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CHAPTER 1
INTRODUCTION

Written language can be viewed as the language of power witklisystem because it
helps individuals express their voices and proclaim their ideas. \Wowe struggle between
social influences and academic demands makes writing for Arabic Enghghadge Learners an
intricate task. Academic writing is a challenging and compl&cess especially for Arabic high
school English Language Learners (ELLS). For Arabic studeimtshave newly immigrated to
the United States, academic writing can be a daunting task.e Hmggish Language Learners
who have experienced a past filled with ravages of war, interruptions in schawmithg move to
a new country face academic and social unrest that can impactt¢heevement in today’s
schools. In particular, the expectation that all students willggmgaEnglish in the classroom
can be intimidating. Representing ideas pictorially can hefpidrhigh school ELLs overcome
their language barriers and support their academic writing.hémnbre, expanding the use of
available forms of expression may affirm these students’ unigqueiral mind-sets and
individuality.

Writing has always been considered an avenue of social interastconveying ideas
and a means of personal expression in articulating one's thoughtswritiegy is a complicated
and challenging task that requires knowledge of semantics (vocgbahar syntax (grammatical
patterns) of a language. Teaching writing is a comprehenspoegs that does not occur by
imposing one size fits all curricular mandates (Tooley, 2009pefencing progress in writing
skills takes time and necessitates adopting pedagogical appsotat consider different needs
of diverse student body population, where each student brings unique persguoatid, and

cultural referents to the learning environment. Despite its deimg requirements, writing is a
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valuable experience since it incorporates development of indispenskibite needed for

academic success and social recognition within a socio-cuttonéxt. As Arabic high school
English language learners (ELLS) gain knowledge to write aiitd ¥0 become skilled, writing

experiences may vary depending on educational, personal, and cultlgiol@acd experiences
that are represented in their writing. These learners encabgtacles in writing in English as
a result of learning English in educational contexts that difen ftheir native Arabic speaking
cultures (Dehart, 2008).

This qualitative case study examined how Arabic high school Ekeksated their
cultural identity and constructed meaning from visual representaselfisreated drawings, and
other artistic creations and employed them to spring board inttngvr The research is
grounded in Vygotsky’s (1978) socio-cultural theory; Moll's, Amant&ff’'s, & Gonzalez’s
(1992) notion of funds of knowledgdrosenblatt's (1938, 1976) transactional theory; and
Sheltered Instruction Observational Protocol (SIOP®) (Echevarrigt, 8o Short, 2008). The
semiotics approach in addition to multiliteracies and multimodaligthodologies are also
reflected on. Through direct observations, field notes, audio tapingctrel journals,
guestionnaires, interviews, and students’ artifacts, | examined alydechpatterns and cultural
themes and provided thick and rich description to develop the findings. Theidiagcteport
explores the results of this case study and discusses thet iofpssing visual representations,
self-created drawings, and artistic creations in reveatinigural identity and constructing
meaning when used as catalysts to writing making cleks between the research findings and

their connection to literature.
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Background of the Study
Writing and the Power of English

English is an internationally privileged language in comparison wiitier languages
since it has become the language of negotiation, business, coratramiand technology (Al-
Saidat, 2010). Globally, English writing seems to have been wagthspread in the last two
decades (Leki, 2001). Pennycook (1999) reflects on “the worldlineEsgiish,” (p. 36) and
argues about the cultural and political ramifications of the expaw$ English across the world.
Publishing globally in English mirrors power and hidden political ageradaedded to sustain
the status-quo of those in dominant culture. Reflecting on Bourdieu’s (h88ah of cultural
capital, Pennycook (1999) argues what is internationally published iisEmgpresents those
that already have the privilege of power. It is through discaefrsecertain culture that power
may function in the social lives of those whose English is not néivguage; this results in
perpetuating the vicious cycle of social inequality and differendeeaching English to speakers
of other languages, as in the case of Arabic high school ELLs, shealde critical pedagogies
that consider social and political interrelationships. Teachingulage extends the use of
linguistics to incorporate questioning power, inequality, and stru¢mldecome socially
recognized.

Learning English offers individuals the opportunity to take a inltoday’s high-tech
world and provides better avenues for future careers. Pennycook (19843uggests the
“deconstruction of the whole notion of ‘English’ (p. 36). Teaching Ehgllsould be viewed as
transcending the mere acquisition of linguistic skills to invddmewledge of cultural practices
that shape “a whole system of power/knowledge relationships which predugearticular

understandings of English and English language teaching” (p. 36)arddies against political
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agendas embedded within the notion of “the worldliness of English” (p. 36) aimiraghirng of
English as the language of power. Pennycook further suggestsstamdiéeng the function
English language culturally, socially, and politically playsoasrthe globe. For Arabic high
school ELLs, teaching English should transcend the traditional wayseaahing mere
mechanical skills of language. Rather, reflecting on theEalgish literacy acquisition could
have in becoming socially recognized and accepted becomes indispensable.

Culturally engaging and relevant practices should create oppaesufar learning skills
of English, as well as open up avenues for exploring the positichimbic high school ELLs as
they engage with critical literacy practices. The linknsstn learning English as a skill and the
positioning of power connects to the theoretical work of Freire (191 suggested that
shifting social positions involve critically examining an individuaigeryday practices, such as
learning of English. Pennycook (1999) emphasizes adopting schoolututhat aim in their
teaching practices to boost critical awareness. Criéia@reness implies questioning issues of
power and social inequalities like socio-economic status, rages,ajender. Critical literacy
thus involves helping individuals develop the ability to read and critiexts tn order to better
understand whose knowledge is being privileged. Overall, criticadgogy implies helping
learners, such as Arabic high school ELLs, develop understanding dahguage plays a role
in their positioning in the society.

Pennycook (1999) argues pedagogical teaching happens when learnestanddine
reality of social context in which they are interacting in whéarning English. Encouraging
Arabic high school ELLs, for instance, to reflect on their own caltand historical background

experiences through writing becomes crucial; it enables tbesed how they are positioned as
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non-native speakers and how they may start playing roles in makiaghadat their culture is
acknowledged.

While Fairclough (1992) promoted the idea of critical languageremess, Freire (1970)
developed the concept of “conscientization” to allow individuals to deveitgat awareness of
reality around them, of use of language within a cultural context, lamdwhays they are
positioned. Gee (1994) believes “English teachers stand at théne@tyof the most crucial
educational, cultural, and political issues of our time” (p. 190). péispective is grounded in
recognizing the function of literacy teaching in the U.S. (Feook, 1999). Living in the
context of the global power of English language necessitates stanai@éing how teaching
English to ELLs is being accomplished.

With the increase in globalization and the variety of discoursesich teaching English
becomes intricately associated with, a succession of challangesparticularly when teaching
writing. Some of the challenges include: cultural clashdw/den discourses, mandates of
standardized testing, and the discount of ELLsS’ funds of knowledge. lincysar, the
expectation that all students will engage in English in thesiasn can be particularly
daunting. Because of these types of Discourses, as an ELleted&clondered about the
educational, cultural, and political aspects related to teaching acadatimg wrEnglish.

Arabic High School English Language Learners’ Population

The United States school system includes Arab students from timeme20 different
countries in the Middle East and Northern Africa (Wendy, 1999). Beyton, & Adams
(2003) believe there are multiple influences that impact thesades’ acquisition of English
literacy and the growth they show in English writing. These iwre/tthe level of literacy in the

first and second language, formal schooling experiences, and thergtraicti writing system of
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the native language. Arabic ELLs come from different cultbeadkgrounds and have a wide
disparity in experiences with literacy in their first languégert et al., 2003). Some of the more
devastating influences in the English Language Learners’ primature which result in a
limited level of literacy in the native language include hardagmminomic conditions, war, or
genocide. Similar to non-literate learners, they may hayget attending school at a certain
age because of economic circumstances or war and political agidugloppressions, as is the
case with some Lebanese immigrants in the last two decades.

In addition to the cultural factors which affect ELLs, Hunt{@992) states the level or
status of literacy acquisition in the first language alsamedeto ad.1 impacts English literacy
development and should be addressed when teaching ELLs: pre-liteatditerate,
semiliterate, non-Roman alphabet literate and Roman alphadyatdit On one hand, there is a
group of pre-literate Arabic high school ELLs. They are learners wivwe drom cultures where
exposure to literacy is scarce in daily life since languag®i written or is still in the process of
being developed. Preliterate ELLs will not have had experieangdencounter with written
language. They need sufficient time and support to learn English (Strucker, 2002).

There is another group of Arabic high school ELLs who are nontkte&ome of the
ELLs who fall in this group include refugees who were hidden far & war or genocide and
those from Middle Eastern countries such as Yemen and Iraq. @#raelds arrive from
cultures where there has been literacy, but they havedittieo access to literacy instruction
because of certain cultural restraints due to their gender @aesooomic class (Burt et al.,
2003). In rural areas for example, Yemeni conservative fanbiéksve that females should not
go to schools or that they should quit attending school once they reactymdeer According

to the IRIN: Humanitarian News and Analysis Service of the @ffice For the Coordination
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(2007), it is culturally preferred that young girls stay at h@me help their mothers raise their
little siblings or help in household chores.

Interrupted schooling because of culturally embedded conservativdspeliar, or
poverty may be the factors of limiting educational opportunitieshiese ELLs. Although those
non-literate learners may have experienced use of writtendgegand may have developed
sense of awareness about the importance of having literacynteie reluctant to reveal their
inadequate literacy background in class (Burtet al., 2003). Tea¢chem may require slow
progression of teaching basic literacy skills. These learnags maed more time to process
information and acquire skills needed for using literacy.

There are also some Arabic high schools ELLs who are refeoreas thon-Roman
alphabet literate learners. They are learners who reddainic, a language that uses a non-
Roman alphabet, but that is still phonetically based (Burt et al., 2@8)ough these learners
would have had privilege of being exposed to reading with the Argbinalaét, they encounter
difficulties in finding words in the dictionary and want sufficiéimie to internalize written texts
given in class because the writing system in their prinergdage varies from that of English.
Another difficulty is the directionality of Arabic language wessthe English language. The
Arabic alphabet is read right to left and in the preliminaages; this often creates challenge for
Arabic students who are learning to read and write in English.

Building on reading and writing skills in Arabic as a primaapduage may enable
Arabic high school non-Roman alphabet learners to transfer theseyitskills when acquiring
English as a second language (Burt et al., 2003). It is only throogldinig support, explicit
instruction, and mediation that learning can occur (Vygotsky, 1978). NonaR alphabet

learners already have awareness that writing is a symtaticayal of speech (Strucker, 2002).
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Offering gradual instruction in the sound-to-symbol association riafew English may help
these learners start experiencing emergent writing developniémy need to understand that
there is not a one-to-one relationship between letters and sounaé({Biliit2003). For instance,
the pronunciation of some letters varies based on the lettersoandssthat follow (e.g¢ in
cereal and carougel At other instances, silent letters in English such asrd//B/ as in
/light/must be learned too. Learning the various pronunciations of ly¥calso becomes a
challenge for Arabic high school non- Roman alphabet learners.

There are some Arabic high school ELLs who are completely estligata language
written in a Roman alphabetic writing such as French and SpaBish dt al., 2003). These
Roman alphabet literate learners would have previously experiez@ditg literacy in their first
language (L1). They are able to read and write from lefigtt and would have been already
familiar with letters. However, Arabic high school ELLs Rom#§phabet learners still need
instruction in letter-to-sound association even though they have sopmiemce with the
language (Burt et al.,, 2003). Roman alphabet learners need to dewelpareness of the
irregularities in English sound-letter correspondence, recognibkatgthere is not a one-to-one
correspondence between sound and letter in English (Hilferty, 1996; Strucker, 2002).

Preliterate, non-literate, semiliterate, non-Roman alphabet amdaiR alphabet high
school English Language Learners may experience frustrationaaxidty while they are
acquiring English literacy; however with assistance, thie tas be accomplished (Burt et al.,
2003). The main factors affecting English literacy acqoisitare instructional and cultural
support, previous exposure to literacy, and literacy in the primaguége. For Arabic high

school ELLs, acquiring English remains a difficult task; y&afning to write and writing to
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learning English becomes quite indispensable in the new socio-tmtesetting” (Tooley,
20009, p. 4).

Federal Laws and Regulations

Title VII of the Elementary and Secondary Education Act of 1965, r@ferred to as the
Bilingual Education Act of 1968, was established to meet the needsdwéationally
underprivileged non-English speaking students (Faltis & Areas, 1993)se&uently, federal
law has started mandating laws to protect the population of Brighsners from bias. On one
hand, the Equal Educational Opportunities Act of 1974 has affirmed tyat@ducational
institute is prohibited from depriving English learners from attgnequal opportunity in
overcoming their language barriers. NCLB (2002) has statedathatudents are required to
meet proficiency level in reading and math at grade level by @9ds, 2008; U.S. Department
of Education, 2007). Teaching Arabic high school English language teaonghose identified
with limited English proficiency has become a debated topic th#taughly explored in
educational agendas.

Under the mandates of NCLB of 2002, teaching Arabic high school ,Eat ghe
secondary level, has become a challenge. Many educators haveedppesout of reach
demands that this program imposed upon Arabic high school ELLs. PropafeN{SLB
(2002) have claimed that the new reform movement aims at enhancicgtiedal performance
of ELLs (Harr, 2008; Wright, 2006); however, this reform agenda faitake into account the
social or cultural ramifications of academic expectations. ci@a have argued that “test-
preparation-based curriculum” has become a priority over me#tasdearners’ linguistic and
educational needs (Wright, 2006, p. 26). Placing emphasis on standardized testingtioreaduc

settings has created new educational difficulties for teadi@zns, 2002). Wright (2006) has
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argued that NCLB "defies logic, it's self- contradictory, dhdsets expectations that are
impossible to attain” (p. 22).

One of the federal mandates of NCLB (2002) has required schools to show anntial grow
on students’ academic performance, which is known as adequaty peagress (AYP)
(Shenkman, 2008). AYP is the measure used to assess the acadeevenaent of schools
under NCLB. However, meeting AYP mandates testing the entire giapulof students
including subgroups, mainly students provided with special services and stigigriified with
limited English proficiency or known as English Language hegs. Success of each school in
meeting AYP is determined by the performance of each of thermuyisy Meeting
accountability in terms of performance for ELLs has compeltdgohd districts to adopt new
programs. Administrators, principals, and teachers have reale#dELLS need to score
proficient on standardized testing.

Although state mandated tests have always measured studéumdsd’pesformance, they
have not succeeded in measuring daily performance or in iagpabe effectiveness of
classroom instruction. Mandated standardized tests have failedagnize knowledge Arabic
high school ELLs may have based on their own cultural and linguistighb@aund experiences.
Yet, policy makers persist on placing emphasis on standardiztiohgtewhere data are
effortlessly composed and presented to the public in frequently dexegtys (Eisner, 2002).
Federal and state mandates limit opportunities for Arabic high s&iddd to represent their
meaning making process through a variety of written and visuahitpees. Instead of using a
variety of means for representing knowledge, school districts aftento scripted writing
program or limited curricula where Arabic high school ELLs do not have tppbes to

express their experiences and make connections between thémgwand real world
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experiences. Scripted writing curricula in school districteehalways disregarded looking at
integrating visual images as new developmental stances towatidnggCope & Kalantzis,
2000).

Meeting the diverse needs of Arabic high school ELLs has be@rmleallenge for
educators. Hard socio-economic circumstances and political oppréssierbeen the primary
causes behind the recent flow of refugee non-English speaking iamtsignto the United States
(Constantino & Lavadenz, 1993; Faltis & Arias, 1993). Adolescents witlitelii English
proficiency form a big portion of the new refugee population (D&bsa & Maw, 1990). They
are the “newcomers” who enter the American schooling system bath limited English
proficiency and lack of sufficient literacy experiences in thetive language (Freidlander,
1991, p.5; Minicucci & Olsen, 1992). Adolescent ELLs are from rural, poawvaodistressed
areas of the world (Minicucci & Olsen, 1992). Often despité lidrmal schooling in their
native country, ELL newcomers are required to take standartkséslin their second year of
attending the American school system. Regardless of mandatestiagbgtudents to testing
after their second year in an American school, Cummins (198laydxlie/o years is not a
sufficient amount of time for students to acquire proficiency inahguage. ELLs need mainly
5-7 school years, to acquire language skills and develop strategigsed to attain academic
proficiency in their second language. Meeting proficiencycouaing academic language skills
can extend from one to five years. Cummins (1981a) argues thatri€led from seven to 10
years to achieve proficiency in acquiring English as a seeangiidge. Testing ELL newcomers
in their second year of enroliment in the American school sy$i@sncreated challenges for
school districts in helping these learners make 10% progrelsyeac on standardized testing

and meet AYP. Considering new pedagogical practices thaatimelping ELLS experience
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academic success becomes crucial. Adopting effective gigatthat enable these learners to
articulate their thoughts, express their cultural variations, andlogeveeas without facing
language barriers may be beneficial. Through the infusion of vigmkgentations and
drawings as springboard to writing, ELLs may find an outlet to voice out theessipns.

Challenges in Writing for Arabic High School English Language Learrser

As individuals write, they have to represent their understanding threygtbolic
representations. Alphabetical systems vary across languégabic English language learners
are immersed in academic settings where their home lanqrabehe language used in an
academic setting clash. Communication and understanding the “distairthe classroom
environment become a challenge (Gee, 1999, p. 21). Gee (1999) explainssttairsh”(p. 21)
is a means of incorporating language or “discourse” (p.26), actsmesal beliefs, ways of
thinking, and using different ways of signs and tools to get spadiatlognized. Gee (1999)
believes that a social capital is gained when one is able to adapt to varioussgisc He further
explains that social capital involves learning to use partidalaguage and behaviors of a
particular social setting. Although individuals have various waysegenting one’s self, there
are ways of being in a classroom environment that are morgnieged and rewarded than
others. Tienda (1988) argues that “culturally supportive progrgms41) can help minority
students, mainly ELLs capitalize on their own personal and cultural differences.

Diaz-Rico (2004) argues for acknowledging the discourses and thaeumoices that
ELLs bring to the academic setting. Providing Arabic high schobakEiith the opportunity to
participate, even incidentally in the early stages of acquiginglish, in meaningful classroom
discourse practices is helpful. Gaining access to differeastgpconversations that involve use

of mainstream language in learning communities offer Araigb school ELLs entrée to the
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discourse of others and the cultural norms needed to become sacilyted and involved in
community life. A classroom practice may focus more on opportanitiat aid in creating
active language users than the mere development of individuals’ knowledge and motivation.

The academic “discourse” in today’s classroom often focuses otenmgsmechanical
learning of reading and writing skills (Gee, 1999, p.21). For nsangents who are learning
English as an additional language, academic mandates, such adsltNaelt Behind [NCLB],
(2002), place attention on representing proficiency through testsficiency on standardized
testing often occurs at the expense of other assessment technlduese tests often privilege
particular perspectives of learning and fail to address tde Wnowledge students may have
from social and cultural experiences. Dewey (1938) arguesdhea&on should be grounded in
authentic experiences that encourage creativity. It becomesldou@cknowledge students’
prior experiences, which are often shaped by cultural and personal sianioes, and build upon
them to make learning a genuine experience. Creativity afaboodtion become valued, even
if they are not directly assessed on a test (Dewey, 1938).

Just as students’ experiences are often discounted in classrommnments, visual
interactions in a cultural environment are also discounted. Althougidastdized tests
frequently focus on interactions through print, students’ interactiotisei world often represent
visual data. Through television, video games, and the Internet, indivaheat®t only exposed
to cultural references, but they are also provided with the oppgrtungee different forms of
literacy (Tooley, 2009). Multiple sign systems, which are ofteedusimultaneously,
demonstrate to students that print language is only one componentrotdimglex meaning
making processes (Berghoff, 1998; Berghoff, Parr, & Borgman, 2003; rE20@2; Siegel,

2006; Whitin, 2005). Within a highly visual society, teachers must iategnew literacy
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opportunities in the classroom (Cope & Kalantzis, 2000; Kress, 2000; Ne&aobh Group,
1996). Although educators are often assessed using standardizedressfremn their students,
these tests must be only one aspect of evaluating and reflentstgdents’ knowledge. Diverse
ways of using and interacting with language can support Englighidge learners in accessing
the academic curriculum as well as gain cultural and social kedgeland experience to interact
in an environment outside of the classroom.
Visual Images, Communication, and Writing

The use of visual images (drawing, pictures, storyboards, @aréigifacts) positively
impacts student achievement, mainly in writing (Andrzejczak, Mrad& Poldberg, 2005;
Berghoff et al., 2003; Cowan & Albers, 2006; Dyson, 1993; Eisner, 2002; Gra964,
Olshansky, 2003; Siegel, 1995 & 2006; Smagorinsky, 2001; Zoss, Smagoringkipofnell,
2007; Whitin, 2002 & 2005). Berghoff et al. (2003) and Eisner (2002) beliegtudints can
benefit from arts-infused curriculum. Berghoff et al. (2003) artha accountability and
standardized testing in addition to seeking the correct answer fiorthef multiple-choice tests
have eliminated possibilities for generating individual integiiehs of expressing ideas.
Through use of art (drawing and visual representations), studentexpanience quality of
"thirdness" (Berghoff et al., 2003, p. 355): a kind of meaning-makingail@avs learners to
come up with possible interpretations based on both personally constriedadgs and other
socially shared cultural experiences via use of visual repsms (Berghoff et al., 2003).
Using drawing and symbolic illustrations to demonstrate writiefiects on the possible
experience of using art as a communication system (Berghaif., 2003). Students need to
create aesthetic artifacts via sketching and pictorjlesentations that reflect on significant

cultural and personal issues (Berghoff, 2003).
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Providing Arabic high school ELLs opportunity to experience use of draandgvisual
representations as communication systems may be beneficiate Tdarners encounter cultural
clashes between their primary discourse and the academic disamiuthe American school
setting because of their linguistic and cultural variations. Tdreylearners who need to be
provided with “culturally supportive curriculum” that helps them cdigggaon their own
personal and cultural experiences (Tienda, 1988, p. 41). Using drawingsaatidepictions as
learning tools to writing may encourage Arabic high school ELimess themselves freely
regardless of their limited access to the academicofgtry” discourse of the mainstream
culture (Gee, 1996, p. 143). These learners can build on their prior knowledigefer to their
cultural background experiences while creating their own vispatsentations. As Berghoff et
al., (2003) state, "art transcends limitations of students whogadge and cultural backgrounds
are outside mainstream beliefs and expand boundaries of students lednosng styles do not
fit with the classroom discourse” (p. 357).

Siegel (1995) also criticizes the American school systerh rifaanly focuses on the
"verbocentric" philosophy, which considers language as the mere mkaosimunication (p.
457). Siegel (1995) argues that there is more to learning thals wod that students should be
provided with ample opportunities to learn through different modes oéseptations- visual
arts, dance, music, and drama. By using visual representationd, (282 has shown how
transmediation gets its generative potential. According to Si#g85b), transmediation involves
translating expression from one sign system (language) to angibtriél representations).
Through visual representations, learners have been able to invent nevandearticulate them
without experiencing language frustration. Yet, these pictoredtions are often constructed

from "conventions" (Siegel, 1995, p. 463). The socially accepted swirofs is often drawn

www.manaraa.com



16

from the learners' cultural background experiences, as depictaglthiuse of recognizable
images (hearts and arrows) in their drawing (Siegel, 1995).

Representing ideas pictorially may help Arabic high school Ebksrcome their
language barriers when it comes to writing. These learnaysuse different kinds of cultural
conventions to create a picture or a visual image that represeqtee individual ideas. Visual
representations and drawing become a "metaphor” (Siegel, 1995, p. 468pressing ELLS'
thoughts and cultural mind-sets. Siegel (1995) revealed how Isanier created their own
metaphors were perceived as "at risk" by their teacheos farithe sketching activity (p. 468).
This perception emerged as a result of the learners' low aoteeveon the cloze procedure
activities that characterized classroom instruction. Bytiog#heir own metaphors, Arabic high
school ELLs may transcend language difficulties and experienceratiph and creativity in
learning. Creativity in visual images may encourage thesmenérs to launch into writing and
elaborate on their own artistic representations.

Dyson (1993) reflects on the importance of creating a "permeableulum” (pp. 28-
34). Itis a curriculum that recognizes children's socialdvand cultural resources and allows
them to connect writing to their lives. She (1993) shows the inteorethip between oral
language, drawing, and writing. Through drawing, children were takilluminate on their own
social surroundings and cultural background experiences. Childrenpn@reled with the
opportunity to discover and make use of the effectiveness of visuakegypations as tools of
social intermediation (Dyson, 1993).

According to Zoss et al. (2007), use of visuals helps writers in iexgerg the
significant use of non-verbal symbolic ways in reflecting on tiaas. Using a mask-making

masterpiece, students responded via writing by expressing nowasl ate®ut what they read.
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Cowen and Albers (2006) also reflected on how the use of visual iyégask making) as a
representational mode promotes students' written language and legéler of thinking. By
creating their masks, students were able to generate aeafagon of what they sensed in their
readings, but could not articulate or understand in verbal responsesn@owlbers, 2006).
Art helps learners to visualize things in their heads and this generategadevriting (Cowen &
Albers, 2006). Mask making and the creation of artifacts may likassengaging storyboards
to teaching writing for Arabic high school ELLs. These learmeay feel safe in expressing
their feelings about their personal experiences, cultural clasimesthe academic struggles
encountered in the American schooling system via the production of dlir symbolic
representations. Mask making may offer Arabic high school ELEpaae to voice out their
concerns about sensitive significant issues, mainly race, gendegthamcity and reflect on the
social practices of the new culture. Through production of iarpstces, Arabic ELLs may start
identifying their identities, voices, and beliefs in the new culture.

Through the Picturing Writing program, Olshansky (2003) encouragdsrgs to craft
artistic pieces and use them as depictions to writing. Incorporating sgniluslirations into the
writing process via the use of collages made by students’ paitdingcture a story was
effective. Use of hands-on through cutting and pasting collageesnexgpired students to
explore their own stories. The artistic pieces had becomesamational tools of students’
thoughts and means of verbal articulation (Olshansky, 1997). Sitil@ishansky (2003),
Andrzejzak's et al. study (2005) reveals the effectivenesstefirating art into writing.
Reversing the order of art creation and having students produceséin préce prior to writing
have resulted in students writing in a * ...rich metaphoric languadesansory detail through

the child’'s engagement with their images that exists both in paththought” (Andrzejak et al.,
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2005, p.14). Providing Arabic high school ELLs the opportunity to be engageckating
handcrafted colored images on paper textures of their own choicéera powerful technique.
Making their own images within the writing process may aid Aralgh school ELLs in
expanding on their own cultural materials and personal experien€aslage pieces, for
instance, may be used as communication tools to help these ledenelsp their own stories
prior to writing.

Vygotsky (1978) argues drawing is a graphic representation oflspleat occurs in the
preliminary phases in the natural development of written langualygting is a skill that should
be “relevant to life” (p. 118). He believes by using symbolisminipalrawing, children can
express themselves and experience development in writing. RagaNg/gotsky (1978),
Graves (1994) viewed drawing as an inherent part of writing denednt. He elaborates that
drawing is a preparatory stage for writing to occur sin¢elips children develop ideas prior to
writing. Arabic high school ELLs’ writing programs need toftiended on the students’ diverse
cultural experiences; and this population of student body comes witlriety of cultural
resources that need to be valued in the classroom. Recognizing Argb school ELLS’
cultural identities may boost their feeling of pride and owmprs1 the new learning setting. It
provides them with the feeling that every learner has sometbisgare and reflect on in the
new culture regardless of language differences and cultural variations

Whitin (2002) illuminates how using sketch-to-stretch encouragekests to articulate
their views on the sketches by writing briefly about them.s@gkhe times, both students and the
teacher succeeded in having a written conversation about their étégigons of the story in their
journals. Students have shown a variety of written responsasitinated their sketches. When

learners’ prior knowledge experiences and cultural referents weknowledged within the
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classroom setting, the variations in responses were genekdtatn( 2002). Smagorinsky
(2001) argues that learners’ constructions of meaning are usuéllyally mediated depending
on the learners, the text, and the social context of the legpningss itself. Engaging Arabic
high school ELLs in learning experiences that integrate visuaseptations may intensify their
potential to produce ideas for writing. When Arabic high school ELksrbe interested in the
learning process via use of learning experiences such as-sketitbtch, they may be able to
communicate their ideas in non-verbal ways prior to writing. Thasas are often easily
expressed since they are based on real personal and social background esperienc

Berghoff et al., (2003); Cowan & Albers (2006); Dyson (1993); Eisner (2@b@yes
(1994); Olshansky (2003), Siegel (1995; 2006); Smagorinsky (2001); Zo$s(20@/); and
Whitin (2002, 2005) reflect on the effectiveness of integrating visoages into writing and
how their infusion into writing process acknowledges learners’ diveessonal and cultural
referents. Siegel (2006) proposes literacy to be multimodal, togsaf stretching symbolic
representations via drawing. Infusing symbolic representations amkyArabic high school
ELLs in experiencing how writing becomes relevant to theedi This may help these learners
to start viewing school experience as a “rewarding” and “hospitabiperience (Smagorinsky,
2001, p.139).

Problem Statement

Expressing ideas visually and graphically may help Arabic high sdiblos conquer
their language obstacles in addition to supporting academic wrimgmcurrently, developing
the use of accessible means of expression may acknowledgesthesets’ different cultural
dispositions and individuality. Siegel (1995) argues “verbocentrishgne on language as

the only means of communication, has resulted in ignoring the presencgiais ways of
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knowing such as visual arts, dance, and music (p. 457). This “verbocgrttriosophy in
classrooms fails to consider the complexities of thinking and learthat occur in an
individual's meaning making process (Siegel, 1995, p. 1457). With opportututiespress
themselves only through rigorous and scripted writing programs, Aggh school ELLs
cannot adequately represent their knowledge of writing. In éodemderstand the population of
Arabic high school ELLs and their progression in the school system, it is importamderstand
the mandates that have shaped their educational experiences. Undeartttates of NCLB
(2002), teaching to write effectively has become a realemgdl Many high school teachers
lack the knowledge or professional development required to help thenponat effective
teaching practices, such as integrating visual representatitmsvriting (Cope & Kalantzis,
2000). The growth of the Arabic ELLS’ population is of particuléevance, mainly in the last
two decades. According to Ovando, Combs, and Collier (2006), ELLs are wettoaEnglish;
yet they are in the course of acquiring English as a secogddga. While teachers refer to
students learning English as ELLs, policy makers and the fegevarnment identify them as
Limited English proficient students (LEPs) (Garcia, 2009). MmewELLs as students with
limited proficiency necessitates reflecting on the verbal deficiensppetive.

Between the era of 1970s and 1980s, it was perceived that students &kdksng using
Standard English were considered verbally deficient (Otto, 2006)nst&éen (1971), Bereiter
and Englemann (1966), and Labov (1979) conducted different researchesnineckenguage
variations between children of different social groups with variobsi@ties and different
socio-economic statuses. Bernstein (1971) and Bereiter and Engl€t8&6h studies revealed
disparities in linguistic codes used by children from economichfigdvantaged backgrounds

versus those from average social class income families in semablout-of-school social
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surroundings. A verbal deficit perspective was adopted where teaphaatjces became
grounded in the assumption that academic performance is closelisaed with language use
(Otto, 2006). It was believed that low socio-economic background isaheaause of a verbal
deficiency needed for academic success. However, Labov’'s (1979)sstrdimvestigating

social dialects of economically disadvantaged African Ameridaldren in-school and out-of-

school defied the verbal-deficit theory. Labov’'s research astcedaihe belief that Black
English was a separate entity of language system and that wverisions are not verbal
deficits.

Acknowledging the influence of social surrounding and cultural backgl in acquiring
a language was highlighted in the era of 1980s by ethnograpkiarchsstudies (Otto, 2006).
These studies are the basis of considering linguistic vavgre the focus on participant
observation within certain cultural milieu setting reveals thgswadividuals interact. Although
verbal deficit theory has been proven to be unacceptable, thereé @éscsiilcern in referring to
ELLs as students with limited proficiency. Academic failufeEbLs resulting from lack of
Cognitive Academic Language Proficiency (CALP) has been misilkassociated with low
cognitive proficiency rather than unfortunate schooling experie(Edsisky, 1990; Edelsky,
Hudelson, Altwerger, Flores, Barkin, & Jilbert, 1983; Martin-Jones & Romaine, 1986).

The percentage of ELLs attending the U.S. School system reachedvBdfgéas the
overall K-12 student body increased by merely 10% during the pamad of time (Walqui,
2006). Vast in linguistic diversity has encouraged researdbemvestigate the matter of
meeting the needs of ELLs in the classroom and further explsrémplications in the
educational field (Constantino & Lavadenz, 1993; Echevarria, Vogt, & Shod4; Faltis &

Arias, 1993; Henze & Lucas, 1993; Krashen, 2000; Walqui, 2006; Wright, 2006). theder
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dictates of standardized testing and sanctions of reform policieglucation, the struggle in
reaching ELLs and acknowledging their linguistic and cultural variapoegails.
Purpose and Research Questions

The purpose of this study examined how Arabic high school English Languagerkearne
(ELLs) would be able to reveal their cultural identity and construct me&mnygvisual
representations, self-created drawings, and other artistic creationsploy ¢hem in disclosing
their cultural identity to spring board writing. It was hypothesized thaesgprg ideas
pictorially may support Arabic high school ELLs in encountering the challengeghtin
language barriers and encourage them to embark upon academic writindtag@ously,
increasing the use of visual means of expression may ascertain thesesstudgué cultural
variations and individual interpretations in making meaning.

Research involving use of visual representations, self-createdndraavid other artistic
creations in regard to helping Arabic high school ELLs has metiqusly been conducted.
Thus, it was significant to explore the efficacy of using visepresentations and drawing for
Arabic high school ELLs in their writing programs and discuss ti@ications the findings of
the study can have on this particular population to address their cultural dedhacaeeds. The
current study thus bridges the chasm in the former literatdvere no research has been
conducted to explore how the use of visual tools self-created dravangspther artistic
creations may aid Arabic high school ELLs reveal their cultgentity and employ them to
launch into writing.

The questions that directed this study are:
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1. How do the Arabic high school English Language Learners (ELLS)ardteir
cultural identity and construct meaning from visual representat self-created
drawings, and other artistic creations?

2. In what ways do the Arabic high school English Language Learnerssjkise their
cultural identity to spring board into writing?

Significance of the Study

Berghoff et al., (2003); Cowan & Albers (2006); Dyson (1993); Eisner (2@b@ves
(1994); Olshansky (2003), Siegel (1995; 2006); Smagorinsky (2001); Zo$s(20@/); and
Whitin (2002, 2005) reveal the effectiveness of infusing visual imagjeswriting. However,
none of the selected studies has examined the possible efficacpdorating visual images as
catalyst to reveal cultural identity and construct meaning itingrfor Arabic high school ELLs.
Through understanding the Arabic high school ELLs use of visual imagésdrawing,
educators can begin to explore new ways to approach the education of ELLs (Toolgy,R09
Arabic high schools ELLs, expressing ideas pictorially may supih@it English literacy
development and encourage them to embark upon academic writing.ta®moulsly, increasing
the use of visual means of expression may ascertain these stushémi® cultural variations
and individual interpretations in making meaning.

Considering the cultural and language needs of Arabic high schod Bhd the vast
widespread of visual media across the globe, ELLs teacherdinghit beneficial to explore
teaching pedagogies that go beyond the traditional teaching mibdbhrf, 2008). ELLs
teachers may look into the theoretical models supporting multimoalading, mainly use of
visual images, and see how it can contribute to creating an tnstralanodel that meets diverse

needs of their learners (Dehart, 2008).
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Arabic high school ELLs are often categorized as at-risknégarwho struggle to meet
the state proficiency level in the academic areas, maintingir Yet, they are learners who may
have areas of strengths and talents. Providing these learrtees autriculum that values part of
their personal experiences and cultural resources may be quatel.crArts infused curriculum
may be a possible way to create safe learning communitie® whkural diversity is capitalized
on (Berghoff at al., 2003)

The diverse cultures mean that students learn in different weys that are often not
acknowledged in the classroom. Arabic high school ELLs experienegatutlash when they
enter the school system in the United States. They are Ileamher bring with them unique
experiences and cultural backgrounds that may add fresh dimenstbesn®w learning setting.
However, unique aspects of self and variations in experiencegtanecast aside when Arabic
high school ELLs step into the mainstream American classroowroement. They are
confronted with the reality that what truly matters is thbilitg to assimilate into the Discourse
of the mainstream culture.

The influx of educationally and economically disadvantaged high s&iddd into the
American schooling system demands a supportive curriculum thatsaddréheir diverse ethnic
backgrounds and cultural needs (Ajay, 2009). ELLs bring with themietywaf languages,
different cultural identities, and perceptions of the world around thEme.immense variability
in linguistic and cultural experiences makes it quite predicthlalethese learners will display a
variety of learning styles (Ajay, 2009). Some may be visuahkrs whereas others may be
kinesthetic learners who learn via hands-on-activities. Legrthrough drawing, creating
music, and performing arts may be the learning styles that dieerse learning styles of many

ELLs (Ajay, 2009).
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Within school settings, teachers are culturally indoctrinatedctept only a particular
form of “Discourse” (Gee, 1990, p. 21). This often leads to “silencingtluér discourses”,
mainly for ELLs, within classroom setting (Worthman, 2008, p. 444prthivhan (2008) states
“The supplanting and ultimate silencing of other discourses hasitirppahed the field of adult
education steadily toward a state of monolinguism, where one disaewaséhoritative...” (p.
444).

Classroom instruction is often geared toward a traditional paratiginemphasizes one-
size fits all types of curriculum. Smagorinsky (2001) refeysteachers who reinforce
interpretations and discourage idiosyncratic or unconventional use ofagngu discourse.
They are teachers who only acknowledge the Discourse of the tuamgal (Smagorinsky,
2001). ELLs whose Discourse conflicts with the mainstream Diseonray not feel safe to
communicate their ideas via writing. They lack access to Stitiaglish and they lack prior
knowledge of the mainstream culture to generate ideas for thaimgnr Teachers need to plan
for literacy strategies that may engage Arabic high scliddls in expressing themselves
through the extended use of visual representations. Building onlélaesers’ prior knowledge
and cultural referents may urge them to voice their ideas atimgeartistic pieces (visual
images, drawing) that may act as storyboards to their writing.

Overview of the Study

This study is developed and presented in five chapters. An introductiba study and
a background on reform movements in the educational field are mésenChapter 1. This
chapter also introduces a statement of the problem, purpose, reseatatnguend significance
of the study. Chapter 2 presents the theoretical framework efutlg and highlights competing

Discourses. This research is grounded in Vygotsky's (1978) soltirad theory; Moll’s,
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Amanti’s, Neff's, & Gonzalez's (1992) notion of funds of knowledge; Rosxtibl(1938, 1976)
transactional theory; and Sheltered Instruction Observational Prof80P®) (Echevarria,
Vogt, & Short, 2008). A literature review of the current researchisual literacy and effective
pedagogies in integrating visual images and drawing into writing instructiaisareliscussed in
Chapter 2. The current study closes the gap in the formetdterahere no research has been
previously conducted to examine how Arabic high school ELLs may réveaakultural identity
and construct meaning in their visual representations, self-creaedndyr and other artistic
creations and employ them to launch into writing. Chapter 3 dissute methodology of the
study. This research employed a qualitative research methodelogy examined how Arabic
high school ELLs use their visual representations, self-creatadirdys, and other artistic
creations to reveal their cultural identity and construct meaning and unsedlspring board into
writing. Through the use of multiple data collection sources,xam#nation of patterns and
cultural themes related to the case were investigated. The stairces included the
following: pre-questionnaire, field note observations, audio-taping, &gpestionnaire, two
semi-structured interviews, reflective journals, and the studertifsicts. Chapter 4 presents the
findings by offering rick and thick descriptions based on the aisatyre-questionnaire, field
note observations, audio-taping, a post-questionnaire, two semustdighterviews, reflective
journals, and the students’ artifacts. Finally, Chapter 5 opens with asig@tos$ results relating
to the research questions and capitalizes on the impact of tmggvasuals and drawings as
catalysts to writing, making clear links between the resefinclings and their connection to
literature. Contributions and expansions on existing literature reviealsar@resented followed
by three main implications which address embracing multimgdatitfering professional

developments for administrators, teachers, and parents, and helpimgr tesmicators in
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becoming qualified in meeting ELLS’ need&he chapter concludes with the limitations of this

current study and offers recommendations for future research with ELLs.
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CHAPTER 2- LITERATURE REVIEW

Introduction

The purpose of this study was to examine how Arabic high schoolskrighnguage
Learners (ELLs) were able to reveal their cultural iderditgl construct meaning from visual
representations, self-created drawings, and other artisati@ns and employ them in disclosing
their cultural identity to spring board writing. The visuapresentations were used to support
these learners’ understanding of literacy events by buildintheim own cultural background
knowledge. This study is grounded in five overlapping theories. Inctiapter a literature
review of the theoretical and conceptual framework is presentbd.firbt is Vygotsky's(1978)
socio-cultural theory which discusses how social interaction amffokting form the basis of
learning. Moll's, Amanti's, Neff's, & Gonzalez’s (1992) notion of funds of knowtedtescribes
how cultural background experiences become acknowledged. Next isbiRase (1938, 1978)
transactional theory which discusses several points including how mgeaina literary text is
personally and culturally constructed. Subsequently is semioticsgewheividuals construct
their world through their use of various sign systems. Then is ditatdties approach, where
various forms of written, spoken, spatial, and visual are incorporateftiressing literacy; and
multimodality, which involves the use of various modes of sign systénusic, art, drama,
language, technology, and media). The final theory that @ toasestablish the confines of this
study is the Sheltered Instruction Observational Protocol R®)JEchevarria, Vogt, & Short,
2008), which is an instructional model used for teaching content in prebemsible way for
ELLs while still helping them acquire basic language skills thraauglevelopmental language

methodology.
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Understanding the meaning making process of English languageereacan be
compared to an orchestra, where various aspects of literacyiowa rhythm with one another.
Just as an orchestra blends the notes of different instruments, sandagaing-making blend
various communicative modes or sign systems. Each of these notes, or sign, ©sidreused
uniquely to create a distinct sound or representation of literalogrt, $Harste, and Burke (1996)
align with the orchestra metaphor by stating, “all literaggnts are multimodal, involving the
orchestration of a wide variety of sign systems” (p.14).

This literature review explores the different instruments usectdate a distinct sound
for classroom practice. Similar to the way a conductor com@opesce through the integration
of different sounds, this research relied upon information from differerats of study including
personally relevant writing, competing Discourses, socio-culturarghdunds of knowledge,
transactional theory, semiotics, multiliteracies/ multimogatitaddition to Sheltered Instruction
Observational Protocol (SIOP®) (Echevarria, Vogt, & Short, 2008). drapter discusses the
theoretical and practical rationale for a conceptual framewbikh incorporates visual images
as instructional tools into Arabic high school ELLS’ writing mstion. Vygotsky's (1978)
socio-cultural perspective and Rosenblatt’'s (1938) transactionatyttieon the conceptual
frameworks of this qualitative study.

On one hand, Vygotsky’s (1978) socio-cultural theory explains how learnegges
from interactions with others, cultural environments and materigdésources where
acknowledging individuals’ funds of knowledge (Moll, Amanti, Neff, & Galez’s,1992)
becomes valuable. Funds of knowledge suggest that people are knowledgsalilethe
material needed to interact in their daily life. Taking tleeic-cultural perspective as a

theoretical background for this research study helps in understatidengmpact social
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interactions can have on acquiring language proficiency for ELIGn the other hand,
Rosenblatt's (1938) transactional theory reflects on how leaoneate meaning and generate
unique interpretations of a literary text based on their prior expmrs and cultural referents.
Adopting Rosenblatt’s (1938) transactional model for this qualitativysenhances awareness
about the importance of recognizing Arabic high school ELLS’ persamalcultural resources
within the learning environment. Both theories, the socio-culturakppetive and the
transactional mode, highlight the need for ELLs with opportunitieotaly create meaning
based on personal and cultural background knowledge. Through engageragplamatory
talk, classroom discussions, and creation of artifacts as a respmnarious literary texts,
Arabic high school ELLs can explore the use of sign systems, thidnelanguage, as means of
communication.

Looking at theoretical models that support multimodal ways of conuation creates
opportunities for transforming classroom curricula to meet the neéddiverse learners,
including those who struggle with articulating themselves through lgegadone. Many
research studies indicate that the use of visual images asrmuoaration system (drawing,
pictures, storyboards, and artistic artifacts) positively ingpattdent achievement in writing:
Andrzejczak, Tranin, & Poldberg (2005); Berghoff et al., (2003); Cowan I8era (2006);
Dyson (1993); Eisner (2002); Graves (1994); Olshansky (2003); Sid@85;( 2006);
Smagorinsky (2001); Zoss, Smagorinsky, & O'Donnell (2007); and WI2602, 2005). By
looking at socio-cultural and transactional theoretical models, teaciteresgearchers can gain a
sense of the various ways visual representations and drawingsuppart writing. Finally,
adopting the Sheltered Instruction Observational Protocol (SIOP®gY&nia, Vogt, & Short,

2008) as an instructional model used for teaching content in a compl#bemay for ELLS
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facilitates acquisition of language skills. This chaptervsddd into eight areas of research: (1)
Personally Relevant Writing, (2) Competing Discourses, (3) ddieras a Socio-cultural
Practice, (4) Funds of Knowledge, (5) Role of Teacher as Medi&6) Semiotics, (7)
Multimodality and Multiliteracies, and (8) Sheltered Instruction Obdemal Protocol.

Since writing is a difficult and intricate process, and thediffies are compounded with
the language barriers Arabic high school ELLs face, it igontant for these learners to have
many opportunities and various ways to respond to text. For ArapgissEmanguage learners,
difficulties in language are compounded with cultural disconnects wémsml norms and
expressions are alien. Through scaffolding Arabic high school EuLke’ of language via
interactions with visual images, teachers can connect to ssugeitdr knowledge, provide a
springboard for reflection and writing, and enhance their acadamlisocial interactions. ELLS
are caught up in an atmosphere of competing Discourses, whitle cadressed by immersing
them in meaningful literacy practices that also reinforce academimarad skills.

Personally Relevant Writing

Writing is one way to provide Arabic high school English Languagarhers with
opportunities to explore various Discourse environments. Diaz-Rico (26idd3ses the
recursive nature of the writing process, which involves continuous negasia Arabic high
school ELLs’ diverse linguistic and cultural background experienasssegate teaching writing
in a way that maintains self-awareness, personal relevdamgage acquisition, and self-
articulation. Becoming participants in the “academic culture” 1@6) requires that these
learners need to learn how to compose written pieces that dréngioown personal knowledge

and cultural referents. In this way, they can explore how eactolse provides various
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possibilities of communications; thus, they can progressively beaommersed in the new
dominant culture, with the potential for preserving their own voices.

In addition to being a personal outlet, writing can also be viewex saxial construct
since it involves understanding the intricate relationship among #uemethe writer, the text,
and the context in which the writing act occurs (Diaz-Rico, 2004rbia high school ELLS’
willingness to launch into writing is often based on their desireftect on their own ways of
living, personal expressions, and social circumstances. Providseg lgeners with ample time
and opportunities to write on frequent basis is important for infagrand expanding on their
current perceptions of self and society. Planning for writingniegrexperiences that give these
learners a “real reason for writing” (p. 167) and providing therh wit'safe environment for
writing” (p. 168) with appropriate scaffolding at various phases of writiinguece writing.

Writing as an integral part of an individual’s life helps studémesxperience authenticity
through writing (Kirby, Kirby, & Liner, 2004). Vygotsky (1978) argutsat drawing is the
symbol structure used for preparing children to develop written |geguend express
themselves. Drawing, a graphic representation of speech thagjesmen the foundation of
verbal speech, is one of the preliminary phases in the natural devatopihwveritten language.
Based on experimental observations, Vygotsky (1978) shows how childheings represent
real written language. Children should be provided the opportunity to syalbpliepresent
both simple and complex phrases. This reveals children’s predispdsitexperience change
from entirely “pictographic” to “ideographic” writing that enabldsem to depict personal
experiences using symbolic tools, drawing (Vygotsky, 1978, p. 114). Dgawplaces verbal

language and this reflects the natural progression of writing development.
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To make writing “relevant to life” motivates children to launotoiwriting regardless of
their verbal linguistic barriers (Vygotsky, 1978, p. 118). Graves (1994) arguewiiirag arises
from personal reservoirs and cultural referents. Based on hispevaonal experience with
writing, Graves (1994) reveals how “reading the world” (p.36) and idgpen meaningful daily
life experiences evokes ideas for writing. In the earlyestanf writing, it is crucial to take the
initiative to write through daily quick reflections. In the subseqsages, the words in the
reflections start eliciting new implicit meanings and pose geestions such as “What does that
have to do with me? With people? With the world?” (p. 37). He stgtjeat every individual
write, believing that everyone has something to write about. Tesanked to educate students
to believe in themselves as creative writers with distinatesin the society. Graves (1994)
writes, “Unless children see themselves as authors with Bomgeb say, as writers with the
power to initiate texts that command the attention of othersniiagyremain as sheep both in the
classroom and later in the larger society” (Graves, 1994, p. 44H3)s need to express their
voices. They are silent students who get lost in the shuffle whénpiesonal and cultural
background experiences are not heard because teachers are too rhasgimg that these
learners test at a certain level.

Graves (1994) believes that the craft writing is a tool usexpoess human thought and
“transcend oneself in space and time” (p. 34). Students often dssaciang with forced
assignments in school; therefore, they lose the essence of tanderg the real purpose of
writing for themselves. Writing is a means of helping individusdmmunicate their personal
thoughts and make sense of their own experiences. Realizing thmgbrevdnas something

special to convey is the most challenging part of writing. igiis not the only way to convey
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meaning. The next section discusses other forms of expressiorrefraisent various
Discourses.

Competing Discourses

construct their own ways of meaning-making processes in order toyctreie ideas. Arabic
high school ELLs approach language through various lenses, which #t@pesocial and
academic interactions. These learners bring a varietysobDrses from the home environment;
however, they become immersed in a mainstream culture whgrarthéeing asked to conform
to particular social norms in order to gain social capital as students (Gee, 1999)

Gee (1999) defines a Discourse as use of language “and otheasstuéfys of acting,
interacting, feeling, believing, valuing, and using various sorts adctd)j symbols, tools, and
technologies,” so that individuals can gain “socially recognizalgetity” (pp. 7, 21). Taking a
social role requires each individual to “appropriately recogn{&ge, 1999, p. 24) others
performing Discourse of a particular culture. Simultaneouslsh @adividual “gets recognized
by others . . . in the practices of doing” (p.24) what is culjuexpected. While primary
Discourses are those that individuals are originally socializtedtihrough their home of origin,
secondary Discourses are those that people acquire through involvemeiffieient social
groups, formal institutions, and public associations (McKay, 2007e (@@01b) describes the
primary Discourses as the non-dominant Discourses, which oftasgmtiated with a particular
social system of a specific social group that does not havesatcctd®e profits of social goods.
Yet, secondary Discourses are dominant Discourses that are uslaiéd to the social roles

acquainted with a privileged status quo where individuals share the benefitsabfjsods.
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Dominant discourses comprise a particular language, a distinatnléwide language in
which some things are regarded as inherently more importanu@rtitan others, a set of
concepts that are held in common by those participating in Disgawlgs for judging what is
good or bad (acceptable or inappropriate), contributions, and proceduresetregipded to
determine who may be allowed to join the discourse community. DamiDecourses
inevitably support existing power structures and are vital to tf@mokfield, 2001, p. 14).
Dominant Discourse of formal schooling, for instance, positions ntynastudents as
underachieving learners merely because their language praatidesultural backgrounds are
different. Delpit (1988) discusses concerns regarding minority rstsigého are not considered
part of the “culture of power” (p. 282). Minority students experieasgangement simply
because the “cultural capital” of the dominant group expressesypartianguage patterns and
ways of communicating, thinking, and acting that conflict with their acedes (p. 285).
Learning language codes and value systems embedded within theathlctiting of the new
culture become a responsibility for minority students. These rsuideed to learn the patterns
of Discourse of the cultural capital to actively take part in the society.

Despite the social capital gained when individuals can commaeanioamainstream
culture, Arabic high school ELLs often struggle because ofieintinguage barriers and lack of
cultural background in dominant culture. These personally disempowexaianges are also
problematic because as Freire (1970) points out, school settingeg®ivine particular form of
discourse in order to preserve the status-quo of the dominant culMirerity students are
deprived of practicing their own discourse. “Silencing of othecalirses” results in widespread
“monologism,” where the language of the dominant discourse becomesaabatVorthman,

2008, p. 444). The next section explores the differences betweenfénerdiDiscourses Arabic
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high school ELLs are presented with and suggest that an exchangéuodlknowledge is
important for educators and students.

Interactions in a variety of cultures provide opportunities for Araigh school ELLs to
expand their Discourses, creating space for integrating ity of cultures. Although these
learners are interacting and gaining resources to interaatimdominant culture, they still need
opportunities to bring their own cultural rituals and beliefs into acadeommunity. It is
important that a space is created for the inclusion of multideddrses, rather than demanding
conformity.

Cultural Rituals and Exchanges

Gee (1990, 1999, 2001b) believes social interactions in various Discanesasvay of
acquiring new ways of being socially recognized. Studentshatie a broader understanding of
the use of language, props, behavior, and other tools to communicate anypaimad secondary
Discourses are socially able to switch between discourses. fdahing is an approach that
aids individuals to converse in socially and culturally right wayd eeflect on their various
ways of speaking to different audiences in socio-cultural cat@iNeal & Ringler, 2010).
The ability to code switch is culturally advantageous, as studeantdraw on their own personal
lives to make sense of the new social environment. They make donseahd can further
highlight the distinctions between the two competing Discourses.

Cultural rituals

A part of understanding the role of Discourse in various comieang to consider the
cultural rites and rituals (Diaz-Rico, 2004). Each culture prestits rituals differently. For
example, there is a formal ritual for students in the UniteteSta line up while waiting for the

teacher. However, according to Bilatout, Downing, Lewis, & Yaag ¢ited in Diaz-Rico,

www.manaraa.com



37

2004), Hmong students from Laos are used to more formality. Thesatstade expected to
stand and wait by their seats for the teachers to be disniiss&eir lunch. They also hold their
hands in front of their faces when passing by the teacher widdtates social respect and is
embraced by the Hmong students. ELLS’ teachers should understamdrigtg of cultural
rituals and integrate some of these social behaviors in leaewpgriences targeted at
exchanging different cultural perspectives (Diaz-Rico, 2004).

The Discourses used in school often conflict with these cultuxadiyd and practiced by
students in their home environment, or these cultural ideas they lt@reecefrom their home
country before arriving in America. Diaz-Rico (2004) refers toipdii(1972) study that shows
how cultural behaviors of Native American students in Warm Springs fram American
mainstream culture. Native American students are often hesdasitare answers within a
whole group or take the initiative in class discussions. Contrahetdmerican school setting
which focuses on group work projects, working with peers works bettdidtive Americans.
Similarly, Furey (as cited in Diaz-Rico, 2004) also reveals lsmhecting individuals for
commendation arises feeling of embarrassments for Japaneseatstud&/hile striving for
competition is valued within the Japanese culture, proving one’s selbrdst occur within a
group. Arabic high school ELLs may struggle with sharing theirsideathe classroom
environment because they are afraid their cultural or personal givepmight not be taken into
consideration. They are often anxious about the ways others widiyeror stereotype their
culture. These fears may impede Arabic ELLS’ interactioitls @thers, particularly within the
learning environment.

Knowing the language, the discourse, of a certain culture alone mutesmply

individuals’ full engagement in a particular social context. Ratiteis through active
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participation in the social norms of a culture including the use sofDiscourse that an
individual’'s social identity becomes acknowledged. To socially dmrti demands that each
individual “appropriately recognize” others performing Discourse apecific culture (Gee,
1999, p. 24). Concurrently, individuals gain social recognition by penfigravhat is culturally
expected. For example, Gee (1999) shows how becoming a phyarisands adopting and
practicing verbal as well as non-verbal ways of acting likeea physicist such as using
appropriate materials in a lab while conducting experiments ifidlde For Arabic high school
ELLs, cultural rituals and exchanges are essential becausesfiregent an individual’s identity
within the new culture. Providing these learners with the oppoytuaitpractice their own
cultural rituals creates a less threatening learning enveahmAcknowledging diverse ways of
learning, conversing, and performing academic work is essentau$e it has the potential to
enhance Arabic ELLs’ self-esteem as they feel their cultural resea@ valued.

Social exchanges

Gee (1999) believes schools are social institutions responsibteaf@mitting cultural
knowledge through indoctrination of the Discourses of a particular sooidlext. Being
enrolled in American schools requires Arabic high school ELLs toaac‘real” mainstream
students. Using “school like” language, for example, demands pnaciisgscourse of English
including its written, spoken, gestural, and listening aspects (pB924Lack of competence in
“doing their part” by actively taking roles in conversations atier participatory practices as a
result of language barriers and other social and cultural factbes prevents Arabic ELLs from
engaging in conversations and other academic social practicesl@8ep. 24). These learners
may choose silence over the challenges they may face when ¢ogmeth the teacher or other

peers. Their deficiency in knowledge about the use of langtageions and recognition of the
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dominant Discourse thus becomes a challenge (p. 34). Arabic high $ho®ineed to be
actively engaged in significant social learning experiences athaw them to make use of,
create, and engage with the Discourse of the dominant culture (Gee, 2001b).

The development of socially situated-sensitive pedagogical apgm@eahelps in
enhancing academic Discourses for Arabic high school ELLs. Althewglicit instruction is
needed for the teaching of the dominant Discourse, Gee (2001b) #ngti€'social languages
are acquired by socialization” (p. 719). Thus, he asserts, “While $omms of (appropriately
timed) scaffolding, modeling, and instructional guidance by menimgpgeaa to be important,
immersion in meaningful practice is essential” (p. 719). Thesmrlsinteractions help Arabic
ELLs learn the language as well as appropriate social behaviors iiee cul

Minority students’ Discourses are often viewed as violatiorteg¢cstandard mainstream
code. Delpit (1988) believes minority students should have the “rigihteto language, their
own culture. We must fight cultural hegemony...” (p. 291). Providing minghtidren with
the opportunity to recognize and value the code of their culture &igubrtant (Delpit, 1988).
Through poetic representations, Tonso and Prosperi (2008) reveal how yriatint American
students, for instance, face educational practices and polidi#Sirschools that suppress their
voices. The following quote, for example, represents the silencibgtiolo American students’
voices within the American mainstream school setting. Tonso angdpresite, “I swallow the
dirt and choke on it...There are many people who do not understand English that are present...
But we are like statues pretending to be there...” (p. 41). DegrLatino American students
from practicing their Discourses and “when all is in pure Ehglaften lead to alienation and
marginalization (Tonso & Prosperi, 2008, p. 41). These students end uptlosipgvilege of

articulating their thoughts and expressing themselves in the new learninghement.
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In addition to the struggle with how they are perceived, school envirdemeay also
unintentionally further the marginalization of ELLs through thacttire of their assignments or
social norms. Classroom learning experiences designed acctwdiggl use of time and space
may further create cultural conflicts for ELLs (Diaz-Ri@®04). Monitoring instruction in a
very systematic way may frustrate these learners whiesstyiles are not controlled in this way
at home (Diaz-Rico, 2004). For instance, requirements to com@eignments on time may
create a feeling of resistance for Arabic high school ELTkese learners need ample time to
work on learning activities so that they process and engageheithformation. Teachers in the
United States often correlate rate of performance with stedmtelligence since standardized
tests are frequently tests based on speed (Diaz-Rico & Weed, 2D0R23. teachers should act
as “time mediators” (Diaz-Rico, 2004, p. 270) in order to facilitaggning for their students
with diverse cultural needs. For instance, teachers can agkglgs conform to the schools’
rigid schedule while offering differentiated instruction for individ&alLs within the time fixed
(Diaz-Rico & Weed, 2002). Taking time into consideration thus resjusféective ELLS’
teachers to reflect on how their learners have been educated timeséow they deal with
promptness in their cultures, and what specific types of aesuitiey can complete rapidly and
which they cannot.

Time is one issue, but another issue is the perception of intedigbat teachers may
have of ELL students. These teachers, along with the many steredatdsts given in a
classroom, often evaluate students on their ability to recognizessn&tandard English. This
can be problematic for students who are coming from a differettrguimindset. Diaz-Rico
(2004) shows how much emphasis on teaching of CALP (Cognitive Acadesniguage

Proficiency), in the preliminary stages of acquiring Englisitliedes ELLs from the learning
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environment. For example, when comparing two concepts, a languageaoter may ask,
“Which concept can be used as an analogy to describe the thundersttven®rm analogy is
particular to Language Arts subject area. Arabic high schobs Ebuld have prior knowledge
about that concept of analogy in their native language; ydicipating knowledgeably in the
classroom requires Arabic ELLS’ teachers to activate thegrnkers’ ability to access their
knowledge since they may not understand the vocabulary word, analogy, being used.

Arabic high school ELLs need to be offered the opportunities to iexger “exploratory,
playful, and experimental uses of speech” so that learning becameerthwhile social
experience for them (Smagorinsky, 2007, p. 66). Taking roles in imputdassroom
discussions demands Arabic high school ELLs have acquaintance widgntcaews and
background information on significant topics. Duff (2001) provides an ovemvidopics that
minority students often seem to lack knowledge about within the meanstschool setting.
These topics include:

e White House scandals, the Columbine High School shooting, wars and innotiser

countries (e.g., in the Balkans, the Middle East, Ireland),

e Natural disasters, scientific breakthroughs, little-known facts, anddweaits.

e Interspersed with these topics were references to sporessstiew movies or television

shows, and pop culture celebrities (p. 116).

To engage Arabic high school ELLs in genuine interactions witlr thmative-English
speaking peers may enhance their development of the language aalizadmn in the
mainstream Discourse (McKay, 2007). The “Discourse soat#diz” viewpoint advocates that
becoming a social participant in a learning community requiresiteathe discourses related to

the community and its social practices (Duff, 2001, p. 123). Teashetdd become aware of
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meeting the diverse needs of their ELLs and offer appropriagdsief scaffolding “to ensure
equitable access to the curriculum and the potential for all stutbelgarn and succeed” (Duff,
2001, p. 123). In order to understand the intricacies of language aoguasitil its production
within academic discourse setting for Arabic high school ELLsedquires taking the socio-
cultural perspective into consideration.
Literacy as a Socio-Cultural Practice

According to Vygotsky (1978), “Learning awakens a variety of makdevelopmental
processes that are able to operate only when the child ischmgravith people in his
environment and in cooperation with his peers” (p. 90). Acknowledging varimeoudses
within the dominant culture facilitates the learning processafotearners regardless of the
linguistic variations and cultural diversities they bring. Ongodialogue among individuals
within social context cultivates an environment conducive to learnfigce the acquisition of
language involves language as well as behavioral and social dute important to provide
students with instruction that immerses them in the various comparfehts new culture. This
interplay can be supported through the creation of artistic psojdeisner (2002) suggests that
art is important because it helps students learn to transécthwitiple materials to shape and
represent their own knowledge of academic concepts and sosi@dupses. As Arabic high
school ELLs are acquiring language, they may draw theisiftean others, almost mimicking
the ideas before internalizing the concepts and revealing their own understanding

One way of exploring the ways different ELL students have inieathunderstandings
of their own culture and the English culture that they are nawersed in is by examining the
child’s Zone of Proximal Development (ZPD). This concept, whitbea from the work of

Vygotsky (1978), serves as a transactional zone in which the evolutioniriterpsychological
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to intrapsychological performance occurs (Turuk, 2008). In the pueengohases of
development (interpsychological phase), the child gains knowledge viaacdba.
Subsequently, that knowledge is internalized once the individual bringsregpkexperiences
to it (intrapsychological phase) (Turuk, 2008). Vygotsky (1978) states,

Every function in the child's cultural development appears twirst; 6n the social level,

and later, on the individual level; first, between people (interpsyctualpgand then

inside the child (intrapsychological)... All the higher functions oatg as actual

relationships between individuals. (p. 57)
The shift from social to individual possession of knowledge is astoamation of what had
been learnt through interaction(s)” (Turuk, 2008, p. 248). Therefore, iterapportunities
are important for Arabic high school ELLs as they explore howntieract with one another,
texts, and self-created artistic representations. Spegffitlatbugh these social interactions,
students move through the learning process as they absorb experiences anct kowstledge.

Since learning is a continuous process of evolving into higher-léd, scaffolding is
necessary. Cazden (1983) refers to scaffold as “a temporangviak for construction in
progress” (p. 6). Scaffolding requires the presence of a moreiexgeat individual who
provides assistance and modifies level of support to guide a chédiming processes
(Cumming-Potvin, 2007). Through scaffolding, Arabic high school ELLs haveapacity to
grasp and acquire academic language and complex literdty wkh appropriate levels of
guidance and classroom support.

Scaffolding literacy, for example, occurs in interactive djal® journal where students
and teacher exchange brief written informal conversationsiéBbyeregoy, 2008). When ELL

students are first introduced to journal writing, they may wate entry in the journal
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accompanied by a drawing; subsequently, the teacher answers bagktivig by providing
constructive remarks or promoting questions that have the potengahtmce conversations.
Teachers can model written language structure and use of vocathutargh written responses
as they elaborating on their ELLS’ preliminary entries. Jowwrdlng hence presents ELLS
teachers with chances for scaffolding and modeling simultaneotiisough these meaningful
experiences, learning can take place.
Funds of Knowledge

Based on Vygotskian (1978) perspective that learning is a sociassiowhich occurs
within a socio-cultural context, is the concept of funds of knowledgeh suggests that people
are knowledgeable about the material needed to interact in theiritta{iMoll, Amanti, Neff, &
Gonzalez 1992; Gonzalez, Moll & Amanti, 2005). The term funds of knowledggmply
meant “to refer to the historically accumulated and culturddlyeloped bodies of knowledge
and skills essential for household or individual functioning and wellgbé€Moll et al., p. 133).
This concept is particularly important in a classroom becaushdesacan use the students’
current cultural knowledge to help students engage in classroonuctistt Funds of
knowledge expands upon more common notion of “culture” ( p. 139) which isylagsbciated
with the show of folkloric demonstrations, folktales, artisticfacts, and dance recitals of a
culture by focusing on the “social, economic, and productive actiuvitigseople in a local
region...” (p. 139). Therefore, the students’ household lives are a®dyounded by rich,
multifaceted cultural reservoirs. By taking the role of ftibrs rather than mere dictators of
knowledge, teachers acknowledge learners’ unique experiences whidfteareshaped by a
variety of socio-political, ideological, and cultural influences. [#og on students’ prior

knowledge and cultural reservoirs in planning and delivering instructias lea progressive
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education (Dewey, 1938). From a progressive pedagogical pgvspestudents are motivated
to become active participants in the learning process when they mpeasonal connections and
relate to the subject matter. When students’ funds of knowledge lkavevdedged, it helps in
changing the dominant status-quo of perceiving minority communitiesnfasior; thus
increasing what Bourdieu (1977) refers to as “cultural capital”.

The students’ funds of knowledge are acknowledged as teachers kearh their
students. From a Vygotskian’s (1978) viewpoint, the notion of funds of knowkecigeas a
“cultural artifact” (Gonzalez et al.,, 2005, p.21) that supports in rtiediateachers’
understanding of learners’ social lives within their household contimsiniTeachers employ
students’ prior knowledge and cultural resources as foundations toldcefaching of new
concepts (Amanti, 2005). By gaining more insights into students’ household communits it m
reduce challenges associated with helping them to learn (Moll, 2005).

Role of Teacher as a Mediator

By adopting the funds of knowledge approach, teachers cease ta take as mere
transmitters of information and are open to co-constructing theningeavith others. This
requires that teachers identify with their role as a mediadarmediators they often act as the
negotiator between the students’ community values and school curricdleacthers as
mediators become active catalysts of intermediation who undergtanéarning is a socially
constructed experience which can lead to social transformatioa.role of teacher as mediator
highlights the teacher’s ability to shift power relationshipshia learning process. He or she
recognizes the students’ responsibility in the learning proaess builds on their cultural

practices and linguistic variations in order to uphold their expes® as strengths rather than
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deficiencies. Teachers as mediators are indispensable bebaysare able to connect the
student’s personal experiences with the curriculum.

Appreciating rather than stereotyping various cultural practafeminority students
mirrors mediating role of teachers (Floyd-Tenery, 2005). Fotamee, acknowledging oral
traditions of Mexican histories and narratives recounted by studémexican origin reflects
on accepting cultural diversity in classrooms. Students should bedntat relate to their
cultural practices, such as holidays, foods, and original myths wital tessons about mythical
characters (king, god, goddess, queen) in their culture. Althoudietsaare required to use the
current mandated curriculum, they should frame it in a way tleaggrezes the life experiences
of students. When teachers acknowledge the learners’ various culhgaistic, and personal
referents, multiple interpretations are brought to the sociahiten context that increases the
social capital of the entire class.

Teachers also mediate the knowledge exchange through discusgioiseir students.
Freire ([1970], 1994) argues that knowledge is attained when people cortieetdgeexchange
ideas and construct new knowledge. Simultaneously, students take |lgadergheir own
learning processes by expressing their voices and sharing their opinionsraietiveedialogues.
Freire ([1970] 1994) states:

Through dialogue, the teacher-of-the-students and the students-o&therteease to

exist and a new term emerges: teacher-student with studaokets. The teacher is no

longer merely the-one-who-teaches, but one who is himself taugh&logue with the

students, who in turn while being taught also teach (61).

Establishing open communication with students and their families psotgdehers with

resourceful information about students’ cultural and historical backgrourdssferring unique
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cultural variations to classrooms, in turn, create an atmospheoarioiy, acceptance, and
“confianzd (p. 129) (trust) among teachers, parents, and students.

As individual students construct meaning, they are interactinglarigler socio-cultural
communities. These interactions inform the individuals’ perspeativikee way they should act,
believe, and value within the frame of different Discourses. Jheeourses are continuously
renegotiated, they must evolve from individual's experiences. Thmsaitdonal approach
explains how individuals expand to include various emerging pergpgcts they bring
resources to the forefront and infuse their ideas with otherandigduals engage with others
who use different perspectives and languages, they are able to ¢Rkpmmdiscourses, which
become a rich supply for learning and expressing their linguistic skjkyi(A2006).
Transactional Theory

Probst (1994) argues each literary experience should involve “rdspélse uniqueness
of the individual reader and the integrity of the individual reading” (p. 38)senblatt (1978)
explains the interactive engagement with text as the traosatieory. From this perspective,
engagement with a text transforms the text as well asntigidual. Prior knowledge and
experience play a significant role where the reader “d@wsis past experiences with life and
language as the raw materials out of which to shape thexpetience symbolized on the page”
(p. 26). Bringing personal resources to the text helps evoke neningga Simultaneously,
reading the text closely enriches individuals’ personal and culesatvoirs. Part of the growth
in learning comes from viewing the author’s personal and culturgbgeirges, which may be
different from the reader’s current frame of reference. Thrawghsactions, a text moves

beyond “merely inkspots on paper” (Rosenblatt, 1938, p. 25) and toward an eelparience.
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Rosenblatt (1978) states, “A novel, poem, or play remains merelypots ®n paper until a
reader transforms them into a set of meaningful symbols” (p. 25).

Based on Rosenblatt’s transactional theory (1938), learners ar® alolestruct meaning
of a literary text once their personal reservoirs, such aguifitic variations, personal
experiences, and cultural referents, are valued and accepted. Rtisgigd8) believes “We
make meaning, we make sense of a new situation or transacticappbyng, recognizing,
revising, or extending elements drawn from, selected from, our pélgonastic-experiential
reservoir” (p.3). Yet, meaning-making does not inherently exigtartext or in the reader, but
occurs due to a process of transaction between the reader and the text.

Although Rosenblatt suggests that transactions are a naturab@rétéhelm (1997)
suggests that many adolescents struggle with this process asibata instruction must support
and enhance their interactions. Wilhelm (1997) argues some reaglensable to transcend the
boundaries of reality and create a “secondary world” (p. 162) wbddimg a text. They are
struggling learners who lack knowledge and use of proper readatgg&s, mainly visualizing
technique, that enable them to experience transactional experighce text. Wilhelm (1997)
states,

The response of engaged readers is intensely visual, empathic, atidnam By

focusing in class on the importance of these evocative responsess, teatering the

story world, visualizing people and places, and taking up relationshgbatacters, less
engaged readers are given strategies for experiencirg) aegtwere helped to rethink

reading. (p. 144)

Following this perspective, effective teachers need to help streiggling readers make
use of reading strategies through modeling how skillful reatierk about and interact with a

text. Wilhelm (1997) stresses it is important to provide ample appbds for struggling

learners to improve their reading skills. Through the modelingeafling strategies and the
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implementation of engaging literary visual experiences, refugeaders learn how to create
their own meanings by eliciting “active responses” (p. 471). De¢yhe opportunity to live the
aesthetic experience of reading. Providing struggling reasliéinsthe chances to experience
reading of illustrated books and the production of symbolic repregergacollages, and picture
books based on their reading conveys the message that readingng (®ghelm, 1995).
Through use of visual art, not only do reluctant readers view whatteegading, but they also
evoke responses that are emotional, thus connecting their own livase ttext literary
experience.

Offering Arabic high school ELLs the occasion to create thesaming of a text by
“seeing” (Wilhelm, 1995, p. 468) what it is they are reading andaatieag with the text is
essential. Through teachers’ modeling of and supporting use of mental imagingcanique to
evoke a literary experience, Arabic high school ELLs can “deat whey read” (p. 470). They
are these learners who lack dominant language discourse to respotaxttdyamerely relying
on oral skills. The making of visual art, as a tool to respond ddirrg, enables ELLs to
“visualize what they read” (p. 470). In addition, creation of &ti@eces activates Arabic high
school ELLs’ background schemata thus allowing them to experidreéelived-through”
(Rosenblatt, 1938, 1978) meaning construction of a literary text.

Internalizing ideas through creating various artifacts alsgnslwith the work of
Smagorinsky (2001) who suggests that meaning is derived from theatutontext where
individuals share common experiences and set of social norms. Igaeaaking interpretations
are often culturally constructed. “Reading is thus a consteuettt done in conjunction with
mediating texts and the cultural-historical context in which repthkes place” (p. 137). This

transactional process is highlighted with an example of a Caatedeattle flag. While some
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see the flag as a symbol of strength and independence, othérasaesign of disempowerment
and inhumanity. Through cultural interactions, individuals learn and a¢galifferent meaning
of dominant cultures and the power, which these particular cultuses tbaestablish “their
values as authoritative and sovereign” (p. 136). Readers, theretescalturated to read texts
in ways imposed by the dominant culture. The context includes posaiidéons by those with
the greatest cultural capital. Without recognizing the various penggethat can arise from a
text many voices, including those of ELL students, can be lost.

In order to engage students and provide a framework for them tadniterthe classroom
literature should be accessible and relevant to the reader'@Plibbst, 1994). Relevance is
important because they are able to make connections and genevateleas. Generating
meaning thus resides in that common ground where the reader anx inéetact. Accepting
multiple interpretations to a text rather than imposing one intatpe offers learners the
chances to respond to experience the reader response approach.

Writing, similar to the transactional process of reading, I @an engagement of
interacting with texts (Rosenblatt, 1988). Just as readerswddala physical text, writers
encountering a blank piece of paper have their personal lingumgisonal, and cultural
variations to build on while composing their written text. Writiaga process that embodies
what the writer experiences at a certain time under botmaitas well external socio-cultural
circumstances. “Any new meanings grow out of, are restructuangxtensions of, the stock of
experiences the writer brings to the task” (Rosenblatt, 1988, p. Re wfiter is always
transacting with a range of personal, cultural, and social reservdihe writing acts as a

representation of the writer’s both personal and socio-cultural experiences
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Providing Arabic high school ELLs, for instance, with the chance toausariety of
approaches in responding to literature, such as creating adisifects or drawing, may be
efficient; it releases them from the restraints of kditinguistic barriers they have when it
comes to verbal or written expressions. Through creatingdiveirways of personal responses,
Arabic high school ELLs may start capitalizing on who they ackvahat they value in the new
culture. Artwork acts as an outlet to more reflective writtesponses that enable Arabic high
school ELLs to experience the aesthetic stance of writing.

Overall, planning for literacy strategies that engage Arabid lghool ELLs in
expressing themselves through the extended use of visual repiessnt@td prolonged
discussions may have the potential for opening up avenues of comnamitati allow for the
active construction of meaning. Building upon these learners’ prior kdge| experiences, and
cultural referents may support both them and their teachehewabing modes of multi-layered
interpretations into the classroom. Providing learning opportunitigsnthkes use of visual
representations followed by discussions may also motivate Afaigic school ELLs to
experience the possibility of generating different interpiggtatand making new connections.
Thus, designing learning experiences that promote multiple opportunitieearfing-making
should become the norm of a student-centered classroom practice (Whitin, 2005).
Semiotics: A Meaning Making Approach

Many literacy theories including Wilhelm (1995, 1997), Probst (1994), Sinaggr
(2001), Rosenblatt (1938, 1978, 1988) are grounded in the conceptual framework known as
semiotic theory. Semiotic theory suggests visual and other normdiftggign systems are as
equally valuable as language. The use of visual expression hasedgybampact because it

does things that of forms of language (or gesture, or any sifpersystem) cannot do. Hence,
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both visual and non-linguistic sign representations are considered equiadly significant in
communicating meaning and evoking new experiences. Artistic depietiersten utilized by
readers in their attempt to respond to literary texts andectbatr own world in a narrative
account. From a semiotic perspective, readers do constructngebat as Smagorinsky notes
(2001) in “If Meaning is Constructed, What is it Made of?” that“8taff” of meaning-making
includes socio-cultural forms of mediation as well as signscosling to semiotic advocates,
reading does not happen unless readers form mental representttat reflect on their
transaction with a text. Using visual images through use ofoarexample, enable learners to
comprehend, experience enjoyment, and remember a text.

A semiotic perspective considers individuals to be active makecsgl <atalysts, and
modifiers of the various representational modes accessible to(lress, 2000). Siegel (2006)
reveals how both semioticians, Ferdinand de Saussure and Charless Sy (1931-1958)
incorporated sign systems as modes of communications to help indivaltialdate their
thoughts and construct meaning. While Saussure focused on the lingssticisaof sign
systems, Peirce reflected on the value of using all sign systemsy itsto account the context
in which signs are interpreted. Peirce (1931-1958) elaborated on haminges constructed
using various sign systems by revealing the semiotic-triedationship of an object, a sign
(representamen), and an interpretdntthe semiotic triad, a sign (representamen) primarily acts
as something that represents a specific idea. An interptbemtbecomes the creation of an
original meaning in the mind of the person perceiving the. sigubsequently, the interpretant
starts representing the thoughts related to the object referrasl the ground of the dynamic
object Taking various means of communication including language to construct meathing

based on Peirce’s viewpoint of semiotics in this qualitativeystu&emiotics provides the
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opportunity for all learners to use a variety of expressive tsutte explore their ideas within
discourse environments.

Berghoff (1998) believes that sign systems like art, music, dramth, and language
represent various ways of communicating. In an attempt téecasal communicate meaning,
individuals employ use of different signs in different culturatisgs. Similarly to language,
each of the sign systems (art, dance, music, etc...) staraleepresentation for something. Yet,
all the sign systems work in corresponding means of communicatitile Yéstures and signals
are used as complementary sign systems for verbal language, drawingatmapsupplementary
ways for explaining oral directions. Sign systems work in ialating ways because they are
interdependent systems used to help individuals in expressing tlasrnndeultiple ways. From
a semiotic perspective, a sign, the basic unit of meaning commdhdigrasystems, can be
anything that stands for something to someone. Yet, a sigrdetis not directly convey
meaning. For example, hearing a word (signtluen does not imply that a meaning will be
formulated in the person's head unless that person knows Freneblsertis an equivalent for
the word dog (Berghoff, 1998).

Signs mediate between two individuals constructing meaning. Although sigmsealr&
convey and create meanings, there is no direct relationship betveegreaining delivered by the
sender of the sign and the meaning composed by the receitiee gign. This belief that
meaning evolves from negotiations with sign systems alignsthgttransactional theory, where
meaning is individually negotiated (Rosenblatt, 1976). The meaniatedréy the receiver of
the sign is often based on his/her own personal knowledge and backgroundneese Yet,
within social groups, meanings constructed correspond with the meamnigigslly articulated.

This is due to the fact that individuals share common belief mgstnd views of the world
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around us. Signs become connected with specific meanings as individiliaés them with
themselves and with others to communicate.

A semiotic theory challenges the notion that humans transfer meanimiiyect means.
On the contrary, meaning is mediated through signs where indivichakis meanings of signs
that are familiar to them. This idea contradicts with theeb#tiat the connection between signs
and system is that each sign has one rigid meaning. Frommiatiseperspective, each sign
system has one or more relationships depending on the interpretex sign and the social
context in which the meaning is made. This assumption clashesheitducational mindset
where educators tend to believe and teach students that there amerdgrrect answer for each
problem and that each word will have one universal meaning in the dictionary.

Using sign systems, mainly art (drawing and visual repres@méy individuals can
experience quality of "thirdness”, a kind of meaning-making that all@arners to generate
various interpretations founded on the basis of personally constructeding® and other
socially shared cultural experiences(Berghoff et al., 2003, p. 355heRhan viewing each
sign (word) as having a fixed meaning, a learner exploreshp@sseanings of a single sign. A
sign= (becomes equivalent to) possible meanings coupled with possskessions. Thirdness
thus enables learners to discover a world of possibilities rétler accept fixed answers as
being the norm. Smagorinsky (2001) refers to Eco’s (1985) intetiprete# a sign, where a sign
represents a "relation of referring back, where . . . somethangsto somebody for something
else in some respect or capacity” (p. 176). This implies teanaor a configuration of signs
represents different meanings for different readers basedltomnat referents brought to the sign

itself (Smagorinsky, 2001).
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Kress (2000) opposes the mode in which language is viewed as the suped®r
whereas images merely act as tools used to depict “reseilyl (p. 199) what is articulated
verbally. By reversing the order, Kress (2000) reveals howirgeatvisual illustration helps an
individual to construct meaning, transfer it, or regenerate it without relying ondgagnode for
channeling information. Use of visual representations does not regdiveduals to have a
“pre-existing linguistic account” of something (p. 196) since visnages mode is not a
translation from language. Kress (2000) provides examples of ndaerweslltures that employ
visual representations, such as Egyptian hieroglyphics, Chinese amogand Australian
Aboriginal iconographies, in lieu of language as means of comntiamcand self-expression.
These cultures value use of visual images, mainly drawing, r@atve and productive medium,
which helps in articulating one’s feelings and thoughts based on persgpaliences and
cultural referents.

Semiotics orchestrates opportunities for learners to explore creafivity it involves use
of multimodal approaches in learning. Use of multimodal stratezpe help students actively
construct and interpret meaning based on their personal andlys@haled experiences.
Knowledge is thus constructed from learners’ personal experiandegarious ways of knowing
(Wilhelm, 1995).

Semiotic theory provides literacy teachers the opportunity to dises@r@us modes of
transmitting meaning other than language while instructing thieirs (Dehart, 2008). In the
absence of proficient oral communication in English and cultural ueaess of the dominant
Discourse, Arabic high school ELLs may experience the benefitssiofy various modes of

communication, including visual representations. Composing aesthédtctarprovides Arabic
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high school ELLs the opportunity to express their voices. Througaphetical representations
can construct meaning that makes academic as well as personal connections.

Using drawing and symbolic illustrations to demonstrate wrifimginstance, reflects on
the possible experience of using art as a communication systngh(Bf et al., 2003). Based
on the generative power of the use of various sign systems,| §18§&) illuminates on the
significance of integrating arts using drawing and visual&ndmediation, the generative power
of translating meanings from one sign system (language) then(gictorial representations),
allows learners to invent connections between two sign systemg wWiesiconnection did not
exist before.

Whitin (2005) also explores the nature of transmediation. Through the use of
metaphorical representations, exploratory talk, and literarypirgtions, Whitin (2005) reveals
the feature of non-redundant potential of the use of visual représestand patterns of
discourse as tools for mediating thought and promoting construction otisdevels of literary
interpretations. Via use of sketch-to-stretch, “a visual reptasen of colors, lines, symbols,
and shapes to convey one’s understanding of conflict, character, tberfeelings” (Whitin,
1996, p. 101), as a metaphorical representation, students constructedntteastanding by
interpreting events from the story (language sign). Students eveouraged to articulate their
views on the sketches by writing a variety of responses thabreu their sketches (Whitin,
2002). When learners’ prior knowledge experiences and cultural mefesere valued within
the classroom setting, variations in responses were generated (Whitin, 2005).

Overall, planning for literacy strategies that engage Arabid lghool ELLs in
expressing themselves through extended use of visual represerdgatiopolonged discussions

may have the potential for opening up avenues of communication tbat &ir active
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construction of meaning. Building upon Arabic high school ELLS’ prior kedge,
experiences, and cultural referents may support them and thdieteas they bring modes of
multi-layered interpretations into the classroom. Providing legropportunities that makes use
of visual representations followed by discussions may motivate Atagh school ELLs to
experience the possibility of generating different interpigtatand making new connections.
Thus, designing learning experiences that promote multiple opportunitieearfing-making
should become the norm of a student-centered classroom practice (Whitin, 2005).
Multimodality and Multiliteracies

When verbocentrism, the reliance upon words at the exclusion of aihes fof
communication, fails to convey complete internalization of understandialfilit@racies and
multimodality pedagogies may provide alternative means of tigmggmmeanings (Dehart,
2008). Multiliteracies allow individuals to construct meanings frtv& tange of multimedia,
variety of visual imagery, music, and sound that encounter them each ddgition to written
and spoken words (Cope & Kalanatzis, 2000). Multimodality also recegyequal significance
of all modes in communication (Kress, 2000). By taking a semiotisppetive into
consideration, various forms of communication serve in helping individwakte their own
meanings. Literacy educators may find it valuable to stenkihg at the potential of using
various sign systems for making meaning.

New London Group (1996) advocates for multiliteracies as a litepaclagogy that
incorporates various forms of written, spoken, spatial, and visual iticadtb understanding
multiplicity of discourses. Literacy should be seen as includingowsrforms of digital
technology, mainly sound, music, images, and words. Considering divexgalotbntexts and

linguistic variations, technological inventions, as well as glababn in societies requires
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understanding the various cultures that connect and diversity of tteatsare widespread.
Nowadays, individuals are exposed to texts that require understanderg@rdifmodes of texts
concurrently in order to make meaning (Bull & Anstey, 2007). Forniestawhile individuals
are having a conversation with others in the sitting room, theylmaso watching news that
demands them to focus on print, look at images, and simultaneously infelences from
behaviors displayed by news broadcasters.

In an attempt to address what sounds proper education for natives aingtantsy
mainly Arabic high school ELLs, who do not know D/discourses of natiomadjulage,
multiliteracies may become one of the alternative approadidew (London Group, 1996).
Within an Aboriginal cultural context, for example, visual meangpfesentation seems to have
a more profound effect than the mere use of language in communicagiaging. Yet, as
educators endeavor to adopt multiliteracies approach, thergllackagns about canonical texts,
political rightness, and standard language. Considering the lirgarsti cultural differences of
Arabic high school ELLs within the school settings nowadays neatessitadopting a
multiliteracies pedagogy that takes into account employmentanbdus languages, different
forms of English, and means of interactions that go beyond cultural aiothatarestrictions
(New London Group, 1996).

In addition to New London Group’s notion of multiliteracies (1996), K(@€90) also
calls for multimodality. Multimodality recognizes equal siggahce of all modes in
communication. According to Kress (2000), multimodality involves useadbus modes of
sign systems (music, art, drama, language, technology, and)masdisemiotically articulated
means of representation and communication” (p. 185). He criticizewtiom that modes such

as “written language” or “spoken language” should be viewed as “mondin@ld84) means

www.manaraa.com



59

of communication. Considering multimodality, for example, as a gefnguage suggests its
multimodality as a representation system. Kress (2000) beligVeexts are multimodal,
however, use of language is often the prevalent modality. Effective tggmiaictices should not
rely on language alone; rather integration of various sign systédlows a wider ability to
express one’s self. Taking the widespread of visual mode in turcenmunication into
consideration thus requires viewing language and literacy asidlppearers of meaning only
since the other modes of information have become more prominent” (p. 35).

Although language is a social inherent cultural tool used in atiedi meaning,
individuals still use other means of social practices in order tacbepted within any social
context.  Visual representations act as complementary syst@mseral and written
communications. When there is a lack of knowledge about dominant Dissoéraeic high
school ELLs may struggle with connecting to others in academic settdgnsidering semiotics
and propagation of meaning-making alternatives in the globalized wamdtjmodal and
multiliteracies pedagogies may become quite important in enlgaAcabic high school ELLS’
literacy learning (Ajayi, 2009). Multimodal and multiliteraciepproaches recognize the
interrelationships among various kinds of semiotic modes in conveying woication and
creating new designs. This leads to the full understanding of etumdant potentials of
generating new means of human expression. Through multimodal anditeradtes
approaches, Arabic high school ELLs may experience developmemiobtvn understanding
and meaning-creation processes in a diverse cultural classroom environragnta@g9).

Dyson (1993) believes that through use of multiple means of représestahainly art,
learners can tackle important issues that matter to thes: liGeeating a "permeable curriculum®

(pp. 28-34) that acknowledges learners’ social world and cultisalirees and allows them to
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connect writing to their lives is quite important. Dyson (1993) ceflen the interrelationship
between oral language, drawing, and writing. Via drawiagrrers are able to express their
perceptions of their new social surroundings in the dominant soadtywdtural background
experiences. Drawing as a metaphorical representation provategrke with opportunity to
explore effectiveness of using visual representations as to@sc@l intermediation (Dyson,
1993). Acknowledging learners’ socio-cultural background experienteslassroom setting
helps in mediating learning, where language acquisition beceawslly constructed. Arabic
high school ELLs’ teachers need to emphasize teaching ofsBrigiiguage through engaging
their learners in meaningful interactive learning experiences.

Ajayi (2009) argues that using multimodal approaches may allow Atagh school
ELLs chance to articulate their thoughts by using diffeflemins of communications and
generate various literary interpretations based on their dipersenal and cultural experiences.
Shifting away from language, multimodal and multiliteracies mosktk unconventional means
of reading, understanding, and creation of texts. Understanding tloatmtliteracy methods
like “multidirectional points of entry into texts” (p. 587), is one bk tmulti phases of
multimodal and multiliteracies models. Multiliteracies and mubidality may enhance
opportunity for Arabic high school ELLs to launch into reading by intérgevisuals,
identifying the layout of the text in order to be engaged withidke The proposed research is
designed to explore this area that has received little attention in thechekteaature.

Ajay (2009) shows how adolescent students learning English acquireliteeacy
experiences using multimodality, mainly infusion of verbal taxis visual images. By creating
a classroom environment that aims at connecting with learreaisimorld literacy experiences,

ELL teenagers are able to experience use of multimodal toatsaking their own meaning.
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Ajayi’s (2009) study reveals the ways junior high school ELLsegated possible interpretations
of a cell phone advertisement’s images by creating their ownlvispiesentations in order to
reflect on their understanding. Subsequent to providing each student aomtaf a cell phone
poster, ELLs were required to interpret the messages embeddenspegiive buyers through
the design of visual images, text format, and colors presentéd iposster. Eventually, these
learners were given chances to create their own visual depitbi@m®w their understanding of
the commercial text and write around five sentences to jusifly drawing. Scaffolding these
ELLs writing through offering group members’ help and tess’ support enhanced
collaboration and promoted interaction. The findings of the studyleddow these learners’
generated meanings of the poster text represented their own social aral exfteriences
Analyzing ELLS’ visual representations showed how their drawnegsesented their
understanding of the advertisement (Ajayi, 2009). For example, otenstcomposed a written
piece accompanied by a drawing of a police car and an aduldmabig 911, a Verizon phone,
and an intersection at two streets. The student’s rationalbdalrawing was that his mom got
him a mobile phone to call 911 in case of an emergency. Along tivndran the composed
written text, the student jotted down, "cell phone will help mehgdp if | am in trouble” (p.
592). Yet, the justification given for choosing the color red in the idgwas to symbolize
“Blood”, the title of a gang in the student’s neighborhood (p. 592thifnsituation, the student
connected his meaning-making of the mobile phone commercial poskehi&iown personal
experiences of living in the city of Los Angeles, where méamjilies constantly experience
dread of gang aggression. Shifting away from using languagetutiens made use of a visual
representation to articulate his understanding of the text in adtbtmmstructing new meaning.

Thus, through use of multimodal resources, ELLs were able to discomeredundant potential
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of the generative power of transmediation, the transformation of meamakipg from one
mode of communication to another.

Recognizing association between illustrations, colors, and use aitlégrmat often
enhance ELLS’ conceptualization of the switching connection betwarsgudge and visual
representations (Ajayi, 2009). The projected research is intenddebdolight on this area that
has been rarely addressed for Arabic high school ELL population inefiearch literature.
Multiliteracies pedagogy may allow Arabic high school ELbsdiscover how other means of
meaning, other than language, become active sources of representatiwimsiously recreated
by these learners in their attempt to accomplish their vadolisral roles. In the absence of
verbal language, employment of visual illustrations and drawing amhyArabic high school
ELLs overcome language barrier as sole means of construséaging. Although multimodal
and multiliteracies are often used interchangeably, each oérttms adds unique perspectives to
21% century literacy practices. Both multiliteracies and muitiaity approaches advocate for a
conceptual development of what is acknowledged as literacy. WhRirconstant changing
globalized society, new literacy practices must be discussdeaognized as intricate ways of
communication. Through use of a wide variety of modes, Arabic higlosElhhs may become
“designers” of their own “social futures” (New London Group, 1996, p. 8#)deling
employment of visual strategies based on Sheltered Instructie@r@bsenal Protocol (SIOP®)
(Echevarria, Vogt, & Short, 2008) may be also a methodological agipneeeded in supporting
integration of visuals into writing instruction for ELLS.

Sheltered Instruction Observational Protocol (SIOP ®) Model
Students whose native language is not English need to be provideddwaatienal

programs that help them attain success in school in order to bectiveena@mbers of society in
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the future. Sheltered Instruction Observational Protocol (SIOP&) isstructional model used
for teaching content in a comprehensible way for ELLs whilé lsillping them acquire basic
language skills through a developmental language methodology. S#C##® intended to help
teachers in preparing their ELLs achieve academic high school expectations

SIOP® is a research approach based on former research doneNatitral Center for
Research on Education, Diversity, and Excellence (CREDH)e{keeria et al., 2008). It is a
model basically applied for providing professional developments for exacat designing
lesson plans that support sheltered instruction for content-estabkstglsh as a second
Language (ESL) courses. SIOP® involves use of a set afigtistnal approaches that promote
teaching of content to students learning English in addition to aldgegradual acquisition of
English language. Some of these methods consist of cooperativeadedilding on students’
personal experiences, vocabulary improvement, employment of visuateapations, and use
of modified and adapted texts in addition to extra complementary materials.

SIOP® protocol consists of thirty features assembled into eggenéial components:
Lesson Preparation, Building Background, Comprehensible Input, Stratdgtesaction,
Practice/ Application, Lesson Delivery, and Review/ Assessniechefarria et al., 2008).
These components target at providing effective teaching pedagebiels are important for
English learners in addition to offering research-based methotipritmote learning for all
students. On one hand, features under Lesson Preparation focus on plarmnlagsoh, taking
into account language and content objective, employment of supplemmeesmurces, and
usefulness of activities. Presenting grade-level curriculum thradppted instruction in
English to ELLs and via integrating appropriate content and langulggetives boosts learning

literacy skills. Helping ELLs acquire academic langupg#iciency as an integral part of daily
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lessons must be consistently addressed in teachers’ plannintpe Otier hand, acknowledging
students’ personal and cultural background experiences and activaiingritreknowledge as
well as developing their academic vocabulary form the basis oflibgilbbackground. Yet,
promoting comprehension through modifying teacher speech, offering ingpdednd
implementing multimodal approaches enhances comprehensible input. Tlerapghyment of
visual materials, graphic organizers, modified texts, and demoaossateachers will help their
ELLs make connections between content being taught and studemts’kpowledge and
experiences.

Moreover, engaging students in meaningful strategies, providingigtisnal support,
and enhancing critical thinking skills capitalize on role ofatggies component in SIOP®
model. For example, planning activities that consider student®ugtearning preferences
such as auditory, visual, kinesthetic, musical, and others helps inngekterse ways of
learning and communicating. Preparing for strategies thatitdo account students’ cultural
backgrounds and learning styles encourage them to become riskvwigkdesxguage and fosters
a nonthreatening learning environment.

Through integrating effective strategies, interaction occur®rdaotion, an essential
SIOP® component, gets established when teachers focus on elaboratdd aspeallow for
suitable group configuration of students taking language and contenégsogto consideration.
For instance, offering learning opportunities that allows intermaatiith teacher, peers, and text
promotes elaborated discourse and higher thinking skills. Languagmpleent subsequently
occurs via social interaction as teachers act as facibtatdnelping students construct meaning
based on their understanding of text and classroom discourse (Vygotksy, k8#i8)ing

students with educational conversations and meaningful learning exqeerienriches language
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development and helps in applying new knowledge and transferring cknteviedge. Hence,
it is through Practice and Application, one of SIOP® distinguished coemts that students are
offered chances to rehearse, apply, and develop language and cart@ngle Meeting lesson
objectives and considering appropriateness of lesson pace to stwadeioiss capabilities levels
are confirmed through Lesson Delivery, the consequent SIOP® compéimaaity, teacher’s
review of important language and content ideas, ongoing assessmetid@hts learning
through scaffolding, and offering feedback ensure Review/Assessmaesignificant SIOP®
component, takes place.

In the current study, | offer a multimodal approach to leartimmgugh providing my
ELLs the opportunity to use visual representations as springboards itiagwid used
supplementary materials such as pictures, drawing, overhead tramcsgpsralong with modified
mandated curriculum reading texts to make content comprehensibleLisr chosen for the
study. | integrated picturing writing technique and engaged micipants in effective SIOP®
strategies mainly Picture Sorts, Square Word Personalized, (Zolgevarria, & Short, 2010),
Visual Discovery Strategy from Teacher’'s Curriculum Instit(ted.) and Short Story Flow
Chart (Vogt & Echevarria, 2008) to help them build on their cultural rexpees and develop
their literacy skills in writing. | took the role of a teachacilitator and provided students with
opportunities of discussion during think aloud time and writing times wheeaction occurred.
My ongoing informal assessment of students’ learning throughimffesupport and giving
various opportunities of promoting writing skills capitalized on thespelsable function of
monitoring ELLS’ progress on consistent basis. Taking SIOP®pesiagogical framework in
helping ELLs achieve language and academic proficiency pronastksowledging their

culturally and linguistically diverse needs within the learning environment.
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Summary

Although writing provides an avenue of communication within the sadior@al context
individuals are interacting in, it is still considered a compéatning process for Arabic high
school ELLs. Lack of vocabulary and knowledge about syntax of Englsjuage makes
Arabic high school ELLs encounter the impediment of expressing #hesssin words.
Challenges in articulating thoughts are often interrelated @ultural conflicts, which result in
widening the gap between Primary and Secondary Discourses. Emiautite experience of
competing Discourses within the new mainstream culture requiretetichers explore various
teaching methods so that learning can occur. Planning, modeling, aednemiing meaningful
literacy experiences should include opportunities to connect with lsisaga well as make
connections to one’s cultural heritage.

Visuals may provide Arabic high school ELLs with tools needed to laurto writing
and help them in internalizing language through use of imagesaD&®08). Arabic high
school ELLs who are learning how to write need this supplementary scaffold, &edcase that
their learning styles align with visual modes of learning, ayrbe beneficial to make use of
additional experiences that visual learning provides (Dehart, 20@8).adopting teaching
methodologies that merely foster use of verbal representationdistaid visual language and
multiliteracies in addition to multimodality approaches renderptfexalence of a one size fits
all.

Social interaction aids in helping Arabic high school ELLs acgamguage acquisition
within an authentic learning environment (Vygotsky, 1978). In the absenceerbfl
communication, adopting multiliteracies and multimodality pedagodiet are based on

semiotic theoretical framework may offer Arabic high school €lthe chance of exploring
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creativity and discovery in meaning-making processes. When thaseils experience use of
visuals as a sign system of communication and conveying meaniggarthenore inclined to
launch into writing.

In summary, this literature review revealed the significanceathing to write, mainly
for Arabic high school ELLs. When Arabic high school ELLs build on thaor knowledge,
linguistic variations, and diverse cultural referents it helps thisoalize what they are reading
(Wilhelm, 1995) and experience transactions with the texts. Acknowtpdbese learners’
funds of knowledge may enhance the potential of generating newylitetarpretations, which
are symbolically represented in their use of visuals. Invesigatihe effectiveness of
incorporating visual images and drawing as catalysts to writivsruction has become
indispensable in the field of education. Further examination on probmdeglaoners may reveal
their cultural identity and construct meaning in their visual esgntations, self-created
drawings, and other artistic creations and employ them to sjmaagd writing should be
considered. The next chapter presents the methodology used to examinevidual
representations and drawing are used as springboards for reflestiowrding by the six

Arabic high school ELLs.
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CHAPTER 3: METHODOLOGY
Introduction
The purpose of this qualitative study was to investigate how Aragic school English
language learners (ELLs) reveal their cultural iderditgd construct meaning from their visual
representations, self-created drawings, and other artisati@ns and employ them in disclosing
cultural identity to springboard writing.

The main research questions framing this study are:

1. How do the Arabic high schools English Language Learners (Elelvgat their cultural
identity in constructing meaning from their visual representatieel§-created drawings,
and artistic creation of artifacts?

2. In what ways do the Arabic high schools English Language Lesafi&.Ls) use their
cultural identity to spring board into writing?

This research employed a qualitative research methodology whiklighig the impact
of social interactions on learning within a cultural contextntyaiior Arabic high school ELLs.
Due to a cultural shock and language barrier in the mainstreaume;ul provided each of the
participants the opportunity to express his/her thoughts through theategof symbolic
representations in the writing component. Therefore, the most appeapesgn for this kind of
research was the qualitative case study. An examination efqmatind cultural themes related
to the case were investigated through the use of multiple ddéxton sources. The data
sources included the following: pre-questionnaire, field note observatiod®m-taping, a post-

guestionnaire, two semi-structured interviews, reflective journals, and the stuatéfdcts.
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Research Design

| used a qualitative case study research design in this bagdyse it allowed me as a
researcher to explore the above stated research questions aneatahre findings through an
in-depth analysis (Fraenkel & Wallen, 2008). Yin (2003) belieyesdse study is an empirical
inquiry that investigates a contemporary phenomenon within itsifeadontext...” (p.13). A
case study examines a group of particular individuals and inaesgigheir actions under a
specific situation (Fraenkel & Wallen, 2008). This study, inipadr, explored how Arabic
high school ELLs reveal their cultural identity in their metapladnepresentations and writing
when visual representations, self-created drawings, and artigifacts were used as
springboards within a real-life educational context and this validaihe case study
design(Fraenkel & Wallen, 2008).

In order to recruit participants who would best meet the neetl®eafesearch study, |
used purposive sampling (Fraenkel & Wallen, 2008). | relied on my perknoelledge of
participants as well as my understanding of Arabic culturehtimse the sample. The context
that the population was selected from was a suburban high school mitsidarge Midwest
state. The class that participated in this study classsa@al in nature, as | believed in open
discussions, and opinion sharing on a regular basis.

The Role of Teacher Researcher

Teacher research often originates from the tendency to fahmraugh comprehensive
picture of classroom experiences. Cochran—-Smith and Lytle (199Q¢ dl@at teachers’
contributions to research on teaching should be acknowledged in thdi@dhicheld. While
methodical approach refers to various ways of teachers’ cotlectiormation and keeping

written records of all teaching experiences, deliberate incaims at conducting a teacher-
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research that is well designed and executed. Through the eahsise of teachers’ journals,
essays, classroom studies, and observations, teachers’ research become valuable

My research in the current study might be viewed as a delerg action (Cochran—
Smith & Lytle, 1990). It was established through rigorous procedulngsh framed the study
with theoretical backgrounds and provided adequate documentation. | le{a@aeing human
behavior within the actual social setting, in this case thesrdams, mirrors what regularly
happens.

Taking on the role of a teacher and researcher is also anotireofdeacher mediation
(Floyd-Tenery, 2005). Contrary to non-teaching researchersietesesearchers have a more in
depth awareness and benefit from adopting a mediating starioe thié learning environment.
In the current study, | established mutual understanding with migipartts; an insider’s lens
into my students’ learning and their lives; and accessibilitytheir records and their
demographics. By reflecting on the voices of both “teacher anueleansider and outsider” (p.
128), authenticity in conducting this case study was established.

Case Study Research Protocol

| formed a protocol to ensure reliability of the current st@din, 2003). | used a
protocol as a guide to collect data from a single case stugovided a rationale for the study,
formed the case study questions, made a reference to theofietmoaworks and pertinent
readings about the topic, and laid out the data collection procedunedimgcthe data collection
plan and site selection.

| captured significant and unpredicted events in the actual fiektuoly rather than
merely focusing on ordinary events. | also offered a comprehepsitege of the topic being

examined and showed impartiality in taking certain biased beli¢fsvas careful to avoid
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potential prejudices in collecting data. Being responsive and opetethallowed me to value
the occurrence of new situations rather than view them as possible threats tilelctiarc
Working with a group of Arabic high school ELLs with different cultumad personal
background experiences required me to take a flexible stances atw@ptance of unpredictable
events tended to be the norm. By listening attentively, | recenfedmation from multiple
sources of data collection (Yin, 2003). While the interviewees told aoowvent, | not only
heard the precise words but also sensed the mood and the emotion.
Site Selection and Description of Participants
Setting
The investigation took place in my high school classroom. The high sshochted in
a suburban community in a mid-western state in America. Theobis part of a big district that
is considered the fifth largest in the state with approximatelye than 18,000 students. The
total student population at the participating school was 2363 at the time of the studyudéne s
population is made up of 2.4% African American students, 0.38% Asians, Ad4i&¥%
Hispanics, and 95.94 % Caucasians. Almost 93% of these Caucasians are Arabs.
Phoenicia High Schools the pseudonym | gave to the high school to ensure
confidentiality in this case study. Phoenicia High Scheoh school that services ninth to
twelfth grade children in an Arab American suburban community Midavestern state. This
city has a large Arab—American community, as 29.1% (U.S. Bure&ewo$us, 2001) of its
inhabitants are Arab Americans who speak a non-English languagenat(U.S. Bureau, 2001;
Wilkinson & Silliman, 2001). Since 2001, there has been a huge influx idfi& Eastern
students into this community because of war in their native cosintAbout 69% of the student

population qualifies for a free or reduced cost lunch.
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Phoenicia High School services the needs of immigrant high schoohtstuafean Arab-
American by providing them with educational services in a hihgrogram. This program
was started in 1976 as a result of the arrival of non-nativéisBngpeaking immigrants to this
urban community. The community served by Phoenicia High School hagethaver the past
two decades from a European-American neighborhood to an Arab-American neighborhood.

English Language Proficiency Testing (ELPA)

English Language Learners at Phoenicia High School are rddoiteke the ELPA test
where their scores actually determine their placement lavie Bilingual program. ELPA
(English Language Proficiency Assessment) is a standardizediged to assess the English
language proficiency levels of learners who are Englehguage Learners in the chosen state.
Students are assessed on their listening, reading, writmgsgeaking skills by taking both
written and oral tests. ELLS’ identification is based on homguage surveys (HLS), which is
referred to as Title VI No Child Left Behind [NCLB], (2002) (@higan.gov Home or MDE). In
that survey, students are asked to answer the following two questions:

1. Is the student’s native tongue a Language Other Than Engliso{d)?

2. Is aLOTEspoken in the student’s home or environment?

If students report yes to one or both questions, then they are retqubbedested for English
proficiency by taking the ELPA Initial Screening. The scakthe ELPA Initial Screening in
addition to other data collected from the school district deterrhaeligibility of the students to
receive ELL services. Whereas NCLB (2002) requires repattieg performance levels (basic,
intermediate, and proficient), the chosen state’s ELPA mandepesting five proficiency
levels, mainly: Basic (B), Low Intermediate (LI), High Intexdiate (HI), Proficient (P), and

Advanced Proficient (AP)
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Michigan’'s ELPA Performance Levels
Ranking within the ELPA performance levels of 1-5 in addition to sgdow on state
standardized testing (MEAP, Explore, Plan, or MME) help deterrhiaeligibility of a student
to receive English language learning (ELL) support. Table 1trdites the five ELPA
performance levels.
Table 1

Five ELPA Performance Levels

5 (ELPA Basic) level Reflects on students’ least or n&nglish language attainment in the arg¢as
of listening, reading, writing, speaking and contygmesion as defined by
grade level standards in the state.

4 (ELPA Low Intermediate) level | Reveals limited or emergentEnglish language achievement in the argas
of listening, reading, writing, speaking and contnesion as determined
by student’s grade level standards in the state.

3 (ELPA High Intermediate) level | Shows almost adequate or mostly advancedenglish language
acquirement in the areas of listening, readingtingj speaking and
comprehension as determined by students’ gradel Istendards in
Michigan.

2 (ELPA Proficient)level Demonstratesdequate or advancedEnglish language attainment in the
areas of listening, reading, writing, speaking asmmprehension as
determined by students’ grade level standardsarsthte.

1 (ELPA Advanced) level Represents complete internalization and practical Unctioning of
sophisticated English language skills in the aref$istening, reading
writing, speaking and comprehension as determinedtbdents’ grade
level standards in Michigan.

Adopted and modified frorfdearbornschools.org/departments/english-languayedes)

Phoenicia High School offers services that are suitable to thedevarious students’
needs in its Bilingual Program. Table 2 demonstrates the lamdlkinds of services that are
provided to students of each ELPA level at Phoenicia High Schahking within the ELPA
performance levels of 1-5 in addition to scoring low on state stdizdd testing (MEAP,
Explore, Plan, or MME) help determine the eligibility of a studenteceive English language

learning (ELL) support.
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Phoenicia High School offers services that are suitable to thedevarious students’
needs in its Bilingual Program. Table 2 demonstrates the lamdlkinds of services that are
provided to students of each ELPA level at Phoenicia High School.

Table 2

Overview of the Eligibility of Students from Grades 3-12

Grades 3-12

Students who perform within the range of Bami¢ Students who perform within the Proficieont
Intermediatelevels of ELPA (3-5) are qualifiedAdvancedlevels of ELPA (1-2) and have not met

for services. passing scores state assessment testing on MEAP,
Explore, Plan, or MME, as are entitled to receive
services.

Adopted and modified frorfdearbornschools.org/departments/english-languayedes)

Each level of the ESLS’ classes is characterized by tteeipce of a mixed age group of high
school students. These students’ grade levels may vary fronmieesto senior year depending
on the transcripts offered to the administration office atithe bf enrollment in the bilingual
program.
Description of Participants

| chose a purposive sampling as a way of selecting appropudtenss for this study. |
selected six Arab high school English language learners lfaorguage Arts ESL 2 classroom.
Three criteria employed for the selection of the six subjéutiuded (Jiménez, Garcia, &
Pearson, 1995): students scoring at the basic ELPA 5 performancelitevaty level in the
native language, and being immigrants to the United States frtHas two years prior to
conducting the study. Since each level of ESL classes inclugiesip of students from a multi
grade level (9-12) and multi age group (14 to 19), specific grade, lamdl age were not

requirements for participant selection.
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The six participants are immigrants to United States of Aaadrom different Middle
Eastern cultural backgrounds such as Yemen and Lebanon. Thieam@ers who come from
economically disadvantaged backgrounds and are entitled to recesvéurfich under Title |
regulations. Each of these participants represented differefuratubeliefs in addition to
various literacy background experiences in native language (rabd in some cases Arabic
and French. | informed participants that | will use pseudonyms to idemeify. t

Ayat

Ayat is a fifteen- year old female Lebanese participant dmb literacy background in
Arabic. Ayat confided with me that she immigrated with herifiato the United States in 2010
so she and her other two siblings could attain better educational oppestuniyat also
disclosed that she was raised in Beirut, the capital of Lebanorewghe attended a mixed-
gender school up to seventh grade. She further revealed to mieetlesijcyed living in her own
country because she feels she belongs there. Ayat wearmhgalery trendy way but does not
wear Abaya (long robe). Ayat told me that wearing hijab reflen her own respect to her
Muslim religion and she values her cultural heritage.

Hadi

Hadi is a sixteen-year old male Yemeni student who speaks add Agabic. Hadi
shared that his family immigrated to the Unites States okrga to improve their socio-
economic status and seek better educational opportunities for their childrdinvdsaaised in a
rural area in Yemen. Most women are expected to wear hgabf @& the head) there and some
are forced to cover their faces with the veil. The value ohijab reflects on the religious belief

Yemeni cultural heritage, females should wear hijab and dress up in “Abaya’tdloag
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Throughout his schooling years back home in Yemen, Hadi was enrolledjender
separated small school. Hadi also shared how the teachersschth@ were mainly males and
the classroom was crowded with students. Contrary to the croeldssfoom experience in
Yemen, Hadi shared that he likes American schools. Being ilassroom of 22 bilingual
students allowed Hadi the opportunity to participate and get his voice heard.

Hikmat

Hikmat is a fourteen-year old male Yemeni student who speaks emt$ rArabic.
Hikmat shared that he, his brother, and his father immigratéldetdJnited States so that the
father would get better job and would ensure good education for his sdimeatid mother and
sisters stayed in Yemen because the father believebetter for females to be raised in their
conservative culture.

Hikmat grew up in Sanaa, the capital of Yemen where he attendedder-separated
school through eighth grade. Hikmat also shared how he had experieteragpted schooling
in his middle school years because of his medical condition. Lacteafiahce in schooling life
has affected Hikmat's proficiency performance in his natarggliage. Although Hikmat can
read and speak Arabic fluently, his academic writing in Arabic is limited.

Maha

Maha is a fifteen-year old female Lebanese participant dwb both a non-Roman
alphabet literacy (Arabic) and Roman-alphabet literacy (Frengtgha told me that she
immigrated to the United States so she could get attain edudaippa@tunities. Maha’s oldest
brother and his wife welcomed her and her mother in their housetBgicenmigration. Maha

also revealed that she was raised in Beirut, the capital ohbabahere she attended a mixed-
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gender school up td"8grade. She further disclosed to me that she enjoyed livinglibeseise
she feels she belongs there and that she and her mom are planning to visit Lebamomein s

Rawaa

Rawaa is a fifteen-year old female Yemeni participant wb llharacy background in
Arabic. Rawaa shared that she immigrated with her fanoilthé United States so her family
could better their socio-economic conditions and guarantee good eduocatibweir children.
Rawaa also revealed to me that she was raised in Sanaa, the capitakofWleere she attended
a gender-separated school through seventh grade. Rawaa wdaentijdresses up in Abaya
[long robe]. She comes from a conservative family where fenaaéeexpected to wear hijab and
Abaya at the age of nine. Rawaa communicated with me heoffeat abiding by the cultural
and religious norms such as wearing hijab and abaya in addition taigshg any praying time
at home when her father is around. Rawaa also confided with nehéhalways makes sure she
is obeying her father’'s orders, especially when it comes toraamg their Yemeni cultural
traditions in America. Yet, Rawaa still respects her Muskiigion and she values her cultural
heritage.

Sael

Sael is a fourteen- year old male Yemeni student. Saédtattending school in the
United States after his parents sought better educational oppesgunr him and sent him to
live with his uncle in the United States in December 2009. Skmhier visits him every six
months and stays with him in his uncle’s house. Sael's fatleéerped to leave his wife and
daughters in Yemen because he believes females need to deimaseonservative society like

Yemen. Sael’'s mother and sisters wear hijab and abaya.
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Sael fluently speaks and reads Arabic. He was raised in Semai@ he attended a
mixed-gender school through middle school. Most females are expwectedar hijab there
because this is a religious conviction. Similar to Hadi, Sael sthared that the teachers in the
school were both males and females and the classroom was padkedduadénts. Contrary to
the crammed full classroom experience in Yemen, Sael shared that hentikesan schools.
Data Collection Methods

Purpose and Description

By using a qualitative case study approach, | employed various dri#da to provide a
thorough description on the case under examination. Data collectiodedgre-questionnaire,
participant observations, field notes, reflective journals, post-guestire, two semi-structured
interviews, audio-taping, and participants’ physical artifacfgg@ey, 1980). Data collection
records and analysis followed guidelines of case study anafg@s Yin (2003) and
ethnographic data collection from Spradley (1980), and Schensul, Schandule Compte
(1999). Schensul, Schensul, and Le Compte (1999) believe that using ersdtijptes of data
provide means of “confirmation” (p. 131) or validation for each otHemanted to ensure that
each research question was answered by multiple sources cbtdletdion. This occurred when
information deducted from one source was also verified by infoom#&tom a different source.
For instance, | corroborated or “cross checked” (p. 131) data cdllgote questionnaires in the
current study by interviews from subjects chosen for the stuayd fnotes, participant
observations, artifacts, and reflective journals. The processdoindancy in collecting data
ultimately led to triangulation. Triangulation was indispensablydeeein this study for
“confirming or cross-checking the accuracy of data obtained tnmeensource with data collected

from other different sources” (p. 131). Using these data collectiaterials required my
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knowledge of the various methodological techniques followed in a aadg sTable 3 presents

these sources of data collection and their strengths and longaflin, 2003).

explanation of each of the data collection material followed.

Table 3

Sources of Data Collection and Their Strengths and Limitations

Data Strengths Limitations
Collection

Materials

Pre- Collected information on Arab high school ELLS’ | e Incorrectness in participants’

guestionnaire

experiences in terms of the use of visual images al
drawing prior to the study

Enabled the researcher to gather information to
determine participants' readiness level in terms of
using visual images and drawings

responses in recalling the
regularity of the exposure and ug

of visual images in other classes.

A thorough

b

Participant Authentic-Provided real information on what was | e Time consuming
Observations occurring in the context and in real time ¢ Incorrectness in recall of
Deeply perceptive-Offered insights into the information
interpersonal behaviors ¢ Impartiality due to investigator’s
Provided perception of real situations from an control of events for being a
insider’s point of view rather than an outsider’s participant observer
e Potential inaccurate depiction of
a phenomenon due to
investigators’ engagement in the
events too
Field notes *Precise-contained specific details on participants | ¢ Impartiality on the investigator’s
events, and behaviors within the context part in recording information
Post- Collected information on Arab high school ELLS’ | e Potential bias in participants’

guestionnaire

level of motivation based on use of visual imaaed
drawing in writing

responses in order to please the
researcher, being the teacher at
the same time

=

e

Semi Directed-Gave focus on the topic of the case study| e Response bias

Structured Insightful o Reflexivity where interviewees

Interviews responded in a way that pleasesg

interviewer

Reflective Recorded conjectures and investigator's experigr] e *Biasness

journals fears, and challenges

Audio-taping Minimized partiality in analyzing data, helps | Potential bias on behalf of the
collecting accurate information students in intentionally saying g
Allowed for providing an extensive narratiye doing things to report answers ti
description for each observation. teacher wanted to hear

Physical e Provided insights into cultural background variatio | ¢ Selectivity and biasness in

Artifacts interpreting cultural features

Data Collection Materials Adopted and Modified frafim (2003)
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Description and Rationale of the Pre-Questionnaire

| developed a pre- questionnaire to collect information on Arabic $iglool ELLS”
experiences in terms of the use of visual images (Appendix Cadmiinistered the pre-
guestionnaire in my classroom after school dismissal time oretomd day of the first week of
conducting the current study (Table 4). | gave participants appatedynl5-20 minutes to
respond to the questions. | offered them the option of not responding to quigtiegslid not
feel comfortable answering.

The purpose of this pre-questionnaire was to find out how much had Arabisdtigol
ELLs been exposed to use of visual tools prior to the study. loalgghrough administering it
that | was able to gather information regarding readiness ilewerms of using visual images
and drawings. The pre-questionnaire was also significant #inoelped in collecting data
compatible with the goals of the current study. | transldtedte-questionnaire into Arabic. |
took into consideration the limited English proficiency of the Ardlit participants and wrote
the questionnaire in their native language to ensure their unu#irgjaof the items and
quickened the response rate. The survey consisted of six closed-eedadngudesigned in a
form of multiple-choice questions followed by a few sub-questions. $mestions asked about
participants’ gender, grade level, and background exposure to use ofimiagat and drawing.
Other questions asked participants whether they viewed themselves asavisial learners. |
also asked students were to respond to the frequency of the expubwiseaof visual images in
other classes. At the end, there was a question that asked ableatstuse of visual products,
drawing, and other graphic organizers (Tooley, 2009).

The questions in the pre-questionnaire required the participants tobeplyiting. |

took the layout of the questions into consideration. | provided the quesstianrganized way
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where there was no occurrence of more than one question on amuatliime (Franekel &
Wallen, 2008). | based the format of the pre-questionnaire on “closkEtequestions”
(Appendix C). The questions were non-leading in nature and avoided uswiguaus words
and sophisticated vocabulary.
Description and Rationale of Participant Observations

Participant observations allowed me to view the reality of thetson, which was the
integration of visual representations, self-created drawings, réigticacreations as catalysts to
writing instruction (Yin, 2003). | observed participants after schayhiisal time for 16 hours
total (two consecutive hours for each session) over a period otdiveecutive school weeks
(See Table 4). They read-aloud and used visual representations aitgsras tools to launch
into writing. Being the researcher and the teacher atame sime required me to be an active
participant. Therefore, audio-taping became quite indispensable. Audig-tapnimized the
potential inaccuracy of depicting specific events that might have occurred.

Description and Rationale of Field Notes

| took field notes to describe the learning environment and comment tipaants’
visual images and drawings (Tooley, 2009). | particularly examsuosihl interaction and
ongoing support using visual representations and drawings. Tlaeaes$ellowed the principles
of language that were used by the participants, mainly: a) language idgiotifigrinciple and b)
the verbatim principle (Spradley, 1980). | used some methods of identificatimry omaotation
marks and brackets in order to identify the language that weas fos each of the field note
entries. For instance, | used quotation marks to identify the panis. However, | used

brackets to reflect on my own reflections and interpretations (Spradley, 1980).
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| followed the technique of making a verbatim record of whatigyaaints said during
class time and interviews in the method of data collection. Timgiple of “getting things
down word-for-word” by writing down the participants’ statementsthe social context or
during the interview allowed me to get a thorough picture of how visetayes were being
utilized in writing (Spradley, 1980, p. 67). The use of concrete |lg@yuamaking descriptive
observations helped me in giving specific details of what wasiegun the field and aided me
in expanding my field notes too. The presence of audiotapé® daltle cluster of these six
participants helped me to expand my notes after observation time.

| collected field notes for each session of the eight observatibege | examined the
events occurring in the classroom for two consecutive hours per obsersasision. | also took
notes whenever it was possible (Spradley, 1980). | had to ensuredieatial use of
participants’ native language was recorded in the field-notes (Spradley, 1980)

Condensed field notes

Two different kinds of field notes make up the record for thsecstudy (Spradley,
1980). During the actual field observations, it was impossible te wotvn everything that
occurred or everything informants said. | took condensed notes in aofopmrases, single
words, or disjointed sentences to record the information “right on the(S§poadley, 1980, p.
69). These condensed notes also aided in recording important keyatetmphlrases in order to
identify significant events in the social situation | observed (Spradley, 1980).

Expanded field notes

The importance of my condensed notes was revealed as it was ekpgmate the
completion of each of the field observations. After each field obsenvand after making a

condensed account, | followed what Spradley (1980) refers to as thedprecf making an
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expanded account. Expanded account required me to fill in gaps by adthilg @nd recollect
events that were not recorded instantly in the field.
Description and Rationale of the Post-Questionnaire

A post- questionnaire (Appendix D) was also given to participants on the third sayool
of the fifth week of the study (Table 4). Participants comgléte questionnaire after school in
about 15-20 minutes. | administered it as a whole group and providecgaents the option of
not answering some questions if they did not feel comfortable in @ngweStudents selected
whether they wanted to complete the survey in Arabic or English.

The purpose of the post-questionnaire was to examine students’ lewaltightion in
terms of using visual images and drawing in writing. The questamtepted from Sundre’s
scale (1999), measured participants’ motivation. There weretttensents in the questionnaire
and students responded by choosing a number from a 5 point Likert #¢abme end of the
scale, number 5 represented the level of least agreement, engigtDisagree” (Fraenkel &
Wallen, 2008, 124). However, at the other end of the scale, a 1 reptesardt agreement or
“Strongly Agree” (p. 124). The use of Likert scale aided me Jvaluating the level of
participants’ perceived engagement.

Description and Rationale of Semi-Structured Interviews

The purpose of the two semi-structured interviews was exploratxploratory semi-
structured interviews were chosen for two important purposes: (Xataiee domains that are
considered to be important and (2) to gain a deeper understanding tideets culture, and
(interactions within the study site (Schensul et al., 1999). Thrdwgnterviews, | was able to
gain more insights about the participants’ beliefs about use ofl vieages and drawings as

springboard to writing.
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Schensul’'s, Schensul’'s, and Le Compte’s (1999) interview protocol guisleieee
followed for the construction of good semi-structured interview qoesti | took into
consideration the sequence of questions in constructing the opehietaseiews. For instance,
the questions in the interviews were ordered according to sectiozextain domains and by
level of generality versus specificity. On one hand, | groupeguaitions on the same domain
or topics together to facilitate my organization of ideas. Orother, | ranked questions from
the most general to the most specific to help me in collecting and analyzang dat

Each of the interviews consisted of questions that related ttutg research questions
(Appendix E). | adopted some of the questions from Stanford Univessitgy of Writing
interview questions. | carried out two semi-structured interveavaseach of them had the same.
Due to limited English proficiency, interview questions weemnstated verbatim into Arabic
where interviewees had the opportunity to either answer in Arallimgiish. The participants
had enough opportunity to elaborate on their responses and ask foratlanfic Later, |
translated these transcribed responses verbatim into English when Arahiseta

| conducted the first interview individually for each of the pagpacits on the last three
school days of the fifth week of the current study. | also adtered the second semi-
structured interview individually for each of the participants on #eorsd, third, and fourth
school day of the sixth week of the study after school timke gurpose of conducting this
second interview was to ensure that the findings based on the dptsisam@re accurate and
aligned with what the interviewees mainly intended to communic&ach of the first and
second semi-structured interviews lasted between 30-45 minutesus&laf a semi-structured
interview allowed me to probe into other areas of concern througledyuadher than directive

guestions (Fraenkel & Wallen, 2008). Probing was evident by using quseicesas asking
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interviewees “Do you want to add something else?’, “What do youn iogahat?” Some of the
guestions were designed to respond to concentrate on Arabic high &dHldsl's experiences
and their use of visual images. Other questions intended to find out textbat Arabic high
school ELLs got motivated to write.
Description and Rationale of Reflective Journal
My journal took the form of a diary. | reflected on my own conjexstwand recorded all
my experiences, fears, and challenges that arose during tthedikl (Lincoln & Guba, 1985;
Spradley, 1980). Dating each journal entry and making a refleaoged of fieldwork basis
enabled me to take into consideration personal biases and to lgacefdider their influences
on the research (Spradley, 1980).
Description of and Rationale of Audio-taping
The employment of audio-taping aided in minimizing partialitynalgzing data, helped
to collect accurate information, and allowed the provision of an extensirrative description
for each observation. | informed participants that the studyatast experiencing use of visual
images and drawings in the Language Arts class. This mirdnpatential bias on behalf of the
participants in intentionally saying or doing things to impressama teacher while engaged in
the activities related to integrating visuals and drawing in writing.
Description and Rationale of Physical Artifacts
Participants used physical artifacts (work of art such dages, drawings, creation of
storyboards) as tools to help them launch into writing. Using th#igects, | examined how
cultural features and variations reflected on and connectedttopants’ writings. Participants
created artistic pieces based on writing prompts related tor@uexperiences in the second,

third, and fifth weeks of the current study (See Table 4).
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Data Collection Procedures
Consent Approval

A consent form (Appendix A) written in English and translated werbeto Arabic was
obtained and documented. | informed parents/guardians about the ofatuseresearch study
through a letter sent to them (see Appendix A). | also addréssqulirpose of the study in the
consent form where | provided my e-mail and contact informatiorttadreed a permission slip
for parents/ guardians to sign that they understand the purposestdidigeto make them aware
of the responsibilities of their children, and assent to their chiticipating in the study to the
consent form.

Students between 14 and 17 needed an assent form. A doctoral Arab&ciagih
teacher at the school took care of obtaining assent forms. hethtachool permission prior to
the start of the study (see Appendix B). Due to the posgibflitimited or lack of English, the
use of Arabic language ensured that the parents/guardians ofpaentiscunderstand the purpose
of the research and this would promote the response rate from them.

Rationale for the Selection of Materials

Although | obtained the permission to conduct the study after schetll, decided to
follow the district mandated curriculum. | wanted to explore viaidgs to provide cultural
access to these texts through interactive and multimodal instructional @sachdapting district
mandated materials in ways to be more culturally responsive ffastudents occurred through
offering them the use of metaphorical representations (vissightalysts in reading and writing.
| wanted my participants, Ayat, Hadi, Hikmat, Maha, Rawaa, antt&aaperience richness of
constructing meaning through use of other sign systems (art) ththerlanguage in a rich

discourse-based settings, reflect on their own cultural referents, andospridgheir writing.
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The materials for this study incorporated various kinds of visuatrmtion in order to
support the research questions. | based the use of visual represerdail drawings on the
following three themes: Food, Greed Versus Happiness, and Love andic8aversus
Selfishness. In each of the reading selections, participantselated with the literary texts and
used visual images and drawings as springboards to their writinged particular criteria for
the reading selections. One criterion was choosing literaty tehere images and illustrations
were used to prompt Arabic high school ELLs to predict, visualize, r@rcact with the given
text (Andrzejak et al., 2005; Tooley, 2009). Another criterion wastsedetexts that matched
with participants’ appropriate age level and reading level basetleoreported ELPA scores.
The third criterion looked at the appropriate length of each reaaiegtion where reading and
incorporating writing activities about each story would not exdses to three sessions of
teaching (2 hrs. per each session). The set of literaty tesiuded two narrative pieces, the
adapted version of “The Gift of the Magi” based on a story by @ryHE004), a myth, “The
Midas Touch” (O’Sullivan & Newman, 2006), and an expository text, “The F8odle
Pyramid” (O’Sullivan & Newman, 2006).

Instruction

The study took place for a period of six successive school weeltde(B) in my
classroom after school dismissal time. | paced out instructiomxgrehded on the weekly plan
of instruction to allow participants sufficient time to processormiation and internalize
concepts. Prior to any writing activity, | began the instructioramh of the reading selections
with the think-aloud. During the think-aloud, | used text images in order to modebhmedict
what the reading selection would be about through visualizing the téxmodeled the

employment of visualization as a technique. For instance, the deelopmpicturing details
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of a text provided participants with the chance to create their drawings about a text
subsequent to reading it at the early stages of writing (To2@§9). Asking participants to
bring in their own pictures about a certain reading selection asutilde them prior to reading
encouraged them to develop awareness of the role of visual tilmssrand thus start using it as

a tool to launch into writing.

Table 4

Procedures of Data Collection

Sequence

Materials

Instruction

Data Collection

Week 1
On the secong
school day of

Pre-
guestionnaire

Administered as a whole group with participants in
class after school dismissal time

Pre-questionnaire
(Appendix C)

this week

Weekl “The Food Read and Think-Aloud (visualizing)Using -1st observation (2
On the last Guide Pyramid”| photographs-visuals from Internet and text (pyrami| hrs.)

school day of diagram) -audiotapes

this week SIOP® strategy- Picture Sorts (Appendix F)

Week 2 “The Food -Prompt: Write about your favorite healthy food. -2nd observation (2

On the second
school day of

Guide Pyramid”

What foods are healthy in your culture? What food
are not healthy? Explain.

hrs.)
-audiotapes

this week Expository Pre-writing strategy- creating a poster of a piarth
-Use of the SIOP® strategy- 4 Square Personalize
word(Appendix G)
Week2 “The Gift of the | - Read and Think-Aloud (visualizing) -3rd observation (2
On the last Magi” -Using Visual Discovery SIOP ® strategy (Appendi| hrs.)
school day of | narrative H) audiotapes
this week - Pictures and use of promethean board
Week 3 “The Gift of the | Pre-writing: Write a story about a time you have -4th observation (2

On the second
school day of

Magi”

received a special gift from someone close to yoa
special holiday back home. Storyboarding to plan &

hrs.)
audiotapes

this week story (narrative writing)
- During drafting -use of Storyboard to start wrii
Week 3 “The Gift of the | -Final stage writing(creation of a story or pictln@ok | -5th observation (2
On the last Magi” from Storyboard) accompanied by a writing narratiy hrs.)
school day of piece audiotapes
this week
Week 4 “The Midas - Read and Think-Aloud (visualizing) -6th observation (2
On the secong Touch” -Using pictures, illustration books, and creatiémo | hrs.)
school day of timeline audiotapes

this week
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Week 4 “The Midas Prompt: Create an original myth with a moral lesso| 7"observation
On the last Touch” about a mythical character in your own culture.inkh| (2 hrs.)
school day of| Narrative of the character’'s motivations and describe thaits. | -audiotapes
this week Pre-writing:(Storyboard In the form of a Story Flow

Chart SIOP ®Strategy) (Appendix J)

- During writing use of Storyboard, story frames, o

drawing to outline ideas using signpost words
Week 5 “The Midas -Final piece of writing( -8th observation (2
On the secong Touch” Accompanied by the creation of a Collage on the | hrs.)
school day of mythical character) -audiotapes
this week
Week 5 Post- -Administered for whole group of participants Post-Questionnaire
On the third | questionnaire (Appendix D)
school day of
this week
Week 5 1% semi- -Conducted individually Interview 1
On the last structured 2 interviews per day after school (Appendix E)
three school | interview
days of this
week
Week 6 2"%semi- -Conducted individually Same Interview
On the structured 2 interviews per day after school (Appendix E)
second, third, | interview
and fourth
school day of
this week

| based the writing lesson on a prompt relevant to the seleetohand discussed. Each
lesson consisted of my modeling of the use of a visual representatdrawing, participants’
think and share time, followed by independent writing time (Wei, 20@3)yring that time,
participants drew and used the visual illustrations and drawingriagisoards to their writing. |
used visuals to model writing instruction including pictures, drasvi@gd graphic organizers
(Tooley, 2009). Participants in turn used their visual representaiahdrawings as scaffold to
their writing. Employing the “Picturing-Writing” process thatlowed the use of visual art as a
stepping-stone to the writing process was expected to help ragicAhigh school ELLs
participants launch into writing (Andrzejak et al., 2005, p. 4). | atspl@yed the same visual

representations and drawings used as storyboards as scaffolds during Woibitey,(2009).
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| presented exposure to visual representations as storyboardsng atithe early stages
of writing, mainly brainstorming and pre-writing (Tooley, 2009). édisome of the Sheltered
Instruction Observational Protocol (SIOP®) strategies. SIOf®@ research-based type of
sheltered instruction developed by Echevarria, Vogt, and Short (2008%sist in making
content area comprehensible for English Language Learners. NKpdsliategies helped
participants develop their academic skills in generating idadsdeveloping creativity for their
writing based on their interactions with the chosen read litéextg. After presenting and using
visual images and oral texts, | invited participants to créegie own visual representations or
drawings as springboards to their writing.

A presentation of the think-aloud strategy was introduced in tee dession of “The
Food Guide Pyramid” (see Table 4, week 1). Using pictures ofdbwdrious cultures, human
body, charts, visuals from Internet and text (pyramid diagreiped participants to predict and
make connections by building on prior knowledge. | also employed the Si&@tBgy, Picture
Sorting (See Appendix F), to assist participants in realizing role of usngl representations in
generating ideas. Participants expanded on these ideas whenre¢hagsd their own visual
representations and drawings prior to writing.

In week 2 (Table 4), | asked participants to respond to the followmggvprompt:
“Write about your favorite healthy food. What foods are healthyour culture? What foods
are not healthy? Explain”. | Invited participants to creafster in the form of a pie chart by
finding or drawing pictures of their own healthy diet by refeyito various kinds of foods from
their cultures and arranging the pictures in an interestingasapringboards to their writing. |

also modeled and implemented use of SIOP® strategy, 4 Square Weohdtiged Strategy
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(See Appendix G) to help participants organize their ideas and fiptb@iate descriptive
vocabulary words for their writing.

Through think-aloud strategy, | introduced an adapted version of theiverpgece,
"The Gift of the Magi" by O. Henry (2004) on the last school dhgecond week. | modeling
and used the Visual Discovery SIOP® strategy (See Appendiduthg that session. Bringing
pictures that had biblical references and showing pictures on preameboard that had to do
with holiday from different cultures helped in activating participasthema and encouraged
them to make connections with the text. | provided participarits twe opportunity to reflect
on their understanding of the text and in expressing their culefeients through the writing
session in the third school week of the study. Prior to writmg,tl guided them to create their
own Storyboards (See Appendix I) in response to the following prompte &story about a
time you have received a special gift from someone close to you on a speday back home.

Storyboard strategy is a form of picture writing technique orllyinased by ancient
Egyptians as a cultural tool known as hieroglyphics to help in understanding soetathy of
their world (Essley, Rief, & Rocci, 2008). A Storyboard represantgiting design consisting
of set of boxes (or any geometrical shape) put in a sequential oftle writer is supposed to
add ideas, draw pictures, or insert symbols, or a text in edble bbxes provided. The pictures
could take any form such as simple or sophisticated cartoons, photogra@my, form of a
graphic organizer or illustration.

On the last school day of the third week of the study, | apketicipants to use their
Storyboards to revise and edit their pictures and their drafted done during the fifth week
writing session. Creating a story and picture book followingdhweptate for Steps for creating a

Story and Picture Book was the final stage of writing.
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| introduced “The Midas Touch” myth (2004) as a new literary gemréghe second
school day of the fourth week. 1 presented think -aloud strdigdgoking at pictures in the
story and in illustrated books about mythical characters who kaanenoral from their
adventures. A timeline of important events in the story was createdaftiegants and | added
drawings and sign post words (first, next, later, then, finally, ksd, for example, etc. . .) to the
timeline. We used the timeline as a technique to retell the plot of the storygunemse.

| offered a whole block of writing session on the last school délyeofourth week of the
study. | guided participants to use the SIOP® Storyboard tenuffered in a form of a Story
Flow Chart (See Appendix J) (Vogt & Echevarria, 2008) to respondgteea writing prompt.
The prompt asked participants to create an original myth wittoral lesson about a mythical
character (king, god, goddess, queen) in their culture. Partigipadtto think of the mythical
character’s motivations and describe his/her traits whilengrbout his/her adventures in the
myth. As a prewriting strategy, | prompted participants to heestoryboard of a flow short
story by drawing their own illustrations or pictures. The s#me chart storyboard was used
during writing where participants outlined their ideas and wrote dtexh based on their
elaboration on their own visual representations. Use of signpasiswelped participants in
identifying logical chronicling of events in their stories.

Writing a one paragraph narrative piece in the form of agir@i cultural myth followed
the creation of a collage of the mythical character chosetihéostory on the second school day
of the fifth week of the study. Coloring, sticking pictures, or forming Vis@esentations from
dough to represent mythical character or flow of important evesstine alternative offered for

making a collage. | provided participants with the materials needed to ¢erti@dask.
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Data Analysis

Merriam (1988) argues data analysis is an inductive process thaishe the data
collection phase. | collected data from field notes, participantradsens, semi-structured
interviews, questionnaires, artifacts, audiotapes, and reflectivenajsur Spradley (1980)
believes data analysis is “a search for patterns,” (p. 85). Innthal stage of the analysis
process, | searched for patterns and major themes emergecsi8cBehensul, and Le Compte
(1999) also consider that data analysis is a “recursive @atiierprocess” (p. 147) since it is
cyclical in nature. | discovered new ways to explore the information aatedreew domains as
salient events emerged in the data collecting process. The codes were n@ngedsbut rather
generated from the raw data collected. All of the data ateliein this study were “organized,
sorted, coded, reduced, and patterned into a “story” or interpretdainrésponds to the
guestions that guided the study...” (Merriam, 1998, p. 148). | fotlothe procedure of
sorting, coding, sifting, and organizing data as | searched for patterns.

Initial Analysis

During the initial analysis, the major themes and categemesrged and the guiding
questions were further explored. | started coding data during faerdtlae data collection
process to look for emerging themes relevant to the guiding questiovess searching for
patterns which would interrelate with the initial three redegrading questions in order to gain
insights on how the use of visuals as catalysts to writingheilb my six Arabic high school
ELLs mediate their meaning, launch into writing, and connect to their cultieatnés.

Intensive Analysis
Initially, 1 had 3 research questions that were used to frameajor themes across the

data collected by following Merriam’s (1988) intensive analyss@ss. | continued to search
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for patterns to discover the categories within the cultural ityetiteme. This consisted of
carefully decoding the students’ writing in relation to the viswald the major theme that
emerged. | looked for repetition of concepts and ideas, and documentedikisyand phrases
in this phase. | considered the data collected from field notesijpant observations, semi-
structured interviews, questionnaires, artifacts, audiotapes, theflgournals, and artifacts,
where each of the six participants is considered as a mimi-cdsanalyzed participants’
responses based on the themes that emerged during the initidisarséhge (Stake, 2006).
Merriam’s (1998) intensive analysis process guided me in ewagnihe participants’ writing as

| began to identify the categories which surfaced. | constamiigited the emerging categories
while comparing and contrasting the data. At this stagbeofihalysis, the interrelatedness of
the categories was explored for the purpose of reaching the assertions phase.

The results of this stage in the analysis process led tooem@htion of the guiding
guestions which are presented below:

1. How do the Arabic high schools English Language Learners (Elelvgat their cultural
identity and construct meaning from visual representationsciggted drawings, and
other artistic creations?

2. In what ways do the Arabic high schools English Language Lesa(B#Ls) use their
cultural identity to spring board into writing?

As | concentrated on my new research questions, the major tterpperted me in
looking at, sorting, sifting, and organizing my data to decide on tlega@aks. The intensive
analysis continued as | incorporated Spradley’s (1980) modified versidonadin analysis to
sort the data into more refined categories. | looked for senrataitonships by examining the

visuals to reexamine and consider the earlier themes and contingearth for the major
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categories. This was done by conducting a comparative-contnasgsia across the six
individual case studies. The themes which remained constant throughanietisve analysis
phase provided major information about the purpose of the study. Ulg etfered an
affirmation of the importance of the use of visual representatietissreated drawing, and other
artistic creations as agents to help Arabic high school Elflecten their own cultural identity
and construct meaning and employ them as springboard to writing.

The emerging themes answered my research questions. The fao theanes are:
Cultural Identity Ties to Religious Rituaénd Perpetuation of Female Subordinatiofihese
themes emerged based on my field note observations, interviewsagctartiuestionnaires,
reflective journal, and artifacts. Reflecting on the findings amtsiclering the themes that had
emerged led to writing the final report. | employed an adaptediorerof Stake’'s (2006)
worksheet for presenting the case study theme in relation todbarce questions, categories

and sources.
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Table 5

Intensive Analysis Chart

Question Categories Data Sources
Theme 1: Question 1: How did the Arabic high A. A Detailed Account of Hadi's | Artifacts
Cultural school (ELLSs) reveal their cultural Development from Drawing ta ( self-created
Identity Ties to | identity and construct meaning from Writing drawings-
Religious visual representations, self-created 1. Emotional State in writing pieces)
Rituals drawings, and other artistic creations? Drawing Interviews
2. Writing in Relation to the Pre-
Construction of Meaning questionnaire
B. A Detailed Account of Post-
Question 2: In what ways did the Arabig g'km‘?‘t stDe\/\\//e_prment from | questionnaire
high schools (ELLS) use their cultural ]r.awgr?trge tcr)l t'rr:g new
identity to spring board into writing? Discourse in Drawing
2. Writing in Relation to
the Construction of
Meaning
C.A Detailed Account of Maha’s
Development from Drawing to
Writing
1. Maha’s Colorful
Drawing
2. Writing in Relation to
the Construction of
Meaning
D. Ayat’s Connections
Theme 2: Questionl: How do Arabic high schools| A. The Woman'’s Position: “Long| Artifacts
Perpetuation of | (ELLS) reveal their cultural identity and Haired Subservience™—A (visuals-self-
Female construct meaning from visual Detailed Account of Hadi's created
Subordination | representations, self-created drawings, and Sael's Visual Discovery | drawings-
and other artistic creations? Discussion collage-
B. The Woman'’s Place: writing piece)
“Entertainment Storytelling Field notes
- - Subservience’—A Detailed | Observations
o o) (L5 e ooy | Accountor Rawas's | iervens
Development from Drawing tq Pre-

identity to spring board into writing?

Writing
1. The Importance of
Expressing Cultural
Beliefs to Start Writing
2. Discuss Writing in
Relation to the

Construction of Meaning

guestionnaire
Post-
guestionnaire
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Mini-Case Analysis

Each student participant had a pseudonym and the data collecteanabzed based on
the themes that emerged in the intensive analysis phase. Baehnohi-cases gave me deeper
insights into examining closely the case being studied which easrployment of visuals as
catalysts to writing for Arabic high school ELLs. | thoroughldgked into each participant’s
mini case to investigate its distinguished contribution in relevémdke purpose of the study
and to the emerging theme (Stake, 2006). All of the data weked at closely based on these
initial findings to foster building up the assertions with evidence.

Cross-Case Analysis

| conducted Stake’s (2006) cross-case analysis of the six agascto compare and
contrast the data in order to identify commonalities and saliemeth@cross the case of each of
the participants. During this phase of analysis, recognizindasiti@s and differences of each
mini-case to the others was indispensable. Finally, | offeredffinmations based on the in the
findings report. These assertions mainly emerged from data analysis.

| employed and adapted a version of Stake’s (2006) cross-caseisanayisod where |
compared and contrasted the six students’ mini-cases in regatus fiadings and themes. |
identified commonalities and dissimilarities among the misesa Most importantly, | relied on
data from different sources to ensure triangulation and support of the findings.
Trustworthiness of the Case Study

This study embodied a set of data collection and data analysisdpresewhich were
needed to meet its level of trustworthiness. Lincoln and Guba (1985) argue ¢hienar @riteria
of trustworthiness that need to be met in a naturalistic inquainlyn credibility, transferability,

dependability, and confirmability. It is through prolonged engagenpensjstent observation,
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triangulation (comparing multiple sources to corroborate informationsapgort findings with
evidence), referential adequacy (examination of data anafysidiadings) and member checks
(taking initial interpretations and findings back to the respondents\idoom the raw data were
originally collected) that credibility of a qualitative studyreinforced to support the findings.
Offering thick and rich description of raw data enhances the fératglity of the research
findings to other contexts in the educational field. Triangulatimh audit trail (a detailed log
for explaining extensively how data were gathered and analy=tdblish dependability and
confirmability of a qualitative research.
Credibility

Based on Guba’s and Lincoln’s (1985) concept of trustworthiness, | wanéeddre that
this research will be trustworthy. Through my triangulatioralgsis, persist observations,
member checks, and peer debriefing, credibility was met.

Triangulation

The use of multiple methods in this case study such as questesmnég@ld notes,
recorded interviews, observations, and documentations in the reflgotivaal ensured
triangulation (Lincoln & Guba, 1985). This triangulation of data colbectided to examine
whether participants beliefs about use of visual images conformeth@itonterview responses
and were portrayed through the actual use of visual represent@tidrasawings during writing.
For instance, via the use of multiple sources of data collectitmgrstudy, what participants
reported in the semi-structured interviews was checked agalmst MWobserved or what |
documented in the observations and field notes (Merriam, 2009). Tridoguwacurred using
multiple sources of data. | coded observation field notes based ontstiidization of visual

representations and drawings. | corroborated the elicited theroes data collected by
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reviewing the data with my major advisor. Triangulation was ahet by analyzing the
guestionnaire responses, observation field notes, reflective journalsfolkomaling up the
observations with conducting semi-structured interviews. Conduchnoptarview with the
same subjects twice also facilitated in making the resdandimgs rigorous (Lincoln & Guba,
1985).

Persistent observations

Persistent observation took place for 16 hours. Although | was thealesed still took
the role of a participant observer by conducting significant obens. | was attentive to
context, setting, and participants throughout the study. This requiréd digtinguish between
ordinary and extraordinary events occurring and urged me to look atlirat ones in more
depth (Lincoln &Guba, 985). Recording the salient incidents immediatatyquite hard since |
was the teacher and researcher at the same time. Thef as@pe recording and reflective
journal helped in identifying the significant events that occudthedng while conducting the
study.

Member checks

Member checking allowed me to check for accuracy of theprattions of the data
collected and analyzed with my participants from whom the data el#ained. Member checks
occurred throughout the initial and intensive data analysis whilparticipants engaged in the
use of visual representations and drawings as springboards to vastingll as after the data
collection phases. Member checking gave my participants thmeeha evaluate accuracy and
precision of preliminary results, correct erroneous information, ariteega me of what could

have been considered a misleading analysis of interpretatiomlit. & Guba, 1985). This
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technique prohibited the participants from claiming misunderstandingsebalf of me and
enriched the credibility of the study.

Peer debriefing

My honesty was tested by exposing me to searching and challenging questomashzy
expert (doctoral student who speaks and writes in Arabic) in the fafd (Lincoln & Guba,
1985). Debriefing occurred after each session throughout the studftemchember checking.
Through ongoing analysis of the data collected and analyzed, the feleliredped reveal
potential biases and assumptions made on my behalf. Both the elendfl documented each
encounter we experienced for the sake of audit trail (Lincoln & Guba, 1985).

Transferability

Offering thick and rich description based on field notes, data anabsds findings
enhanced the possibility of making the current research findiagsférable to other contexts in
the educational field (Lincoln & Guba, 1985). My reliability in thiady required me to give
adequate thick and descriptive data. My use of direct quotes framigsarts’ semi-structured
interviews and field observations in the current study enriched the description.

Dependability

Dependability required presence of an inquiry auditor (my major @gjwgo examined
the product of inquiry, mainly data of the findings and the records frermpoint of view of
accuracy. An inquiry auditor also ensured that the findings and ietatipns were supported
by the data and were logical (Lincoln & Guba, 1985). The use dafudit trail during the

analysis phase helped to address dependability.
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Audit trail

In this study, the audit trail acted as a log for explainingrestvely how data were
gathered, how categories emerged, and how interpretations weretmnagighout the study
(Lincoln & Guba, 1985). | used a reflective journal as a retmdbcument things discovered,
problems experienced in gathering data, or questions posed. | asmddihtrail technique as a
running record of my interpretation and analysis of the data collected.

Confirmability

The aim of confirmability was to determine whether the findingsewwvell founded on
data collected and analyzed rather than grounded on my personal &ssiraptiases in the
field (Lincoln & Guba, 1985). | followed Lincoln’s and Guba’s (1985) sutigesf reviewing
the following kinds of raw record data :1) raw materials faglvritten field notes and interview
notes; 2) data analysis, including writes up of field notes; Bthsgis products, mainly
interpretations and inferences of data collected; 4) and instrygnmatess information such as
observations and interviews.
Meeting Ethical Behaviors

Meeting ethical considerations is a challenging task in a stagky. Merriam (1988)
believes that to ensure a study has been ethically conducted andhala been morally
disseminated depend on the researcher herself. | obtained writiemedf consent and written
assent prior to conducting the study and this ensured that coergartigipation did not occur.
Informing participants that they could withdraw from participgtin the study at any time also
ascertained ethical behavior. | provided participants and theirntgArguardians with
information about the rationale of study, its promising findings,ingossible implications on

them as Arabic high school ELLs and this enhanced level of meethmgs too. Giving
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participants a preference in not answering certain questiomgerviews and questionnaires
provided they did not feel comfortable answering some questions coetal of putting
pressure on them in responding. Finally, confidentiality of parttgdadentities and discretion
of the actual name of the location ensured that | had followed ketluaelines. Asserting
ethical consideration was significant in obtaining findings thateweell founded in data
collected and analyzed as well as ensuring the safety and confidenfigsticipants.
Summary

The purpose of this qualitative case study was to investigate hahicAhigh school
English language learners (ELLS) reveal their cultural itheatid construct meaning from their
visual representations, self-created drawings, and artistic creaticifaxfta and employ them as
catalysts in disclosing cultural identity to spring boardiagit This chapter provided a detailed
description of the methodology, mainly research design, researatcqsyt procedures, and
methods that were taken to conduct the current research. A tmliesearch approach was
adopted for conducting this case study. Using a case study ceqerto provide adequate data
derived from the actual field. | followed case study protocolsoilecting data by mainly using
pre-questionnaire, post-questionnaire, observations through field notes andagimy, two
semi-structured interviews, students’ artifacts, and reflegivenal. | also addressed meeting
rigor of trustworthiness and ethical considerations to ensure thsilplay of the research
findings and guarantee that transferability could occur. The regter will present and

analyze the findings of the study where themes emerged based on dataccalhelcanalyzed.
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CHAPTER 4: Findings

Introduction

The purpose of this study was to examine how Arabic high school Engiisguage
Learners (ELLsS) were able to reveal their cultural iderditgl construct meaning from visual
representations, self-created drawings, and other artistiaotreatnd employ them to spring
board into writing. As the participants, Ayat, Hadi, Hikmat, Mahay&a, and Sael wrote, they
were able to make meaning and reflect on their culture atated to their new culture. They
reflected on their culture and were able to write. As theyentody were able to reflect more.
The reflection was important because it really did bridge oneirreultnd another. The six
participants were purposefully selected to participate in thistgunae case study. The data
were collected from field notes observations, questionnaires, imeviartifacts and my
reflective journal. This chapter will provide an analysis of theifig, using Merriam’s (1988)
intensive analysis process. This process helped in identifyingn#jer themes across data
based on the following research questions:

1. How do the Arabic high school English language learners (El&y®al their cultural
identity and construct meaning from visual representationsciegted drawings, and
other artistic creations?

2. In what ways do the Arabic high school English language learigiss) use their
cultural identity to spring board into writing?

This chapter presents the findings in two major themes of which are subdivided ifatioco& tot

five categories. The first theme@ultural identity ties to religious rituaJsvhich discusses how
participants relied upon religion as a significant culturaldiadh identifying their cultural

identity and connecting to the new culture and its Discoursirough reflection on their
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religious rituals, participants revealed how they still embtaeenorms of their cultural heritage.
As they hold on to religious rituals, they are able to foster theepvation of their cultural
identity as well as create a bridge between their nativeoDise and the Discourse of their
engagement in American culture. As the participants engaged iagiarch, they reflected on
how they attain social recognition by actively participatinghi@ social norms of a culture and
performing what is culturally expected to be appropriate. Sdwond themeRerpetuation of
female subordinatiorelaborates on the subservient role of a woman, which highlights the
culturally embedded ways of stereotyping women as means afrsngtthe existing status-quo
of a culture. Although the participants were presented witle thterary texts, the adapted
version of “The Gift of the Magi” by O. Henry (2004), “Theidds Touch” (O’Sullivan &
Newman, 2006), and “The Food Guide Pyramid” (O’Sullivan & Newman, 20063tohies that
showed more deeply how cultural identity ties to religious ritaat$ revealed more clearly the
perpetuation of female subordination were the first two mentioned ones.
Theme 1: Cultural Identity Ties to Religious Rituals

Through daily life practices, such as those experienced giaed rituals, people learn
what is considered to be culturally accepted, expected, and appropAat individuals seek
social acceptance they also learn to converse in socially abteptays within a given context.
Understanding and internalizing behaviors, language, and ways of imgrac¢ often passed
down from social institutions, such as religious communities, and shapeays individuals
understand who they are in relationship to their social context. Qulideatities are
continuously shaped and fashioned as individuals engage in new environments, such as school.

Drawing upon one’s cultural identity is especially helpful in a mewironment, such as

an academic environment, as demonstrated by the six Arabic higbl &hcs in this study.
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Their Muslim practices helped them represent their individual itgemithin the new American
culture. Cultural rituals embedded in their religious practiceethe gateway to express their
ideas in writing. When | offered these learners the opportumitgftect on their own religious
rituals, | created a less threatening learning environment.

Theme one provides insights into how religious rituals are intezcelavith cultural
identity as revealed through the visual representations andhgvnitieces created by the
participants. As the data show, the participants reflected onuhejue cultural identity by
highlighting and exploring particular religious holidays of embmaualtural rituals as part of
their cultural identity and as new ways of accessing the neaolrse of the American society.
In the interviews conducted, participants confirmed how they built om tven cultural
referents, mainly religion when they used visuals as catatgstsriting. | reviewed my
reflective journals of classroom observation field notes to andigee cultural identity was
addressed through the reflection on religion in the participantsiaviszpresentations and
writing. From my observations, reflective journals, pre-questionngost-questionnaire,
writing pieces, and artistic artifacts, and through their resgoimseur interviews, it was clear
that all participants made the connection to who they are byoslisgl their religious identity
and the cultural and spiritual practices tied with it.

In Theme 1: Cultural Identity Ties to Religious Rituals, Icdss and analyze detailed
accounts of Hadi's, Hikmat's, and Maha'’s visual representations atidgapieces. | provide
an explanation through thick rich description of how their visual reprs@md helped them to
compose written pieces by relying on significant culturaldi@csuch as religion in revealing
who they are in the new American culture. As the analysidaf visual representations,

writing pieces, and interviews show, Hadi's, Hikmat's, and Maheligious foundation, and
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their identification with the rituals, was a significant cultuigctor as visuals were integrated
and used as catalysts to writing.

In the first subcategory, | introduce Hadi. Hadi describetha he received a gift from
his uncle during the Eid. | provide a description of how Hadi'safsé@suals as catalysts to
writing assisted him in constructing meaning while reftegtion his religious rituals, a
significant aspect of his Yemeni cultural identity. As the upognanalysis shows, Hadi
demonstrated the potential to disclose his cultural identity fhgcteag on his own religious
rituals through his visual representations and his writing piece.

In the second subcategory, | present Hikmat. Hikmat also des@ibime he received a
gift from his uncle during the Eid and gave a gift to his getid. His reflections of the religious
practices also allowed him to access the Discourse of theAmeerican culture. As the
forthcoming analysis shows, Hikmat revealed the ability to wddaie who he is through his
visual representations and his writing piece by building on eelgyrituals and practicing them
in the new culture.

In the third subcategory, | portray Maha'’s case. Similafadi and Hikmat, Maha also
described a time she received a gift from her sister dunedeid. | give a description of how
Maha'’s utilization of visuals enabled her to construct meaning wiiiminating religious
referents as part of her cultural identity. Maha expressed whoisstierough her visual
representations and her writing piece by building on her religituslsias significant cultural
factors. Maha also demonstrated the importance of color as afwapresenting her culture.
As she reflected on her ideas, she was able to springboard inta tthedaiptions in her own

writing.
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Religious Rituals: A Detailed Account of Hadi’'s Development from Dawing to Writing

Religious rituals often play an important role in helping studentstéosnalize cultural
norms and beliefs. They can also maintain the status quo where@urads/can identify with the
heritage associated with their cultural identity. When studentd builtheir religious rituals as
supplementary reservoirs to express who they are in the new ctittelyebecome risk takers in
the learning environment. | will explain the risk-taking asetully analyze and interpret the
emotional states that appear in Hadi's drawings.

Emotional State in Hadi's Drawings

During the third week of the study, | gave Hadi an assignmewtite a story about a
time he exchanged a gift with someone during a religious holidHye assignment was in
response to reading and discussing “The Gift of the Magi”, basedstory by O’Henry (2004)
which is a ninth grade mandatory text at Phoenicia High School. Glihef the Magi” (2004)
is a canonical literary text that addresses the theme ofraffeacrifices for the sake of love. In
addition to being a required text, | felt this story would help to sugpertesearch goals, as it
provided a way for students to understand the value of exchange bewernan and man at
Christmas time. The story also offered a way for studentmderstand an American holiday
and make connections to the holiday Eid from their own country.

During this lesson, | discussed the story with my students and proitigedto make
predictions and cultural connections to religious rituals associatedalidays in their cultures
based on the use of visuals. Later, | invited the students to wsterya about a time they
exchanged a gift with someone during a religious holiday in thetureuby using visual
representations as catalysts to writing. My goals for teaalirepresentation were two-fold.

First of all, | wanted to examine how my students would consmedning from the story
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through their use of metaphorical representations. The second reasonldding the visual
strategy was to give students an organizational tool to gh&eown writing. For this story, |
modeled and used a Storyboard (Essley, Rief, & Rocci, 2008) techniguscafold to help the
students get involved in drawing their own visual depictions of their stories@rotting about
them.

Hadi chose to create his story by drawing upon an experientadheith his uncle who
gave him a gift during EidAl- Fitr. Eid Al-Fitr is a Muslimeligious holiday that follows
Ramadan, the fasting month. Hadi’'s Storyboard reveals the wegflBeted on the religious
rituals practiced during the Eid in his Yemeni culture.

In the first picture in the Storyboard (Figure 1a), Hadi drew hin@rsg sun and two trees
which in later illustrations show that the trees representedditieetion of where he was
heading—to his cousin’s house. In his writing piece (Figure 1b), Wiaxte, “First, | was sitting
in the garden. It was a sunny day.” Hadi did not mention the tiBesn, a feeling of sadness is
depicted in the next picture where Hadi drew the picture of hisrcamsi himself standing next
to his uncle’s house. There, Hadi drew the trees again which stawvddadi reached his
destination. Hadi illustrated how he and his cousin were feeling unfaqpthen wrote about

this feeling (Figure 1b).

www.manaraa.com



109

s

LT

I
W

vas mad agdya
aw him unhayj
ift”.

Hadi showed his disappointment as he expectedcctviee a present on the Eid, a cultt

norm in the Muslim traditiomhere parents, older relatives, older siblings, dredelderly give

presents to the childrerEvident in the sad faces of the two boys in thestlations Hadi the

wrote specifically about his and his cousin’s fiegd (Figure 1b). He stated that hes “mad

and angry” and went to his cousin’s house and saw‘tinhappy.’
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The pictures showed the sadness and the writing expressed rsatdness, but anger as
well. The writing also captured why Hadi drew a sad fadheénillustration and the context of
the story. Hadi was able to explain how he and his cousin wegdiaged which would be a
common reaction of not being socially recognized by family mesnédecording to the religious
tradition of receiving gifts on the Eid. Through his Storyboaiduffe 1a and 1b), Hadi clearly
disclosed his feelings in the drawings about the religious holidaycaptured his religious
identity and belief in the cultural norms of celebrating the Hitle drawing generated ideas to
the next part of the Storyboard which was the writing (1b).

In the next part of the Storyboard, Hadi drew the picture ofdusin and himself going
to a shop to buy presents for themselves for the Eid. Again, Hadrided that they felt
distressed because they could not afford to buy presents (See Egu The characters in this
illustration are smiling which is a change to the illustratiofrigure 1a. Then in Hadi’s writing,
it is revealed that he and his cousin are at the huge gift sagh could be an expression of his

anticipation for gifts. He wrote, “We were going to buy butiful [beautifift].g
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In comparison to the first two drawings where aed$h“mad and angry,” in Figure 2
Hadi chose to draw smiling people, describe theosd® nice, and the gifts as beautiful. T
communicates his shift from sadness ander. Hadi revealed early in theéa®yboard proces
the ability to extend the feelings of the charaxierthe drawings to the subsequent writing.
also showed how he could express the mood of a placdrew byusing various adjectives
line with the images. He created a written stdrgttcaptured the toneerived from the

illustrations.
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In Figure 3a and 3b, Hadi continued drawing illastns of his cousins and him cleaning

house as a preparation for family visits during e

In the next Figure 4a and 4b, Hadi went furthenigvisual story by depicting his cous

uncle, and himself standing in one line and praymntne mosque Hadi drew the dome on tt

top of building and the young male figure prayinghe mosque, a cred praying place fc

Muslims and then wrote about it (See Figure
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re’s my gift?”

From the pictures Hadi went on to writing about Holey got in without gifts.” He wa

able to build the written story from illustratioabout the mosque with the irmation that onci

again, Hadi was forgotten in the traditional recapbf gifts.

He asked about the gift and tl

immediately talked about going to the mosque. E@snHadi described the Eid and

receiving gifts, it is evident in his toryboard theinseparability he had with the importe

Muslim religious practices of praying at the mosc

Hadi ended his story by drawing himself feeling pyaafter receiving a watch as a ¢

and then wrote about it (See Figure 5b). Hadirdiddraw the picturof his uncle taking hin

and his coin to the gift shop but Hadi only illustrated redag a watch a gift during the Ei
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Writing in Relation to the Construction of Meanir

Hadi makes a connection to the story of “The Glfth@ Magi” (2004) when he drew tl

watch (Figure 1) and wrote about receiving it agfaduring the Eid (Figure 6 Yet, in “The

Gift of the Magi” (2004), the husband asks the wifbat she wants, anthe wife asks th

husband what she wants too. There is a shareficaas each tries to please the others. Ir

Storyboardand writing piece, Hadi chose to show that the arg who ultimately sacrifice

things is the uncle. Hadi is simply on treceiving end. Hadi identifies with his cultu

heritage of how religious rituals are practicedhi;m Yemeni culture As a child, Hadi is raised
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receive gifts from adults. Hadi abides by the aalttnorms of the Discourse of his origin culti
where religious rituals are celebrated and performectonventional ways to maintain t

existing stéus quo of his Yemeni cultu
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Drawing in the Storyboard helped Hadi to express himself iningr (Figure 6).
Although Hadi made many miscues in spelling and grammatiegleusf words but his miscues
did not interfere with the meaning making of his story (I provddeections of these miscues
between brackets). Although analysis of the miscues could prowdges understanding of the
ways these participants made sense of the English languagdisthission of this topic is
beyond the scope and research goals of this project. Hadi demahbtsaggasp of the language
by depicting and writing his story in a linear way. In B&ryboard, Hadi drew pictures
representing sequential events in his story where he constructadreological written piece
(Figure 6). He used signal words such as “First”, “Next”, &hgen” to make sense of the
sequence of the events in his story.

Hadi’s sketches showed how he disclosed his cultural identity inraotisg meaning in
his writing when he used self-created drawings in the Storyboa$pecifically, Hadi's
identification with the social norms associated with the mligirituals is reflected in his
expression of various emotional states. By analyzing context afi’'sHanetaphorical
representations, the idea of cultural norms was expanded and reinforbedefore, | looked
closely at Hadi’'s self-created drawings to understand the emabtstate. Hadi wrote, “I was
mad and angry” (Figure 1b); “I saw him unhappy.”(Figure 1b); “Wtethle shop sad.” (Figure
3b); “I felt happy!” (Figure5b). Through the use of the contrastidigctives, Hadi reflected on
his emotional state that varied from being mad, angry, and unhappslityfeappy at the end
of the story. The use of the exclamation mark at the end o$ehtence, “I felt happy!”
capitalized on setting the happy mood at the end of the story. inritisg, Hadi mentioned
how nice and wonderful the Eid Holiday is. Hadi created a wrdtery that captured the tone

derived from the illustrations in his Storyboard.
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Hadi claimed he is “somewhat an artist” (Pre-QuestionnajppeAdix C). He identified
with his cultural identity by reflecting on the religious rituafscelebrating the Eid through the
use of self- created drawings as agents to his writing. Bladiclaimed he is “always visual
learner” (Pre-Questionnaire, Appendix C). Hadi used the imageis iStoryboard to construct
meaning of his written story on the Eid (Figure 6) while idemdywith the status quo of
celebrating religious rituals in his culture. As the intervigsiow revealed, Hadi believed the
use of visual representations helped him in spring-boarding ideas toctdaonkis culture
through his writing (T Interview, May 18, 2011;" Interview, May 25, 2011).

Teacher: Tell me what has helped you start writing this semester?

Hadi: The pictures helped me to start writing, to startimgitand make

connections and predictions.

Teacher: What kind of connection?

Hadi: Connection to my culture. . . religious

Hadi: bray [meaning pray]

Teacher: Where did you see that?

Hadi: In the drawing ... from the Storyboard'(hterview, May 18, 2011).

Hadi’s reflection on how the use of visual representations andrdyswvallowed him to
make connections to his culture was also revealed during the setendew. Hadi again
capitalized on how the use of drawings prompted him to reveal th&evasactices his religious
rituals during the Eid.

Teacher: Tell me how have you used visual elements (drawinggegsndiagrams,

charts, timelines, etc..) in your writing?
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Hadi: | used the flow chart and the pictures and the Storyloarjanize ideas

and to talk about the holidays.

Teacher: What did you say about the holidays in your drawings?

Hadi: About the Eid, about the Eid when we go pray together andmisit

family (2" Interview, May 25, 2011).

Considering Hadi's English language barrier, | kept his languageet despite its
grammatically incorrect usage. My goal was to understand how niptogment of visuals
supported Hadi in revealing his cultural identity while constructirgammg in writing. Hadi
reflected on how his use of visual representations helped him to noakections to his
religious ritual in the Yemeni culture. Hadi did not overtly expréss emotions in the
interviews. He did not mention how he reflected on his emotional thtategh the use of self-
created drawings in the Storyboard. Hadi only shared his emobons laow he felt during the
Eid through his employment of visual representations. This mayaitedicis ability to best
communicate his strong feelings through writing. Writing, thervesd as a catalyst for setting
the tone of the story and describing strong feelings in a given situation.

Hadi strongly believed that the employment of visuals engagedirhimriting and
encouraged him to show his best endeavor in writing (Post-questiodpuendix D). Hadi
agreed that being creative in using visuals and images whitengvivas important. Hadi
believed he is “always a visual learner” but “somewhat astafPre-questionnaire, Appendix
C). He started to view himself as a writer and as &st avho utilizes visuals and pictures to
reflect on his religion as an embodiment of cultural identity through his writing.

Teacher: How do you feel about yourself as a writer?
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Hadi: | use visual pictures and make connections and ah...imagine.oMisc ¢
ideas.

Teacher: So, what kind of writer do you see yourself? | mean as an artis? or not

Hadi: Artist, ya, Because | use visuals and draw pictures ¥later May 18,
2011).

Hadi could have deliberately provided positive responses in regaths tse of visual
representations and drawings as scaffolds to writing in hisvietes to please me as a teacher.
However, his self- created drawings and writing piece confirhtad Hadi identified with the
religious rituals associated with Eid in his culture. The iatiégm of self-created drawings as
catalyst to writing deepened Hadi’s depiction of the changes iarhational state that set the
tone in his writing.

Based on the analysis of Hadi’s visual representations in the Storyboasaditinig piece
about the Eid (Figure 6), his responses in the pre-questionnaire anqupsSbnnaire, and
interviews, the theme oCultural Identity Ties with Religious Rituals is revealed. Hadi
reflected on religion as an indispensable cultural factor in igamgifwho he is in the new
culture. Hadi viewed religious rituals culturally associateith \Eid as supplementary reservoirs
for expressing his unique cultural identity. He disclosed titsi@l identity when visuals were
integrated as catalysts to writing. In the absence of Engigjuage proficiency, Hadi’'s use of
visuals and drawings as means of communication became an indispaesablce in revealing
his larger cultural values, religious affiliations, and sociahtities within the new American
culture (Kress, 2000). Through his self-created drawings in the e@ny, Hadi clearly
disclosed his feelings in the drawings about the religious holidaycaptured his religious

identity and belief in the cultural norms of celebrating the Eidditéxpressed the uniqueness of
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his identity in the American schooling when he was engaged in cijtaeaasitive instructional
practices. It is clear that Hadi benefits from the typpewfagogical practice that builds on his
cultural referents, such as the use of visual representationaudgeladi’'s English proficiency
is very limited, using visuals as catalyst to writing becothesmeans of communication that
enables him to voice his ideas and beliefs.

Religious Rituals: A Detailed Account of Hikmat's Developmant from Drawing to
Writing: Entree to the New Discourse in Drawing

Individuals often seek acceptance within the social context ofdhkinral norms. Those
who have a broader understanding of the use of language, behavior, hendmetans to
communicate in Primary and Secondary Discourses are socialky ta switch between
Discourses and adapt to new situations (Gee, 1990). The abilityd® switch is culturally
advantageous, as individuals can draw on their prior knowledge to makeofamskengage in
their new social environment. Hikmat is an Arabic ELL whosatdidh English proficiency
restricted the ways he could verbally express his ideas inetweDiscourse. When | provided
Hikmat the opportunities to engage in culturally pedagogical ipescbf integrating visuals as
agents to his writing, he felt empowered to disclose his culideitity. Hikmat used his
Primary Discourse as a bridge to understand his engagement in the newafroeltiare.

As with Hadi, | gave Hikmat the assignment to write a sedogut a time he exchanged a
gift with someone during a religious holiday in response to reahdgdiscussing “The Gift of
the Magi” (2004). Hikmat chose to describe a time he receiwgift from his uncle during Eid
Al- AlAdha and a time he gave his girlfriend a flower. Hikma8toryboard shows how he
capitalized on his religious rituals of celebrating Eid as a sopghtary reservoir to access the

new culture.
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In the first picture on the lefn the Storyboarah Figure 7a, Hikmat drew a house ¢
two people with a gift. He later explained thatreeeived a wrapped gift from his uncle ant
it was a big book. In the picture on the rightFigure 7a, Hikmat drew two people holding
flower with a heart above the present. He explained kimsketch illustrated the time he gav
flower to his girlfriend. Evident in his happy fage the illustrations, Hikmat showed I
enthusiasm upon receiving a present on the Eidltaral norm in theMuslim tradition. Hikma

then wrote specifically about his the illustratiqiggure 7b).
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In Figure 7a, Hikmat drew of a heart and the scene of ghimgirlfriend a red and pink
flower during the Eid and then wrote about his illustrations (Figie Although Hikmat did
not elaborate on the concept of love between a boy and a girl inibrgwHikmat identified
with the symbol of love, the heart, in his drawing and the developofetiitis concept was
expressed in his choice to characterize her as “my girlfriefithérefore, Hikmat's self-created
drawings helped him to express the feeling he experienced dslasaent having a girlfriend in
the new culture. As revealed in the pre-questionnaire, Hikmat rameYemen, a conservative
society where males are supposed to be dominant in this culturarartie ones who are
expected to offer gifts to females. Hikmat still adopted themd&y Discourse of his culture,
which considers it a cultural taboo for females to expect, or offer presertgifdodyfriends.

Interestingly, he sketched his girlfriend with two braids. Hikengirlfriend is someone
who is most likely not Yemeni because she does not wear a hijab sloe idepicted as having
refused his flower. Hikmat's story took place in America, andgtiigiend is someone Hikmat
might have met in his new culture. While Hikmat and some of mslfanembers may have
carried this tradition of celebrating the Eid miles from Yapthey did not leave this tradition
behind and it may reveal that Hikmat has assimilated into American culkbeeacceptance of a
girl who does not wear a hijab and accepts a flower—even the iddsetbpenly called her “my
girlfriend”—implies that Hikmat expressed a level of comfortttlsconsidered atypical in
Yemeni culture. Hikmat’'s openness with a girlfriend with braidd ane that accepts flowers
showed that he had begun to accept the Secondary Discourse of thieeaairtailture without
experiencing cultural conflict within the Discourse of his Yemarture This touches on the

notion of female’s silence in Yemeni culture, which will be discussed in theme two.
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Hikmat reflected on his religious ritual of celetong the Eid to experience access
acceptance of becoming socially recognized il Discourse of the new cultureHis new social
identity enabled him to realize the importance aving a girlfriend in adolescence. Through
Storyboard (Figure 7a and 7b), Hikmat thoroughlyesded his cultural awareness of receivir
gift during the Eid in the drawings about the religs holiday. However, his drawings a
highlighted his undstanding of forming his identity as an adolesaanthe new culture. Th
Storyboardcaptured Hikmat's religious identity and belieftime cultural norms of celebratir
the Eid but it also capitalized on his views of wieameant to be an adolescenmmon in
America. The drawing generated ideas to the nasttqd theStoryboarg which was the writing
(7b).

In the next part of the Storyboard, Hikmat drew preture of a big table with three mal

sitting including Hikmat in Figure 8a that was tmlled by writing in Figure 8b

[baby lamb], It we
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illustrating himself going to pray in the mosquekidat depicted himself and wroteout other

two males standing in one room and raising themdsao heaven and askinor God’s blessin

Hikmat highlighted on the praying image in tStoryboard As a Muslim, he is awal
that praying is a religious duty that should befguened as part of the religious ritual of |
Muslim identity.

Hikmat’s visual depiction of enjoying the time dugithe Eid was further developed
his Storyboard (Figure 10a). He drew the imaghkiwfself playing outside with his friends a

then elaborated on it in writing (Figure 10
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Hikmat ended theStoryboari in Figure 1la by drawing a picture and writing att

himself hugging his friend after having fun in tBel in Figure 11b
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Hikmat revealed his belief in the importance of tbeshood and unity as a Musli
individual commonly embraced during the |

The sketching of the smiling faces of Hikt, his uncle, his girlfriend, and his fam
members revealed his feelings of excitement adwtréligious rituals associated with the E
The drawings mirrored the emotional tone in Hikmatiritings for each sketch; the writin
extended the contexthe naming of the characters and key cultural ifleation symbols a:

were presented in the drawinc
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Drawing in theStoryboar: helped Hikmat to express himself better in genegathe
writing piece on “Eid AlAdha” (Figure 12), althoughe writing was not perfect. Like Hac
Hikmat made many miscues in spelling and grammlatisage of words; still, his miscues (
not interferewith the meaning making of his story (I provide reations of these miscu

between brackets)Similarly to Hadi’s writing piece on Eid (Figure,@)likmat showed he had
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good sense that stories are linear. He used signal words suginsés “Second”, and “Third” to
make sense of the sequence of the events in his story. lmohyb&trd, Hikmat drew pictures
representing sequential events in his story where he constructedreological written piece
(Figure 12). Hikmat expressed his cultural identity in constigatieaning in his writing when
he used self-created drawings in the Storyboard. He used descwptids and adjectives like “
bag (big)”, “delisiuous” [delicious], “raed [red] and bank [pink], and “sinny [sunnyElaborate
on his drawings in the Storyboard. Hikmat deepened his descriptibe big gift he received,
the red and pink flower he gave to his girlfriend, the delicfeast he and his family had, and
the sunny day he enjoyed during the Eid. Hikmat felt enthusiabtat the Eid because he
associated it with the time of receiving what is expected in his cultur@iimthe time of giving
in attempt to access the new culture.

Hikmat claimed he is “somewhat an artist” (Pre-Questionnaigpendix C). He
discloses his cultural identity by reflecting on the religiotisls of celebrating the Eid through
the use of self- created drawings as agents to his writitiignat also stated he is “somewhat a
visual learner” (Pre-Questionnaire, Appendix C). He used the snemgdis Storyboard to
construct meaning of his written story on the Eid (Figure 12kmbit showed how connecting
to the religious rituals in his culture enabled him to accesPigmurse of the new culture. He
started viewing how writing connects him to his own culture and peddée stated in the first
interview, Hikmat realized that use of visuals supported himtioudating who he is in the new
culture.

Teacher: What do you use writing for?

Hikmat: Writing helps you think about myself, my culture, and and other people.
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Teacher: What did you think about the experience of using grapracieegs and
drawing in writing?
Hikmat: Helped me to think of the story- make connection, tha{ksitinterview,
May 19, 2011
Hikmat did not elaborate on how the use of visual representations helpeid mhake
connection to the people in the mainstream culture to whom he teferes “other people” in
the interviews. Hikmat did not mention how he reflected on his adolesslationship with his
girlfriend in the interviews. Hikmat only shared his emotions amdession of his attempt to be
accepted as an adolescent in the new culture through his emplayinesual representations.
The integration of self-created drawings as catalyst tangrexpanded Hikmat's portrayal of
the feeling of excitement he experienced as an adoleschi# writing. Below is a portion of
the second interview where Hikmat explained that he recognizedlvias an aid to expressing
his cultural connection.
Teacher: Why was the use of visual representations a studlcaad motivating

experience?

Hikmat: | make connection to my culture, my people the Eid.
Teacher: Tell me how do you see yourself as a beginner writer?
Hikmat: | use pictures to get me idea. | like to writing idéaut my culture, other

people (2 Interview, May 26, 2011).
Hikmat's expression on how the use of visual representations and dsasuipgorted
him in making connections to his culture was also shown during the sgtendew. Hikmat

again emphasized how the use of drawings as catalysts to vemoogiraged him to relate to his
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culture and its religious rituals of the Eid. He further stressed on the cagrué of using visuals
to connect with the other culture too by simply referring to its people as the patbgle”.
Considering Hikmat’'s English language barrier, | kept his langu#get regardless of
its syntactically inaccurate usage. Keeping the languaget imtas important. It valued
Hikmat's literacy acts and did not interfere with my reseagoal of exploring how the use of
visuals assisted him in disclosing his cultural identity while tan8ng meaning in writing.
Hikmat reflected on how his use of visual representations aystaté writing enabled him to
express who he is in the new culture. He shared how he connected dwitbire through his
employment of visual representations. Hikmat could have intentiomggign the above
responses in regards to the use of visual representations and driamhrgggterviews to please
me as a teacher. Yet, his self- created drawings anthgvptece actually mirrored how he
identified with his culture and attempted to access the new culttihe integration of self-
created drawings as catalyst to writing enhanced Hikmasesrigiéion of the way he belongs to
his culture and the way he adapts to the new culture and this was expressed tmhgis wri
Based on the analysis of Hikmat's visual representations istiigboard, his writing
piece about the Eid (Figure 12), and interviews, he revealed how lesticil on the religious
ritual of celebrating Eid connected him to the new DiscourskeoRAmerican culture. Hikmat's
active participation in the social norms of the new culture inclutieguse of its Discourse
became acknowledged once his visuals were integrated dgstsata writing about the Eid.
Hikmat did not acknowledge a cultural conflict between his Primasgdbrse of the Yemeni
culture and the Secondary Discourse of the American culture. Meodris religious cultural
referents as an integral part of his cultural identity tosgefally accepted in the mainstream

culture. Hikmat articulated his beliefs about the distinctnessiofdentity in the American
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schooling when he got involved in culturally sensitive learning expegee It was evident that
Hikmat benefits from the type of pedagogical practice thlh@vledges his cultural referents,
such as the use of visual representations. When English proficgeeamhallenge, using visuals
as catalyst to writing opens new ways of communication tilbémpower Hikmat to overcome
the challenge of silence and choose to have a voice in the classroom.
Religious Rituals: A Detailed Account of Maha’s Development from Drawig to Writing
During the third week of the study, | gave Maha an assignmentit® avstory about a
time she exchanged a gift with someone during a religious holiddne assignment was in
response to reading and discussing “The Gift of the Magi” (200ha depicted and wrote a
story about a time she received money from her sister durthd\[EiFitr. Maha’'s Storyboard
illuminated the religious rituals practiced through embracing unsgge&l norms during the Eid
in her Lebanese culture. In the first picture of her Storyboaféigure 13 a, Maha drew a
picture of herself going to her sister's house and portrayed heviethexcited because it was

the Eid and then wrote about it in Figure 13b.
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In her next Storyboarth Figure 14 a, Maha continued drawing her storg eaflecting

on how she ander sister celebrated the EiMaha drew and wrote about how she and her ¢

prepared for the Eid family dinner in Figure 14
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Maha went further in visually depicting ' events in her story. In hetddyboad, Figure
15a, Maha discussed how she and her sister prdctie religious ritual of praying prior

eating. Maha also dscribed how the food was dele¢ and then wrote about it in Figure 1
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Maha only included the visual depiction of heraidteing the family member sitting
the dining table and enjoying the Eid with her. Yd&ha still reflected on the cultural norm
having big feast during the Eid where religiousuals such as preng before eating ai
capitalized on.

In the next Storyboardn Figure 16a, Maha drew vivid colorful depictiond the
children’s fair when she showed how she and héersigent to entertain themselves during
Eid. Maha drew the pink and blue ferritheel, the colorful balloons, slides, and pink cn
candy in the children’s fairMaha elaborated on her illustrations of the chitdsdair and the

feeling of happiness associated with it as a dhilooth drawings and writing in Figure 1
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Through her Storyboard (Figure 16a and 16b), Mdbarky revealed the entertainme
experienced during the Eid. Her colorfuawings captured her belief in the cultural norm:
celebrating the Eid.The drawing generated ideas to the next part oStoryboar, which was
the writing in the above Figurel€

Maha ended her story by drawing a picture of hstesigiving her mory as Eid gift.
Maha stressed on the importance of “everyone gidmgesent”. Yet, Maha only sketched

illustration of herself receiving a git
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In her written piece (See Figure 18), Maha assediaer religious ritualof celebrating
the Eid and going to the children’air with her cultural identity.Maha disclosed her cultur
and religious identity in the new culture throudle use of her secreated drawings as agents
writing.

Maha reflects on her religiousuals as an indispensable cultural factor in detengi
her socially accepted performze as a Muslim in her cultureBased on the cultural norms
celebrating Muslim religious holidays, Maha revetile significance of embracing the unic
social normsof celebrating the Eid. As a child, Maha like ather Muslim children
experienced the enjoyment and spiritual value af Bnce she visited the children’s fe

Children’s fair is an entertainmepark set up during the Ei(This temporary amusemerenter

www.manaraa.com



137

often involves bringing families together where children entetttagmselves after receiving

money as gifts from their elderly, older siblings, and relativBtaha also capitalized on the
religious ritual of wearing hijab when she drew a picture ofsister covering her head in all the
illustrations in the Storyboard. Although Maha does not wear thie hgeself, she still reflects

on it as part of the religious rituals in her culture through her self-createdhds.

Maha made a connection to the story of “The Gift of the Magi” (2004) when she drew the
picture of herself receiving money from her sister (Figurar®) wrote about receiving it as a
gift during the Eid (Figure 6). Contrary to “The Gift of theadf’ (2004), which shows a shared
sacrifice, Maha does not reflect on the reciprocal exchangeing@nd receiving gifts between
her and her sister. Maha showed how she is the only one receivimey ras a gift from her
sister. Maha identified with her cultural heritage of howgrelis rituals are practiced in her
Lebanese culture. She reflected on her religious identity and tonwviic the cultural rituals of

celebrating the Eid where children are always on the receiving end.
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Writing in Relation to the Construction of Meaning

Drawing in the Storyboard supported Maha in articulating hebsdter in the writing
(Figure 18), although the writing was not perfect. Like Hadi arkinidt, Maha also made many
mistakes in spelling and grammatical usage of words; howevemikenes did not influence the
meaning making of her story (I provided corrections of these nasoelveen brackets). The
common miscues that Maha, Hadi, and Hikmat had were mainly inrgpeframmar, and
punctuation. Maha demonstrated her good sense of depicting and writistpityein a linear
way. She employed signal words such as “First”, “Third”, andaly” to make sense of the
sequence of events in her story. In her Storyboard, Maha drewegicapresenting sequential
events in her story where she composed a piece written in ordargHi8). Maha disclosed her
cultural identity in constructing meaning in her writing when gbed self-created drawings in
the Storyboard as a catalyst to writing. She used adjedikes‘delicious”, “pink”, and
“colorful” to elaborate on her drawings in the Storyboard. Makensified her description of
the delicious food prepared for Eid, the pink cotton candy and the cobatfabns at the fair
during the Eid. She obviously highlighted on the entertainment experidnoed the Eid. Her
colorful drawings captured her belief in the social norms of cafielgy the Eid, which eventually
generated ideas to writing.

Maha claimed she is “somewhat an artist” (Pre-Questionnappendix C). She
identified with her cultural identity by capitalizing on the uniquétwal norms of celebrating
her religious rituals through the use of colorful self-created idgsvas agents to her writing.
Maha associated her cultural identity with religious and sawmsins in her drawings and
writing. She used the images in her Storyboard to construct meafiveg written story on the

Eid while identifying with the social norms of celebratinggielus rituals in her culture. Maha
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believes the use of visual representations assisted her in dogrtecher culture in her writing
(1*Interview, May 20, 2011).
Teacher: How does the use of visual representations and drawipgs reflecting
on your own culture, traditions, and beliefs?
Maha: It helps me to make connections to my culture and lif@dlkirlg at the

drawings and pictures and using visuals

Teacher: Like what visuals?

Maha: Like Storyboard

Teacher: How did you make connection to your culture in the Storyboard?
Maha: Ah...ah... by the holiday, the Eid and the what when celebrateyeow

celebrate, what we give to each other, and why we celebrate.

Teacher: So, what did you put in the Storyboard?

Maha: Pictures of what we do during the Eid, what what we daremve go,

and we go to the fair and with it visit the family

Teacher: So, tell me how do you see yourself as a beginner writer?

Maha: Ah...I use visuals like collage, flow chart, Storyboarchbee it helps me

get more ideas to write and imagindfterview, May 20, 2011).

Maha did not give details on how the use of visual representatisisgeasher in making
the colorful description of the Eid and the children’s fair in theruntéevs. Yet, her self-created
drawings thoroughly showed her vivid portrayal of celebrating ide Blaha only articulated
how the use of visual representations and drawings helped her to ctmtieetway religious
rituals are celebrated in her culture. The integration of self-creladsvings as catalyst extended

Maha'’s illustration of the entertainment experienced during the Eid in her writing
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Maha’s articulation on how the use of visual representations and dgsasupported her
in making connections to her culture was also revealed during@tbed interview. Maha again
capitalized on how the use of drawings as catalysts to wirisgired her to relate to her culture
and its religious rituals of the Eid.

Teacher: How do you feel about the pre-writing experiences divitias you have

been exposed to?

Maha: I like it because it helps helps me a lot in writing arfteips me to get
more ideas and it's interesting. | use visuals. It helps menget ideas
and ah make connections

Teacher: How does the use of visual representations and drawipgs heflecting
in your own culture, traditions, and beliefs?

Maha: It helps me see difference between my culture and @ihares. | look at
the pictures the Storyboard and | think of Eid and how we celebrdte E
and get presents (2nd Interview, May 26, 2011).

In the interviews, Maha shared how she connected to her culture througipleyment
of visual representations. Maha could have purposely provided the abpwesesin regards to
the use of visual representations and drawings in her interviegvatity me as a teacher. Sitill,
her self- created drawings and writing piece truly showed howdehéfied with her culture and
visually depicted the entertainment she had during the Eid.

Considering Maha's English language barrier, | kept her langtoapeher although it
was inaccurate. My aim was to know how the employment of visighted Maha in revealing

her cultural identity while constructing meaning in writing.ai\ reflected on how her use of
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visual representations assisted her in making connections toligeyuseritual in the Lebanese
culture.

Based on the analysis of Maha’'s visual representations in thgb&aod, her writing
piece about the Eid, her responses in the pre-questionnaire and post-questicam
interviews, the theme o€ultural Identity Ties with Religious Rituals is revealed. Maha
capitalized on religion as a significant cultural agent in idgngf who she is as a Muslim
individual in the new culture. Maha viewed religious rituals cultyraffiliated with Eid as
supplementary reservoirs for voicing her unique cultural identitythan Discourse of the
American schooling. Maha disclosed her cultural identity when \@suate integrated as agents
to writing. Visual representations and drawings provided Maha the topfgrto express her
cultural identity by constructing meanings in her writing throutfie use of visual
representations, self-created drawings, and artifacts. dbwsus that the use of culturally
sensitive instructional practices that builds on cultural refsyesuch as the use of visual
representations supports Maha. Because of Maha’'s English larfgpraige, employing visuals
as catalyst to writing becomes an indispensable means of nosl-gemmunication that enables
her to express her ideas and beliefs.

Similarly to Hadi, Hikmat, and Maha, Ayat also reflected oigi@lis rituals in revealing
who she is in the American culture. Ayat expressed herselh wiseal representations were
used as agents to her writing. Through the use of self-createshgsan her Storyboard on the
Eid, Ayat disclosed her cultural identity in constructing meanmier illustrations and writing
too. Figure 19 is Ayat's written piece on describing Eid religiatisals when Storyboard

Strategy was used as springboard.

www.manaraa.com



143

iday. | took a long
iy

J floor. She cooke
n, wedecided to go
cidhere. Afer that,
wrbecue [baue]. It’
1d Holiday[ meani
nny day. ltavgea

there. Wéat to the

www.manaraa.com



144

Ayat built on her own religious and cultural funds of knowledge ticudate who she is
and what cultural and religious beliefs she embraces in the mm@udse. Ayat claimed she is
“somewhat an artist” (Pre-Questionnaire, Appendix C). Sheodisdl her cultural identity by
reflecting on religious and social norms in her drawings andngritAyat used the metaphorical
representations in her Storyboard to construct meaning of hisewstory on “The Perfect Day
in My Life” (Figure 19), although the writing was not perfedtike Hadi, Hikmat, and Maha,
Ayat also made many miscues in spelling and grammatical usagerds; yet, these miscues
did not intervene with the meaning making of her story. Ayat Wediethe use of visual
representations supported her in relating to her culture in her writing.

Teacher: How does the use of visual representations and drawipgs reflecting

on your own culture, traditions, and beliefs?

Ayat: The visuals helped me to make connections to our culture like a

Storyboard. When | write about the Eid.

Teacher: What did you like mostly about it (the experience of using graphic

organizers and drawing in writing)?

Ayat: | liked using graphic organizers such as Flow Chart, collage,fsiany to

give me more specific ideas...ah...like they give me information about
I’'m gonna do and write in in a paragraph (Interview, May 25, 2011).

Ayat articulated how the use of visual representations and dyavassisted her in
connecting to the way religious rituals are celebrated inchkure. In the lack of English
language proficiency, the employment of visual representatamsnon-verbal means of

communication helped Ayat in expressing herself.
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Theme 2: Perpetuation of Female Subordination

Traditionally, women of the conservative Middle Eastern culture haee kdepicted as
subservient and silent. In many cases, the women who live in Middlera countries or those
who migrate to America are expected by peers and familgdialsy adopt particular ways of
dressing, acting, talking, and interacting. Many Middle Eastermen feel pressured to act in a
culturally conservative way and embrace the cultural norms inr dodbe socially accepted.
Furthermore, a Middle Eastern female’s relationship with a&nsabften based on the cultural
norm where women are submissive and recognize the varying degpesvef, mainly male
dominance between the two sexes. She is required to maintain the existing statuadivelyy
participating in the social norms in a conventional appropriate ilaghe does not adopt the
conservative role in cultural participatory practices, it ofteavents her from becoming
recognized as a true conservative female. In the Americdareula conservative Middle
Eastern female may choose silence over the challenges shéaogawhen interacting with
others within the new social context. Therefore, it is @littbat educators in the new learning
environment provide the Arabic female with the opportunity to reveaDismourse in a non-
threatening way so she is enabled to take an active role and she feels thatehisrirgoortant.

Theme two offers a detailed analysis on how culturally rogtedteptions about a
woman are associated with identifying cultural identity. €hadturally embedded beliefs are
shown through the visual representations and writing pieces creatbad pgrticipants. As the
analysis shows, the participants reflected on their distinguishedatutlentity by revealing the
way they view a woman’s role in their culture. | discovered hoev ghrticipants openly
disclosed culturally sensitive views of a woman’s role withinriees social learning setting.

From field note observations, reflective journals, pre-questionnairegpestionnaire, writing
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pieces, artistic artifacts, and through their responses duriegviews, it was evident that the
participants reflected on their culturally rooted values and Belidfen | offered them the
opportunity to use visual representations, self-created drawing, amcadikgc creations. | will
present these experiences in the following two subcategdies:Woman’s Position: “Long
Haired Subservience”—A Detailed Account of Hadi's and Sael’'s Visuabisg Discussion
and The Woman’s Place: “Entertainment Storytelling Subservience”—A [@dtalccount of
Rawaa’s Development from Drawing to Writing

In Theme 2: Perpetuation of Female Subordinationl offer detailed records of Hadi’s
and Sael's use of Visual Discovery Strategy (See Appendix mt) Rawaa’s visual
representations and writing pieces. | explain how the use oflsjsself-created drawings,
artistic artifacts, and writing helped the participants tooease with the theme of cultural
identity in relation to a woman'’s role in the new culture. Evidebased on the analysis of
visual representations, writing pieces, pre-questionnaire, and posbgnase, and interviews
show how Hadi, Sael, and Rawaa adopt culturally embedded views abaman’s position
from their culture and articulate them upon using visuals as catalystsitawrit

In the first subcategory, | present more of Hadi's work and introBae¢ Hadi and Sael
expressed their beliefs about the women’s position in their culturprovide a rich and thick
description of how Hadi’'s and Sael's use of Visual Discoverjrtiegie (See Appendix H)
assisted them in reflecting on their cultural perception of howemare stereotyped as being
vulnerable. As the upcoming analysis shows, Hadi and Sael distchasedultural identity as
they reflected on their perceptions of women. They used this connectiturther their

engagement and motivation towards writing.
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In the second subcategory, | present Rawaa. Rawaa showed how amenpesitioned
in her culture. | provide a thorough description of how Rawaa’s emglotyof the Short Story
Flow Chart (Vogt & Echevarria, 2008), (See Appendix J) and creatiarcollage as catalysts to
writing supported her in revealing an understanding of the womal@sn her society. As the
upcoming analysis demonstrates, Rawaa articulated the cultarabgdded beliefs relating to
stereotyping women as being submissive in her Yemeni culture throughviseal
representations and writing.

The Woman'’s Position: “Long Haired Subservience”—A Detailed Account of lddi’s
and Sael’s Visual Discovery Discussion

During the research, | gave Hadi and Sael the opportunity to readribaical text “The
Gift of the Magi” (2004). | used the Visual Discovery strategpresent key concepts from the
text. The lesson began with reading and then | presented sewagds from the book on
transparencies to represent the major concepts. Through the Usmaf Discovery Strategy
(See Appendix H), Hadi and Sael reflected on their own Yemeni abitientity in relation to
their perception about how a woman is socially recognized to bmifem In this text, the
female protagonist is identified as having long hair, which tienoé traditional Middle Eastern
guality associated with femininity and vulnerability. Hadi and $a&perienced interaction with
a visual of a woman having short hair, sitting lonely, and feelirsgnable by the window in a
shabby apartment. The visual was mainly based on depicting Bedldemale protagonist.
Hadi and Sael interacted with the visual and made cultural assosiavith it during class
discussion. In the presence of the other participants, the followingisation between Hadi,
and me revealed the kind of cultural connection he came up with whesmbged him to

elaborate on the visual of the woman having short hair.
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Teacher: What do you see in this picture?

Hadi: | see a woman crying because she has short hair.

Teacher: How do you think she is feeling?

Hadi: | visualize she gets mad because her husband will beatdagisbeshe cut
off her hair.

Teacher: How do people view a woman should look like in Yemen?

Hadi: The girls look good with the long hair.

Teacher: Tell me what happens to a woman if she gets her hair cut in yaweZult

Hadi: If a woman cuts her hair, she gets ugly. Her husbandgjetithnother wife

(FNO # 3, April 29, 2011).

Hadi's conversation disclosed one of the hidden culturally rooted befiefs associated
with the way of perceiving women’s subservience in a conservtidele Eastern culture,
mainly beating them up. Hadi clearly stated how the woman inntage was crying after
getting a short haircut. She was feeling mad and guiltausecshe failed in socially adopting
particular ways of looking as what was expected from hervasnaan by her husband. Hadi
believed it is culturally appropriate to beat up a woman becaiseart of his cultural identity
as a male. As a conservative Middle Eastern male, Haditedeow a female’s relationship
with a male should be established on the cultural norm where wamenlaservient and accept
the varying degree of control between the two sexes.

Hadi also revealed how having long hair, a traditional Middle Eastlearacteristic, is
often related to femininity and women’s submissiveness. Heosgpesl the woman in the
image as looking “ugly” simply because she had short haiis dulturally expected in Hadi’s

Middle Eastern culture that a female gets socially recogrézea true woman if she has long
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hair. Hadi reflected on how his cultural perspective on positionmgem as being subservient
allowed him to perceive the woman in the image as being “ugly”.

Hadi capitalized on the third culturally deep-rooted belief ofdukural identity as a
conservative Middle Eastern male. He stated it is a magiis t© get another woman (wife) if
his first woman does not comply with the cultural norms of having kang The woman with
the short hair is considered ugly from Hadi’'s perspective andethtisles her husband the
privilege of getting another woman. She rebelled against herrsidrgestatus by not adopting
the conventional right way look of having long hair and this undermined her femininity.

Following the conversation with Hadi, | also prompted Sael in lookinkeasame visual

of a woman having short hair. Sael built on his own cultural nefer@nd made connection to

the picture.
Teacher: Sael, | want you to look at the picture and tell me iotlve woman
feeling.
Sael: | think she is mad because wants to go out but she can't.
Teacher: Why can’t she go out?
Sael: Because she is a woman.
Teacher: How do people view a woman should look like in Yemen?
Sael: When she cuts her hair, she looks like a man [FNO # 3, April 29, 2011).

Similar to Hadi, Sael also disclosed his cultural identity esrservative Middle Eastern
male in regards to women’s subservience in a two-fold way., Bastl stated that the woman in
the image was feeling mad and she wanted to go out but she couldhplyt Because she is a
woman. Sael is raised to believe in the subservient status ofwaimese freedom should be

restricted because of their gender weakness. Sael comes traditional Yemeni society that
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considers it a cultural taboo for a woman to go out by hersdibutita male to protect her. Sael
considers a woman a defenseless creature who always needs a man to protect her.

Secondly, like Hadi, Sael associated femininity with having long h8ael viewed the
woman with the short hair in the image as a man. Sael beltagezulturally unacceptable for a
woman to have short hair; otherwise, she will be violating thei@llnorms of the existing
conservative status-quo. As a traditional Middle Eastern maléjsSassertive in maintaining
women’s subservient role as means to perpetuate male’s sugramte status-quo of the
conservative culture even in the new Discourse.

Interestingly, the other participants, mainly the three femdid not vocally express their
opinion when Hadi and Sael articulated their beliefs about how rmawas perceived and
positioned in the conservative Middle Eastern culture. Rather, R&tade, and Ayat chose
silent expression over challenge. Hadi and Sael come from ancatinge cultural background
that views women as submissive to man’s authority. Hadi and &aeaiuéturally raised to
believe long hair defines a woman’s femininity and therefore at cultural taboo for women to
have short hair. Hadi argued that a woman's failure in practtbediscourse of the Yemeni
culture and cutting her hair short should result in a physical pueighithus, demonstrating the
male assertiveness in his culture. Hadi perceived himsbék fghysically superior to a woman
simply because he is a male. Hadi claimed that a husband haghtite marry another woman
if his wife violates following the social norms in the way shexpected to look (FNO # 3, April
29, 2011). Sael also reflected on his traditional view of sterewypifemale as a male if she
rebels against the culturally expected norms of her role asesamMoman (FNO # 3, April 29,

2011).
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Hadi identified with his cultural identity by reflecting on the cemsitive mind-set of
perceiving a women’s role. He used the image provided in the Vidigabvery Strategy to
construct meaning in revealing his conservative Yemeni identdfdi claimed he is “always a
visual learner” (Pre-Questionnaire, Appendix C) and through riberview reveals that he
believed the use of visual representations helped him in visualide®s iconnecting to his
cultural beliefs.

Teacher: How does the use of visuals and drawings help in makimgations to

your culture, traditions, and beliefs?

Hadi: I made connections to my culture and visualize things in my culture.
Teacher: Which visual or drawing did you use to make connections and visualize?
Hadi: The flow chart, and the collage, and the Storyboard, and thegsiain

the overhead ( referring to the Visual Discovery Stratediy)riterview,
May 18, 2011).
Similarly, Sael also talked about the importance of visuals to malkeral connections.
Sael also proclaimed he is “always a visual learner’ (Rres@onnaire, Appendix C). He
disclosed his cultural identity by expressing his views about w&mallnerable role in his
society. When Sael related to the image given in the Visisablery Strategy, he constructed
meaning in showing his traditional Yemeni identity. Sael believied tise of visual
representations and pictures supported him in making cultural connections.
Teacher: Sael tell me what has helped you start writing?
Sael: The picture, the picture, the visual and the Visual Discoaedythe

Storyboard. They help me to make connection and prediction...eh...
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making connection and prediction and start thinking when 1 look at the
picture and | connect them to my culturé (dterview, May 19 2011).

Hadi and Sael reflected on how the use of visuals supported themkingnzaltural
connections. However, it was only through the presence of a {ikeapicture of the woman
having long hair) that Hadi and Sael expressed their culturally rbeteds in regards to female
subservience in their Yemeni culture. Again, Hadi and Sael a@yslvisual learners whose
employment of visuals prompted them to delve into their culture actbsiisdeeply embedded
beliefs. Hadi and Sael also confirmed their views on how the vismdsuraged them to
capitalize on hidden cultural beliefs during the second time they were intetiiew

Teacher: How does the use of visuals and drawings help in makamgations to
your culture traditions, and beliefs?

Hadi: | visualize pictures, make connections to my culture andim@ag get
ideas (2interview, May 25, 2011).

Teacher: Sael tell me what has helped you start writing?

Sael: Ah... the Visual Discovery helped me helped me to make coomectd
prediction and | connect the picture to my culture. Ah...and when I look at
the picture, | get more ideas about my culture and the visuahtilet me
imagine (2nd Interview, May 24, 2011).

The analysis of Hadi's and Sael's interpretations of the visdaling classroom
discussion revealed the themeMfitural Identity Ties with Religious Rituals. Both Hadi and
Sael capitalize on the significance of positioning women in subs¢érwiay to maintain the
existing status quo of their Yemeni conservative culture. Both &tatliSael perceive women’s

position in relation to the way their long hair defines women’srenty. Hadi and Sael voice
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their culturally rooted beliefs of how they view male femadtattonship in their culture by
relying on their cultural reservoirs. The use of the visuals thrtlug Visual Discovery Strategy
supported them in conversing in the new culture about their own Discdsitifieit would have
been quite interesting to know whether Hadi and Sael would have shaneduiturally rooted
beliefs pertaining to a female’s subservience if they wéren the opportunity to elaborate on
them in writing.
The Woman's Place: “Entertainment Storytelling Subservience’—A Detiled Account
of Rawaa’s Development from Drawing to Writing

Cultural perceptions often play an important role in helping studefiectren the
culturally rooted beliefs they bring to the learning environmeslief in culturally originated
conceptions can often maintain the status quo where individuals canyidsithfthe social
norms associated with their cultural identity. When students build en c¢hltural beliefs as
supplementary reservoirs to express who they are in the new cthieydecome empowered to
proclaim themselves in the learning environment.

The Importance of Expressing Cultural Beliefs to Start Writing

In the fourth week of the study, | gave Rawaa an assignment t® avrioriginal myth
about a mythical character in her own culture. The assignmentirresponse to reading and
discussing “The Midas Touch” (2006) which is a ninth grade mandabythology text at
Phoenicia High School. This myth portrays King Midas and his mativatto become the
richest man in the world. | chose this particular text becausélects on a Greek myth with a
moral lesson. In addition to being a required text, | felt $hagy would aid in supporting the
research goals, as it offered a way for students to make camsetd the myths underlying

hidden cultural beliefs and values from their own country.
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During this lesson, | discussed the story with my students and proitigedto make
predictions and cultural connections to myths in their cultures basdteonse of visuals
provided in the text and by me from the Internet. Later, | invitgdparticipants to create a
timeline using visual representations to retell their versiahisfmyth. My goals for the visual
representation were bi-fold. First of all, | wanted to exarhiow my students would construct
meaning from the story through their use of metaphorical repegser®. The second reason for
including the visual technique was to provide students an instructiemade to guide their own
writing and organize their ideas. For this story, | used the Stast Blow Chart Strategy (Vogt
& Echevarria, 2008) as a springboard to writing about the origin mytie Short Story Flow
Chart is a prewriting strategy used to help students orgatses and internalize the main
elements of their story (including characters, setting and pdotyedl as think about what they
have read through questions such as: what was your favorite gratt®;hat was something you
learned?.

Rawaa chose to create her story by drawing on her culturabioacid knowledge.
After plotting her ideas on the Short Story Flow Chart, Rawaabowed her ideas from the
character as well as her background knowledge from “A Thousan@m@adNights” also known
as “Arabian Nights” to describe her mythical characters Q@& eehrazad and King Shahrayar.
Shahrayar was a cruel king whose distrust in women led him tohkith after one night of
marrying them. One day, the king married Queen Shehrazad wktsenination and wit to
stay alive were revealed through her telling of endlessestas entertainment means to please
King Shahrayar. Rawaa portrayed her story of “A Thousand and NDgtgs” by simply

sketching it in the Short Story Flow Chart.
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"— Castle Scenery
abian Golden Age
'S

In her Short Story Flow Chart (Figure 20), Rawaatshed the setting of her story tl
takes place in a castle representing the ArabialdgBoAge. The castle looked like a fortr
surrounded ¥ big high walls. There in the castle, lived adgiand a queen. Rawaa drev
simple sketch of her mythical character, King Shgar who with the turban on his head loo
like Calife (Arabian Sultan) during the Arabian @eh Age. Rawaa also illustrd how the

king’s authority entitled him tglaughter women with his swor(The depiction of the sad fa
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on the sketched character of Queen Shehrazad tegflen her fear of the king’s power a
sanctions revealed in his possession of a swopekcificelly, Rawaa disclosed the queen’s u
submission to the king’s authority by portraying bedy posture with both shoulders and he
down on both sides as if she were in complete sdak The drawing of the walls too reveal
how the queen wasesieged in the castle and was forced to live leyrties of the king wh
represented male’s supreme power on females dtiratgime. Interestingly, in the last pictt
in Figure 20, Rawaa portrayed the picture of thegland the queen enjoying thtime on the
big swing in the castle’s garden. Entertainmetgdwout the scene where feeling of fear

sadness suddenly disappeared. In her drawing, &aaptured the scene of the open sj
where there was a mere depiction of a ¢ with no walls surrounding it.Rawaa disclosed ho
both the king and the queen looked as if they werels in being free and not restrained by

social duties or responsibilities imposed on thgnthie Discourse of their cultur:

'— Theatre Scenery
Golden Ac
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Rawaa continued her visual representation of hwy sty expanding on the characte
mood ofhappiness and entertainmeiln Figure 21, Rawaa drew the picture of King Shgar.
sitting next to Queen Shehrazad and enjoying leytslling. Contrary to the drawing in tf
second picture in Figure 20 depicting the queeatsfacial expressions d utter submission t
man’s supremacy, the drawing in Figure 21 capidlion the queen’s smiling face and
ability in expressing her voice as a female in kiveg’'s palcce. Rawaa portrayed her que
taking a new body posture with her hands up inair and a big smile on her face. Rav
showed how Queen Shehrazad was able to articutaself in the presence of the kincYet, it
was the portrayal of what looked like a theatre thaarly captured the whole idea of how Qu
Shehrazad was able toaintain her role as a wife providing happinesfi¢o husband, Kin
Shahrayar. Rawaa sketched the picture of a theatineblack and red curtains dangling frc
both sides where the choice of the red color regtbon how royalty is often associatedh the
red color. The portrayal of the theatre depictedv fQueen Shehrazad was performing
cultural role as a wife in the same way an actpésgs her role on the stage of a thee

In Figure 22, Rawaa depicted how the queen waadedtories tohe king. The queen

role became entirely associated with entertainimgkShahrayar who looked really hap

- Storytelling
5 time
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Writing the word “stories” in the image (Figure 28yhlighted on the power of storytelling a

cultural ritual of entertaining kigs during the Arabian time

|

O ]
.II-II-II-II- C L

- Happiness

fe in the cas

In comparison to the first drawings where QuShehrazad was sad and scared in Fi
20, Rawaa chose to draw the smiling face on Quéehr&zad again in Figure 23. This refle
on the character’'s sudden shift from feeling scamad sad to feeling secured, happy,
accepted. Rawaa showed eain the Short Story Flow Chart the potential to espréhe
feelings of the characters in the « created drawings.

Rawaa used visual illustrations that revealed mer fxnowledge about Arabic cultur
She disclosed her cultural identity by reflectim the perpetuation of female subservience in
conservative culture through heisual representationdRawaa is aware of women’s position

her culture and she used her knowledge to reprélserway men punish their wives if they f
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to perform what is culturally expected from them. Rawazceft on female subordination by
illuminating on how a female role is defined by entertaining a,raa part of the cultural norms
in her Yemeni culture. Her revelations on her culturally rootegkflsein relation to women'’s

role were further transferred into her writing in her Short Story Flow Cheytie 24).
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Rawaa based her writing on the self-created drawings irShert Story Flow Chart
(Figure 24) and then described the setting in her writing. Thermyasf the colorful castle with
big walls, the illustration of the big tree, and the clouds in thevesre all depicted in the
drawing. Rawaa also wrote about how Queen Shehrazad savedehéy lielling King
Shahrayar stories. Rawaa generated her ideas in wriangHer drawing of the queen telling
stories in Figure 22. She drew the picture of curtains in thér¢hefathe castle to reflect on how
the queen succeeded in entertaining the king and saved her hieetd. Rawaa showed how
she could express the setting and the mood of a place through hef tee metaphorical
representations. She produced a written story based on her own illustrations.

| also gave Rawaa an assignment to create an artistic gfigbe collage (Figure 25)
based on the visual representation of her story “A Thousand and One Nighis'goal of this
assignment was to help Rawaa reflect more on her culturaemnédeon the story constructed
through self-created drawings in the Short Story Flow Chart (€$9@0, 21, 22, & 23). |
wanted Rawaa to disclose her cultural identity by creatingbast piece of art revealing her
cultural beliefs through her story. Rawaa chose the design oframaf castle during the

Golden Age for her collage.
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Sultan

Coloring was dominant in the colla It reflected on Rawaa’s cultural mi-set in
revealing the role of women in her Arabic cultur®awaa built on the drawing of the r
curtains from her Short Story Flow Chart (Figurg afd depicted it in her collage (Figure .
again. Rawaa chose thak color for her curtains thiime. She further colored the castle frc
inside with the yellow color and selected the daitke color with the drawing of the stars in -

sky in her collage. Rawaa’s choice of the pinkocassociated with her cultl beliefs of
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stereotyping females in her society. The pink color is ofteturallly connected with females.
Rawaa selected the pink color for the curtains representingcuheral belief of women
entertaining a man as part of the Discourse of her culture.a&aiso used the yellow color to
reveal how the sun rose after each time Queen Shehrazad toldnaebstitiy to King Shahrayar
and a new day started. Rawaa reflected on the cultural dutgrhale character had to perform
every day and that is amusing the man by telling him a bed stgtyt The coloring of the blue
starry night expanded on the cultural task a woman had to act at night to stay accepted.

Similar to the self-created drawing in her Short Story Flohart (Figure 20), the
drawing of the high big walls surrounding the castle were also lpréven Rawaa’s collage.
Rawaa clearly disclosed how women were besieged in the cdmte wmale’s supremacy ruled.
The walls also symbolized the restrictions on women'’s freedomewdi®dience, subservience,
and vulnerability were the survival means that often ensured worsecial acceptance in the
Arabic male dominant society. As mentioned in the subsectiooduiting participants in
Chapter 3, Rawaa expressed her fear of male’s authority eepedsin her father’s role of
determining her social acceptance as a conservative Yenmealefe Rawaa’s drawing of the
walls in the Short Story Flow Chart in Figure 20 showing how themuweas besieged in the
castle and was obliged to live by the dictates of the king alealed her beliefs of her
subservient role as a female. Rawaa'’s use of contrast betiweedrawings of the queen within
the physical confines of the castle in the second picture in Fjueed the queen’s presence in
the open space in the third picture in Figure 20 is also likelyggest female’s besieging versus
her freedom in a conservative culture.

In her collage, Rawaa cut and pasted pictures of women looking dke slancers

kneeling and entertaining the kings. She also used the picture of &arqg/turban like Calife
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(Arabian Sultan) and enjoying the luxury of having females sgrthem and entertaining them

at the same time. The image of a female wearing long,dnesing long hair, and kneeling

(picture in the left bottom corner) typically portrayed women'’s subordinatioratosnauthority.
Rawaa built on her Short Story Flow Chart (Figures 20, 21, 22, & 23thandteation of

her collage (Figure 25) in writing her following piece on “A Thowsand One Nights” (Figure

26).
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In her writing on “A Thousand and One Nights” in Figure 26, Rargaaaled her Arabic
cultural identity. Rawaa used the self-created drawings irshioet Story Flow Chart and the
collage in generating ideas to her writing. She drew upon her vesualsentation of the castle
and her collage design of a castle when she developed her ideas in writirga $paeified how
kings treated females as their property and how they soughtttspgeial females for
entertainment. She also relied on the drawing of King Shahtiaseatening the life of Queen
Shahrazad in the Short Story Flow Chart by slaughtering her wigwhisd (Figure 20). Rawaa
depicted the image of blue starry night and the yellow color representifgrsufrom her Short
Story Flow Chart and the collage in her writing (Figure 26)wéas illumination on the feeling
of happiness experienced by the king and the queen at the endShdmeStory Flow Chart is
closely revealed in her writing (Figure 26). The writingpateptured why Rawaa drew the sad
and scared face of Queen Shehrazad (Figure 20), the curtains inooked like a theatre
(Figure 21), in the illustration and the context of the story. Tiigngy further lined up with the
images of how women persevered to maintain their social accepé@nshown in the artistic
collage (Figure 25).

Through her Short Story Flow Chart and the collage, Rawaa cleatjosied her
culturally embedded beliefs about women’s subservient role in hereuhrough the use of
color. She also showed how women in her culture adapt to the existing guo of male’s
dominance by performing the social nhorms in an expected cultucalhwentional and
appropriate way. Maha wrote, “I learned that you most [havdbptanything to save your life
and protect your self [yourself]”. The drawing in the Si&idry Flow Chart and the creation of

the collage generated ideas to the writing piece (Figure 26).
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Writing in Relation to the Construction of Meaning

Drawing and writing in the Short Story Flow Chart in additiontlte creation of the
collage helped Rawaa to express herself better in the writirfig dimousand and One Nights”
(Figure 26) although the writing was not perfect. Like hersoledes described previously,
Rawaa made many miscues in spelling and grammatical osagwds but they did not impede
the meaning making of her story (I give corrections of theseuas between brackets). Rawaa
showed her good sense of depicting and writing her story in a iwear Similar to Ayat, Hadi,
Hikmat, and Maha, Rawaa used signal words such as “In the beginnlingh™, and “Finaly”
[Finally] to make sense of the sequence of the events in her story. In hertShoRI&~v Chart,
Rawaa drew pictures representing sequential events in her wgh@ye she constructed a
chronological written piece (Figure 26). Rawaa disclosed hiéural identity in constructing
meaning in her writing when she used self-created drawindeeishort Story Flow Chart and
created a collage as springboards.

Rawaa claimed she is “somewhat an artist” (Pre-Questionnappendix C). She
identified with her cultural identity by reflecting on women’s sregence through the use of
self- created drawings and collage as agents to her wrilkagvaa also stated she is “somewhat
a visual learner” (Pre-Questionnaire, Appendix C). Rawaa Umednages in her Short Story
Flow Chart and the collage in addition to the ideas in her Short Blowy Chart to construct
meaning of her written story (Figure 26) while identifying hwihe perpetuation of female
subordination status quo in her culture. Rawaa believed the use ofregresdentations helped
her generate ideas in connection with her culture in her writihtnérview, May 20, 2011).

Teacher: What did you think about the experience of using graphic organizers and

drawings in writing?
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Rawaa: It [meaning visual representations and drawings] helped nieggetand
make connections to the story, to the collage, to the culture... because my
collage reminds me of my culture because the characters, because the
characters in the story, it is Arabic characters.

Teacher: What story?

Rawaa: “A Thousand and One Night”. . . | color a queen and king, a queen, a king,
and castle and the dress the queen wearing like Arabic quéens (1
Interview, May 20, 2011).

Considering Rawaa’s English language barrier, | kept her lgegudact despite its
grammatically inaccurate usage. My objective was to exaimow the employment of visuals
supported Rawaa in revealing her cultural identity while makiegmmg in writing. Rawaa
reflected on how her use of visual representations assisted fedating to her Arabic cultural
heritage. In her interview, Rawaa did not convey her culturaéfbedbf how females are
subordinated in her culture. Yet, Rawaa articulated her view of dh&noation of Yemeni
female subordination through the use of self-created drawings Btdhgoard. Rawaa’s views
on the use of visual representations and drawings as means of lapicmnnect to her culture
were revealed through her second interview too.

Teacher: In what ways, if any, has the process of gettarted in writing changed

for you? What are the new things you did?

Rawaa: Imagine what | do, what | do in the Storyboard an#ltdve Chart. | draw
a picture. When | draw the picture, | imagine what will be happeining
the story and make connections to our culture.

Teacher: What connection? What do you think about in your culture?
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Rawaa: Eh... like the Eid El fitr and kings and queen like Shahrayar
Shehrazad in the story of “A Thousand Night™(hterview, May 24,
2011).

Rawaa agreed that the employment of visuals engaged her in writing andi@dotieato
show earnest endeavor in writing (Post-questionnaire Appendix D).alShagreed that being
creative in using visuals and images while writing was impartRatvaa believed she is
“somewhat a visual learner” and “somewhat an artist” (Pre-questrendgipendix C). Yet, she

started viewing herself as a writer who utilizes visuals and picturedeotren her own culture.

Teacher: How do you feel about yourself as a writer? Do you believe youitan w
now?
Rawaa: Ya because because | use the pictures and then intagmiee and draw

the pictures and then | write "{nterview, May 24, 2011).

Rawaa could have intentionally given the above responses in regdhgsuse of visual
representations and drawings as scaffolds to writing in hewiewes to make me happy as a
teacher. Yet, her colorful drawings and writing piece astexti how she identified with the
culturally rooted beliefs relating to women’s position in hertwel The use of self-created
drawings refined Rawaa’s illustration of women’s vulnerability in her mgiti

The analysis of Rawaa’s visual representations in the Shoyt Btow Chart, the artistic
collage, her writing piece on “A Thousand and One Nights” (Figure &, interviews,
revealed the theme éferpetuation of Female Subordination Rawaa reflected on the female
submission in her culture to identify with the Discourse of herulltidentity in the new
culture. Rawaa disclosed her cultural beliefs about female’s dination when visuals were

integrated as catalysts to writing. When English is venytéid, Rawaa’s use of visuals and
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drawings became an indispensable resource in revealing hercldygrl referents within the
new culture. Visual representations and drawings provided Rawangpploetunity to reveal her
cultural identity by constructing meanings in her writing tiglouhe employment of visual
representations, self-created drawings, and artifacts assagentiting. Rawaa articulated her
hidden cultural beliefs in relation to female subordination in the Amerschooling system
once she engaged in meaningful learning experiences that connectedt life. When |
acknowledged Rawaa’s cultural resources through the use of visusderfations as catalysts
to writing, the challenge to overcome silence occurred.
Summary of Results
Theme 1: Cultural Identity Ties with Religious Rituals

When Hadi, Hikmat, Maha, and Ayat reflected on their religiouslstthrough the use
of self-created drawings as catalysts to writing, thexeaked their Arabic Muslim cultural
identity. They expressed who they are in the new culture lyyngebn religious rituals as
indispensable cultural factors in articulating their personal jdemeesr religious beliefs, and
cultural values. The Discourses used in school often conflict ket culturally rooted and
practiced by students in their home environment, or these cultieasd they have received from
their home country before arriving in America. The integratbrself-created drawings as
agents to writing helped Ayat, Hadi, Hikmat, and Maha in disclosingc¢hbiural identity in the
American mainstream setting. Using visual representations inspesd participants to take the
risk and overcome the challenge of being silent in interactiiginvthe new socio-cultural
learning environment. When individuals adopt the Discourse of their olural heritage, they
feel empowered to articulate who they are and express the twahdaeligious beliefs that

distinguish them as unique individuals from others. The development dllgamituated-
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sensitive pedagogical approaches of integrating visuals and dsaandgacknowledging diverse
ways of conversing helped the participants to disclose their aulientity by relying on
religion as a significant cultural factor. When these particgppaxpressed who they were
through the use of visual representations, they were able to coartbet mew culture and its
Discourse. They felt their cultural reservoirs are valued.

It is clear that Ayat, Hadi, Hikmat, and Maha, benefited frattucally responsive and
engaging instructional practices that built on their own personalergt. When these learners
made personal connections, they communicated their ideas and exprdssethey are
regardless of their different cultural backgrounds, unique religadtisations, and limited
English proficiency. The cultural clash between the Prinbasgourse of the origin culture and
the Secondary Discourse of the American culture ceased tovexest these learners were
offered meaningful pedagogical practices. These instructioaaliges invited these learners to
relate to their Discourse as means of accessing the maimséscourse. The integration of
visual representations as springboards to writing thus acted as a communozdtiogyain entry
to the Discourse of the American culture.

Theme 2: Perpetuation of Female Subordination

Hadi, Sael, and Rawaa identified with the Discourse of thagirodulture in relation to
female subordination as part of their cultural identity. Theyec#dld on how culturally rooted
perceptions revealing female vulnerability maintain the Diseowfsthe existing status quo
within their conservative culture. These culturally embeddeckfseliere demonstrated in the
use of visuals, self-created drawings, artistic collages, anichgvpieces. When | offered Hadi,

Sael, and Rawaa the chance to integrate visual representatiorsystctd writing, they voiced
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their perceptions and their views as individuals with unique culturafbgdertaining to female
position in the new culture.

It is important to reflect on how implementing interactive andnieg experiences that
linked to students’ personal and cultural background experiences helpedaidiand Rawaa.
In the absence of proficiency in English language as thensned communication, the
employment of visual representations and drawing as catabyststing empowered Hadi, Sael,
and Rawaa to voice who they are in the new Discourse and wihataly rooted conceptions
they bring. These learners capitalized on their culturakvess regardless of the cultural clash
between the social norms in their Discourse and those in theidamddiscourse. They also
expanded on culturally sensitive topics relating to their lives afidcted on them in writing
through the use of visual representations and drawings.

Overall, the analysis supports how Ayat, Hadi, Hikmat, Maha, &atRawaa revealed
their cultural identity and constructed meaning from visual reprasems, self-created
drawings, and other artistic creations and how they employed thespring board writing.
These participants demonstrated preparedness and motivatiolet¢b eaftheir cultural referents
and unique funds of knowledge in connection with meaningful learning expesieglating to
their lives. They were also provided with the opportunity to expréssthey are in the new
culture regardless of their English limited proficiency, défarreligious beliefs, and distinctive
cultural values. Chapter 5 expands the discussion of the findings fdlloyvemplications. The

recommendations for future research are discussed as well.
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CHAPTER 5
DISCUSSION

Overview

The purpose of this study was to examine how Arabic high schoolsBnghnguage
Learners (ELLs) were able to reveal their cultural iderditg construct meaning from visual
representations, self-created drawings, and other artisati@ns and employ them in disclosing
their cultural identity to spring board writing. | chose six Acabigh school ELLs form
Phoenicia High School for conducting this qualitative study that took place dftex stismissal
time. The data were collected from pre-questionnaire, direct \@ismrs, field notes, audio-
taping, reflective journals, post-questionnaires, interviews, and studmtifacts. Merriam’s
(1988; 1998), Schensul's and Le Compte’s (1999), Spradley’'s (1980), and StaBes (
guidelines were used to sort, organize, code and analyze the dasapr&snted capitalized on
the employment of visual representations, self-created drawimgk,a#istic creations as
instructional catalysts to help Arabic high school ELLs reviair tcultural identity to launch
into writing. The findings also sustained the conclusion that viegaésentations, self-created
drawings, and artistic creations need to be integrated into’ Eubisculum to meet their various
cultural, academic, and social needs. Chapter 4 highlighted the she&meh addressed the

following two research questions:

1. How do the Arabic high schools English language learners (ELkspkeheir cultural
identity and construct meaning from visual representationsciggted drawings, and
other artistic creations?

2. In what ways do the Arabic high schools English language leafBetss) use their

cultural identity to spring board into writing?
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Two themes came out of analysis of the data from these quefuhsal Identity Ties
to Religious Rituals and Perpetuation of Female Subordination In a total of five
subcategories, | presented and analyzed the findings (See Chaptdmgithapter explores the
results of this case study and discusses how Arabic high schasl disclose their cultural
identity and construct meaning from their visual representasindsise their cultural identity to
spring board into writing making clear links between the reseandmis and their connection
to literature. In particular, the focus delves into the ways clitactors and other findings from
the visuals and drawings created by the six ELLs can cordributhe education field. The first
part of the discussion relates to the two research questionsdréms study. A discussion on
the expansion of the study’s findings on existing literature wewéscussed in Chapter 2
follows. Subsequently, | present the implications. | also discudsrthations of the study. The
conclusion of the chapter offers recommendations for future researchbiih E
A Discussion of Results Pertaining to Research Questions

Questionl: How do the Arabic high school (ELLS) reveal theicultural identity and
construct meaning from visual representations, self-createdrawings, and other artistic
creations?

Through the use of visual representations, self-created drawings, and askier art
creations, participants showed their ability in articulating who they aheingw Discourse and
demonstrated proficiency in revealing their unique cultural identity in constgutieaning from
their visual imagesThe participants acknowledged that the use of visuals helped them to make
connections to their culture (Interviews) and encouraged them to be c(@atste
Questionnaire). Through the use of the Visual Discovery Strategy (Appehdiati and Sael

revealed their culturally deep-rooted perceptions relating to the perpetabfemale
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subordination in their culture. Specifically, they demonstrated how a femarlerfeeynis
defined by having long hair. Hadi and Sael capitalized on the significance wdmpiagi women
in subservient way to maintain the existing status quo of their Yemeni congemuature.
They voiced their culturally rooted beliefs of how they view male femal&aeship in their
culture by relying on their cultural reservoirs.

The employment of the Short Story Flow Chart Strategy (Vogt & Echay&0D8) and
the creation of collages too encouraged participants like Rawaa to constructgnedmar self-
created drawings and artistic production while unveiling her cultural identitgarticular,
Rawaa’s use of the Short Story Flow Chart (Figures 20, 21, 22, & 23 in Chapter 4) and her
making of the collage (Figure 25 in Chapter 4) empowered her to show how women are
considered to be vulnerable in her conservative culture. Rawaa’s self-createdjslia the
Short Story Flow Chart exposed how women are threatened to be killed if thiyaddpt to
the Discourse of the culture. The pictures in Rawaa’s collage conveyed heasaceness of
how women are forced to perform what is culturally expected to be the norm to eesure
social acceptance.

Through the use of the Storyboard (Essley, Rief, & Rocci, 2008), Hadi, Hikmat, Maha,
and Ayat constructed meaning in their visuals and disclosed their Arabic Mudiurat
identity. They shared who they are in the new culture by relying on religiaatsras
indispensable cultural factors in expressing their personal ideas, thggousglbeliefs, and
cultural values. Particularly, Hadi and Maha viewed religious rituals clijtassociated with
Eid as supplementary reservoirs for revealing their unique cultural identii@di and Maha
reflected on the importance of adopting the social norms of the Discourser auihgie to

maintain the existing status quo of preserving the practice of religioassrihrough his
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Storyboard (See Figure 1, 2, 3, 4, & 5 in Chapter 4), Hadi evidently disclosed his feetimgs
drawings about the religious holiday where the self-created drawingseapis religious
identity and belief in the cultural norms of celebrating the Eid. Maha’s use of viaddol
illustration in her drawings revealed her Muslim identity of enjoying tluals of Eid. Yet,
Hikmat capitalized on how embracing religious rituals in his Discourse ehhinteto access the
Discourse of the American culture.

As mentioned in the literature review in Chapter 2, Gee (1990, 1999, 200idyebel
social interactions in various Discourses are a way of acqumawg ways of being socially
recognized. Students who have a better knowledge of the employnangoége, props, and
behavior to communicate in Primary and Secondary Discourses w@abyusble to exchange
between discourses and get accepted in the new context. The ibagabdode switch is
beneficial, as students can reflect on their own personal livesaite sense of the new social
environment and reveal who they are. They make cultural connectidrsdaaihbeing critically
aware of the differences between the two competing Discouf$esugh the use of self-created
drawings in the Storyboard (See Figure 7, 8, 9, 10, & 11 in Chapter egtalgst to writing,
Hikmat demonstrated his competence in switching between tleeudse of his Yemeni culture
and the Discourse of the American culture. Hikmat still valuedeingious rituals of celebrating
his religious holiday of the Eid; yet, he showed willingness ta gacial acceptance in the new
culture by performing what is also considered to be culturally appropriategregirlfriend).

The use of visuals encouraged participants to reflect ondhiéirally rooted beliefs and
identify with the social norms related to their cultural idenay means of maintaining the
existing status quo of their culture. When students build on their alulteliefs as

complementary reservoirs to express who they are in the néwe;ithey become empowered
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to proclaim themselves in the learning environment. In the lack ofisBngral language
proficiency, visual representations acted as a supplementargystem for expressing the self
and conveying ideas. Through visual representations, self-cidrawthgs, and collages, Ayat
Hadi, Hikmat, Maha, Rawaa, and Sael constructed meaning in pdinéimgportraits by relying
on their personal experiences and cultural referents without endagntee challenge of
language frustration. As discussed in Chapter 2, Smagorinsky (20fligsathat learners’
makings of meaning are usually culturally constructed based oledheers, the text, and the
social context of the learning process itself. When Ayat, Hadlmat, Maha, Rawaa, and Sael
engaged in meaningful learning experiences, mainly the empilayofesisual representations
and self-created drawings, they were able to communicate thas imleymbolic and non-verbal
ways prior to writing. These ideas were easily expressed they were based on real personal
and social background experiences. Recall in Chapter 2, semiotios mwteriduals construct
their world through their use of various sign systems, also capilabn how the participants
formed meaning in revealing their cultural identity throughrtiise of visual representations,
self-created drawings, and artistic creations. Bergho#l.ef(2003); Cowan & Albers (2006);
Dyson (1993); Eisner (2002); Graves (1994); Olshansky (2003), Siegel (I9¥H);
Smagorinsky (2001); Zoss et al. (2007); and Whitin (2002, 2005) reflectdte effectiveness
of integrating metaphorical representations into writing and how thigigration into writing
process acknowledged learners’ unique cultural referents.
Question 2: In what ways do the Arabic high school (ELLs)se their cultural identity to
spring board into writing?
The employment of non-linguistic representations of visuals,csedited drawings, and

other artistic creations as catalysts to writing supportedp#récipants in conveying their
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cultural identity in writing. The participants agreed and reflected on how the use of visuals
assisted them in making connections to their culture in writidgst( Questionnaire and
Interviews in Chapter 4). Through the use of the Storyboard, Short Bmsy Chart, and
collages as springboards, the participants revealed theirotsigituals and culturally rooted
beliefs relating to the perpetuation of female subordination im Wréting pieces. Specifically,
Ayat’s, Hadi’'s, Hikmat's, and Maha’s self-created drawingtheir Storyboards (See Chapter 4)
generated ideas to writing about how the religious holiday @fiscelebrated in their culture.
The self-created drawings in the Short Story Flow Chaufeés 20, 21, 22, & 23) also
encouraged participants like Rawaa to be creative in developing rdieisig to women’s
subordination in her Yemeni conformist culture. Rawaa’s writingep{E@ure 26 in Chapter 4)
associated with the female position in her culture.

Drawings in the Storyboards and Short Story Flow Chart and tdorigtion of collages
assisted the participants in expressing themselves in writing althoughiting did not meet the
proficiency level. Each of the participants|ade many miscues in spelling and grammatical
usage of words but their miscues did not interfere with the mearakmmgof their stories. As
mentioned in Chapter 4, analysis of the miscues could have offereaureterstanding of the
ways these participants constructed meaning while using thesknigihguage; yet, the
discussion of this topic was not addressed in the research purpodbs atudy. The
participants demonstrated their good sense of depicting and writing dtogies in a
chronological way. They used signal words to make sense ofgbhers® of the events in their
stories. In their Storyboards and Short Story Flow Charts, ipantits drew pictures
representing sequential events in their stories, which wereat#tiynshown in their composed

written pieces.
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As | stated in the literature review, Rosenblatt’s transadtibeary (1938, 1976), which
discusses how meaning of a literary text is personally atdrally constructed, highlighted on
how interpretations of the literary texts were generated and rheaning was created in
composing personalized pieces. Based on the reading of the maneéaseyd lexts, “The Gift
of the Magi” (2004) and “The Midas Touch” (2006), the participants builtheir own personal
and cultural reservoirs in identifying with the texts. They eam with their own synchronized
and unconventional literary interpretations in composing their writing pieces.

Conclusions to the Discussion

Visual representations, self-created drawings, and creation oicaatisftacts helped the
six Arabic high school ELL participants develop their "voice." Students relied ugraficant
cultural factors such as religion and female subservience to write abouteheng end of
religion as means of preserving religious rituals, the giving extrerhigligion as an entrée to
the American Discourse, and about male dominance as a perpetuation of thg stais quo
of the conservative culture. When students write about their cultural identitys & perienced,
they ultimately continue the social norms. This perpetuates the cultdusl gte of their
Discourse. Therefore, visual representations, self-created drawing, andraitie creations
are important tools because they create the initial experience fosgxgraleas. They are the
springboard for enriching or deepening the participants’ critical asadggiecially as seen
through their understanding of their cultural identity in their visual repragamand writing.
When | provided these students the opportunity to reflect on their unique cultural edettigy
articulated their suppressed voices in the new Discourse and this promotedtita&ititeracy

skills.
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Paulo Freire (1971) argues for critical literacy grounded on the basis oépr@ioising
education where students are taught to be critical thinkers. Problem-posingoedaltaivs
learners to reflect on their own cultural background experiences to conneetniev social
context and get their voices heard (Shor, 1987). According to Wallerstein (1987)nproble
posing education is mainly indispensable for ELLs newcomers whose limitegteng|
proficiency, cultural clashes between Primary and secondary Discoamsetheir restricted
entrée to the new school setting often result in taking the role of subservienthrathactive
participant in the learning environment. Problem-posing education offeesEhés
immigrants the opportunity to build on their own cultural referents to reflect on theireality,
and experiences of social injustices and struggles in preserving theirtdggimay in the new
culture. Contrary to the traditional approach of teaching where the teadiemete source of
providing content and structure of learning, in problem-posing education knowledge is
constructed from these learners’ personal experiences.

Problem-posing education allows ELL newcomers to become criticaklsantile still
acquiring language skills through social interaction and dialogue. Theserkeaome with
silenced voices because of their limited language proficiency and emotisinesslidue to
cultural shock (Wallerstein, 1987). ELLs need to be involved in meaningful learning
experiences where content of learning is drawn from their daily livesenyoying the
technique of Freires’ “codification” (Wallerstein, 1987, p. 37), the use of codesrtmuper
discussion topics, ELLs can build on their own personal and funds of knowledge to shed light on
hidden cultural beliefs and reveal unique religious rituals associated witictftural identity.
When these learners engage in multimodal practices including use of viseakrgptions, self-

created drawings, and other artistic creations like collage, they areagsafe space for
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expressing embedded values in their culture. Only then ELLS’ metaphoricdeasfations
serve as catalysts in promoting critical thinking.

Vygotsky (1978) argues drawing is a graphic representation offsplegctakes place in
the early stages in the natural development of written lamgu¥éiting is a skill that should be
connected to personal experiences. Vygotsky (1978) believes by sysmigplism, mainly
drawing, children can express themselves and experience developmenmiting. Visual
representations, self-created drawing, and creation of collagesdh#ipe participants in
expressing their thoughts and cultural mind-sets in their wrifiingy created a safe room for
these learners to voice out their social practices and cujtuoalted beliefs. In the absence of
English language proficiency, Ayat’s, Hadi's, Hikmat's, Maha'swRa's, and Sael's use of
visuals as means of communication became an indispensable resoulElosing their
embedded cultural beliefs, religious affiliations, and social itestwithin the new American
culture (Kress, 2000). Kress (2000) shows how embracing multimodality throughgnrasual
representations helps an individual to create meaning, transnot ifransform it without
depending on language mode for conveying information. When | provided thapgents in
my study with instructional practices involving the use of mMtlality through visuals, they
demonstrated their ability in creating meaning in their visgiatasentations and in their writing
pieces regardless of their English language batrrier.

Arabic high school ELLs’ writing programs need to be relevarthé students’ diverse
cultural experiences. These learners enter the new culitlmeawariety of cultural funds of
knowledge including religion, social norms, and cultural rituals that teebd recognized in the
classroom. Acknowledging Arabic high school ELLsS' cultural idestitmay enhance their

feeling ownership in the new learning setting. It provides thath the feeling that every
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learner has something to share and capitalize on in the new cuwdggarlless of language
differences and cultural variations. The challenge over silentdeei new learning environment
will then cease to exit.

Vygotsky's (1978) socio-cultural theory validated how learning estkerdgrom
participants’ interactions with each other and materials’ ressuwhere acknowledging their
funds of knowledge (Moll, Amanti, Neff, & Gonzalez,1992) became valualdd&ing the socio-
cultural perspective as a theoretical background for this réssardy helped in understanding
the impact social interactions can have on acquiring language ipnaficfor ELLs. When
participants engaged in culturally responsive learning expesemd using visuals, they
extensively talked, visually represented and interpreted picthe¢sshowed growth of their
English literacy skills beyond writing. Through interactions, thetigpants also developed
critical awareness in discovering and making sense of theirsneial environment while still
preserving their cultural identity. The following section discusti®s contributions and
expansion of the study on the current literature review.

Contributions and Expansion on Existing Literature Review
Contribution 1: Expanding the notion of accessing funds dknowledge to multimodal
access of funds of knowledge

The above discussion showed how the findings of this study confirmed the existing
literature review discussed in Chapter 2. The findings also extended the previous work i
literature. The main purpose of the study was to investigate how Arabic high sthsol&re
able to reveal their cultural identity and construct meaning from visuasemations, self-
created drawings, and other artistic creations and use their culturalidersjiring board

writing. As | delved into the findings based on the participants’ visual stories étehvpieces,
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a new contribution to the existing literature review discussed in Chapter §ezmerhis study
opened multimodal avenues to access cultural funds of knowledge, mainly for Aredkong
immigrant high school students and to use them as a gateway to the Discourse oéticarAm
schooling. Throughout the analysis and discussion on findings, | highlighted on the cultural
connections produced by the participants. However, these cultural associatessieven not
only through visual representations, self-created drawings, and collagelsobiiraugh talking
and writing. The findings of this study expanded the concept of accessing funds of kygotwled
multimodal access of funds of knowledge where orchestration of multimodal ébempression
to develop English Language proficiency also occurred.

When | offered participants the opportunity to integrate visuals and drawicg&assts
into writing, they considerably conversed, metaphorically expressed thees; mled extensively
explained the pictures and that showed growth of English literacy skills beydimdyw Shifting
away from using language, the student made use of a visual representati@ulatetteir
understanding of their stories in addition to constructing new meaning. Thus, through use of
multimodal resources, ELLs were able to discover non-redundant potential of thatigener
power of transmediation, the transformation of meaning-making from one mode of
communication to another (Whitin, 2002; 2005). The use of multimodal resources provided
these Arabic high school ELLs the opportunity to discover how other means of comnouanicati
other than language, become indispensable tools of expression, continuously regenerated by
them in their endeavor to reveal their cultural identity in the new Americsnolrse. The

contribution of this study is all-encompassing than writing alone.

www.manaraa.com



184

Contribution 2: Adapting district-mandated materials in ways to be moe culturally
responsive

Another dimension of this study that possibly could be beneficileisvay | adapted
district-mandated materials in ways that were culturagponsive for the participants. In my
literature review, | stressed the importance of engaging BhLwaterials that are culturally
aligned with their cultural background experiences. The use of vispadsentations as agents
to reveal cultural identity in visual representations and in ngiallowed the participants to
build on their own cultural referents and reflect on their cultaulehtity. Although “The Gift of
the Magi” (2004) was a canonical text, | still provided my pagréinis viable ways to make
cultural connection to this text through interactive, multimodal instwal pedagogies. They
interacted, conversed, and extensively elaborated on their ideas thtwuglse of visual
representations, self-created drawings, and other artistic creations.

As | stated in Chapter 2, Dyson (1993) reflects on the significancereattimg a
"permeable curriculum” (pp. 28-34) that acknowledges learnersalsoontext and cultural
resources and allows them to connect writing to their lives.outr the use of drawing as
means of expression and social intermediation, learners weszet@lvklate to their cultural
background experiences and articulate their personal connectioasidifi®y Arabic high school
ELLs the opportunity to be engaged in creating symbolic repta&sens within the writing
process in this study empowered them in expanding on their own cultaratials and personal

experiences.
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Implications
Introduction

The findings from this study yielded three implications thatll thoroughly discuss in
this section. These implications reflect on the necessitytefiating visual representations and
drawings into ELLS’ writing learning experiences. ELLs encausiieiggles in their attempt to
acquire literacy in English, to express themselves, and &ctefh their own cultural heritage.
The former sections in the literature review (Chapter 2) déeclisow socio-cultural perspective
(Vygotsky, 1978), where social interaction and scaffolding form thsisbaf learning;
Rosenblatt’'s (1938, 1976) transactional theory, where meaning ofamylitext is personally and
culturally constructed; notion of funds of knowledge (Moll's, AmantN&ff's, & Gonzalez’s,
1992), where cultural background experiences become acknowledged; cgmwtiere
individuals construct their world through their use of various sigresystand multimodality,
where use of different modes of various sign systems (langdagee, music, visuals) (Kress,
2000) enhances literacy development. The findings were grounded in tihesestical
perspectives, which established the confines of this study.

Through the incorporation of visual representations, self-createdindyss and other
artistic creations as agents to writing, | provided my ELLthva safe socio-cultural context
where revealing cultural referents and meaning making in visgalsrred. In the absence of
verbal communication in English, use of visuals and self-created iplctiapictions offered
these learners an alternative avenue to reveal their cullerdlty in visuals and writing. These
learners felt empowered when their unique personal and cults@ivors were heard and
accepted in their writing. They constructed their own meaning, gtedeideas, and produced

cultural connections. The use of some of Visual Discovery Strateigyyboard, Short Story
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Flow Chart, and the creation of collages encouraged ELLsdone risk-takers in opening up
while expressing on their own cultural traditions relating toelfielabout women subordination
and religious beliefs as part of their cultural identity.

The results of the study generated three implications. The dirst pertains to the
responsibility of teachers who work with ELLs and this is introducethe sectionTeachers
Embracing Multimodality. In this section, the emphasis is on the role of teachers as\affec
educators in integrating visuals and drawing into writing. The seicoplitation presented in
the sectionQffering Professional Developments for Administrators, Teachrs, and Parents,
argues for the importance of providing a support structure thaemalble schools to meet the
various social, emotional, and academic needs of their ELLs. Tdtiersalso calls for creating
a triad where an intricate relationship among students, teaemerparents create open spaces
of communication. The third implicatioifeacher Educators: Becoming Qualified in Meeting
ELLs’ Needs, is a claim for involving student teachers in internships, in in-sewianodeling
effective strategies, in coursework with theoretical and pedatixpectations in multimodality,
and in conducting teacher-research studies. Student teachersoneedptovided with the
opportunities that will enable them to become qualified in teachingsEL The overall
implications emphasize literacy development when working with ELL learners

Teachers Embracing Multimodality

Implication# 1. ELLS’ teachers need to embrace multimodal approach (Kess, 2000)
where infusion of visuals and drawings into writing curriculum takesplace

As discussed in Chapter 2, multimodality involves use of various modegrosystems
(music, art, drama, language, technology, and media) as tools ofurocation, depictions, and

interpretations. Visuals have the possibility to enhance ELLS’ patantiearning how to take
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risks in disclosing their unique cultural identity in writing. Thrbuthe infusion of visual
representations and drawings, ELLS’ learning will be optimized evhggnerating ideas,
constructing meaning, and making cultural connections will resuftersonalizing writing.
Teachers need to encourage their ELLs to take initiativasing visuals to reflect on who they
are and generate ideas where they can find their own voices|agitheir thoughts, and reflect
on their own cultural identity. Providing ELLs with ample opportunibésising visuals and
drawings helps them in building on their own understanding, constructiagimge and coming
up with individual interpretations of texts prior to producing ideas for theimgriti

ELLs often feel hesitant in expressing their ideas becausienf limited English
proficiency in speaking, reading, writing, and listening. Theged®ing reluctant writers once
their teachers acknowledge their cultural heritage as a soeptary reservoir in producing
ideas via the integration of visuals and drawings. Visual imagksg@wings need to be used in
helping ELLs overcome the encounter of voicing their ideas orally aedtecrsymbolic
representations, which reflect on their distinguished personal andratulbackground
experiences. Infusion of visuals and drawings as catalystsitiogunelps ELLs to generate
ideas based on cultural beliefs, values, and traditions and this encotiiagein developing
ideas to launch into writing.

ELLs teachers also need to commit the time in designing megfah learning
experiences, which consider the infusion of visual representations,l&oeated drawings into
writing. These teachers need to adopt multimodal teaching psattiarake the integration of
visuals and writing an indispensable part of their writingrucdion. Offering modeling,
scaffolding, and acknowledging ELLs’ funds of knowledge will encouragentto sense who

they are through the creations of their own symbolic depictionsadedrisks in communicating
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their ideas. ELLs feel motivated to learn, write, and expiess suppressed voices when the use
of visuals and drawings allows in reflecting on cultural beligfsditions, and social norms.
Incorporating multimodality through visual instruction will enable Elteachers to meet their
students’ various cultural and language needs and provide social andnainstipport needed
to perform proficiency in acquiring literacy skills in EnglisNWisual methodology will allow
ELLs the opportunity to experience authenticity in employing mgitas a means of expressing
self and voicing out ideas where language frustration in using only Engisbsc® exist.

As discussed in the literature review, planning for literacytesjras that engage Arabic
high school ELLs in expressing themselves through extended use aff i@presentations and
prolonged discussions shows the potential for opening up avenues of comrartizatiallow
for active construction of meaning. Building upon Arabic high schoolsEptior knowledge,
experiences, and cultural referents may support them and thdieteas they bring modes of
multi-layered interpretations into the classroom. ELLS’ teeclaéso need to provide learning
opportunities that make use of visual representations followed by siiseago motivate their
Arabic high school students experience the possibility of making coans. Thus, designing
learning experiences that promote multiple opportunities of meanaking should become the
norm of a student-centered classroom practice (Whitin, 2005).

Offering Professional Developments for Administrators, Teachers, anddfents

Implication #2: School districts need to offer a support structure by
offering professional developments to school administrators, teaels, and parents’
workshops. This will help everyone keep current with reearch on ELLS’ learning to align

research-based practices on visual literacy with the writing currialum.
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Providing funding and support to offer district professional developmamtsecent
effective pedagogies of instructing ELLs should become quite indiaplens’he widespread of
multimodality in texts requires integrating visuals into ELLS’ curriculamainly in writing area.

Offering Professional Developments for Administrators and CurriculUspecialists

School administrators, including principals, assistant principals, andicidum
coordinators need to be offered workshops on the integration of visuals amdgdirsto ELLS’
writing curriculum. Those individuals are the decision makers in myathange happen within
the learning environment. Administrators supporting the infusion of vistexhdy should
encourage teachers to embrace multimodal teaching practicea® witegration of visual
representations and drawings occur. When integration of visuasergations and drawing
becomes a district wide initiative, consistency and uniformigpproaching writing instruction
prevails. Teaching with visual methodology should become intexdelaith the instructional
practices offered and modeled during professional developments. Schouolisadhors’,
including principals’, assistant principals’, and curriculum coordinaogl should be creating
professional opportunities that explore possible ways of helping their ELLvachiecess.

Professional Development for Teachers

School administrators should provide their teachers with professionggeawents that
address the integration of visual depictions and drawings intongvrcurriculum. These
professional developments should be offered to all teacherslatedi: elementary, middle, and
high school. Visual strategies for teachers should become part stictdiprofessional
developments. These strategies may include Picture Sortingdytrat- Square Personalized
Word (Vogt, Echevarria, & Short, 2010), Visual Discovery Stratiegyn Teacher’s Curriculum

Institute (n.d.), Storyboard (Essley, Rief, & Rocci, 2008), and Short &towy Chart (Vogt &
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Echevarria, 2008). Teachers need to become advocates of learrmgjestrantegrating visuals
and pictorial representations in their teaching practices. Theydshoake use of technology
available in their classrooms and use it as a tool to model and stigoorfusion of visuals and
drawings into their students’ writing experiences.

Offering Parent Workshops

School administrators need to support parent workshops designed to devaiepeasa
in regards to integrating visual literacy into ELLS’ writingurriculum. Displayed
demonstrations of ELLS' writings along with visual representatmaisdrawings will give their
parents insights about the valuable experience of incorporating Viteuacy. Sharing with
parents the effectiveness of integrating visuals and drawingswnting experiences will
motivate them to encourage their children to view the use of vissi@<atalyst of empowering
their unique voices. Infusing visuals and drawings into writing all&k&s’ parents to
recognize how their children are able to reflect on their uniqrsopal and cultural background
experiences. ELLS’ parents need to feel their children aredadwvith the opportunity to
convey their ideas and express their voices through the use of vamgarss of symbolic
representations regardless of the English language barrier. Bhen cultural referents are
acknowledged, cultural discontinuity between home and school commutlityease to exist.
This will help in establishing a supportive structure of a tridekne an intricate relationship
among students, teachers, and parents create open spaces of communication.

Teacher Educators: Becoming Qualified in Meeting ELLS’ Needs

Implication #3: Educational programs should be offered to involvestudent-teachers
in internships, in in-service of modeling effective stratgies, in coursework with theoretical

and practical expectations in multimodality, and in conducting ¢acher-research studies.
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Reforming the educational programs of teacher educators willeetiee prospective and novice
teachers to become qualified in meeting their various ELLis1eRroviding ongoing support
to student teachers’ educational programs makes it possible mngdleir ELLs and helping
them achieve proficiency in acquiring literacy skills in English.

Internships

General education prospective and novice secondary teachers neeprévitéed with
internships in an ELL population classroom. This will offer them dbportunity to gain
insights into effective teaching practices for ELLs from ithede lens of a classroom teacher.
Internships give a whole picture of how authentic learning expesetaike place. When these
teacher educators visit ELLS’ classrooms, they can relatiadlogies advocating teaching ELLs
to practical classroom implications. Examining ELLS’ behavitthiw the actual social setting,
the classroom, mirrors what usually occurs during the implementafi@ifective teaching
practices designed to help ELLs achieve. These prospectiveetaestticators need to consider
adopting current multimodal approaches into teaching their ELLS’ population.

Strategies

Student-teachers need to be offered in-service in modeling strategi@stégrate visuals
and drawings into writing instruction. Professional in-service oppares should require
student teachers’ commitment in adopting and implementing effestnategies. Student
teachers need to get engaged in designing authentic writing exqeeriacross the curriculum.
Effective teaching pedagogies, which consider the infusion of viamasirawings into writing
instruction, help ELLs express themselves and convey ideas regadildisnited language

proficiency and cultural barriers. The same visual techniqgueseasioned above should be
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offered for pre-service teachers because it may help studmsitets to be cognizant of the
potency of these strategies in helping ELLs embark upon writing.

Coursework with Theoretical and Practical Expectations in Multimodality

Universities and colleges need to offer courses that consider mddiity, mainly
integration of visuals as a sign system in helping ELLs emptvearvoices. Providing student
teachers with courses in language arts and other subjecshmedd transcend the mere teaching
of the fundamentals of writing process to adopt strategies athdtess infusion of visual
representations and drawings. Visuals and drawings need to be viewatdlgsts to help ELLs
make meaning, reflect on cultural background experiences, and spriigb@ademic writing.
This is one way to make certain prospective teachers presentkdeffective writing
instructional practices designed to meet various needs of ELLs.

Teacher-research

Educational programs need to prepare student teachers in condudtingvieeacher
research. The integration of visual representations and drawitogELLS’ writing instruction
requires expanding on current research aligning to visual integratto writing. ELLS’
teachers need to infuse visuals and drawings into their writingiati®n on consistent basis.
This will help in gaining insights into teacher's visions of eféec pedagogical practices.
Cochran —Smith and Lytle (1990) believe teachers’ contributions torcbsea teaching should
be acknowledged in the educational field. Conducting a teacharcbhsenhances examining
the experience of using visual representations and drawingsthemside lens of the teacher
that an outsider (administrator, policy maker, curriculum designes) matehave. Teachers need
to commit time and exert effort in conducting research based berdiat learning experiences.

They need to carry out research established on the socialjracaded emotional needs of their
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ELLs and look into gaps in research studies disregarding ELLs’ papulateachers’ research
findings founded on classroom instruction, observations, students’ recordsrtdadts, and
teachers’ reflective journals will validate the instructiopedctices used to meet ELLS’ various
needs in the classroom.
Limitations

One factor that may have impacted the findings of the study is the limited dlmserva
period and this created time constraint in conducting the study. | carried owidyevghin a
limited period of six successive weeks where observations took place for only 16zhours (
consecutive hours per session) in the spring of the school year (Tooley, 2009). Condecting t
study for a longer period of time would have enabled me to examine males’amewomen
subordination in their writing. As mentioned earlier in the chapter, it would have been quite
interesting to know whether Hadi and Sael would have shared their culturally roleésl be
pertaining to a female’s subservience if | had given them the opportunityptoakaon them in
writing. However, the pressed time in following the pacing schedule of conglticgé study
restricted the opportunity of discovering whether Hadi and Sael would have takesktin
disclosing their culturally embedded beliefs in regards to women’s subserviehee inriting.

Another limitation consisted of the sampling. | purposively selected sixiparits only
from one particular population of students, being Arabic high school ELLs. The stusyedcl
only one site, being the Phoenician High School, where majority of student bodyroame
Arabic ethnic background. This limited the possibility of generalizing thenfysdof the
research to ELLS’ population.

One last limitation to the study was the six students’ self-evaluation ontégeation of

visuals into writing. The participants assessed themselves on their use Isf thisuzgh the
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post-questionnaire. Subijectivity in their responses created a flaw in the Bhadigy( 2009).
Designing and applying objective kinds of measurements to evaluate patstaititudes
towards use of visuals would have provided more accurate picture about the effestdbfenes
visual representations.
Recommendations for Future Research
Collaboration in Teacher Research

This study made a claim for preparing student teachers to cotiakictown teacher
research in their future profession. | recommended that stucdafiets devote time and seek
perseverance in carrying out research based on authentic leaxpegerces to support the
learning of their ELLs. This study revealed how | conductecbwy qualitative research based
on rigorous procedures, using multiple sources of data collectionfuture research, more
collaboration from teacher researchers is needed to oatraction research studies to offer
insights on the potency of integrating visual representations andndsawmto ELLS’ writing
instruction. When teachers conduct their own research, they providdedietaid thick
descriptions of what they observed, recorded, implemented, andeéftatt Offering adequate
anecdotal descriptions of data collected and providing thorough anafy$isdings allows in
replicating these studies conducted by a group of teacher researchers.

Assessing Professional Developments within School Districts

| argued that school districts need to adopt a support structure toe emisgoing
communication among school administrators, teachers, and parents ingkeepient with
research on ELLS’ learning. Providing professional developnardsparent workshops were
the suggestions offered. Further research is recommended widneology will be

incorporated to assess effectiveness of professional developr@amducting online surveys in
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forms of questionnaires to reflect on administrators’, teacherd’parents’ input in the efficacy
of professional developments is important. Surveys provide the opportuiaitigather and
analyze data collected from the respondents and use it as teslsniine various perspectives’
towards implementing visual teaching pedagogies. Designing anorparating online
assessments will offer more educational support into incorporating visualshota earricula.
Reforming Educational Programs for Student Teachers

Reforming educational programs for student teachers was one ampiieations
generated in the study. | called for engaging student tesadimerauthentic coursework
experiences where theoretical foundations align with pracimcplications examined during
internships. Future research is recommended to conduct studies toexiaenpossible potent
magnitude integrating visual literacy can have on improvingakiteskills for ELLs across the
curriculum.
CONCLUSION

| conducted this study to investigate how Arabic high school ELL® \&ble to reveal
their cultural identity and construct meaning from visual repridions, self-created drawings,
and other artistic creations and employ them in disclosing ¢héural identity to spring board
into writing. | discussed the impact of visual representatiofiscreated drawings, and other
artistic creations as catalysts in reflecting on cultudantity to launch into writing by
highlighting on the alignment between the research findings anddbmirection to literature
review.

Although writing provides an avenue of communication within the sadior@al context
individuals are interacting in, it is still considered a compatning process for Arabic high

school ELLs. These ELLs face the challenge of expressingstiiees in words. Policy makers,
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universities, colleges, school administrators, teachers, and pasehtfias a role in meeting the
diverse needs of ELLs and helping them achieve proficiency inlitegacy skills. The above
stated three implications revealed the significance of iniegravisual representations, self-
created drawings, and other artistic creations into ELLsfiamdum. ELLs can reveal their
cultural identity when they build on their own prior knowledge and ailltblackground
experiences when visual representations and drawings are integsaitedispensable means of
communication. ELLS’ teachers need to frame instruction withimtbhkimodal pedagogical
context and provide authentic learning experiences where visuals decoeans of
communicating ideas. This case study affirmed how the of vispaésentations, self-created
drawings, and artistic artifacts can help Arabic high schoolsElake initiatives in revealing
their cultural identity to embark upon writing. The use of visegresentations, self-created
drawings, and other artistic creations helps ELLs develop therady skills, become
empowered in expressing who they are, and accomplish susdessoiming socially recognized

in the new American culture.
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APPENDIX A
Consent Letter
[School] Parental Permission/Research Informed Consent

Title of Study: Use of Visual Images and Drawing in Acadewitting for Arabic High
School English Language Learners

Purpose:

You are being asked to allow your child to be in a reseaudy st their school that is
being conducted by Iman Ismail in the Department of Readingguzaaye, and Literature in
School of Education at Wayne State Universityldok at how Arabic high school English
Language Learners (ELLs) mage pictures and drawing to develop their English writing skills
The study also shows the ways pictures and drawing may helpcAnaih schoolEnglish
Language Learner&(LLS) relate to their culture in their writing and get intéedsto write. Your
child has been chosen because he/she meets the selectionwhtehiare the following: being
a student in English as a Second Language class (ESLEjcViteevel in the native language,
and being immigrant to the United States for less than two pedose the time of conducting
the study.

Study Procedures
If you decide to allow your child to take part in the study, your childbe asked todo
the following tasks during the six week period of conducting the study:

Fill out a pre-questionnaire translated into Arabic in the principakstigator’s
classroom after dismissal time on the second day of thewesk of the study. The pre-
guestionnaire consists of six multiple choice questions. It viké teour child 15-20 minutes to
answer the questions. Your child will have the option of not answering sbrthe questions.
Question topics include: participant's age, gender, grade levels wéthemselves as visual
learners and artists, frequency of their use of pictures and rdyawnd different kinds of
pictures used in their content area classrooms.

Be observed through field notes and audiotapes during his/her interagtibngading
texts and the activities during writing time for 16 hours (2 hperseach session of observation)
after dismissal time in the principal investigator’s class.

Be asked to use and draw pictures and make posters during wnteggwhile he/she is
being observed/audio-taped.

Fill out a post-questionnaire translated into Arabic too in the prihamastigator’s
classroom after dismissal time on the third day of the fiftekvef the study. There are four
statements in the questionnaire. Your child must show how his/her opiaitwhes a statement
on a rating scale by filling in the number that shows how he/stls Bbout each of the
statements given. It will take your child 15-20 minutes to ansergtiestions. Your child will
have the option of not answering some of the questions.

www.manaraa.com



198

Orally answer questions about his/her experiences and feebogs ariting during two
interviews. Interviews will be conducted in Arabic, audio-taped, aadstribed. The first
interview will be conducted in the principal’s investigator’s slafier dismissal time on the last
three school days of the fifth week of the study. The secondimtewill be conducted in the
same place after dismissal time once again for your child irsitheveek of the study. The
principal investigator will conduct each interview individually with your chdd30-45 minutes.
There will be the same eleven questions in each of the intexviéaur child will be also
informed that it is fine if he/she wants to give more detailsaswers and it will be quite
important that he/she asks questions and asks for explanations tfodsear questions are
unclear. Your child will have the option of not being interviewed if le/does not feel
comfortable during the interview and remains in the study.

Copies of the materials (pre-questionnaires, post-questionnaire, amnvieintguestions)
will be in the counseling office with the bilingual counselor for you to review.

Benefits:

The possible benefits to your child for taking part in this stuéypaogress in writing
skills and having more interest in writing when using pictures aasvidg during writing.
Additionally, information from this study may benefit other people now or in the future.

Benefits for the teacher include:
* develop knowledge of how Arabic high school English Language Lesause
pictures and drawing as ways to improve writing.
* increase knowledge of useful ways to build up writing with thistigaar
student population

Benefits to educators in the teaching profession:
*increase understanding of how pictures and drawing can be used torhbip A
high school English Language Learners develop their English widgmilgies,
relate to their culture , and become interested while writimdy @sing pictures
even if they are beginner writers.

Risks:

There are no known risks at this time to your child for pgaiton in this study.
However, possible psychological risk can occur based on conductingemte and asking your
child to produce artifact collections. Your child will not take partthe interviews if he/she
appears to be at risk during the interview.

Costs
There are no costs to you or your child to participate in this study.

Compensation:

Compensation in form of gift card payments will be given to yourdchil intervals
throughout the study. Compensation will not be based on your child’s coonptgtihe study.
Your child will be given a gift card payment of $ 20/ week foefweeks and $ 15 in the last
week of the study. See attached compensation schedule and the pacing of payment.
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Confidentiality:

All information collected about your child during the course of gtigly will be kept
confidential to the extent permitted by law.
Your child will be identified in the research records by a codeenar number. Information that
identifies your child personally will not be released without youtter permission. However,
the study sponsor (if applicable), the Human Investigation Coeen({tlIC) at Wayne State
University or federal agencies with appropriate regulatory ayréOffice for Human Research
Protections [OHRP], Office of Civil Rights [OCR], etc.), may reviewrychild's records.

Voluntary Participation /Withdrawal :

Your child’s participation in this study is voluntary. You are fi@evithdraw your child
at any time. Your decision about enrolling your child in the studlynat change any present or
future relationships with Wayne State University or its aftids, your child’s school, your
child’s teacher, your child’s grades or other services you or your chilchtitleckto receive.

Questions:

If you have any questions about this study now or in the future, youcordgct Iman
Ismail at the following phone number (313)300-1737. If you have questiotenoerns about
your rights as a research participant, the Chair of the Humastigation Committee can be
contacted at (313) 577-1628. If you are unable to contact the resedfchrsf you want to talk
to someone other than the research staff, you may also ca)l§313.628 to ask questions or
voice concerns or complaints.

Consent to Participate in a Research Study:

To voluntarily agree to have your child take part in this study, yost sign on the line
below. If you choose to have your child take part in this study, youwrthgraw them at any
time. You are not giving up any of your or your child’s legal sgby signing this form. Your
signature below indicates that you have read, or had read to yountines @nsent form,
including the risks and benefits, and have had all of your questiongr@as You will be given
a copy of this consent form.

Name of Participant Date of Birth
Signature of Parent/ Legally Authorized Guardian Date

Printed Name of Parent Authorized Guardian Time

** Signature of Witness (When applicable) Date
Printed Name of Witness Time
Signature of Person Obtaining Consent Date
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Printed Name of Person Obtaining Consent Time

** Use when parent/guardian has had consent formtoead
them (i.e., illiterate, legally blind, translateto foreign language),

www.manharaa.com




201

APPENDIX B

Assent Letter

[Behavioral|[Documentation of Adolescent Assent Form
(ages 13-17)

Title: Use of Visual Images and Drawing in Academic Writfog Arabic High School
English Language Learners

Study Investigator: Iman Ismail

Why am | here?

This is a research study. Only people who choose to take paricirded in research
studies. You are being asked to take part in this study becausa&re an Arabic high school
English Language Learner who meets the following critdy@ang a student in English as a
Second Language class (ESL2), your level in Arabic language, arglibéhe United States for
less than two years.

Please take time to make your decision. Talk to your faatibut it and be sure to ask
guestions about anything you don’t understand.

Why are they doing this study?
This study is being done to find out whether use of pictures amdndyanay help you
develop your English writing abilities, reflect on your culture, and motivateo/auite.

What will happen to me?

You will participate in an after school program which may help you developBrglish
writing abilities for a total of 18 ¥2 hours over a period of sixkgedhe program will take place
in Mrs. Ismail’s classroom Room # A202.

In the first week of the program, you will answer six questiongillttake about 15-20
minutes. You will have the option of not answering some of the questions.

You will be asked to read texts, use pictures, make posters, angidtares as ways to
help you develop your English writing abilities for eight sessi@ash session will last for two
hours. You will be audio-taped during that time.

At the end of the program, you will answer 4 questions in thé sueek. It will take
about 15-20 minutes. You will have the option of not answering some of the questions.

You will be interviewed twice. The first interview will takeagk in the principal’s

investigator’s class in the fifth week of the study. The secotetview will take place in the
same place and in the sixth week. The interview will lasBB®#A5 minutes and you will be
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audio-taped. You will also have the option of not being interviewed if yownatofeel
comfortable being interviewed and remain in the study.

How long will | be in the study?
You will be in the study for six consecutive weeks.

Will the study help me?

“You may benefit from being in this study by experiencing possgiobgress in writing
skills and more interest to write when using pictures and drawWimfgrmation gained from this
study may help other people in the future use pictures and drasvingys to help them develop
writing.

Will anything bad happen to me?
There are no risks to your participation in this study.

Will | get paid to be in the study?

For taking part in this research study, you will receivé gdrd payments given at
intervals throughout the study. You will be given a gift card payroés 20/ week for five
weeks and $ 15 in the last week after all study activities are compstedhe attached schedule
of compensation.

Do my parents or guardians know about this?
This study information has been given to your parents/guardian. Yotak&athis over
with them before you decide.

What about confidentiality?

Every reasonable effort will be made to keep your medical decmr your information
confidential. But we do have to let some people look at your studydsea@and maybe your
hospital records.

We will keep your records private unless we are required by t@avshare any
information. The law says we have to tell someone if you might hurt yourself coserakse.

What if | have any questions?

For questions about the study please call Iman Ismail at (313)300-1736u have
guestions or concerns about your rights as a research partidipanChair of the Human
Investigation Committee can be contacted at (313) 577-1628.

Do | have to be in the study?

You don’t have to be in this study if you don’t want to or you can stapgbeithe study
at any time. Please discuss your decision with your parenteseadrcher. No one will be angry
if you decide to stop being in the study.

AGREEMENT TO BE IN THE STUDY
Your signature below means that you have read the above informaban the study
and have had a chance to ask questions to help you understand what ytmuimvithis study.
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Your signature also means that you have been told that you carechamgmind later and
withdraw if you want to. By signing this assent form yourasegiving up any of your legal
rights. You will be given a copy of this form.

Signature of Participant (13 yrs & older) t®a

Printed name of Participant (13 yrs & older)

** Signature of Witness (When applicable) Date

Printed Name of Witness

Signature of Person who explained this form ateD

Printed Name of Person who explained form

** Use when participant has had consent form read to them (i.e., illiteratey ldial|
translated into foreign language).

www.manharaa.com




204

APPENDIX C
Pre- Questionnaire on Use of Visual Images and Writing for Arabic High School
English Language Learners

1. What grade are you in? (Circle one)

9th grade 10th grade 11th grade 12th grade
2. What is your gender? (Circle one)

Male Female
3. Visual learners like seeing and using visual images (charts, diagraptss,ggraphic
organizers, and drawing) to brainstorm and organize ideas in writing.
Do you see yourself a visual learner? (Choose one)

o 1 am always a visual learner

~Somewhat a visual learner

-1 am not at all a visual learner
4. Artists are those who make artistic work (pictures-drawing). Do yoyaseself as an
artist? (Choose one)

ol am always an artist

nSomewhat an artist

~1'am not at all an artist
5. Have you seen use of visual images (such as charts, graphs, posters, drawings,
diagrams, pictures, or graphic organizers) in your lessons (any subjedkamaath, science,
social studies, English)?

o'Yes

P

o'No
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a. If yes,how often did you see visual images, such as charts, graphs, posters, drawings,

diagrams, pictures, or graphic organizers, in your lessons (any subje@t(&leadse one)
~Most of the times
“Weekly
~Daily
oMultiple times per day
b. In what subject area do you see visuals the MOST? (Choose one)
~Reading
SWriting
~Math
~Science
~Social Studies

1 Other (please specify):

c. In what subject area do you see visuals the LEAST? (Choose one)
~Reading

SWriting

-Math

nScience

nSocial Studies

1 Other (please specify):

6. Have you used visual images (such as charts, graphs, posters, drawings, diagtaess,qic

graphic organizers) in your lessons (any subject area like math, scietiaéstidies, English)?
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olYes
oiNo
a. If yes how often have you used visual images, such as charts, graphs, posters,
drawings, diagrams, pictures, or graphic organizers, in your lessons (arot aukgg?
(Choose one)
“Most of the times
“Weekly
~Daily
“Multiple times per day
b. In what subject area have you used visuals the MOST? (Choose one)
~Reading
“Writing
-Math
sScience

nSocial Studies

~Other (please specify):

c. In what subject area have you used visuals the LEAST? (Choose one)
~Reading
“Writing
“Math
~Science
~Social Studies

~Other (please specify):
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d. What kinds of visual projects did you do during the school

year? (Check all that apply)

Diagrams:

Maps:

Graphs:

Tables:

Timelines:

Sketches/paintings/drawings/illustrations:

vV V VvV VvV ¥V VYV VY

Other visual products (please specify):

This questionnaire was adopted from:

Reference:

Tooley, S., H. (2009)The art in teaching writingMasters theses & specialist projects
Graduate Studies and Research,Western Kentucky University

Retrieved fromhttp://digitalcommons.wku.edu/theses/83
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APPENDIX D
Post-Questionnaire
Arabic High School English Language Learners’ Motivation and Use of Visual Image
and Drawing Questionnaire
Please fill in the number that best reflects how you feel about each oftdraestts below

1. I was engagethroughout the time when we used visual images and drawing in writing.

Strongly Agree  Agree Neutral Disagree Strongly Disagree

1) 2) 3) (4) )

2. | gave my best endeavor on writing when we used visual images and drawing.
Strongly Agree  Agree Neutral Disagree Strongly Disagree

1) 2) 3) 4) )

3. It's entertaining to use visual images and drawing in writing.

Strongly Agree  Agree Neutral Disagree Strongly Disagree

1) 2) 3) 4) )

4. It was important for me to be creative in using visual images and draWwilegwyiting.
Strongly Agree  Agree Neutral Disagree Strongly Disagree

1) 2) 3) 4) )

(Some of the questions were adopted from Sundre’s “Student Opinion scale” (1999).

Reference:

Sundre, D.L. (1999). Does examinee motivation moderate the relationship between test

www.manaraa.com



209

consequences and test performance? Paper presented at AERA annual conference.

Montreal, Canada: April.
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APPENDIX E
Interview Questions
1. Tell me what has helped you start writing this semester?
2. Describe the process you go through in responding to a writing topic, mainly gédtitegl.

3. What did you think about the experience of using graphic organizers and drawiitggPw

a. What did you like MOSTLY about it?

b. What did you like LEAST about it?
4. Tell me how have you used visual elements (drawings, images, diagranss,tichalines, etc.) in
your writing?

a. How have you used visual images in the pre-writing stage?

b. How have you used them during writing?

5. Describe your most important and/or motivating writing experiencedhisser.

a. Why was it so successful and/or motivating?
b. Compare it to your least successful and/or motivating writing exu.
C. Why was it unsuccessful or non-motivating?

6. Tell me what do you use writing for?

7. Tell me how do you see yourself as a beginner writer?

a. What are the attributes of a good writer?
C. In what ways, if any, has the process of getting started in writing etdng
you?

8. What kinds of writing (pre-writing and during) activities did you do this seriest

a. How do you feel about the pre-writing experiences and activities you have been

exposed to?
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b. How do feel about yourself as a writer?
9. How well prepared did you feel for the pre-writing activities you have &eudo do in

your class?

a. What might have worked better for you?
10. How does the use of visual representations and drawings help in reflecting oniyour ow
culture, traditions, and beliefs?

11. Is there anything else you want to talk about regarding writing?

Questions adopted from Stanford University of Writing Interview @tiens

Reference:
Stanford University of Writing Interview Questions.

Retrieved fronssw.stanford.edu/materials/SSWinterviewProtocol.pdf
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APPENDIX F

Procedure of Using Picture Sorts
Collect a set of picturesrom various sources: old books, magazines, textbook
illustrations, posters, etc. Assemble based on topics and interests, etc. Choo8e about
10 pictures per team.
Modeling: Closed Sort—Teacher models arranging pictures under 3 categories—Plants,
Animals, People, Food
. Open Sort: In teams of 4-5students look through pictures, talk, and arrange according
to characteristics, topic, content, etc. Each category must have & jecisires.
Pictures are classified into 2-3 or 4 columns. Students consent on category name.
Connect 2 Each pair of students chooses 2 pictures to relate to and writes a sentence
that starts with:

This and this go together because...

Connect again Each pair of students picks one or both of their pictures and connects it

to another team’s picture and discusses the connection. This can be recurrent.
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APPENDIX G

4-Square Word Personalized

What it is not: Picture My personal visual illustration: What it is not: Picture My personal visual
illustration:

Word: Example: Word: Example:

What it is not: Picture My personal visual illustration: What it is not: Picture My personal visual
illustration:

Reference:

Vogt, M.E., Echevarria, J., & Short, D. (2010)he SIOP model for teaching English-Language

Arts to English Learner8oston: Allyn & Bacon.
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APPENDIX H

Visual Discovery

Strategy: Visual Discovery O

Step 1:Interactive presentation set uplarge screen (optimal 8’ x 8).
Dim room so images will be clear
Step 2: Carefully choose tew (1-5 transparencies) significant memorable images to ey

lesson’s main concepts—
= clearly convey the key concepts you want to teach
= Focus on emotion, drama, or human interaction—
= have sufficient details that are related to the reading—discuss then oeddt ab
= select different images—photos, illustrations, paintings, maps, cartoons.
Step 3: Pose sequenced questions that lead to discovery.
Generate questions for each image—simple to complex
Ask “What do you see?’—have students show details. Have students siand a
image and touch dmagic paper” a detail—put a white paper 20 inches in front of
image—detail is “magically” enlarged on the paper.
o Give students the chancedscuss and examine scenésk student a question
and allow pairs of students to discuss for one minute and share out.
o Encourage students to make predictions
o . Change images every 5-7 minutes.
Step 4: Allow students to interact with images: studestlook at an image and represent
scenes. Do “talking statues”, interview characters.
Step 5: Do varied writing activities—lists, notes, letters tocharacters, questions,
reflections, T-list comparing image to written text, etc.

Adapted from Teacher’s Curriculum Institute— (n.d.). Retrieved ffribpm//www.teachtci.com
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APPENDIX |

Storyboard Template

Scens San.
D,

Titla:

Reference
Essley, R., Rief, L. & Rocci, A.L. (2008Yisual tools for differentiating reading and writing

instruction.New York: Scholastic
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APPENDIX J

Storyboard in the form of a Short Story Flow Chart

it Favarita Characiar ‘What is be o1 sha like?
Author 5 |
'] ; w
—!riliwll
End
b
‘Wit will happen nea? What was your favorte part? ‘Whal was something you learmad 7 How weall cid you like the story
Graat_ Ok Yd___ W7
= " —

FIGURE 7.8 Short Siory Flow Charr
Sowece: MaryElles Viogt

Reference

Vogt M.,E. & Echevarria, J. (2008)9 Ideas and activities for teaching English Learners with
the SIOP® modelllyn & Bacon: Pearson Education, Inc.
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ABSTRACT

USE OF VISUAL REPRESENTATIONS AND DRAWINGS IN WRITING FOR
ARABICHIGH SCHOOL ENGLISH LANGUAGE LEARNERS
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Advisor: Dr. Kathleen Crawford-McKinney
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Degree: Doctor of Education

The purpose of this study was to examine how Arabic high schoolsskrngihguage
Learners (ELLSs) reveal their cultural identity and construeammg from visual representations,
self-created drawings, and other artistic creations and entpty to spring board writing.
Written language can be viewed as the language of power witliisystem because it helps
individuals express their voices and proclaim their ideas. Howthesistruggle between social
influences and academic demands make writing for newly imtemyrArabic ELLs to the
United States an intricate task. These English Languagedrsarvho have experienced a past
filled with ravages of war, interruptions in schooling, and a move tew country face
academic and social unrest that can impact their achievement in today’'s schools

The methodology used for this research was a qualitativestadg to investigate how
Arabic high schools ELLs disclose their cultural identity and canostneaning through the use
of visual representations, self-created drawings, and othstiadieations and employ them to
launch into writing. A purposive sampling of six students was sldor conducting this study.

Through direct observations, field notes, audio-taping, reflectivengbaira pre-questionnaire,
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two semi-structured interviews, a post-questionnaire, and studeifegitartdata were examined
and analyzed and findings presented in rich and thick descriptions.

The findings from this study yielded three implications which riegethe necessity of
integrating visual representations and drawings into ELLS'inmgritearning experiences. The
following were the three implications:

Implication# 1: ELLs’ teachers need to embrace multimodal approach (Kress, 2000)
where infusion of visuals and drawings into writing curriculum takes
place.

Implication #2: School districts need to offer a support structure by offerafiggsional
developments to school administrators, teachers, and parents’ workshops.
This will help everyone keep current with research on ELLS’ learning to
align research-based practices on visual literacy with writing cusricul

Implication #3: Educational programs should be offered to involve student-teachers in
internships, in in-service of modeling effective strategies, in coursework
with theoretical and practical expectations in multimodality, and in
conducting teacher-research studies. Reforming the educational programs
of teacher educators will enable the prospective and novice teachers to

become qualified in meeting their various ELLS’ needs.
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AUTOBIOGRAPHICAL STATEMENT
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My goal is to reach my highest potential to experience sucaass help others
accomplish to their potential too. | believe education is the bigabmy life and is the key to
success for everyone. Realizing how important education is ipréparation of young people
to attain success in all endeavors set before them, | have dedicateddieféod in focusing my
studies and career pursuits on education.

As a veteran teacher, | aim to provide a challenging, sttmglaand fun learning
environment that encourages my English Language Learners (EbUsglieve in their full
potential and motivate them to discover what truly inspires theon. tRis reason, my
expectations of my students are usually high and challengingkltsemotivate my students in
developing the skills and knowledge necessary in becoming sociatigmeed members of our
community.

Through my teaching experience so far, | have developed competence in becoming:

» Self-motivated, creative, and professional with a strong passigoréviding rewarding
learning experiences for my ELLs

> Actively involved in improving educational opportunities for my ELLs, maim
curriculum development.

» Capable in building quality relationship with students and collaboratitiy all staff
members

» Skilled in developing meaningful leaning experiences that neetdiverse needs and
learning interests of ELLs

> Professionally developed in offering workshops in Sheltered Instruotiservational
Protocol (SIOP®)

| have learned that learning happens when students are given th#uoppdo become
active participants in the construction of the learning process/aed their funds of knowledge
are acknowledged. | love working with my English learners amidl continue to strive to be a
positive influence in their lives.
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