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Abstract

Recently, the concept of identity construction has been the focresedrch in the
field of composition and TESOL. Second language (L2) learners thanegotiate
their identities in their social milieus. For this purposepailinography is a valuable
task for L2 learners as it allows them to explore theitucal background and
identities. The aim of this paper is to examine how suchméegrconstruct their
identities in the academic setting of an American univer®ly examining five
written autoethnographies, the author found some interesting topics, pronoun
references, and authoritative and inner voices, which are dextus detail. Also
presented is the implementation of autoethnography in the LAhgvigtassroom and
how that might contribute to L2 writing pedagogy.

Keywords: Autoethnography, voice, social identity, post method pedagogy, World
Englishes

Introduction

Language is a set of arbitrary symbols whose meaning sscagfiee upon. Kramsch
(1998) identified that language and culture are woven together ionmgplex
relationship. The first of which is “language expresses culttgality” (p. 3),
meaning that people express their experiences, ideas, asdfdading the attitudes
and beliefs they have within them. Second, “language embodies tuodality” (p.

3), not only in the sense that people express themselves througle tbielaisguage,

but also that people in a community create experiences by langgage; for
example, by using different media, tone of voice, accente,sggsture and facial
expressions. Last of all, “language symbolizes cultural y&4dlit 3), which means
language is considered to be a sign, that is both a signifiencdbfsignified with
cultural value. This sign with the given meaning is the sgc@ihstructed meaning,
supported by Gumperz and Cook-Gumperz (1982) in that communication hak a vita
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role in “the exercise of power and control and in the production gwddection of
social identity” (p. 1).

The notion of the construction of self or “self-categormati(Stets & Burke, 2000,
p. 225) is when one tries to categorize oneself as a memlmn wicommunity. The
process of “self-categorization” can be done through both vershivaitten forms.
Bulcholtz and Hall (2004) further explain that the constructioretifes an individual
is not “driven by...pre-existing and recognizable similarity but...ageamd power”
(p. 371). The expectations of individuals of members of their comragrgad to
expected behaviors (Bailey, 2001; Bulcholtz & Hall, 2004; Harreitasl in lvanic,
1998; Moonwomon-Baird, 2000; Norton, 1997; Stets & Burke, 2000).

Social identity, according to Norton (1997), is “the relationsbgiween the
individual and the larger social world” (p. 420). In other wordentity is constructed
in situ. This idea is supported by Tajfel (as cited in McNamara, 1997hat
“individuals...allocate others (and themselves) to category mestiipe[of] in-group
and salient out-groups to this membership” (p. 562). Writing, howéeas not been
perceived as an act of socially constructed identity urdémly (Canagarajah, 2004;
Ivanic, 1994, 1998; Ivanic & Camps, 2001; Kumaravadivelu, 2003; Prior, 2@0ity T
& John, 1999).

Textbooks and writing guides on the market suggest that wrihmapuld be
impersonal and discourage students from developing their voices imgwriti
(Ramanathan & Atkinson as cited in Zamel, 1997), yet othrgngeahat all writing,
including academic writing, is an act of identity represoiaHyland, 2002; Ivanic
& Camps, 2001; Kramsch, 1998; Zamel, 1997). However, Williams (2086)sses
that identity in written discourse can be found both in personal amtademic
writing. | agree with Williams, that all writing is indative of constructing identity.
Eckert and McConnell-Ginet (1995) state that the style of langtegeeople use —
grammar, word choice, rhetoric — “is a very important component etff -s
constitution” (p. 470).

First-year students entering into college struggle to find tven voice and are
required to enroll in different classes, including college agitourses, in which they
have to write their assignments and journals according to coerggrements.
Students, both L1 and L2 speakers of English, need to negotiateatfa@emic
identities and their literacies in order to fit into the uniwgreontext. They also have

to adapt themselves in many ways, including the way of writisgasents to meet
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the needs of the courses. Students have to renegotiatehtteriaal discourse to fit
into the institutions where they belong.

Furthermore, first-year students have to position thenséaiva new setting, which
leads them to a reconstruction of their identities (Hyland, 200&higj 1989).
Different assignments draw out the multiple identities of stteddepending on their
interests and their rhetorical organization of the assignments

Academic writing requires students to negotiate theintities to fit into the
academic discourse. Elbow (1991) succinctly defines acadestoulse as “[the]
academic language that reflects sound understanding of what réhesfudying in
disciplinary courses” (p. 137). Swales used the word “sociorbatatiscourse” (as
cited in Hinkel, 1999, p. 91), which is defined as being “acceipt@dcommunity of
writers and readers who function within a framework of communigagoals,
conventions, socialization processes, and solidarity moves” ¢éSwas cited in
Hinkel, 1999, p. 91). However, some writing assignments or prompts a
decontextualized and distanced from students’ experiences and backgrohiuths
creates impersonal writing in which students’ voices are hauader

As for second language (L2) learners, they have the additddfiallty in that they
need to negotiate their resources between their nativedgeg(L1) and English in
terms of rhetorical features. Moreover, they also have ite #reir assignments to fit
into an academic discourse that they may not be familiaravithey may not have
practice in. It is then necessary for them to put therasetvthe learning process of a
new academic discourse. When working on English writing assignniéntsarners
not only struggle with the language barrier, but also with the clkmd rhetorical
differences between languages.

Ivanic (1998) identifies four aspects of writer identity las: t‘Autobiographical
self, discourse self, self as author and possibilities forheeld” (p. 23). In this
article, | will focus on the “autobiographical self” (p. 23), whits a process of
identity construction from a social context that shapes the wajersts position
themselves in academic writing and “their way of represeritiege experiences to
themselves which constitutes their current way of being24p.

Autoethnography allows L2 learners to enter different acadeimamurse from
their own cultural background, a process which can be referred he asrstruction
of self in academic writing. Russell (1999) further elaborateshis by stating that

“autoethnography is a vehicle and a strategy for challengimgpsed forms of
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identity and exploring the discursive possibilities of inauthentigestivities.” In this
article, | analyze five L2 autoethnographies and how the pEatits construct their
identities in their writing. The implementation of autoethnographyL2 writing

courses is discussed as well as how this study contributes teeltheff L2 writing

pedagogy.

Methodology

Data were collected from first-year international undetgate students who took
College Writing at an American university in the Unitedt8¢ for a semester. There
were two major writing tasks for students to fulfill in thizucse: Poetry Book and an
Autoethnography paper. The Poetry Book assignment asks students tdhedrite
poems on students’ personal experiences, while autoethnography dsksueaat to
pose a question relating to his/her experience. In each assigrshetents were
allowed to choose their own topic of interest reflecting tbein experiences for both
assignments. Prior to writing their autoethnography, students vei&exl do read
Duncan’s (2004)Autoethnography: Critical appreciation of an emerging ard
Muncey'’s (2005Doing autoethnographys written samples.

Apart from the professor, five graduate student tutors ks in class to help
students with their writing process. One tutor would work with lzendesponsible for
four to five students who he/she worked with. Students could conshlthettutors
and the professor regarding any problem concerning the class ahasgs. | was
a volunteer tutor in this course, which allowed me to be a fEtitobserver. Apart
from having access to their papers, | also interviewed paxtitipant regarding their

writing process and opinions on the course and the assignments.

Participants

The participants in this study were five first-year undergreedstudents who were
enrolled in College Writing. Table 1 below shows the participabéskground
information. They had not had any learning experiences abroad outsde th
respective countries at the time this study was conductédai@se students were in

the one-year exchange program.
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Name School Year Major Nationality Study Abroad
(pseudonyms) Experience
Claire 3rd Year English Taiwanese 1st time
Juby 3rd Year English Taiwanese 1st time
Rita 3rd Year English Taiwanese 1st time
Kenny 3rd Year English Taiwanese 1st time
Hiro 1st Year Anthropology | Japanese 1st time

Table 1: Overview of participant backgrounds

Participants’ Autoethnographies
In this section, | will introduce the five participants’ autoegraphies and discuss

how each participant represents him/herself in their ngiti

Claire

It is so amazing to get along with people and know different culturfesisL
full of adventures, novelties, and warmness. | like the wtrkdpeople, and
the life, and myse(briginal quote).

Claire told the story of how English changed her life startihgiwshe was in fourth
grade, although she thought that her mother was the one who wanted |bamt
English. In her interview with her mother, her mother satdyas not my decision to
force you and your brother to learn English, it was you telling meybatwanted to
study English.”.(original quote).

While working on this assignment, Claire found she had sonsamse to the
English language and began missing classes, which contradictpdidreeagerness

to learn.

| was the youngest student in my English class, and | was soafeastr
Being inconfident and stressed, | refused to go to the class artddsto
dislike English at that momef(udriginal quote).

Later both her mother and her teacher encouraged her to rejclaghence again,
which was a critical incident and a turning point for Claire in Beglish learning

experience.

| was glad | did so, because after a few weeks, | had developedeaddens
achievement in English. ...English turned out to be my best companion, which
really took a vital part in my lif¢original quote).
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Other evidence that she cites in her autoethnography is retatadguage use and

how she uses language successfully it in different contexts.

Languages are a very important skill when studying abroad, by which the gap
between people from different countries can be briqgedinal quote).

Juby

In my family, it would be weird to say “I love you,” butdudd feel
my parents; love through their movements and éyeéginal quote).

Juby reflects upon her acting experience in Taiwan and how that experi
contributed to her life, including her second language learning exjperi Reading
Juby’s autoethnography; ‘How did the experience of acting in the Kilay Lear
contribute to my life?’ resembles reading a play itself. Alatityy this paper is a DVD
of her performance. While reading, she also includes some éostatiat readers can
play those scenes and read along with the paper.

| do not want to make you feel boring or sleepy throughout this paper, so do
watch the following section in the DVD when you almost pass owuocan
take it as a great start of this pap@riginal quote).

This excerpt shows that Juby writes in a witty way. In fegwer, she discusses the

importance of her family, of teamwork, and how it feeladbin a second language.

Rita

We lie down in the middle of this world
We feel dark at night, in our room
Countless wide gaps between everyone
I've opened my eyes, | see nothing
Others crying,

| got up and found a mountain

I’'m a lark released from its cage

Wind, speak to me, so | can sign again
| see the light in a distant place

I know | will catch it (original quote).

In Rita’s autoethnography, ‘How did dormitory life in TW [TaiWarontribute to my
ability to contend with dormitory life at [this university]?’hes discusses her

experiences living in dorms and boarding school since she was 12ojetarsd how
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this experience has formed her personality and her sessdf tdday.

| always take this experience for a very important part ofifay.| feel most
part of my personality got built in this dorms. ...I have had 8 years of
dormitory experience before | have come to Amegacainal quote).

Interestingly, she develops an argument that she is emoyiandépendent of her

parents by contrasting her own experiences with others.

Since | have lived in the dorm, | had more freedom; ittiange to others,
because for them, they think they have few freedoms if theyirithe dorms,

but not me (original quote).

Although she formulates the argument that she is emotionally indept Rita needs
someone to look up to as a mentor as well as a friend to shagedweand bad times
with. In her paper, she always consults with her floor @s#isvhenever she has

problems.

When | knew she [a floor manager] is two years older than me, likelshe
is my older sister, and then we became best friend evenfoatijnal quote).

Kenny

You may delay, but time will n@riginal quote).

In his autoethnography Kenny discusses time management in his papled enti
‘What's the importance of time management of being a colEgdent?’ Kenny
discussed his transition from being a high school student tolegeattudent, his

aspirations, and the ‘price’ he has to pay for the freedohabeained.

Since | entered college, | had more freedom of my time and my parent
push me anymore as they did during senior high school. It was a good thing
but, on the other hand, it would be a deadly thing of mydifiginal quote).

| loved to be a college student is because | knew | would have raed®in
than | was(original quote).

Even though he knows what he has to do to achieve better grades, dtidraannot
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force himself to do so.

| always started to do my homework right before the due, since | thdweght t
papers would be too hard so that | could finish all of them in a short tirhe. ...
was always dying because of 8 pages paper plus a bunch of r€adugigal
quote).

Interesting enough, academic work is the last on the lishefactivities he ranks

when he enters college.

Since | entered college, because of clubs, extracurricular ae8viéind
academic work, | was used to stay up l@teginal quote).

At the beginning of his college career, he seemed unprepabedaaollege student,
but later he appears to have matured in that he is aware ofheh#as to do after

learning the hard way for not managing his time well.

| paid a heavy price for it, my future, health and mofaeiginal quote).

Hiro
Please don't call it okonomiyaki. | prefer eating a piece of paperating it

(original quote).

‘How can | take having American foods without complaint!?’ is thle of Hiro’s
autoethnography. In his paper, he juxtaposes himself to his intevalatiiends, who
always complain about food in the dining hall. Unlike his friends, jeys eating

American college food.

| don't get stressed with having American foods because | don't have
particular personal feelings toward American foqdsiginal quote).

Although Hiro shows that he is able to become accustomed to Amddod, he still

has some resistance towards it.

As | can avoid eating stereotyping American foods, such as hot dogs and
hamburgers, whenever | want, | do not feel stress about eating themcho m
(original quote).
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Throughout his autoethnography, he mainly focused on Japanese food and how his
experiences with a variety of regional foods contributed to his p@soeabout food
at this point.

Discussion

As stated earlier, writing is socially constructed and lehathown this concept
through my participants’ autoethnographies. In analyzing these landogaphies, |
cannot discuss the social context without addressing the pronoun refensedeis

their papers, which are elaborated upon in the next section. Apartthe social

construction of their identities, voice — authoritative voice -the participants’

writing is also individually discussed.

Pronoun Reference

The pronoun references used in these autoethnographies are ‘I' and wyjoch
include impersonal ‘you’ and ‘we’. The pronoun ‘I' is used when theigpants
address themselves situated in different contexts. Tang and1B8%9) @rgue that the
pronoun ‘I shows the “high level of authority within the text, wh&xethority’ has
elements of both... ‘to control to command others’ and ‘knowledge or expertése
particular field” (p. S26). Examples can be seen in those excarptihe previous
Participants’ Autoethnographies section.

Another interesting pronoun reference, ‘you’ can be found whempéaheipants
address readers directly. Due to limited space, these esmin@le been included in
the Authoritative Voice section below. These participantsuds@and lead readers
through their valuable and exciting experiences. Claire, Reani{ and Hiro use the
second person pronoun (you) when they want to position themselves as @&sthoriti
that others can refer to in the future regarding their expaserihey set themselves
up as experts in those issues. Only Juby does not explicitly adueesgaders
directly; however, she implicitly shares her experiences emulies what readers
should do when they are in the same situation. The pronoun ‘you’ addressiers
directly, which shows their authoritative voice and the positiotheif identities and
their stances.

The pronoun ‘we’ | found mainly in Juby’'s paper. Interestingly, fhisnoun
reference is not often discussed within the study of the sommetruction of identity

through writing. However, | think this pronoun reference shows anotpch of
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identity in a writer's social milieu. | believe thegmoun ‘we’ does not directly
address the readers; however, it serves as a bridge tosrélagenot only ‘you’ the
readers, but ‘I’ the writer share the same situatioash gives a sense of deference to
the readers.

The concept of voice as a self representation has beeussled by Ivanic and
Camps (2001) who claim that voice is perceived as the spefroumivery assertive
and authoritative to being very tentative and deferentialer @uthoritative sources”
(p. 7). They further elaborate that it is “one of many aspettshe writer's
discoursally constructed identity” (p. 8). The concept of vogeliacussed earlier is
emphasized by Canagarajah (2004) who asserts that it depends mvehef‘voice
that we gain agency to negotiate...the self, adopt a refleuwageness..., and find
forms of coherence and power that suit our interest” (p. 268)cohelude, the
concept of voice does not deal with its authoritative natureeglout also the use of

pronoun reference.

Authoritative Voice

Claire writes her autoethnography with the voice of a studaotivas more learning
experiences abroad despite the fact that this is her ifimst gtudying and living in
another country. Even though she went to England for a one-month Epglgglam
and spent one academic year as an exchange student in the $tattes, she asserts

herself so confidently that other international students might to take her advice.

Plus, do not be afraid of opening your mouth to communicate and getting
along with people. Last but not least, do not hesitate to ask for helpwdren
you are in troublgoriginal quote).

Claire also is a good example for others who want to study abroadeStenstrated
herself as a successfully acculturated foreign student whablded the issues that
most foreign students face. She also shows that she understandsfefences

between American culture and her own culture.

| know it is a cultural difference that Americans emphasize onichdilism,
but Taiwanese tend to be in a group (original quote).

She further emphasizes that blending into the culture one is important and is a
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valuable experience. She eagerly accepts the challenge, mbst other exchange

students might see the process as an obstacle due to langusegs. bar

If one person stays at the dorm or with friends from their countrghaltime,
they won't really experience the local culture, which is a bigsmand regret
(original quote).

From the excerpt below, Claire further positions herself as asrteapd role model
for other exchange students to look up to, referring to the makiimgnds as an easy

process between ‘families’.

Making friends from your own country and different countries is the same
thing. We are all from different families just like differentiotries, different
cultures. We are all different...so we have to give ourselves acehan
shorten the distance and others a chance to know ourgeligmal quote).

Juby’s authoritative voice in her autoethnography is not explgtiown throughout
her experience. Interestingly she emphasizes her authotig iActing in the Second

Language section.

As | said before, observing people was the first step to imitation amgst
say that imitation is not only important in acting but also in learning Ehglis
(original quote).

Another important element | found when analyzing Juby’s paper isiieatses the
pronoun ‘we’ throughout the paper. | see that the use of a pronowenaddike this
reflects her own drama experience since acting consiseawiwork; in other words

actors have to work with each other within a set periodred.t

Everyone was like a small screw in a robot; the robot would walleifvork
together and do our best in our own j@riginal quote).

The metaphor of being a part of a robot she employed when discussiKigddrear
experience continues in her reflection upon the concept of tedknw
Rita positions herself as an authority who has more expetieacethers in terms

of living in a dorm.
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Another advantage | gained from my dormitory life: speak out. Alwayes |

see something unreasonable or someone do something bad on me, my reaction
is to speak out to defend myself, or more than defend, | am tryingtecipr
myself(original quote).

[Conclusion section] Everyone must have thier own experienceyg to be
independent. Maybe we all are worried about ourselves when we halce t
something for the first time. ...What | learn from my experienhg®sitive, |
want to share my experiences with you, and maybe it will helpnre svay
when you do something in the first tifeeiginal quote).

Further, she gives some suggestions to others who are thinking aleeenorho are
living in the dorm at the moment.
In Kenny’s conclusion section of his paper, he positions himasedin experienced

person who learns the value of time and time management.

I've spent all my college learning knowledge and also about my liféd. Pas
three years, I've learned so many things and | paid a heavy prici, fiory
future, health, and money. However, I’'m not regretted, foriffyproved now,

in so many ways. Therefore, | wish you, no matter whom you arenstude
you are going to be student, while you're reading my paper, will @sg for

the same lessons like mif@iginal quote).

Hiro’s authoritative voice comes from his experiences alwma €ulture that in the
past did not meet his expectations. His experiences ledohba thore open-minded
about food in different countries. By contrasting his Japanesémedican food, he
positions himself as an expert in Japanese food and as a sulkcaetsshational

student who can acculturate into enjoying American food culture.

Most foreigners think that there is only one particular typelapanese food'.
However, the truth about Japanese cuisine is that it varies acupridi
region, even if they call it the same nafogginal quote).

If you have an opportunity to have dinner with your American frientiseat
home, | would say ‘don't be afraid of eating American foods. Just enjoy it’
(original quote).

Apart from the food culture, Hiro also suggests other internatistuaents should

learn how to cook so that they will not be frustrated asdmin his food experiences.

If 1 did not cook well, | would suffer the feeling of missing fobds I really
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like. ...Thus, | suggest you to learn how to cook when you want to eat on
campus as soon as possifibeiginal quote).

While analyzing Hiro’s paper, | noticed that his personalityngled over time. In the
past, he was a picky person about food, but he seemed to have chiargEdeption

of foreign foods.

| decided to try not to expect my favorite foods as | trieavimd the certain
type of stress that | felt when | saw my grandmother’s way @&frgpo...’don't
expect too much from daily food because you're enjoying speagainila
different culture’(original quote).

From this excerpt, Hiro certainly sets a personal standartbdor that he is familiar
with.

| was not familiar with American home cuisine...it tasted deliciousl ¢ikdd
it as soon as | ate it, even though I'd never had it beforiginal quote).

This might have been the turning point for Hiro in changing his attitaderds
American food culture. He had nevast any ‘standards’ about American food since
he never ate anything else apart from fast food. In his cooo|use gives advice on
his perspective about food sayingust take your time, find something you like here,

and be grateful you're eating’iforiginal quote).

Inner Voice

One further point of interest has emerged in my participantsetghnography papers,
that of the inner voice, “mental voice” (Moonwomon-Baird, 2000)sTkias an act
of negotiating identities within oneself and works as a sstsance tool in

positioning oneself in the identity construction in writing.

| kept asking myself if | should study abroad; | started to beconi&aes
about my determination of studying abroad...l am still eager to study abroad,
| heard a confirming voice from the depths of my heart: | cacaré! | do

care about the interview!...the only thing that | wanted to tell thysas,
“America, here | come!(Claire’s paper).

...when | think back, | started to ask myself the question: Willanyitory
life in Taiwan help me to contend with dormitory life at [name of the
university]? Can | overcome the difficulty | have in a foreign cgth{Rita’s
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paper).

| kept telling myself, ‘it's easy so don’t worry aftersmovie, wouldn't be too
late’...| started to realize that | was in trouble because it wasoolsly that |
couldn’t finish it in a nigh{Kenny's paper).

These excerpts show the participants’ reflections within tngivethnograpy papers.
This is what | call the self-reassurance process, helping thbeeare constructing

identities to be more certain and more confident in what etathey are taking.

Implications for L2 writing pedagogy

As stated earlier, most academic writing assignmentsdamontextualized and
distanced from L2 learners, even though some might argue thatwvhigisg genres

will prepare learners to become full members of a so-callstlemic discourse
community. In one sense, it may be legitimate to say tBaearners can enter the
learning community without much struggle when they need to writeclsses.

However, | see this as a marginalization of their backgroumds the cultural

resources they possess.

Post method Pedagogy

L2 learners are equipped with valuable resources about theirrecuidnd their
experiences in learning English. Instead of ignoring these resyuseiting teachers
should emphasize their students’ heritage and their identitierakavadivelu (2003)

stresses

the need to treat learners as cultural informants so tbwtatte encouraged to
engage in a process of classroom participation that puts aupneam their
power/knowledge, on their subjectivity and identity (p. 546).

Autoethnography is one of many writing genres and, in my opiniwoylé be
promoted and implemented in L2 writing classes. This genre emgasut® learners
to focus on enhancing and reflecting upon their cultural understaritiaigo gives
learners an opportunity to explore and value their own experiencfts]“liberate
them and make them ‘truly creative in integrating expedenmagination, and
knowledge...” (Canagarajah, 2002, p. 149). | personally agree witlagarajah and

Widdowson’s (1994) concept of ownership of language in which “...all uses of
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language are creative in the sense that they draw on liligresburces to express
different perceptions of reality” (p. 384). This will in turivg students a sense of
true proficiency in language learning; as stated by Widdowson,Hey]Jtare able to
take possession of the language, turn it to [their] advantagemake it real for
[them]” (1994, p. 384). Ivanic (1998) points out that this helps L2 |leautioe’create
their sense of self-worthheir sense of status in relation to others in a rangeaél
situations.” This means that by using autoethnography in the wdtasgroom L2

students can develop their own voice and value their own expesien
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Abstract

This study attempted to examine the extent to wisitidents in the Department
of Applied English in one selected university leam sustain their English
writing by using wordless picture books, and thdeefiveness of using
wordless picture books in terms of students’ Erglanguage learning. In this
study, a qualitative case study methodology wad usegather data from the
perspectives of the participants involved. Thisdgtiemployed the following
techniques to collect data in this study: 1) teachbservations of student
participation in whole-class and small-group adtes; 2) students’ writing
sample; 3) informal interviews; 4) class presemtasi 5) pre-test writing
sample; 6) students’ reflective writing; and 7) gtiennaires. The benefits of
using wordless picture books showed that studentpraved their visual
literacy and oral to written expression, promotéetit creative writing and
thinking skills, and enhanced their enjoyment oé thriting process. Limited
oral language skills and lack of time for teach&rsteach and evaluate the
writing process were examined in depth for thisseesh question. Based on the
data and observation, this study highly endorsesl ube of wordless picture
books to improve student writing.

Key Words: Wordless picture books; English writing; creative writing;gksh
learning.

Introduction

Students’ inability to communicate through written language appeardet
problematic in vocational colleges. Generally speaking, stadena whole are poor
writers. College teachers are often stunned at their studeakslity both to express

ideas clearly and to use the correct conventions to convey thase HEeglish as
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Second Language (ESL) students in vocational colleges exhibiteded for
improving writing skills as evidenced by classroom teacher olisemga authentic
writing portfolios and surveys, and test scores. When studeatb thee assigned
textbooks in schools to improve their writing, they get frustkateiting what they
know in English and often begin to draw away from learning Endlists. frustration
also affects students’ attitudes and abilities in regardleio English writing. In the
past, conventional teaching approaches primarily focused on vocaleadamng and
grammar drills in the classroom. However, the effectisenaf using such teaching
approaches is limited. Most advanced students are still valatincompetent in

communicating with people in writing. As Graves (1983) mentiorst schools

ignore the child’'s urge to show what he knows. We underestimate glee ur
because of a lack of understanding of the writing process ancchildaen do in
order to control it. Instead, we take the control away frond@m and place
unnecessary road blocks in the way of their intentions (p. 3).

Since vocational students generally feel frustrated and kel & learn English, it is
necessary for college teachers’ instructional methodologies tmegond traditional

textbooks in order to increase their students’ ESL writindsskil

A number of studies supported the notion that the use of wordt#asepbooks is
an effective way to improve students’ writing skills (Andersohapp, 1988; Henry,
2003; Salminen, 1998);

wordless picture books can be used to encourage the developmentirod wri
skills, not only with young children who are beginning writers, but aligb
older students who already possess some skill in writing (D’Ande79, p.
813).
Saliminen (1998) also mentions that wordless books are a giftliatE8ents as well
as an ideal medium for initiating writing activities becausedless books actively
stimulate readers’ imagination and thoughts which in turn stimulstedents’
creative writing. Although wordless picture books are usuallwetieas vehicles to
enhance the reading and writing process, few empirical studiestigate the
effectiveness of improving college students’ English writinglskilrough the use of
these books in Taiwan. Thus, the purpose of this study is to exémeiredfectiveness

of the use of wordless books in terms of college students’ wriitlg & ESL classes
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in Taiwan, to see how wordless picture books serve as a redourttee English
writing curriculum and to determine what difficulties and proide students

encountered using this approach.

Definition of term
Wordless picture books this study are defined as books that have no written text to

accompany the pictures and are available in print.

Literature review

Using wordless picture books as a language experience is likelgrinect visual
literacy (learning to interpret images), cultural litergtearning the characteristics
and expectations of social groups) and print literacy (learningead and write
language) (Jalongo et al.,, 2002). Namely, these connections suippddet that
wordless picture books offer a variety of topics, themes, arelsledf difficulty to
develop overall literacy skills in terms of language learning.

Wordless picture books are explained as ’pure’ picture booksn@iill 1995). They
are read by means of illustrations and the story depends onhehataiders visualize.
Picture books without text help students create their own stamy tis¢ pictures they
see rather than the words they read. Beyond the typical tdr@stcs of a
conventional beginning, a sequence of events, and a conventional endidtgss
picture books help students to be inspired and to have more crieiage through
using the pictures. In Reese’s (1996), through discussion and ceiimadination of
the details of the illustrations, students wrote sentencesffieatively complemented
the pictures. This helped build their confidence as read®rsvaiters because these
books employ illustrations, therefore the possibilities for stidemderstanding and
enjoyment of the story are expanded (Bishop & Hickman, 1992).

However, this does not mean wordless picture books are @eeat for books
with text. Instead, picture books are used as an additional toadtieate students to
use pictures to expand their vocabulary by expressing their ideaspmemisely. As
Carter (et al., 1998) stated, by building on this skill, studemseaguided to expand
their sentences; in turn, they may also have the potential taadtgegsual literacy
skills into their writing.

Furthermore, Degler (1979) suggests that students are alltwexvaluate a

character’s actions, focus on some aspect of the unfolding demdadevelop a
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variety of thinking strategies through the use of wordless pidioaks. Hopkins
(1979) also argues,

using wordless picture books in your classroom can provide many oppogunitie
for listening, discussing, writing, and dramatizing actigitibat stretch young
minds and stimulate thinking (p. 28).

Apparently, the literature indicates that the use of wordessre books encourages
students to develop higher-order thinking skills and apply them to \areatiting
activities.

As Lindauer (1988) suggests, “with wordless books, there araghd’ words to
read: a perfect foundation for purely creative thinking” (p. 138)déhts have more
flexibility and freedom to relay what they want to express usiogdless picture
books, and in turn, they feel safe and comfortable creatingvtioeir without the fear
of making mistakes. These serve as a framework for stuttebhexome creative and
successful writers through the presentation of pictures whichycleartray actions
and sequences (D’Angelo, 1979).

In Whalen’s (1974) study, wordless books allowed her students te wall-
developed stories that they could share with others. This studyfamd that
students enjoyed the writing process more while using wordlessrepibboks. If
students perceive writing to be enjoyable and fun, they willdmdident enough to
share their perspectives and feelings on paper. Given this agsungbtidents are
able to feel like they have the whole world in their hands by usorgless picture
books.

The literature clearly reveals that utilizing wordlpggure books improves student
writing. However, these studies do not elaborate in detail homlless picture books
are used with ESL students in order to compensate for the lanbaager. This
literature also claims that wordless picture books are tideighen working with
younger students, but there are a few suggestions offeredhasvtto use them for
ESL writing. Moreover, wordless picture books are generakyved as only for
preschool and kindergarten students, even though their greatestessastto be that

they ensure successful learning experiences. Cassady (1968) stat

wordless books enhance creativity, vocabulary, and language
development for readers of all ages, at all stages of cegniti
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development, and in all content areas. Along with teacher gwdanc
wordless books can especially benefit linguistically or culturally
different readers and struggling readers and writers, dsawehore
experienced ones in their middle or junior high school years. Those
are crucial years in the development of lifelong readprgt29)

Wordless books are not just limited to younger readers but cannotule older
readers. However, few empirical studies have been conductetheioruse with
college students’ writing, especially for their use witldents in vocational colleges
in Taiwan. According to Heish (2001), in addition to general English proficiency
and competency of English writing for technical and vocationalestisdbecame
essential after Taiwan joined the World Trade Organisailibms, there is a need to
foster technical and vocational students’ English writing skaligh the air of
cultivating professionals who are good at English for private-rupocations or
government organizations.

This study attempts to examine the extent to which stsiderthe Department of
Applied English in one selected school learn to sustain theirdbngtiiting by using
wordless picture books, and the effectiveness of using wordleasepixioks in terms
of students’ English learning. The research questions are

How do the students perceive the effectiveness of using wopittgee
books?
What challenges and problems do students encounter in thisatiite way to

improve their English writing by using wordless picture books?

Methodology

Participants

Forty freshmen students at the Department of Applied Engtislbne selected
university of science and technology in Taiwan were selected@rtaipate in this

study. These participants included eight male students, andtthatfemale students.
The range of students’ was from nineteen to twenty year§ b&r English language
level almost reached the Elementary level for General &ndhroficiency Test
(GEPT), commissioned by Taiwan's Ministry of Education.

This research was conducted from September 2006 to January 2007. tidiygaps

were required to meet for at least 2 hours per week ®sthy.
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Data collection

This study employed the following techniques to collect data: thésaobservations

of student participation in whole-class and small-group activigestudents’ writing

samples; 3.) pre-test writing samples; 4) class presergabdmformal interviews, 6)

students’ reflective writing; and 7) questionnaires.

(1) Teacher observations of student participation in whole-classnaaétgroup
activities. The teacher observed students’ behavior ingheup discussions.
Sometimes, the teacher conducted informal observations of stirléms
classroom, the lobby or in the teacher’s office. The infolwnatbtained through
informal observations in the school allowed the researchexitcagoroader
perspective of the role, form and functioning of students’ group digmss
Through these informal observations, the researcher learsetidnd
information that cannot be gained from interviews about the dyrsamithin
students’ groups. During all observations, field notes were useddad
impressions, observations, and identify questions to be explored.

(2) Students’ writing sample. Students’ writing samples (See appenduere
considered as the data in this study. This makes clear bhdengs responded to
this teaching approach, and how they made efforts to writekiheks. Before
writing their wordless picture books, students needed to dedhgactivities
(See Appendix B) to develop their story. Clustering cap beldents to construct
their story development and some background about vocabulary they can use

(3) Pre-test writing sample. Students were asked to takerpartting with pictures
in GEPT as pre-test before conducting this study.

(4) Class presentations. Students were asked to presentbueike in English at the
end of the semester. Students needed to upload pictures)iaddian effects,
and background music to their presentation.

(5) Informal interviews. All participants who were interviewedre volunteers. The
individuals were interviewed at a location most convenietfiém. Interviews
were tape recorded, and notes were taken during the intetdestimulate future
guestions and clarification. Each was transcribed soon héeénterview was
concluded. The time for each interview was approximatelyhone and followed
a planned interview protocol designed by the researcher.

(6) Students’ reflective writing. Students wrote their reflees on doing this project

after finishing this study. Students wrote about their feelings atadtinng their
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own stories, described their problems and challenges and exqesri@bout this
writing process.
(7) Questionnaires. All of the students were asked to anseejudstionnaire

(Appendix C) designed by the researcher.

Procedures and activities

Pair-and-share meeting

Students were encouraged to select a wordless picture book toncbae\eelop an
original storyline about the pictures. They had the opportunity tdectéair own
storyline for the book and then tell the story to their partneindJse “Story Map”
method, students began to write their storyline by identifyimg setting, main
character, conflict, and resolution. Once students completed‘8tery Map”, each
map was used as a guide to further develop their story.

Students then shared their storylines with another studentitiguer Comments
and suggestions were provided by their partner for further stoafeuent. The
books students selected includeancake for Breakfadty DePala (1978)Truck by
Crews (1980) The Snowmarby Briggs (1978),Changes, Changeby Hutchins
(1971), andin my Gardenby Cristini (1981). Any necessary revisions were made

based on the pair-and-share, student-student meeting.

Whole-class sharing
Once completed, students were asked to read their originaltsttvg class. Students

were encouraged to use multimedia for the picture books during tlesergation.
For example, students had to add background music and animatias effecheir
wordless books in their oral presentations. The books students presentea kind

of e-book for the audience.

Data analysis

A pre-writing sample was administered to the students on thedéiysof the study.
The sample provided baseline data about the students’ writing. skitier all the
participants carried out the tasks, the researcher admidisiegeestionnaire on the
assigned tasks in this study. All of the data were triangllébe interpret the
information and clarify the research questions.

Several steps were taken to establishtthstworthinessof data collection and
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analysis (Lincoln & Guba, 1985). First, data were collected ®wermonths to
validate the classroom observations. Second, multiple data soueresused to
ensure methodological triangulation. In addition, an ‘audit traals wised to establish
dependability and confirmability ((Lincoln & Guba, 1985). The auditl tin this
study included informal interview transcripts, interview guidedin lists of
interviewees, students’ writing sample, students’ reflectiriting, a pre-test writing
sample, questionnaires and notes about the research procedure. Tirihsdould
allow the reader to understand the researcher’s thought proeesbg@socedures in

relation to collecting and analyzing the data.

Results and discussion
Perceived benefits of using wordless picture books
Students in this study found three benefits of using wordless pictalks. These

benefits included enhancement of enjoyment of the writing propesmotion of
creative writing and thinking skills, and the fostering of coojperdearning. Each of

these benefits will be discussed in more detail below.

Enhancing the enjoyment of the writing process

The majority of the students in the students’ questionnaire97%) indicated that
writing using wordless picture books was an interesting wayatm IEnglish writing,
although they felt it was difficult to write their story basmu the wordless picture
books they selected. From students’ questionnaires and studel@stivefwriting,
more than 30 students reported that this was their first timerite using picture
books in English. They felt proud of writing “a book” on their own whesytread
their story to the class. Data in this study show it was aabé¢ experience for
students to write the first book in their life in English.

Most of the students (75 %) agreed that their Engligimgiwould be better if they
kept on learning English by using wordless picture books. This evigeages that
this approach to teaching writing provides motivation to engeustudents to learn
English. Carter, et al., (1998) mentioned that when studentsiperariting to be
fun, they will be more confident in sharing their thoughts and rfgelion paper.
However, according to the teacher’'s observation, the studetiigistudy were not
confident about sharing their story with classmates, although tlieyt feas an
interesting way to learn English. One explanation might be thaests’ English

proficiency is limited so they had a hard time sharing their thisuig English. Given
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the fact that students have difficulties with sharing inlihgthey really need a good
way to motivate them to learn English other than traditional iBmgleaching
methods. This study suggests that using wordless picture books casubeeasful
way to motivate students in learning English writing becahiseway can enhance

students’ enjoyment of the writing process.

Promoting Creative Writing and Thinking Skills
Seventy-one percent of the students in the questionnaire and 30 stfrdentthe
student interviews reported that using wordless picture books oaglodetheir
creative thinking skills. Students in this study felt that they made flexibility and
freedom to develop their stories in their own words using Engligbrpibooks. They
also reported that this approach allows them to think about whanewey thought
about before. When the students invented their narratives, ttentsfudemonstrated
an understanding of sequence in their stories, practiced oral aenvatorytelling
skills, and expanded their cognitive abilities. Through this mracstudents had a
chance to develop logic in their story development, and in turrerfdstir creative
thinking and writing skills. Students have to create their owry stsing the pictures
they see rather than the words they read, so they are kadgetté add original text in
English with wordless books. As Lindauer (1988) said, “with wosdle®oks, there
are no ‘right’ words to read: a perfect foundation for purely toreahinking” (p.
138). From the teacher’s observations in the classroom andHmosiudents’ writing
samples, the students’ writing tended to be very creatioe.ekample, a group of
students developed their story using Raymond Briggs SnowmanEach page in
this book consists of a series of pictures of a little boy aesterg with a snowman.
Students have to use their higher order thinking skills to explaingteyline. They
ingeniously explained the adventures of a snowman that comes amdifaow he
interacts with the boy who made him. Another example of studemtsk is using
Truckby Donald Crews (1980). This book illustrates an enormous trailer lwadied
with tricycles and its trip on the road. Students in this studglaiied the truck
turning corners, going through a tunnel, moving up a hill, stopping aill amnght
diner, and traveling in the rain to deliver tricycles.

After students worked through their wordless picture books, hi#ing improved
and they became increasingly more willing to revise theiiestoheir sentences

were longer and more descriptive and used conversation. For instiamdeg rabbit
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seemed to show something interesting to me” became “the big satithi‘l would
like to show you something interesting to you. Are you interestet?’imsked the
rabbit”.

Throughout the 6 months of the project, the teacher believedubansts learned to
write stories in complete sentences, to expand their ideas ter loetscribe the
pictures, and to produce a meaningful story. They also learnedohliwk words to
make the story cohesive, and how to begin sentences in diffeagat $tudents also
learned to use quotation marks for conversations, commas fos itera series,
exclamation marks for emphasis, ellipses (to tell the re&daderthie thought was not
yet complete) and correct verb tenses. Data from this studysshaivusing wordless

picture books provides a writing context where students are fesetore and create.

Fostering Cooperative Learning
61.29 percent of students from the questionnaire reported thatldhmed new
vocabulary by writing using wordless picture books. From the tiquesires and
students’ reflective writing, students in this study reported they usually used
dictionaries and visited websites as references to contpieirestories. In addition,
the students also agreed that their biggest problem witmgvstorylines for wordless
picture books was their limited vocabulary. Students in the sthdyed that they
learned how to use their vocabulary in their writing. They Satthey usually learnt
difficult words from textbooks, but they did not know how to use them im thel
life. The evidence in the study showed that students with tivibeabulary are likely
to be guided to expand their vocabulary when completing sententes Students
are encouraged to invent their own stories by using pictures, thertstuetecabulary
was expanded by expressing their ideas more precisely. Fompkxain the book
Truck by Donald Crews (1980), students not only learned words such as tunnel, fire
hydrant, diner, diesel, bridge, etc., but also consequential wortisasufirst, next,
then, last, and so on. This evidence corresponds to the argum€attef (et. al.,
1998) that says using wordless picture books helps students to developritreiy
skills and enhances students’ vocabulary. Moreover, when studestabwary
increases, they are more likely to develop their Englisting skills.

Furthermore, more than half of the students believed tlmafpgdiscussion and
editing helped their English writing. According to students’ i@ writing and
guestionnaires, the students thought that group editing is helpful sttoy

Asian EFL Journal 29



Asian EFL Journal. Professional Teaching Articles. Vol. 38 August 2009

development, especially in English writing. During group discusssturjents can
talk with their partners about how their story developed, how teerttak story more
logical and coherent, what words should be used, and what grastro@ures should
be. The map story tool makes students think about the settings, mpsoble
possibilities, consequences, and solutions when they first he&dwordless picture
books. Then, they talk about their map story with their teammartes modify their
story. This process occurs prior to the initial writing of DafOverall, 61.29 percent
of students who responded to the questionnaire said that theydikeatk with their
partners on writing using wordless pictures.

In the students’ reflective writing and students’ questioenamost of the students
believed that class presentation helped to improve their comntionicand provided
them with opportunities for them to practice English. Students alsdl tioat they not
only learned English, but also learned computer skills frompttagect. They had to
learn how to up load the pictures onto the computer, how to modifysitex when
typing words under the photos, and how to present their own book with nsuaic a
narrator.

From the teacher’s evaluation and assessment, althoughwvirerenistakes in the
students’ writing samples, their English writing improved in carigon with their
pre-test writing sample. The teacher found that the studemishgvtended to be
more cohesive and logical in their writing samples, morerizgd with regards to
the ideas used to enrich a theme, and more correct in térepeling, grammar,
usage, paragraphing, and capitalization.

Finally, according to the teacher’'s observations, studentsimal interviews,
students’ questionnaires, students’ writing samples and praeastatooperative

learning happened while conducting the wordless picture books tasks.

Problems students perceived using wordless picture books

What challenges and problems did the students perceive using sgopdieure books

as an alternative method to improve their writing? Limiteal @mguage skills and a
lack of time for teachers to teach and evaluate the wiiingess were examined in

depth for this research question.
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Limited Oral Language Skills

In examining the problems and challenges involved in student wrisituglents’
inability to communicate through written language involves oral uagg skills.
Students in their class presentations had difficulties presentiatythey had written
in English. In the students’ presentations, the students preseriedttiries with
minimal fluency. As Tiedt (1983) said, “without a strong oraglaage foundation, no
student will write well” (p. 10). Obviously, students need to hgmegortunities to use
the mode of communication that they are most familiar with tceeldevtheir oral
language; “[s]tudent indifference to written composition i®mftiue to the isolation
of written composition from spoken discourse” (Haley-James, 1981, pri@3, this
study suggests that teachers need to provide more opportunitiesudents to

practice dialogue before and during the writing process in coddvelop their ideas.

Lack of time for teachers to teach and evaluate the writing qocess

The second problem is that teachers often do not have enough titeacto or
evaluate student writing because of big class sizes. Hobee found it hard to find
enough time to edit and evaluate students’ writing in this stidy to the large

number of students. According to Anderson and Lapp (1988),

in a daily writing program, thirty children might generatety to ninety pieces

of writing a week. Even if teachers spend only one and anfialites per paper
(most would probably spend two to three minutes) they would have to find
approximately two more hours per week to grade written wor&3().

Corresponding to this study, teaching writing becomes a burden, astkasless
time is allocated for instruction. Large class size apybréncreased the teacher’s
teaching load and decreased teacher efficacy. The eviderigs gtudy suggests that
a writing class should be small in size otherwise teadhave difficulties finding

enough time to edit students’ writing well.
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Conclusions and Recommendations

Based on the presentation and analysis of the data on theo$tudydless picture
books, the students showed a marked improvement in their writirig. Jkile results
of this study show that the students improved their sequencingtskitistelling the
story in chronological order with details and consistent use @-d¢irder words. The
benefits of using wordless picture books show that students can intheiveisual
literacy and oral to written expression, promote their creatisigng and thinking
skills, and enhance their enjoyment of the writing processe® on the data and
observations, this research highly endorses the use of wordldase pbooks to
improve student writing.

There are some recommendations based on the data fronudyisTdtere are some
vital components to the effectiveness of this approach., kitsigrating lessons on
vocabulary supports word development. Second, incorporating visuaheadghout
the instructional process increases the awareness oficmdgils (e.g. computer
skills, story development, and English writing). Third, making-veaild connections
in curriculum planning is effective for students’ languagenie@r. Fourth, organizing
students in cooperative pairs and sharing fosters student enjoynitmttHe costs
are quite high if each student has one book to him or herselffdubest results,
each student should have their own book in order to completelphagectures and
visualize the actions of the story.

This study encourages educators working with students to usHesgpicture
books to develop students’ writing skills. By doing so, both students and educat

will be challenged to move toward new and exciting leeésccomplishment.
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Appendix A

W hen Joe was about
to sleep, he found
out that therewasa
bright light outside
thewindow!

So he put on his
nightdress and
sneaked out.

Then a amazing thing
happened! The
snowman was alivel

“Hello.” the snowman
greeted to Joe

e TIBRAN e e A

T

The showman walked
to Joe, and they
shook hands.

Joe told the snow man
that they had to
stay quiet, and
welcomethe
snowman to came
over the house.

When the snowman
wanted to touch the
cat, the fire from
the fireplace scared

" thf snovA\kn,:::ani
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Wit

Appendix C
Wordless picture books questionnaire
1. strongly agree 2. agree 3. disagree
§¢ E+p>C| ® EcC 9 & a"%uz +506"a">e5Y p6-p o

1. Writing wordless picture books is interesting.

2. | can learn many vocabularies | never thought of when writing
wordless picture books.
Group editing helps me improve my English writing.

4. | believe that my English writing will be better if €&p on writing
wordless picture books.

5. During writing my wordless picture books, | use dictionariessaorde
books as references.

6. |spend a lot of time to think about my story.

7. Graphic organizers help me to organize my thoughts in stotingyri

8. 1 hope to have another opportunity to improve my English writing
wordless picture books.

9. I can develop my creativity when writing Wordless picture books

10. The way of using wordless picture books helps me to in§jtineese
stories.

11. Class presentation for the wordless pictures helps my English

12. communication.

13. | have more flexibility and freedom to crate my idea teetigp my
story.

14. This way of using wordless picture books is naive to me.

15. My biggest problem for writing picture books is the limitation of
vocabularies.

16. Before writing wordless picture books, | should read more picture
books.

17. 1 don’t know how to tell the stories in short sentences.
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18. This way of using wordless picture books makes fell easyaimileg

English.

Any suggestions you want to make
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