of strange to see. Because normally we drink wine or beer 
because we enjoy drinking wine or beer not because we want to get drunk. I mean 
yeah. Especially not to the point that we don’t know what we’re doing anymore.  
 
E: Mmm. Yeah definitely.  
 
L: But of course there is the certain age when you’re like 17 to [pause] maybe 20. 
Because in Germany you’re allowed to drink beer and wine when you’re 16 and the 
rest when you’re 18 so it’s kind of shifted downwards I guess? But after these three 
years you’re kind of done. You grow up and you don’t get to that state. Yeah.  
 
E: Yeah. Do you find that [pause] do you think that the drinking is a significant part 
of the Dunedin environment?  
 
L: Not that I’ve experienced. No.  
 
E: Okay so for you [pause]  
 
L: But my two kiwi roommates are personal trainers and body builders so they don’t 
drink [laughs] so they don’t drink. And many of the friends I am with are [pause] not 
necessarily kiwis so I don’t. Like the two Indian girls and the guy from the Czech 
Republic and Budapest.  
 
E: So you’ve definitely noticed the drinking culture here but it’s not something you 
have to be directly involved in? 
 
L: Yeah I wouldn’t have to [pause] I’m not that kind of person who would do things I 
don’t like just because I want to be included somewhere. 
 
E: Right so even if your flatmates were heavy drinkers you still wouldn’t [pause] 
partake?  
 
L: No. No. It’s just [pause] not for me [laughs] You guys do what you want to do and 
[laughs] 
 
E: Are there [pause] what activities do you do in Dunedin? 
 
L: Um [pause] I like to go hiking and I like to go on trips. Yeah. And [pause] I like to 
[pause] go out and eat. Food is good [laughs] 
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E: Food is good [laughs] Do you feel like you’re a part of the Dunedin culture?  
 
L: Oh wow.  
 
E: I know that’s kind of a big question [pause] 
 
L: Not yet. Not yet no.  
 
E: Is it something you expect to be a part of further down the line?  
 
L: I’m not-not entirely sure because it’s harder to get involved with kiwis especially 
because if they’re [pause] if the most of the activities they’re doing is this night-time 
drinking then [pause] which I don’t like [pause] so it’s kind of [pause]  
 
E: Yeah I see. 
 
L: Yeah so I’m not sure.  
 
E: Okay. I will ask you it again so don’t worry about being too definite right now. 
 
L: Okay good. 
 
E: Okay, at the moment are you speaking English 24/7. 
 
L. No. 
 
E: How often are you speaking your first language? 
 
L: Two or three times a day maybe? I mean it depends [pause] I usually talk to my 
boyfriend two times a day once when he gets up in the morning so afternoon here 
and once [pause] early morning here like we skyped and watched Game of Thrones 
together because before I came here [laughs] so [pause] or texting with my mum and 
stuff. 
 
E: Okay so occasionally you’re [pause] so a few times a day you’re speaking it and 
also texting typing –  
 
L: Yeah. 
 
E: Okay. Do you find there’s any interference between your first language and your 
second, or it’s just completely separate and you can switch?  
 
L: Ah [pause] I’ve been able to switch for a while now my [pause] my whole master’s 
degree is in English so and we’re 35 different nation-nationalities and so it’s kind of 
we have to speak English but it’s in a German speaking country so when you’re at uni 
you’re speaking English then when you’re going outside of uni then you’re not 
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speaking English to [pause] to the community you’re living in or to my boyfriend or 
my mum so it’s [pause] I’ve practiced switching.  
 
E: Okay makes sense. Okay so you’re [pause] I think we’ve already talked about this 
but just to be totally clear. Your friends here are mostly international? Rather than 
kiwis?  
 
L: Yes yes. 
 
E: Um [pause] why do you think that is? Is it just because of the people that you’ve 
met or -  
 
L: Maybe also openness a bit. I guess.  
 
E: What do you mean by that? 
 
L: Um [pause] because [pause] if they’re international students they’re also actively 
looking out for people to meet whereas if you have kiwis they’re already have their 
community [pause] and their group of friends. And then it’s easier of course to get 
involved with people who are looking for friends as well than to get involved with 
people who already have friends and don’t need any person from outside that 
especially if that person is different.  
 
E: Absolutely. And your accommodation in Dunedin is [pause] you and two kiwis? 
 
L: Yesss.  
E: How did you meet them? Did they just have a room available and you moved in? 
 
L: Online yeah.  
 
E: Yeah. Easy as that [laughs] 
 
L: Yeah!  
 
E: Um [pause] why do you think it’s important to be fluent in English? 
 
L: To be able to communicate with everyone 
 
E: Yeah? 
 
L: Yeah. English is a global language although I think everyone [pause] that you kind 
of have a different personality in every language that you speak. And [pause] it’s 
sometimes hard to express myself in German. For example there’s just one word in 
German for creepy awkward and weird. There’s just one word describing all three of 
these states so [laughs] and they are not the same! They’re not the same. So it’s kind 
of hard sometimes to really express what I want to say and then sometimes I’m using 
English words when I want to speak German because I know this word just exactly 
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describes what I mean and in German I would have to use so many more words to 
explain it. Or like commitment or engagement there is no [pause] direct translation 
that meets [pause] the same thing or is the same definition. But it’s the same the 
other way around. 
 
E: There are some words in German that you’d have to describe more fully in English 
to get the same meaning?  
 
L: Yeah yeah. For example there’s this thing called ohrwurm which translates to 
earworm [pause] which is a song stuck in your head that you hear it all of the time 
over and over again. Or weltschmerzen which is world pain and it’s when you’re in 
this [pause] in this depressing state of realizing that the world [pause] that most of 
the things happening in the world are negative and then this feeling you have 
[laughs]  
 
E: Those are two really good terms! 
 
L: Yeah some of these words there’s just not translation! 
 
E: Do you think that being in Dunedin will improve or change the way you speak 
English? 
 
L: Ah yes definitely as I tend to adopt accents very quickly and [pause] 
 
E: [laughs] I’m looking forward to hearing that! 
 
L: It [pause] it’s already happening. I’m saying weird accent things and [laughs] yeah 
it even happens with German. In Switzerland they speak a different dialect and I 
sometimes catch myself adopting the melody when I’m there. 
 
E: Okay it’s just something that has happened to you wherever you’ve gone?  
 
L: yeah and if when I’ve been on the phone with my US host family or my friends 
from the US after that I have the [pause] American accent completely going on!  
 
E: Do you have any thoughts about why that is happening? 
 
L: I don’t know I guess I just adapt to the people around me? I don’t know I just 
[pause] it happens automatically [laughs] I have no control whatsoever! [laughs] 
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Appendix E: Social map instructions  
 
Explain to participants that we are going to draw a social map together. 

 
Write the participants name in the centre of a blank piece of paper, circle it and pass 
the pen/pencil over to the participant.  
 
Ask the participant: “Who are your main contacts in Dunedin?” and let the 
participant write the name of each ‘contact’ down on the paper and draw a line from 
the contact to their name in the centre or to another name on the social map. 
 
For each ‘contact’, ask the participant: 

• “Where are they from?” 
• “What language do you speak with them?” 
• “How often do you see them?” 

 
Working through the social map, participants can write the names of each ‘contact’ in 
any location on the piece of paper, and draw lines/pictures as they see fit.  
 
‘Contacts’ can include friends of friends - allow participants to draw contacts off other 
ones.  
 
Participants do not have to include every ‘contact’ they have in Dunedin. They only 
need to map out the ‘main contacts’ they have, and who is a ‘main contact’ can be left 
to their own interpretation.  
 
When the social map is completed, ask the participant “Which contacts are the most 
important to you, and why?”. Participants can use a ranking system (i.e. first, 
second, third), rank the importance out of ten, or any other ranking system that 
works for them. 
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Appendix F: Participants’ original social maps  
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Appendix G: Photo narrative examples 
 

Dres, Interview one  
 

Photo  Interview description 
 
 
 
 
 
 

 

F: We can start with [pause] okay let’s start with 
[pause] this one. This is a picture of me in a 
Kayak together with one of my lab mate’s son 
[pause] in Waitaki in Blueskin Bay which was a 
nice day and [pause] what I normally think of 
when I think of New Zealand. Trips like these 
where you go to the nature and [pause] yeah 
enjoy what the nature offers you.  
 
E: Absolutely. Was that something that you 
suggested doing or was that something your office 
mate –  
 
F: It was her [pause] it was actually his idea 
[points to the kid in the photo] 
 
E: The kid? 
 
F: Yeah exactly. We went to a party the day 
before so we were a bit hungover and didn’t really 
want to do much and then he suggested that trip 
and we went for it. And it was nice It was 
completely [pause] sunny and no clouds at all. 
We just went around [pause] trying to collect 
cockles [pause] during. Um [pause] that’s the first 
picture. 

 
 
 
 

 

F: Should I just continue to the next picture?  
 
E: Yeah absolutely.  
 
F: This picture! It’s because [pause] my professor 
arranged an um um private accommodation for 
me instead of Uniflats so I’m staying in 
Macandrew Bay [pause] 12km outside the city at 
a woman’s place she’s called Lyn and she’s 70 
years old and she has this cat but the cat died last 
Monday so that’s why I brought this picture. 
Because she’s very sad because of the cat and 
[pause] that’s understandable but [pause] he was 
a good friend of her so I understand why she is 
sad. I didn’t really have any relation to that cat 
he’s just [pause] it’s quite a [pause] a central 
thing during my exchange stay. 
 
E: Because the person you’re living with has been 
sad about it? 
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F: And I didn’t really [pause] I could feel that 
even though I haven’t lived with her for such a 
long time so [pause] But I could feel her changing 
mood.  
 
E: Is it [pause] any better now or is it still kind of 
sombre?  
 
F: Yeah it’s-it’s better obviously. It was one and a 
half week ago so [pause] she is [pause] used to 
the thought of it not being there anymore and 
trying to think of [pause] other things and and 
doing things and seeing friends instead. 

 
 
 
 
 
 
 
 

 

E: Okay sure let’s do the next one. 
 
F: Yep! [pause] Um [pause] then I’ve got [pause] 
this picture! Which is me on the terrace [pause] in 
Macandrew bay with my uh [pause] cast on. 
Because I torn my Achilles tendon two weeks ago 
[pause] um and I brought this picture because I 
[pause] I was pretty down when it happened but 
this is a very beautiful picture so it just illustrate 
that you can still find some beauty even though 
you’re injured. So [pause] It’s the positive things 
I-I need to think about at the time so. 
 
E: Have you found it [pause] how have you found 
it with having your leg? Has it put you in a worse 
mood or –  
 
F: Yeah definitely. And it’s like [pause] I’ve had-
I’m quite an active person in general and I’ve had 
[pause] loads of injuries during my sports career 
and I know how it is and I know how to get 
through it but I’m also very um [pause] 
independent as a person. I don’t really like that 
people should take care of me and they should 
[pause] worry-trouble themself by doing stuff for 
me? So [pause] that’s not the best position it’s not 
so comfortable for me. But yeah. I can cope with 
it. 

 
 
 
 
 
 
 
 
 

Do you want the last one or – 
 
E: Let’s do two more.  
 
F: Two more okay. Then you’ll get [pause] does it 
have to be something from New Zealand? 
 
E: No? If you want to talk about something else I 
am okay with that.  



Appendix	G:	Photo	narrative	examples	
	

	
174 

 
 
 
 

 

 
F: Okay great because then I can talk about 
[pause] this little fella. While I was in the hospital 
um my sister gave birth to a little [pause] to a 
little girl. Her name is Ingrid and she’s my niece 
yeah and she  
is very sweet. And it was nice with some good 
news while I was in the hosp-hospital and in a 
mad mood? So this raised my mood a bit as well. 
 
E: Is this your first niece or nephew?  
 
F: Yeah it is. 
 
E: Is it hard being away from that right now? 
 
F: Um [pause] a bit it is. But Facebook is [pause] 
um via Facebook you can get in contact with your 
[pause] relatives so easily so. It’s almost like she’s 
right next to me we can facetime all the times so.  
 
E: How long are you going to be in New Zealand 
for?  
 
F: I’m going to stay here until December. My 
semester ends in November and then I’ll travel 
around for a month after that.  
 
E: Okay so you’re just [pause] it’s just part of your 
masters that you are completing here and then 
you’re doing the rest back in Denmark? 
 
F: Yep I only have one semester left after this.  

 
 
 
 
 
 
 
 
 
 
 
 

Photo removed to preserve anonymity 
 

E: Very cool! Okay. One more.  
 
F: One more? Okay [pause] okay then I’ll take this 
one. This is a good picture. It’s um [pause] a 
funny picture because I know that guy and I know 
that  guy. The one two the left is a guy called 
Avinash from the Badminton club where I played 
and where I torn my Achilles tendon.  
 
E: In Dunedin? 
 
F: In Dunedin. And he is becoming a friend of 
mine. And he sent me this photo from when we 
got Facebook friends uh [pause] it’s a photo of 
him and a very famous Danish badminton player 
called Viktor Axelson which is his-who is his big 
idol. Is from Singapore it’s quite funny because he 
loves Viktor very much and [pause] I am-
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Denmark is not such a big country so I’ve actually 
been partying with Viktor a few times and uh 
Avinash is very amazed by that so. 
 
E: That’s so interesting! So it was a shock for you 
for someone you know in Dunedin to know-be 
excited about something from your home?  
 
F: Yeah exactly because Denmark is so small so 
the fact that [pause] he actually knew who he was 
in itself was [pause] quite interesting. Was that it? 
 
E: Yeah! Thank you so much for showing me 
those. 
 
F: You’re very welcome. 
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Amy, Interview three 

Photo Interview description 
 
 
 
 
 
 

 

L: What one first? 
 
E: What one do you want to start with? 
 
L: Um that one is the newest one. No oldest sorry 
it’s from the beginning of the month. Um we went 
to long beach and we did like a camp there and 
some slept in the cave [pause] the smaller cave 
the bigger cave and I slept in the sand dunes with 
a friend of mine? I just yeah. Just next to that. 
And this is from the morning after [pause] driving 
back? So we stood on the-the what is that called? 
The little thing where you stand up on the side? 
Side-side step something?  
 
E: I don’t know what that would be called. 
 
L: I learnt that word but now I forgot it. But it’s 
kinda cause it’s a four-wheel drive so you step on 
that to go on the car. Yip. Um [pause]  
 
E: And drive along the beach? 
 
L: Yeah because we wouldn’t all fit in there so we 
just-some of us got. It’s called a step rail. Yeah. So 
it was a step rail lift and we were having a great 
time. You can’t tell in the picture but the sun was 
still kinda orange out here so it was quite nice. 
Yeah.  
 

 
 

E: Okay what one next?  
 
L: The one on the longboard I guess? Yeah and 
that’s just after free breakfast skating back to do 
studies? There’s free breakfast down at the OUSA. 
Yeah. So just a few of us go down there at half 
past eight and have breakfast and then we were 
skating back to do some studies.  
 
E: Nice! Did you longboard back in Denmark as 
well?  
 
L: Well that’s actually not my board but one thing 
I do regret a lot is that I didn’t just get a 
longboard the second I got here. Because in 
Denmark you don’t’ really need them because you 
bike everywhere? But here I don’t bike here so I 
should have just gotten one. But I’ve done a bit of 
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it I like board sports so it’s just kinda right up my 
alley. I was a bit too late I think because I’m going 
to be traveling around and then it’s going to be a 
bit un-handy because I am carrying that along.  
 
E: So it’s something you picked up while you’re 
here but you wish you had of done it a little 
earlier?  
 
L: Yeah well I’ve done it before but coming down 
here where everybody is kind of just do it. Then 
it’s [pause] just kinda accepted I guess? You’ve 
got these little [pause] things where you park 
your board and stuff? Yeah we don’t have that in 
law school back home.  
 
E: Instead you have spaces for bikes? 
 
L: Yeah.  
 

 

 
 

E: And this last one [pause] that’s a great photo.  
 
L: Yeah that was just a [pause] um this dude’s 
called Mats and it was his birthday? He lives in 
the Sandcastle I drew that for you. Yeah he lives 
in one of the flats there. Yeah they always have 
like music going on there so we were just having 
a little sing along. Yeah.  
 
E: He’s Swedish right?  
 
L: Yeah. And then that’s his kiwihost Maya who 
you can see there.  
 
E: Perfect. 
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Lucy, Interview Two 
 

Photo Interview description 

 

 
K: Okay so these are [pause] almost all my 
flatmates and this picture was made [pause] after 
or during a party of my one flatmate Chris because 
it was his birthday and he invited us to a BYO with 
all his friends and after that we went back to his 
house and we played beer pong that’s why we got 
this [points to solo cups in picture] And then 
someone had a polaroid and its always when 
we’re at parties and we are together that it’s like 
“Oh let’s take a flat photo!” And I really love um 
[pause] these four people? I also love her but she’s 
less [pause] with us. Because we always go to 
parties together and um [pause] we bonded so 
well.  

 
 

 

 
K: Yes [pause] um this is a very recent one. 
Actually from Saturday and uh we went to the 
[pause] commerce ball? And [pause] um I really 
love this picture because it was all so much fun 
and I didn’t expect to go to a ball while I was on 
exchange? Um [pause] and I really love it because 
before that we all dressed up nice and the whole 
day was just my friend this girl [points to photo] 
and I we did each other’s hair and she borrowed 
my dress and uh friends of my flatmate came and I 
just loved being so chic and going to a random 
party.  

 
 

 

E: That looks really nice! Let’s do your last one. 
 
K: Um [pause] we went to Christchurch the 
weekend before we went to Wanaka and this is 
my flatmate so I went with him and another girl 
that I know [neo?] and the other people came 
with us because we had a really big car and I 
didn’t know them before we went to Christchurch 
but I got to know them and now they’re really 
good friends of mine. So I really love that and this 
was the second day when we went hiking up 
somewhere [pause] and we bonded so much 
because in the car after that one of [pause] these 
people her Grandpa died and so she was crying 
and stuff and we were all there for each other and 
I think we have a special bond because of that 
now.  
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Elise, Interview Two 
 

Photo Interview Description 

 

L: Yeah so [pause] this is one of the Danish girls 
Liv? And we did a road trip from [pause] Dunedin 
to Wanaka to Queenstown then back again. And 
this is one of the first mountains that I’ve seen 
here and [pause] um [pause] I think it’s just like 
kinda-it’s silly photo she was sneaking up on me 
doing a selfie and um [pause] it was just really 
nice trip and [pause] also one of the things that I 
had first seen that I wanted to do like coming 
here wanna go on trips and-and go and 
experience things with people I don’t know and 
you get to experience people in a whole new way 
when you travel together because you share 
experiences? Um [pause] yeah. There [pause] is a 
really good day. 

 
 
 
 
 
 
 

 

L: So this is from Abel Tasman? And [pause] I did 
my first trek alone in the mid-term break? Um 
[pause] I-I kinda wanted to do something alone 
also because [pause] when I got there I realised 
that I hadn’t really been alone except from when 
I’m sleeping since I’ve got here. And I did the 
four-day trek alone and then I met Anna and a 
few other people actually from the university here 
but I chose to do the walks alone? And it was 
really nice actually just to get away and do 
something else? And it’s gorgeous up there. Yeah 
it’s really beautiful. So this was on our last day 
and [pause] we kinda met by coincidence? I met 
her at the hostel? And that’s one of the things I 
like with traveling like [pause] I went alone and 
then I kinda met her on the track I didn’t even 
know she was going to be there? And then I met a 
few other people and [pause] we ended up 
meeting at the huts every night. To [pause] just 
to-yeah.  
 
E: Is she kiwi or another exchange student? 
 
L: Ah she’s American [pause] I did meet-so she 
actually walked with four students from Otago as 
well so I kinda like hung out with them. Yeah and 
then I met the guy who is visiting now he was 
also doing the trek. Yeah. 

 
 
 
 
 

E: Oh! So that’s Quarantine Island right? I used to 
live there. 
 
L: You did? 
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E: Yeah when I was little for like two years with 
my dad. 
 
L: That’s so cool I was like this is the coolest place 
ever. It’s really beautiful. I was there two 
weekends ago [pause] it was a Maori themed day 
so we were invited to [pause] like they would 
sing songs and try to teach us a few phrases in 
Maori. Yeah and then we have just a nice lunch 
together and I just thought it was a really cool 
place. I had wanted to go there but I don’t have a 
car here so it’s kinda difficult to get to the-the 
harbour? But [pause] it’s really a place like 
nothing else I’ve ever seen before I thought it was 
so cool and I was there with Liv the girl with the 
glasses from the other picture? And then an 
Italian girl who I met at the hostel and again was 
traveling through Dunedin and asked her to come 
along because that’s what you want when you 
travel [pause] someone to grab your hand and be 
like “I’ll show you something this is cool”. Um 
[pause] yeah really windy too! But I really 
enjoyed being there and I think it’s a really cool 
concept. Like I was really [pause] I don’t think 
honoured is the right word but when we got there 
they had made coffee and tea for everybody. It’s 
again like that welcoming gesture [pause] to 
welcome people and thank them for coming? I 
thought that was really a nice thing to do.  
 
E: Would that not happen back home? 
 
L: Mmm [pause] there might be coffee. Like 
people might do coffee. But there if you don’t pay 
for something immediately like it was not a pre-
paid arrangement? Um [pause] then I’m not sure 
that [pause] maybe coffee or tea yeah. But not 
the way that-that it was done here where there is 
a table in the middle and four different kinds of 
cake and cookies and it’s kinda like [pause] we’re 
welcoming you and it’s-they make it a thing now 
we have to eat. If you get a cup of coffee in 
Denmark it’s more like just have coffee and then 
we’ll do whatever we have to do and then you can 
sip your coffee while doing that. Where this was 
like now we get together we drink and chat and 
we get to know something about each other. And 
then we can do whatever [pause] we came here 
to do. So I think that was the pictures from this 
time. 
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Anna, Interview one 
 

Photo Interview description 
 
 
 

 
 

 
 
 
 
 

L: Okay. Here’s that screenshot. So, we could start 
with this first. This is tunnel beach, yeah I went 
there on Friday and um, this is actually because 
why I came here. Because of nature and [pause]  
 
E: Where did you learn about the nature? 
 
L: I don’t know in Germany you just know. It’s like 
friends who have been here pictures you see. New 
Zealand is just like. A lot of Germans come here 
after their high school graduation to like find 
themselves and to work and travel and stuff when 
they are like nineteen. So yeah. I have always 
wanted to come here. 
 
E: Did you go with a group of people or was it just 
yourself? 
 
L: Ah, nah I went with Rouen he’s from the Czech 
Republic we met in the orientation.  
 
E: Oh okay okay. And did it meet your 
expectations? 
 
L: Yeah? It was cool. It would have been nicer if it 
were warmer. [laughs] but it’s winter of course so. 
[laughs] 

 
 

L: Ahh [pause] this one here. My boyfriend at 
home made a note for every single day and I’m 
taking out a note a day and I’m pinning them to 
my wall [pause] they each have a different theme 
there are six different themes and according to 
colour then [pause] take them out open them and 
put them against the wall. 
 
E: That’s amazing! 
 
L: I know! [laughs] 
 
E: How long are you going to be apart from him? 
 
L: Ah just until November he’s coming here 
November.  
 
E: To live or to study or –  
 
L: No, he took three and a half month off work so 
we’re going to have a vacation.  
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E: That must be really exciting 
 
L: It is! It is.  
 
E: How have you found it so far being away from 
him? 
 
L: Um [pause] it’s hard but it’s not the first time 
I’ve been in long distance relationship. So this is 
the fifth country I’m living in [laughs] 
 
E: [laughs] Wow! So where else have you lived? 
 
L: Ah Germany Switzerland before this I lived in 
Switzerland and before that in Spain before that 
in Germany and then in the US in between.  
 
E: Oh wow [pause] okay. So how many different 
languages do you speak? 
 
L: Ah [pause] just three. English [pause] because 
Switzerland is German speaking so and then 
Spanish and German.  
 
E: That’s so impressive [laughs] 

 
 

 
 

E: Do you have any more photos? 
 
L: Ah let’s see 
 
E: Maybe just one more would be good because 
we will do this at the next interview as well 
[pause] is this signal hill? 
 
L: Yep.  
 
E: When did you go up there? 
 
L: Ah we went to the peninsula like two weeks ago 
and then went to signal hill afterwards to see the 
sunset and the town and grabbed pizza from dom-
dominos. Rouen and a couple of his friends I met 
them on the trip. 
 
E: Why did you choose to go to signal hill? Just for 
a landmark or –  
 
L: Yeah and I live in Ravensbourne which is right 
[pause] below signal hill so.  
 
E: Oh I see, makes sense. 
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Appendix H: Journal instructions for participants 
 
Part of this research project requires you to create a digital journal that chronicles 

your study abroad. We would like you to create three or more journal entries over 

the second semester while you are here in Dunedin. 

 

We would like you to write narratives (stories) about your experiences and to tell us 

your perspectives through this journal. In particular, we would like to hear about your 

experiences using English in the study abroad environment, your experiences 

interacting with the New Zealand culture and your perspectives/opinions on the New 

Zealand culture and society. I encourage you to use photos alongside your stories in 

the journal. 

 

We are hoping that these journals will help us better understand your unique study 

abroad experience. The only way to understand your experience is if you are honest 

and open – there is nothing wrong with writing stories about the low points of your 

study abroad alongside the high points. Ideally, we want you to reflect on your real 

experience. These digital journals can be something you will look back upon in years 

to come, so the journals can also be meaningful to you. 

 

We will establish the online journal in the first interview slot, and we will also provide 

any technical help you may require to produce a digital journal. At that first interview 

we can also clarify any questions you may have about the journal content or the 

journaling process.  
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Appendix I: Journal examples 
 

Dres: Journal one (word document format) 
 

During the past 4 weeks my exchange stay has been kind of a struggle. A torn Achilles 
tendon has been the major factor to this struggle. I went through surgery and based 
on the standard regime of such procedure I wasn’t allowed to walk within the first 4-5 
weeks after the surgery. This has caused me to rethink the purpose and what is 
actually possible to take part in during my stay. Especially the aims of my research 
project at the biochemistry department have been adjusted, so that no expectations 
are present until my health state has improved. My initial thought was that I wouldn’t 
be able to complete the project as it primarily consists of experimental lab-work. 
Furthermore I downplayed my expectations to social activities such as parties, get-
togethers and sports (obviously). During the first week I managed to accept these 
terms and the fact that nothing could really change that. But then I thought about 
buying a car. A car with automatic transmission that allows me to drive despite my 
injury. After 7 days of intense research and negotiating I found a decent minivan, 
located in Wanaka, that I could afford. I decided to book a bus ticket and go to 
Wanaka the following weekend. Besides the injury itself, this has probably been the 
decision impacting my exchange stay the most. I ended up buying the car and driving 
it all the way to Queenstown and back to Dunedin that weekend.  
Since I got the car I have been able to drive everywhere I want and is no longer 
limited to ACC funded taxi transport. It’s been a huge change and upgrade to my 
exchange stay. It hasn’t had a major impact to my project at Uni as the department 
arranged and provided a knee scooter for me to use in the lab. However it enables me 
to participate in board game nights, work-out sessions at Unipol, coffee-dates and go 
to the movies. It’s been a major change from being tied to my bed to actually 
independently choose what activities I want to take part in. The car has ultimately 
contributed the most to my social life in Dunedin during my exchange stay and for 
that I’m thankful.  
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Amy: Journal three (online blog format) 
 

Acceptance of the fact that the semester and my exchange is coming to an end 
 
My stay here in NZ is coming to an end, technically I won’t be leaving until mid 
december but life as I’ve known it for the past 4 months will soon change - when the 
semester finishes. I’ve grown to like it here, a lot. But it’s also been a bubble that I knew 
was going to blast once the semester would end.  
 
I’m traveling on after NZ and so I won’t be back in Denmark until the end of January. 
I don’t quite know how I feel about going back home. I still haven't sorted out a job for 
when I go back. It is going to be a bit of a reality check setting foot in CPH airport. 
 
When you travel, especially when you travel for a longer period of time and you end 
up spending more time in the same place - it feels like you are leaving a tiny bit of 
yourself behind once you pack up and leave. This little part will forever be tied to that 
period of time in your life and to those people that you spend time with during that 
period. It is most likely going to be impossible to recreate the exact same setting again. 
The people that I’ve gotten to know while I’ve been down in Dunedin will be leaving 
uni over the course of the next year or so, if they haven't already left having finished 
up this semester. Going back to Dunedin in say 10 years time would therefore not mean 
that it would be exactly the same feeling. Having that said, in my experience the people 
are usually more important than the setting so meeting up with the people that I got to 
know again, potentially in another city, in another country would be amazing. And 
people that mean a lot to you tend to you tend to not just dissapear out of your life just 
because you move away, its a matter of whether you put in an effort or not, of course 
it has to be mutual.  

 
 
 
 
 
 
 
 
 
 
 
 
 

 



Appendix	I:	Journal	examples	
	

	
186 

Lucy: Journal two (handwritten journal) 
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Elise: Journal one (word document format) 
 

After 29 hours travel from Copenhagen, Denmark, I arrived in Auckland, early in the 
morning of the 4th July 2017. The lady at the check-in counter in Copenhagen had 
told me that my luggage was checked in all the way to Christchurch so I continued 
straight from the international arrival gate to the domestic flights area to catch my 
last (third) connecting flight.  On my way through passport control and customs a 
friendly kiwi asked me if I was only traveling with “that”, nodding in the direction of 
the carry-on duffle bag that I was carrying on my back. I soon realised that I was 
supposed to pick up my checked luggage upon arrival in the very first airport of my 
destination country and bring it with me through customs and check it in again 
before boarding my domestic flight.  
 
The “border-control-guy” was speaking to me in a friendly manner, he was in no rush 
at all and he ensured me that I would be able to catch my connection flight. I ran 
back, found my suitcase and approached the customs area once again. This time I 
made it past border control, but only to the customs area where I had to showcase 
most of my shoe collection, especially my tramping boots (kiwi for hiking boots) and 
my football boots underwent a meticulous examination. I later found out that they 
were looking for mud or any other kind of organic materials that could endanger the 
kiwi wildlife etc.  
 
The “border-control-guy” was my first encounter with a Kiwi in New Zealand. I’ve 
meet a few overseas but that is not quite the same. Arriving in Christchurch another 
Kiwi helped me sort out my transportation down to Dunedin. After having been in 
New Zealand for a bit more than a month I’ve gathered that New Zealanders - in 
general - are very friendly, talkative and well behaved, at least towards foreigners like 
me. That is in comparison with Danes anyway.  
 
I do realise that everything is relative but the Danes have a lot to learn from New 
Zealanders in terms of being friendly and helpful. Us Danes like to mind our own 
business and stay out of the way of others we may meet in the supermarket or in the 
street etc., which isn’t a bad thing per say, but in my opinion a little friendliness 
would suit us. 
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Anna: Journal one (word document format) 
 

If someone tells you that flying is fun because you get to see a lot of movies and there 
is 'free' food, don't believe them. I can tell you that after two 11 hour flights, with 1 
and a half hours in between, your eyes can't take any form of light and the films on 
the plane start to annoy you. Finally, I arrived in Auckland and only had two short 
flights up to Dunedin.  
 
I must admit, the first two days were the hardest of all (up until now). I arrived at my 
flat and found out that my room is just next to the living room of another flat. They 
were having a big party and I could hear everything that happened. I haven’t bonded 
with the two flatmates here yet, because I’ve been so tired.  
 
Each day so far I have been walking to the university for class. The walk is long, but I 
do enjoy it. While I am in New Zealand and away from the pressures of home, I want 
to focus on me – go to the gym, walk to class, eat for good health. My flatmates are 
focused on their health so this will encourage me more.  
 
It was on Thursday (the third day in Dunedin) that we had the official orientation for 
exchange students. I went there with my mind set on to meeting a lot of new people. 
It was crowded and really hard to talk to anybody because everyone was walking 
everywhere. I did meet one other exchange student (Rouen, from Czech Republic) 
and tomorrow we are going to visit some of the Dunedin sites and beaches.  
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Appendix J: Recruitment survey questions 
 
The original recruitment survey is digital, and you can access a copy through the 
following link: https://leesh5.typeform.com/to/xC5IvR  
 
The online survey has also been transcribed below. 
 
Study abroad at the University of Otago 
This survey is a participant recruitment tool for a further research study that focuses 

on the study abroad experiences of non-native English speakers. 
Data collected from this survey will be used solely for participant selection and any 

personal or identifying information will be kept confidential. 
If you have any further questions regarding this survey, or the further research study, 

please contact: 
Elisha Gordon - [my university email address] 

Department of English and Linguistics, University of Otago 
 

1. What is your name? 
 

2. What is your email address? 
This email address will be used for any future correspondence.  

 
3. What is your gender? 

A. Male  
B. B. Female  
C. Neither of these options apply to me 
 

4. What is your ethnicity?  
 

5. What is your current level of study? 
A. Undergraduate   
B. Honours (4th Year) 
C. Masters  
D. Doctoral 
E. Other/Unsure 

 
6. What is your first language?   

If you speak more than one first language, list your first languages here.  
 

7. How long have you been learning English? 
 

8. In your opinion, how well do you speak English? 
        1      2  3          4      5 
Beginner    Intermediate                           Fluent 

 
9. What made you choose to do your study abroad at the University of Otago? 

 
Thank you for completing this survey. 

If selected to be part of the further interview process, you will be contacted by email.
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Appendix	K:	Participant	information	sheet	
	

D17/204 
 1st June, 2017 

 
 

Study Abroad: Identity, Investment and Language Proficiency. 
INFORMATION SHEET FOR PARTICIPANTS 

 
Thank you for showing an interest in this project. Please read this information sheet carefully 
before deciding whether or not to participate. If you decide to participate we thank you.  If 
you decide not to take part there will be no disadvantage to you and we thank you for 
considering our request.   
 
What is the aim of the project? 
 
This project is aimed at understanding what factors affect study abroad students’ desires to 
use English and their effort to be involved the Dunedin environment. To achieve this aim, 
the project will focus on the experiences and the perspectives of study abroad students, as 
well as their English development over time. This project is being undertaken as part of the 
requirements for the Master of Arts in Linguistics.  
 
What types of participants are being sought? 
 
We are looking for participants who are currently studying at the University of Otago as part 
of an exchange programme, who are not native speakers of English. We require eight 
participants to be part of an interview and journaling process which will happen during the 
second semester (11th July 2017 – 12th November 2017). The interview process will offer 
participants opportunities to use English with a native New Zealand English speaker and to 
ask any questions about New Zealand culture.  

 
What will participants be asked to do? 
 
Should you agree to take part in this project, you will first be asked to complete a quick 
online survey that will take approximately ten minutes. If you are selected to be part of the 
interview and journaling process, you will be asked to take part in three interviews and to 
create three or more online journal entries during the second semester. Each interview will 
take no longer than 45 minutes, and each journal entry should take no longer than half an 
hour to complete.  
 
Please be aware that you may decide not to take part in the project without any 
disadvantage to yourself.   
 
What data or information will be collected and what use will be made of it? 
The online survey will ask for biographical information: your name, nationality, first 
language(s), English proficiency, gender, current year of study, motivation for coming on 
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exchange, and an email address for future contact. This information will be kept 
confidentially, and no personal information will be used in the results of this project.  
The journals will be used as a place for you to reflect on your unique experiences and 
perspectives. The journal entries are to be completed after each interview, with there being 
three or more journal entries in total. You are encouraged to use photos alongside your 
journal entries as another way to show your experiences and perspectives. At the first 
interview, we will set up the online journal and help you with any technical questions about 
keeping an online journal. 
 
The interviews will involve two sections. Firstly, you will be asked to bring along at least one 
photo that depicts a person, place or event that is currently meaningful to your exchange 
experience. You will then be asked to explain their reasoning behind choosing each photo, 
as well as the narrative (story) of each photo. The second part of each interview will involve 
an open-questioning technique. The first interview is focused on preparedness, motivation 
and what cultural differences you have noticed, the second interview is focused your 
activities and involvement in the Dunedin environment and the third interview is a chance to 
reflect on your study abroad experiences.  
 
The precise nature of questions that will be asked have not been determined in advance, but 
will depend on the way in which the interview develops. Consequently, although the 
Department of English and Linguistics is aware of the general areas to be explored in the 
interview, the Committee has not been able to review the precise questions to be used. In 
the event that a line of questioning does develop in such a way that you feel hesitant or 
uncomfortable you are reminded of your right to decline to answer any particular 
question(s). 
 
In the one-on-one interviews, participants will be audio-recorded. These tapes are then to be 
transcribed, and it is the transcribed interviews that will be used for research purposes. The 
information contained within these interviews will be accessed only by the researcher and 
her supervisor. These audio recordings will be deleted immediately after they have been 
transcribed and checked for accuracy. If you wish, you will be offered an opportunity to read 
and comment on the interview transcripts within a mutually agreed upon time period within 
the time constraints of the project. 
 
Photos presented within either the journals or the interviews may be used for research 
purposes and presented in the publication of the research. Photos that are used in any 
publication of the research data will have all faces blurred and any identifying features 
removed. Due to the editing, you will not be identifiable from the photos used in this project.  
 
The data collected will be securely stored in such a way that only those mentioned below will 
be able to gain access to it. Data obtained as a result of the research will be retained for at 
least 5 years in secure storage. Any personal information held on the participants may be 
destroyed at the completion of the research even though the data derived from the research 
will, in most cases, be kept for much longer or possibly indefinitely. 
 
The results of the project may be published and will be available in the University of Otago 
Library (Dunedin, New Zealand) but every attempt will be made to preserve your anonymity. 
 
Can participants change their mind and withdraw from the project? 
 
You may withdraw from participation in the project at any time and without any disadvantage 
to yourself. 
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What if participants have any questions? 
If you have any questions about our project, either now or in the future, please feel free to 
contact either: 
Elisha Gordon and  Dr. Anne Feryok 
Department of English and Linguistics  Department of English and Linguistics 
Email Address: gorel636@otago.ac.nz  University Telephone Number: 479 8637 
   Email Address: anne.feryok@otago.ac.nz 
 
This study has been approved by the Department stated above. However, if you have any 
concerns about the ethical conduct of the research you may contact the University of Otago 
Human Ethics Committee through the Human Ethics Committee Administrator (ph 03 479-
8256). Any issues you raise will be treated in confidence and investigated and you will be 
informed of the outcome. 
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Appendix	L:	Participant	consent	form	
	

 
 

Study Abroad: Identity, Investment and Language Proficiency. 
CONSENT FORM FOR   

PARTICIPANTS 
 
 

I have read the Information Sheet concerning this project and understand what it is about.  
All my questions have been answered to my satisfaction.  I understand that I am free to 
request further information at any stage. 
I know that: 
1. My participation in the project is entirely voluntary; 
 
2. I am free to withdraw from the project at any time without any disadvantage; 
 
3. Personal identifying information, audio tapes and photos, will be destroyed at the 

conclusion of the project but any raw data on which the results of the project depend will 
be retained in secure storage for at least five years; 

 
4.  This project involves an open-questioning technique. The precise nature of the questions 

which will be asked have not been determined in advance, but will depend on the way in 
which the interview develops and that in the event that the line of questioning develops in 
such a way that I feel hesitant or uncomfortable I may decline to answer any particular 
question(s) and/or may withdraw from the project without any disadvantage of any kind. 

 
5. The results of the project may be published and will be available in the University of Otago 

Library (Dunedin, New Zealand) but every attempt will be made to preserve my 
anonymity.   

 
I agree to take part in this project. 
 
 
 
.............................................................................   ............................... 
       (Signature of participant)     (Date) 
 
............................................................................. 
       (Printed Name) 

 
	

	
 


