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Abstract

Language and the acquisition of language are thoughts to connect communication and social
processes within a social context. Vygotsky (1978) explains that psycholinguistic processes are
the reconstructions of the individual’s mind based on the mediated social interaction the learner
has experienced. Mediation occurs through visual, linguistic, and acoustic signs, and language
emerges from social and cultural activity. Linguistic signs are created, interpreted, and
manipulated by the learner to engage in action. The ‘Social Turn’ in Second Language Acquisition
(SLA) claims that Second Language (L2) acquisition cannot be explained in purely cognitive
terms. Poststructuralist theories (e.g., Bourdieu, 1986) and social theories such as Community of
Practice Theory (Lave & Wenger, 1991) provided the constructs and tools for rethinking SLA as
a primarily social phenomenon. The emergence of cognitive psychology in the 1960s caused a
shift from behaviorist learning theory to cognitive learning theory. This shift characterized learning
as an active and creative process. My qualitative research study employs narrative methodology
to investigate the influence of Jewish and Israeli art, specifically paintings, on the development of
communicative competences. This research is within the qualitative paradigm and draws on
narrative study methodology by analyzing of four case studies, each offering insights. The research
explores the reciprocal relationship between language learning and the development of learners'
language competence, recognizing the symbiotic nature of language acquisition and sociocultural
understanding. The research assesses the extent to which paintings amplify the learner’s ability to
communicate, considering ideal, heuristic, imaginative, linguistic, and interactional aspects, as
well as whether the process of language acquisition influences the learner's identity.

Drawing from Eutsler's (2017) assertion regarding the beneficial impact of visual arts on cognitive
skills, particularly critical thinking, the study seeks to delve deeper into how exposure to art can
contribute to the enhancement of communicative competences. The theoretical framework of the
study is anchored in the work of Bachman and Palmer, who introduced the concept of
'Communicative Language Ability' (CLA) in the late 1980s. This model redefines communicative
competence, emphasizing the division of pragmatic knowledge into socio-linguistic and functional
components. By employing narrative methodology, this study endeavors to capture the
multifaceted experiences and perspectives of individuals interacting with Jewish and Israeli art to
acquire communicative competences. Through an analysis of narratives and personal accounts, the
research aims to critically explore the ways in which Jewish and Israeli paintings serve as a textual
medium for the development of these competences. The Bachman and Palmer model of pragmatic
competence is used for the purpose of this study in order to examine the pragmatic competences.
Additionally, this study aims to reveal new aspects about the role of visual arts in fostering
communicative competence and reconstructing the learner’s identity. Kramsch (1998) stated,
“Speakers identify themselves and others through their use of language; they view their language
as a symbol of their social identity. Thus, language symbolizes cultural reality” (p. 3). Ultimately,
this study contributes to the ongoing discourse surrounding the integration of arts-based
approaches in language learning and highlights the potential of art as a catalyst for cognitive and
communicative growth.

Key words: Second Language acquisition, commutative language ability, pragmatic competence
communicative competence, cultural competence, learner identity, social identity, Jewish — Israeli
art



Table of Contents

ABSTRACT ....ccooiusisasessssssssssssssssssssssssssssssssssssssassssssasssssssssas ssssssssssssssss s ssssas ssesssnsssan sEsssEssE SRS RERE SRS SRR RE R SRR RE R AR R R SRR R SRR R SRR RE R AR R RS \Y

INTRODUCTION......couesususessesmsssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssasssssssssssssssssssssssssssssnasssssssssansssssssssssssssasssssssssssssassnss IX

CHAPTER 1: LITERATURE REVIEW ......ciiiiinmmmssssssssssssssssssssssssssssssssssssssssssssssssssasssssssssssasssssssssssassssssssssasssssssssssass -1-
INTRODUCTION TO LITERATURE REVIEW .....cuuiuuieueessersessessessssssesssssssssssssssssessssssessssssessssssesssessssssesssssssssssssssssssssssssssssssssssssssssssssssssens

1.1 THEORIES OF LANGUAGE ACQUISITION ..cvteersresesssssssesssssssssssssssens

1.2 THE VALUE OF SECOND LANGUAGE ACQUISITION RESEARCH

1.3 MONO-LINGUAL AND BI-LINGUAL COMPETENCE....ccecostreurerserenenss

1.4 LINGUISTIC COMPETENCE ...cutteturtstsestnessessssesstssassssssessssesssssssesssssassssssessssesssssssssssesssassssasssessssssssassssssssessssssesssssssssssesssssess

1.5 COMMUNICATIVE COMPETENCE ..ueustetuseessestseasessssessssessssssessssessssssessssesssssssssssesssssssssssssssssssssasssssssssssessssnssssssssssesssssens

1.6 MICHAEL CANALE AND MERRILL SWAIN'S MODEL

1.7 BACHMAN AND PALMER’S MODEL........

1.8 INTERACTIONAL COMPETENCE .............

1.9 LANGUAGE PRACTICE ..uteteesineusessssestsesessssesstsssssssssssssessssssesssssasssssnessssesssassnsssssessssssssssssessssssnssssssssssssssessssnssssssssssessssens

1.9.1 THE CONNECTION BETWEEN LANGUAGE AND CULTURE ..ucuvessteturesseresssessesaresssessessssessssessessssessssessssssesssssssssssesssseans

1.9.2  THE CONNECTION BETWEEN ART AND LANGUAGE

2.0 LEARNER IDENTITY

SUMMARY .ottucereusesessessssesssseseessssessssssassssesssssssassssesssssssassssassssessesssassssesssssssassnssssnssssessntessssssssssnsesseessssesnsesseessssesassnsesssssssassssessssessassssasas
CHAPTER 2: METHODOLOGY.....

INTRODUCTION TO MY RESEARCH METHODOLOGY e.cuvteturtesresseessesssessssessesssressssesssssssessssesssssssessssesssssssessssesssssssssssssssssssessssssssssssasas

2.1 PURPOSE STATEMENT AND RESEARCH QUESTIONS

2.2 RESEARCH DESIGN ...ccurueteenensssessssesssssessssesssssasesssessses

2.3 METHODOLOGICAL FRAMEWORK ...cucttureesrestneasesssesssseasessssessssesssssssessssessssssssssssessssssssssssesssssssssssssssssssssessssnssssssssssesssssess

Cultural and Historical Background

2.4 SITE CHARACTERISTICS wteurtesresssessssssessssesssssssessssesssssssessssessssssssssssesssssssssssssssssssssssssssssssssssssssssssssassssesssssssassssasssssssassssasas

2.5 THE PARTICIPANTS

2.5.1  THE NARRATIVE OF THE SELECTED CASE STUDY ...

2.6 DATA COLLECTIONS AND INSTRUMENTATION ..cuvuesteeusesssesssessssssessssessssssessssessssssssssssessssssssssssessssesssssssenssssssssssesssssens

2.60. 1 TIMELINE wcttseurtsetecstressessteessssssesseessssssessseesssssssessseesssasssessssessssssesssssesssssssessssessssssesssssesnssssas nssssnssssassnsessnssssasnsessnssssesassasanes

2.6.2 CONFORMABILITY...

2.6.3 DEPENDABILITY......

2.7 DATA ANALYSIS cecurteeueenenresssessessssessssssssssssesssssssesssesssssssssssssssssssssanes

2.7.1  THE ANALYSIS APPROACH FOR THE DATA COLLECTION ..cvurtetureusersuresssresssssssessssesssssssssssssssssassssesssssssssssssssssssssasssanes

2.7.2 MEASUREMENT OF COMMUNICATIVE FUNCTION ..ccttstoststurenstresenessesssesssssssessssessssssssssssessssssssssssessssesssssssessssessssssessssenns

2.8 RESEARCH MATERIAL

2.8.1 PAINTING SELECTION FOR WRITTEN AND ORAL ACTIVITIES cuvevuresssressssssesssressssessessssessssessessssessssesssssssessssesssssesssssens

29 ETHICAL CONSIDERATIONS...tetustesteessteessessssesstesssessssessssesssssssessssssssssssessssssssssssssssesssassssasssessssssssassssssssssssessssnssssssssssesssssess

29.1 CONFIDENTIALITY woueurteeuresseessseessessssesssasssessssesstessssssssssssssssesssssssessssesssessssesssassssssssesssssssssssessssssssassssssssssstesssenssssssssssesassseans

2.9.2  VOLUNTARY PARTICIPATION ...ccstesteeuressresessasesssessessssessssessessssessssesssssssessssesssssssssssssssssssasssssssssssassnsssnssssessssesssssssasassasanes

293 ROLE OF THE RESEARCHER......cstmttsestetusessssesstssasssssesssseassssssessssssssssssessssesssssssssssesssssssasssessssssssasssessssssstsssssnssssssssssesssssens

CHAPTER 3: ART AND LANGUAGE

ARTISTS SELECTION AND THE IMPORTANCE OF ART IN LANGUAGE ACQUISITION wcvvuvuvererseresessssssessssssssssssssssssssssssssssssssnsssssenes -77 -
3.1 THE HISTORY OF ISRAELI ART ..cutvurueusereuseseresssssssessssesssssssessssesssssssssssssssssssassssssssssssassssasssssssasssassnsssssssssessssnssssssssssssssssens -79-
3.2 THE CONNECTION BETWEEN ISRAELI ART AND HEBREW ....ccuieistrcneietncstscssessssessssssesssesssssssssssesssssssensssesssssssnsssenns -85-
3.3 ARTISTS SELECTION FOR THIS RESEARCH ....coitresiiuressressessssessssessesssessssessssssessssesssssssssssssssssssessssessasssssssssssssssesansesanes -86 -

vi



ROUVEI RUDINuooesesiriirssrssrsstssivsisisssssssssvssississssssssssssssssssssssssssssassssssssssssssassassssssssssssassassassssssassassas s sassasssssssssassassassasssnssssssssassasses -87-

Nachum Gutman -89 -
Marc Chagall .-101 -
Yosel Bergner -104 -
Ruth Ztarfati .- 106 -
Yohanan Simon -107 -
Maurycy Gottlieb -111-
3.4 THE IMPORTANCE OF VISUAL ART IN THE LANGUAGE CLASS .uvcestierereersssessssssssessssssssssssssssssssssssssssssssssssssssssssssssenes -112-
3.5 THE ROLE OF VISUAL ART IN COMMUNICATIVE LANGUAGE TEACHING 1evvvvuerersesssssesssssssssssssssssssssssssssssssssssssssssenes -115-
CHAPTER 4: LANGUAGE COMPETENCE ......oiciiiiiiiiiemissississsssisssssssssssssssssssssssssssssssssnsssssssssnsssssss sanssnssssssnssnssnssses -117 -
INTRODUCTION TO COMMUNICATIVE COMPETENCE w.vttttetissesesssssesssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssases -117 -
4.1 COMMUNICATIVE LANGUAGE TEACHING cuttstrtecstssresessssssessssssssesssssssssssssssssssssssssssasssssssssssssssssssssssssssssssssssssssssssassssssases -117 -
4.2 MODELS OF COMMUNICATIVE COMPETENCE ..custttreseressssessssssssessssssssssssssssssssssssssassssssssssssssssssssssssssssssssssssssssssssessssssases -119-
CELCE-MURCIA, DORNYEI, AND THURRELL’S MODEL..ttstissssesssmsssssessassssssessnssnssssssnssnsssssssssassassssssnssnssssssnssnssnssses -120 -
COMPARISON OF THE MODELS OF COMMUNICATIVE COMPETENCE ...ciccismnmnnssssssnsssssssssssssssssssssssssssssssnssnes -120 -
4.3 COMMUNICATIVE FUNCTION w1ttsstitecsssresessssisssssssssesssssssssssssssssssssssssssssssssssssssssssssassssssssssssssssssssssnssssssssssssssssssssssessssssases -122-
4.4 FUNCTIONAL APPROACH oucuctiteeissisesssssssasssssssessssssssssssssssssssssssssssssssssssssssssssssssssssssasssssssssssssssssssssssssssasssssssssssssssasassssssases -125-
4.4 THE CONCEPT OF COMPETENCE (GENERAL DELIMITATIONS AND GROUNDWORK) ceoucuueessresseessessessssesssesssesssneenns -127 -
From Linguistic Competence to Pragmatic Competence..
4.5 LINGUISTIC COMPETENCE wuttttetsssssssessssssssssssssressssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssasassssssases
4.5 THE COMMUNICATIVE COMPETENCE ..vvecutussreessssssesessssssssssssssssssssssssessssssssssssssssssssssssssssssssnsssssssssssssssssssssssssssssessssssssases
4.6 THE PRAGMATIC COMPETENCE .uveciussiesessasssessssssssssssssssssssssssssssssssssssssssessssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssases

CHAPTER 5: LEARNER IDENTITY IN THE LANGUAGE CLASS

THE CONNECTION BETWEEN IDENTITY AND LANGUAGE ....covtveureretresssessessssesssesssssssessssssssssesssesssssssessssasssssssssassessssssssssssessssessen
5.1 THE FOUNDATION FOR LEARNER’S IDENTITY w.uvvuruusuuresesnessessessessessessessessessessessessessessessessessssssssssesssssssasssssssssssassssans
5.2 THE FRAMEWORK OF LEARNER’S IDENTITY THEORIES......ccsureureuresnesresressessesressessessessessessssssssessssssssssesssssssssssassssans
5.3 THE POST-STRUCTURALIST THEORETICAL FRAMEWORK .............

5.4 IDENTITY PERSPECTIVE ON SECOND LANGUAGE ACQUISITION.....

5.5 IDENTITY AND COMMUNITY cucuvuereereeesssssssssssssssssssssssssssssssssasessssssanen
5.6 LEARNERS NEGOTIATE THEIR IDENTITY IN THE PROCESS OF SLA ...t tees s sse e ssesssesssssssessssenns

CHAPTER 6: FINDINGS AND ANALYSIS

6.1 LEARNERS IDENTITY AND LANGUAGE ACQUISITION ..coevreereersseesennnens

6.2 HEBREW LANGUAGE AND IDENTITIES - CASE STUDIES’ REFLECTION.
6.3 THE APPROACH TOWARDS HEBREW .....coviuieetressicsressssessesssessssessesssessssesssssssssssssssssssesssssssassssesssssssassssessssessessssessssesanen
6.4 CASE STUDIES’ IDENTITY = SUMMARY ..vuvuetesesssesssssssssssssssssssssessessessessessessesssssessessssssssessssssssssassssssssassssssssssssesssssnses
6.5 CASE STUDIES ANALYSIS - LINGUISTIC COMPETENCE ..c.vuveurtssteesssessesssessssssesssssssssssesssssssssssessssessssssssssssssssssssseans

Case Study 1 - Al’s Analysis
Case Study 2- Jas’s Analysis
Case Study 3 - Sin’s Analysis.
Case Study 4 - Lee’s Analysis
6.6 PRAGMATIC COMPETENCE ANALYSIS woucuuiuuisssssssisssssssssssssssssssssssssssssssssssssss s b s s ss s ss s ss bbb sassssssssasssasases
Case Study 1 - AL
Case Study 2 - Jas.....
Case Study 3 - Sin.....
Case Study 4 - Lee....
6.7 CULTURAL COMPETENCE ANALYSIS ouuiiuuiusisssssssssssssssssssssssssssssssssssssss s ssssssss b ss st s ssssss s sass s bassssssssssssssases
6.8 THE LEARNER’S CONNECTION TO CULTURAL SYMBOLS AND IMAGES (SEE: APPENDIX F)

CHAPTER 7: SUMMARY, IMPLICATIONS AND LIMITATIONS

7.1 SUMMARY couctetieesresesessssessssssssssssasssssssassssssssssssssssssssssssssssssssssassssssssssasssssssssssssssssessssssssssssssssssssssassenssssassssssesassesssasensssasases

vii



7.2 IMPLICATIONS
7.3 LIMITATIONS

REFERENCES.......iiisinininn

APPENDIX A PERMISSION w.uuvsteuseeuressresssssssessaressessssessssessssssssssssessssessssssssssssesssssssssssssssssssesssssssassssassssssssssssassssasssssssassssessssssassssasas
APPENDIX Al: CONSENT FORM
APPENDIX A2: UNIVERSITY OF SOUTHERN CALIFORNIA INFORMATION SHEET
APPENDIX B : LAGUNAGE AND IDENTITY QUESTIONNAIRE ....cueureueuesseusessessessessesssssessesssssesssssssssssssssssssssssssssssssssssssssssssssssssanes
APPENDIX C: QUESTIONNAIRE ‘“THE ATTACHMENT TO HEBREW’
APPENDIX D: IDENTITY QUESTIONNAIRE
APPENDIX E: IMAGES AND SYMBOLS

APPENDIX F : PARTICIPANTS’ REFLECTION ON ART (PAINTING)

APPENDIX G: CERTIFICATE OF TRAINING BY CITI PROGRAM
APPENDIX H: REQUEST TO ACCESS STUDENTS DATA
THE IMPACT OF VISUAL ART ON MY RESEARCH (A PERSONAL NOTE)

viii



Introduction

"A nation, in our estimation, is the sum total of those human beings who share a common
language, a common history, common customs and traditions, common laws, forms of
government, and literary modes of thought; they live under the same climate, on the same soil,
nourish themselves on the same natural products, and through common institutions and

dependencies breathe the same spirit."
Johann Herder (1744 -1803)

“A language expresses the inner life and knowledge of its speakers, and that languages
must differ from one another in the same way and to the same degree as those who use them”.

Wilhelm Von Humboldt (176-1835)

The history of the Hebrew language spans from its Semitic origins with the earliest
settlements of the Israelite tribes to the present day. Hebrew has been intricately linked with
Judaism and has evolved in various communities where it has been spoken, such as Babylonia,
Spain, and Russia. In pre-Mandate Palestine, Hebrew was deeply connected to the concept of the
‘Land of Israel’ (Safran, 2005). By the late Second Temple period (516 BCE — 70 CE), Hebrew
had already established itself as the language associated with creation. Throughout the Mishnaic
period (10 BCE — 200 CE), Hebrew underwent significant changes in its grammatical structure
and style compared to Biblical Hebrew. In the diaspora, Hebrew developed a new literary style
influenced by local languages, contributing to its linguistic richness from its inception in the

Canaanite period to the present day.

Surviving over 3,000 years, Hebrew has endured periods of obscurity to emerge as both

the living unifying language of the Bible and the language of the Jewish people. Culturally,
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Hebrew has played a pivotal role not only for its speakers but also within the broader Western
world (Saenz-Badillos, 1993). Thus, the study of Hebrew encompasses not just morphology,
syntax, idioms, and phonology, but also delves into the historical and cultural factors that have

shaped its contemporary usage.

Despite its classification as a non-popular language due to its predominantly Israeli
speakers, Hebrew maintains a distinct identity forged through historical migrations, expulsions,
and adaptations to diverse cultures. Continuously integrating new words and phrases, Hebrew

charts a historical course from antiquity into the modern era.

As art becomes increasingly integrated into daily life and second language education gains
prominence in academic institutions, learners can enhance their language proficiency through
visual art, thereby broadening their cultural and historical perspectives. Utilizing visual art as a
tool for language acquisition deepens learners' development of linguistic, cultural, and
communicative competencies. The intersection of language acquisition and art represents an
innovative field where linguistic and historical information presented visually can be more readily
absorbed than through traditional lecture methods. This approach not only enriches learning

experiences but also underscores the importance of multi-competency development in education.

My research initiative began during my tenure teaching Modern Hebrew courses at the
University of Southern California. Observing students without prior Hebrew knowledge or Jewish
backgrounds, I tracked their journey of Hebrew acquisition, particularly noting how visual art
facilitated the development of communicative, linguistic, and pragmatic competencies.
Furthermore, I observed a heightened interest among learners in Jewish learning and practices,

leading them to actively engage with local Jewish communities both on and off-campus. My



research is founded on four case studies involving college students aged 19-27, employing

interviews, questionnaires, recordings, observations, and journals.

The primary research questions guiding my investigation are as follows:

1. How does student work across beginner to intermediate Hebrew courses at USC reveal the
impact of pairing language acquisition with Jewish and Israeli visual art on the
development of language competencies among learners?

2. To what extent does integrating Jewish and Israeli visual art into language acquisition
enhance oral language performance among students?

3. What role does cultural knowledge conveyed through Jewish and Israeli visual art play in
enhancing learners' linguistic and cultural competencies in Hebrew classes at USC?

4. How does Jewish and Israeli visual art influence learners' ability to connect vocabulary and
themes in expressing ideas, thoughts, and opinions in Hebrew classes at USC?

5. How does the process of acquiring a new language and its associated culture through

Jewish and Israeli visual art reshape the identity of learners in Hebrew classes at USC?

These questions motivate my exploration into the efficacy of using visual art to facilitate
Hebrew language acquisition. Grounded in language acquisition theories, my research aims to
examine how learning Hebrew through visual art enhances cultural and linguistic competencies
while renegotiating learners' identities. The following literature review is structured to support this
premise, presenting research that underscores visual art's role in facilitating language acquisition
and supporting the development of multi-competence and identity reconstruction among learners.
Specifically, I will assess the effectiveness of employing Jewish and Israeli artists from the 19th

and 20th centuries in developing communicative competencies in Hebrew.

X1



In conclusion, my research findings strongly indicate that integrating visual art into
instructional design not only enriches students' understanding of Jewish and Israeli cultures but
also facilitates second language acquisition and promotes the development of communicative
competencies—Ilinguistic, cultural, and pragmatic. Data collected from students at the University
of Southern California forms the basis of this case study, providing valuable insights into the

intersection of visual art and language education.
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Chapter 1: Literature Review

Pairing Visual Art with Language Acquisition Amplifies Communicative Competence

(linguistic, cultural, and pragmatic) and Can Construct the Learner's Identity

Introduction to Literature Review

“Meanings do not exist prior to their articulation in language and language is not an abstract
system but is always socially and historically located in discourses. Discourses represent
political interests and in consequence are constantly vying for status and power. The site of
this battle for power is the subjectivity of the individual and it is a battle in which the

individual is an active but not sovereign protagonist (Weedon 1987:41)”.

This literature review will delve into the historical underpinnings of second language
acquisition (SLA), exploring the concept of communicative competence and its
interconnectedness with language, culture, and identity. Within the realm of SLA, several
competencies play crucial roles, including linguistic competence, communicative competence, and
interactional competence, all of which significantly influence the teaching and learning of second

languages.

Foreign language acquisition involves multifaceted components such as grammatical
proficiency, communicative skills, language fluency, and cultural awareness, whether it pertains
to one's own culture or another. SLA is a specialized field within applied linguistics dedicated to
understanding how individuals acquire, comprehend, and utilize languages beyond their native

tongue.

SLA encompasses diverse theories, methodologies, and research paradigms that elucidate

the processes involved in learning additional languages. It draws insights from disciplines such as



linguistics, psychology, education, sociology, and others, collectively exploring the complexities

of language acquisition and the myriad factors influencing its dynamics.

Language processing has been a focal point of theoretical interest in the discipline of SLA
since the late 1980’s. The term Language Processing refers to the cognitive aspect of
comprehension of a spoken or written utterance, and in the discipline of SLA it can also indicate
production of utterance. Language processing integrates multiple levels such as: visual or aural
recognition of sounds and words; the semantic meaning and grammatical function associated with
words; formation of multi - word phrases and sentences; and representation of discourse context
(e.g., Carroll, 2001; Hatch, 1983; O'Grady, 2003; Pienemann, 1998; Truscott & Sharwood-Smith,
2004; VanPatten, 1983).

The concept of input in Second Language Acquisition has been characterized in different
theories from the Krashen model (1980) of Comprehensible Input to the Chomsky (1970)
Universal Grammar (UG) framework in which input assumes a lesser role. There is a theoretical
distinction in language processing between processing and comprehension. Comprehension refers
to the ultimate understanding of an utterance, and processing refers to the step-by-step path to
comprehension. However, the two terms can be overlapped, and they are sometimes used
interchangeably. The distinction is clear in the case of sentence processing because there are many
parts to be processed in sequence before final comprehension is achieved, and less relevant in the
processing of a single word or sound (Keating & Jegerski, 2015).

1.1 Theories of Language Acquisition
Second language acquisition (SLA) is a complex phenomenon that cannot be defined by
one model. Rather SLA is a mix of several models that developed one from another based on a

former model (Larson- Freeman, 2000). Thus, it is important to lay out the various research done



in the field about how individuals acquire a second language and to understand how several
theories relate to one another. There are many competing theories on how individuals acquire a
second language. In the last decades, second language theories have proliferated, explaining how
language learning is acquired and identifying the factors that are relevant to the process.

The focus of early theories in the 1960’s was to investigate the stages of language

development and to assess whether second language acquisition undergoes phases similar to first
language acquisition (Aljaafreh, Lantolf, 1994). Each theory brings a different perspective that
distinguishes one from another according to specific criteria. The classification criteria of language
theory is split between deductive and inductive. Deductive theories are based on concepts and
constructs without any proof, which are labeled axioms of the theory. The hypothesis of deductive
theory is based on the law of logic. “If these hypotheses are empirically supported then they
become the laws and facts of the theory (McLaughlin 1978:8)”. For example: exposure to language
- input (A), then acquiring language skills (B). Hypothesis: A child has been consistently exposed
to language input (A is true).
Conclusion: Therefore, the child will acquire language skills (B must also be true). In this example,
the deduction follows logically from the premises according to the assumption that consistent
exposure to language input leads to the acquisition of language skills in children. This deductive
reasoning aligns with theories of language acquisition such as the behaviorist theory or the nativist
theory, which propose that exposure to language input plays a crucial role in the development of
language skills in children.

By contrast, the inductive approach is based on specific empirical facts— how learners
acquire a specific syntax of the target language. For example: a researcher examining how

language learners acquire the syntax of forming questions. They might collect samples of learner-



produced questions, analyze the structures used, and identify common patterns or errors. Through
this process, they may observe that learners tend to use auxiliary verbs to form questions, such as
"do," "does," or "did," and that word order often changes from declarative sentences. Based on
these observations, the researcher may induce a general rule or hypothesis about the syntactic
structure of the questions. The inductive approach allows researchers to build theories and models
of language acquisition based on empirical evidence and observed patterns in learners' linguistic
behavior. It emphasizes the importance of data-driven investigation and the iterative refinement of
hypotheses based on new observations and evidence. The aim of language theories is to describe
a specific phenomenon while suggesting an explanation as to ‘why’ certain phenomena occur.

The Universal Grammar Theory (UG) was founded by linguist Noam Chomsky (1960) on
the premise that there are certain principles that are attributed to language development. One of
the principles is biologically predetermined. The human brain contains an innate mental grammar
that helps acquire language. Chomsky referred to that mechanism in the brain as a Language
Acquisition Device (LAD), which is “separate from other faculties of cognitive activity.... Input
is needed, but only to ‘trigger’ the operation of the language acquisition device” (Ellis, 2012).
Chomsky’s theory (1960) posits the UG is an innate structure, and particularly his proposals in the
1960s posits the existence of Universal Grammar (UG) and the Language Acquisition Device
(LAD) as central components in explaining how humans acquire language.

The Language Acquisition Device (LAD) is a theoretical construct proposed by Chomsky
to describe a hypothetical innate mental capacity that enables humans to acquire language.
According to Chomsky, the LAD provides children with the ability to learn language rapidly and
effectively from the linguistic input they are exposed to during early childhood. Chomsky (1970)

argued that the linguistic input children receive is not sufficient on its own to account for the



complexity and speed of language acquisition. Chomsky contends that without the innate
structures of LAD and UG, children will struggle to produce language. The existence of the LAD
and UG allows children to infer linguistic patterns and rules from the input they receive, and to
acquire a language in a relatively short time.

Gass (1997) presents the major divisive issues in Language Acquisition research for both
first and second language, whether acquisition is functional or innate. Theorists who take the
position of innateness believe that learners come to the learning task with a structural knowledge
that allows them to construct the grammar of the target language. The opposing position claims
that language acquisition and social interaction are mutually dependent since language acquisition
cannot be understood without context. Gass (1997) discusses the major divisive issues in language
acquisition research, particularly concerning whether language acquisition is primarily functional
or innate.

Functional Perspective emphasizes the role of environmental factors, social interaction,
and cognitive processes in language acquisition. They argue that language learning is a result of
the interaction between the child and the linguistic environment, where children learn language
through exposure, interaction, and feedback. According to this perspective, language acquisition
can be explained through general cognitive processes, such as memory, imitation, and

reinforcement, without necessarily invoking innate language-specific mechanisms.

Innate Perspective advocates, inspired by Chomsky's theories, argue that language
acquisition is facilitated by innate linguistic structures and principles. They propose the existence
of a Universal Grammar (UG) and a Language Acquisition Device (LAD) that are biologically

endowed in humans, providing them with the capacity to acquire language. From this viewpoint,



children are born with an innate predisposition to learn language, and exposure to linguistic input

triggers and guides the development of specific linguistic systems.

The nature vs. nurture debate within language acquisition research revolves around the
relative contributions of genetic factors (nature) and environmental influences (nurture) in shaping
language development. Proponents of the innate perspective emphasize the role of nature, arguing
that genetic predispositions and innate linguistic mechanisms play a central role in language
acquisition. On the other hand, advocates of the functional perspective emphasize the importance
of nurture, highlighting the influence of social, cultural, and environmental factors in shaping

language learning.

Researchers use various empirical methods, including observational studies, experimental
research, neuroimaging techniques, and computational modeling, to investigate language
acquisition from both functional and innate perspectives. Empirical evidence from longitudinal
studies, cross-linguistic comparisons, and studies involving atypical language learners (e.g.,
individuals with language impairments) contributes to our understanding of the mechanisms

underlying language acquisition.

In summary, UG theories of SLA provided explanations for empirical evidence and were
primarily investigating the internal mechanisms that led to the acquisition of language. Although
researchers have used UG to generate compelling hypotheses about SLA, generative theorists also
regard UG as the best theory of grammar because it has a new vision of the human mind. Language
Acquisition is a collection of instincts adapted to solving significant evolutionary problems
(Pinker,1990). This claim understands language apart from social influences. On the other hand,

social theorists such as Vygotsky (1970) argue that language and social interaction are inseparable.



The current view in the SLA discipline is that cognitive and linguistic abilities are needed to
develop language and cannot be separated from the context.

The following theories of the late 1980°s and 1990’s added to the foundation of the SLA
discipline. The Monitor Model theory, developed in the 1970°s by Stephen Krashen, had important
implications for language teaching. Five major hypotheses underline the Monitor Model: a.
Acquisition versus Learning Hypothesis “Acquisition is a subconscious process, much like first
language acquisition, while learning is a conscious process resulting into "knowing about
language" (Krashen, 1982:10). b. The Monitor Hypothesis describes that learning has the function
of monitoring and editing the utterances that are produced through the acquisition process. “The
use of the Monitor is affected by the amount of time that the second language learner has at his/her
disposal to think about the utterance he/she is about to produce, the focus on form, and his/her

knowledge of second language rules” (Krashen, 1981:3-4). ¢. The Natural Order Hypothesis

relates to both early and late learners. Acquiring depends on the simplicity of the form, and this

can be influenced by classroom instruction (Krashen. 1985). d. The Input Hypothesis relates to

receiving input (I) that is just beyond the learner’s level of language competence, providing another
layer which is I (Input) +1, (Krashen. 1985). e. The Affective Filter Hypothesis aims to establish
a learner’s emotional state unless there is a mental block that acts as a barrier to the acquisition
process (Krashen, 1985). Krashen Monitor Theory is an example of macro theory synthesizing
several factors such as age, personality traits, classroom instructions, innate mechanism,
environmental influences.

According to Krashen (1982), language proficiency involves two processes: acquisition
and learning. Acquisition is the unconscious process in the learner's mind to figure out how the

language works. In this process the learner focuses on conveying the message rather than on the



linguistic form. This process reflects how children acquire their first language. Learning a language
requires focus on the rules of the language. Thus, acquisition reflects implicit learning while
learning according to Krashen’s definition is the explicit learning.

Krashen’s Language Monitor Theory (1980) describes the mechanism which modifies the
responses according to specific information that the learner attained. In order to apply the monitor,
two conditions are required: time and attention to form. “The monitoring strategy incorporates
both aspects of Monitor Theory. It is not, however, restricted to speaking situations. Language
responses, verbal or nonverbal include comprehension that is monitored by the formal aspects of
the message and its structure. The explicit, formal knowledge that the language learner has
obtained may be used in any language encounter to improve the quality of the language”
(Bialystok, 1981. p.26). It is assumed that both in the monitor theory and monitoring strategy
theory the language is used intuitively. The learner is consciously learning the grammar rules and
functions of a language rather than the meaning of linguistic theories.

Steven Pinker, an American psychologist who studies children’s language development,
argues that all languages are constructed on the same universal grammar and language mechanism.
Pinker claims that a combination of both biology and environment determines language
acquisition. Pinker calls this “language instinct” the way the brain computes and evolves through
natural selection and emerges via social encounter (Pinker, 1990). Pinker claims that language is
a human instinct that is wired into our brain by evolution, similarly to a spider spinning a web.

In the late 1960s, Slinker (1969) founded the Interlanguage Theory and claimed that its
theory is a temporary systematic grammar composed of rules. The Interlanguage Theory outlines
the linguistic stages. These stages reflect five major cognitive processes: I. Overgeneralization; I1.

Transfer and Training; III. Strategies of Second Language Learning; IV. Strategies of Second



Language Communication; V. Language Transfer. Slinkers' interlanguage system emphasizes the
cognitive aspect and highlights the strategies employed when the learner is engaged while learning
a second language.

I. Overgeneralization: This stage involves learners applying grammar or language
rules in a generalized manner, often incorrectly. For instance, using a rule from their native
language across all contexts in the new language. It's a common phase in language
acquisition in which learners attempt to apply familiar patterns to new language structures.

II. Transfer and Training: This stage refers to the influence of a learner's native
language on the acquisition of a second language. Positive transfer occurs when similarities
between the two languages supports learning, while negative transfer results in errors due
to differences between languages. Training involves deliberate instruction to minimize

negative transfer and maximize positive transfer.

III. Strategies of Second Language Learning: These are approaches or techniques
individuals use to acquire a new language. Strategies can include memorization, context-
based learning, grammar drills, immersion, and using mnemonics among others. Learners
often adopt strategies that suit their learning styles and the demands of the language being

acquired.

IV. Strategies of Second Language Communication: These strategies involve how
learners navigate and communicate in the new language. This includes tactics like
circumlocution (using different words to express an idea when the right word isn't known),
asking for clarification, using gestures, and simplifying speech to convey messages

effectively despite limited vocabulary or grammar knowledge.



V. Language Transfer: Language transfer occurs when specific elements of a
person's native language influence their production or comprehension of a second
language. This can either assist or hinder the learning process. Positive transfer aids in
understanding due to similarities, while negative transfer can lead to errors or

misunderstandings because of differences between the languages.

These stages and concepts are fundamental in understanding the process of learning a second
language, as they shed light on the challenges learners face and the strategies, they employ to
overcome them.

Schumann's acculturation theory expanded the SLA (Second Language Theory) theory by
asserting that “second language acquisition is just one aspect of acculturation and the degree to
which a learner acculturated to the target-language group will control the degree to which he
acquires the second language” Schumann (1978). Thus, second language acquisition is
significantly influenced by the social and psychological distance that exists between the learner's
own culture and the target language culture. Some of the affective factors that can be related to the
distance between the learner and the target language culture include, cultural stressors, and
language shock. Schumann’s (1978) Acculturation Model, attempted to explain how social as well
as the psychological distance from the target-language community affected learners’ access to and
acquisition of the target language. This model did not receive strong empirical support and
reflected a very deterministic view of the relationship between social context and learning.

Krashen, Long and Swain (1985) describe the 1980’s ‘Expansion Period’ of SLA (Second
Language Theory). This period broadened the four major areas of inquiry developed by Long
(1980): I. Language transfer; II. Linguistic universals; IIl. Second Language Pragmatics; IV.

Input/Interaction. In this period SLA weaved together the established disciplines; Linguistics,
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Sociolinguistics, and Discourse Analysis in an effort to investigate different aspects of learner-
language and learning. The first period was focused on the research-then-theory approach, loosely
informed by work in L1 acquisition; this phase was more focused on theory than research.
However, research on input and interaction had obvious relevance to language pedagogy and it
was during this period that the first proposal for task-based language teaching appeared, an
approach that draws directly on the findings of SLA research (Long, 1985).

The next phase was ‘Coming of Age’ (Sharwood-Smith, 1994), which was an extension of
the previous phase but reflected the cognitive psychology perspective on L2 acquisition. Theories
on Information-Processing are based on an input-output view of learning which was defined by
Lantolf’s (1996) ‘Computational Model’. These key constructs aimed to investigate ‘attention’ and
‘skill learning’. During this period the terms ‘Implicit’! and ‘Explicit’? learning led to a refinement
of Krashen’s (1981) earlier ‘Acquisition’ and ‘Learning’ distinction.

Researchers adopted different strands of research from cognitive psychology that led to
alternative approaches about the role of consciousness in language learning. Some researchers
(e.g., Schmidt, 1990) argued that a certain level of consciousness was always needed while other
researchers (e.g., Tomlin & Villa, 1994) argued that learning could be entirely implicit. Another
controversy was concerned with whether language learning (especially among adults) involved
skill-learning (i.e., where the starting point was declarative knowledge) or was an essentially
implicit process. These controversies were significant for language pedagogy and this key issue

became the nature of the interface between explicit/declarative (memorization) and

! Implicit knowledge is gained through incidental activities, or without awareness that learning is occurring.

2 Explicit knowledge is straightforwardly expressed and shared between people. (e.g. how to operate a machine or a device).

-11 -



implicit/procedural knowledge. Declarative memory is based on recall and retrieval while the
procedural memory is based on the performance of a person.

The non-interface (Krashen, 1981), strong-interface (DeKeyser, 1998), and weak interface
(R. Ellis, 1994) positions led to very different proposals regarding the role and nature of explicit
grammar instruction. The non-interface states that there is an absolute separation of implicit and
explicit language knowledge inside speakers' minds. In this view, it would be possible to have
implicit and explicit knowledge about the same language features without them being connected
in any way. The strong-interface position states that explicit language knowledge can always
become implicit language knowledge, Explicit grammar is the direct teaching of grammar rules
and structures. It is a teacher-centered approach that focuses on the explicit teaching of grammar
rules, and the students' learning process is usually through memorization and application of the
rules. The weak-interface positions fall somewhere in the continuum between non-interface and
strong-interface. This position states that the development of linguistic rules such as third person
-s can be converted into implicit knowledge only if the learner is at the correct developmental stage
for that feature.

Towards the end of the 1990s, SLA researchers (e.g., Firth & Wagner, 1997) turned to
poststructuralists that emphasized learners’ own agency in constructing social opportunities for
learning and the importance of social identity. This started the ‘Social Turn’ in SLA (Block, 2003)
and the claims that L2 acquisition cannot be explained in purely cognitive terms.

I contend that learners are complex and L2 acquisition relies on how learners respond to

and shape their social context. Post-structuralist theories? (e.g., Bourdieu, 1986) and social theories

3 Post-structuralism developed as a critical response to the growth and identification of the logic of structural relations that
underlie social institutions—whether they exist in terms of politics, economics, education, medicine, literature, or the sciences.
post-structuralism arising in response to pre-existing structures and, as a set of attitudes, helping to understand, interpret, and
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such as Community of Practice Theory* (Lave & Wenger, 1991) provided the constructs and tools
for re-thinking SLA as a primarily social phenomenon. However, this broadening of the field was
not welcomed by all researchers, with Long in particular arguing that SLA should remain a
cognitive enterprise (Long, 1998; Long & Doughty, 2003).

Post-structuralist theories (e.g., Bourdieu, 1986) and social theories such as Community of
Practice Theory (Lave & Wenger, 1991) provided the constructs and tools for re-thinking SLA as
a primarily social phenomenon. Sociocultural approach’s view SLA not purely based on
psychological phenomena rather within a sociological context. The major key social factors that
influence SLA are level of immersion, connection to L2 community, communication, context, and
gender.

Sociocultural Theory emphasizes the role that mediation plays in the initial development
and subsequent internalization of new knowledge. It identifies the ‘mind’ as a major vehicle in the
learning process. Cognitive-interactionist theories emphasize the importance of interaction in L2
acquisition, but it differs from these theories in how it conceptualizes the role of interaction.
Whereas cognitive-interactionist theories see interaction as a source of input and output that is
processed through internal cognitive mechanisms, sociocultural SLA views development as
originating in the interactions that learners participate in with others or with themselves (Zuengler;

Miller, 2012).

alter the social environment by calling established meanings into question, revealing the points of ambiguity and indeterminacy
inherent in any system, rejecting the rationalistic piety that all systems are internally coherent
.https://doi.org/10.1093/acrefore/9780190228613.013.49

4 Community of practice theory - the term was first used in 1991 by theorists Jean Lave and Etienne Wenger who discussed the
notion of legitimate peripheral participation. In 1998, the theorist Etienne Wenger extended the concept and applied it to other
domains, such as organizations. With the expansion of online communities on the Internet, as well as the increasing need for
improved knowledge management, there has been larger interest as of late in communities of practice. People see them as ways
of promoting innovation, developing social capital, facilitating, and spreading knowledge within a group, spreading existing tacit
knowledge, etc.
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Sociocultural Theory incorporates the ‘participation’ and the ‘acquisition’ metaphors
(Sfard, 1998). It has led to rich pedagogic applications, notably the importance of ‘languaging’
(Swain, 2006) for learning. In 2000 the Complex Dynamic Systems Theory (CDST) was
introduced (Larsen-Freeman & Cameron, 2008) and Dynamic Systems Theory (de Bot, Lowie, &
Verspoor, 2007), which share fundamental precepts, that language systems are non-linear, highly
variable, individualistic, unpredictable, and always open to change. This theory emphasizes the
need to consider the interconnectedness of social, cognitive, and psychological factors, and offers
a framework for investigating the use of L2 acquisition and individual learner differences. Larsen-
Freeman (2018) sees CDST as a theory that is aligned with the globalized world, which ‘requires
a more holistic, ecological, and relational systems account as a complement’ (p. 59).

Another development is the ‘Multilingual Turn’ introduced by Firth and Wagner (1997)
who criticized cognitive SLA’s assumption that L2 learners aspire to the competence of a
monolingual native speaker. Ortega (2009) pointed out that ‘when we oppose L2 acquisition to L1
acquisition a subtle but dangerous monolingual bias seeps into our imagination’ (p. 5). This
perspective redirected SLA to the investigation of multi competences (Cook,1992) and the
translanguaging® that occurs amongst mixed groups of language users who draw on multiple
linguistic resources (May 2013).

Vogel and Garcia (2017) claimed that Translanguaging is a theoretical framework that
views bilingualism and multilingualism differently. The theory suggests that rather than possessing

two or more autonomous language systems, as has been traditionally thought; bilinguals,

> The translanguaging approach is based on the premise that bilingual speakers along all points of the bilingual continuum have,
in fact, linguistic competence across language systems and allow multilinguals to acquire comparable levels of competence in
each language (Garcia & Wei, 2014). Structuralist language ideologies developed during colonial and modernist periods have
been dominant in the study of language. Those ideologies privilege Western European notions of “one language, one people” and
reinforce the power of state-endorsed named languages (Makoni & Pennycook, 2007). These language hierarchies and ideologies
precipitated dominant models of bilingualism throughout the 20th century, which characterized named languages as static,
standardized competencies one might “acquire.”
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multilinguals, and indeed, all users of language, select and deploy specific features from a unitary
linguistic repertoire to export meaning and to negotiate specific communicative contexts.
Translanguaging also represents an approach to language pedagogy that affirms and leverages
students’ diverse and dynamic language practices in teaching and learning. Translanguaging refers
to the ability to move fluidly between languages and a pedagogical approach to teaching in which
teachers support this ability.

In trans-language, students can think in multiple languages simultaneously and use their
L1 language as a vehicle to learn a new language. Garcia (2009) used the term translanguaging to
also refer to how bilingual people fluidly use their linguistic resources —without regard to named
language categories—to make meaning and communicate. The multilingual turn shares with
Complex Dynamic Systems Theory a view that the L2 learner is complex and heterogeneous.
1.2 The Value of Second Language Acquisition Research

The study of L2 from the early SLA research theories until today is a mesh of theories that
were added to in every decade. The researchers primarily sought to improve the effectiveness of
language teaching. Larsen-Freeman and Long (1991) viewed “SLA as a source of insight about
how to teach an L2 by increasing teachers’ awareness about the learning process and helping
populations with specific language learning needs”. For example, informing policy makers about
immigrant populations’ needs to acquire language in order to communicate adequately as they
establish their life in the new country.

Ortega (2009) saw the fundamental question that SLA addresses is ‘how do humans learn
languages after they learn their first?” (p. 1). She recognized the interdisciplinary nature and its
usefulness for addressing real-world problems such as: when best to start learning a second

language, overcoming negative attitudes to immigrants, etc. Doughty and Long (2003)

-15-



acknowledged the social importance of learning a second language but did not view this as the
main reason for studying it. Their claim is that SLA is essentially a cognitive enterprise, focusing
on ‘what it (L2) can reveal about the nature of the human mind and intelligence’ (p. 5).

Ellis (2003) claimed that SLA has been fragmented over the years since the Social Turn®
and is now heterogeneous in knowledge bases, epistemologies, and its methods. DeKeyser (2010),
for example, found the division in SLA that emerged with the social turn ‘worrisome for those
such as himself who have a vested interest in SLA’ because ‘if this trend continues, second
language acquisition (SLA) will be absorbed completely into psycholinguistics or cognitive
psychology, on the one hand, and anthropology or sociology, on the other hand’ (p. 247).

SLA is arguably not different from other academic disciplines in the social sciences (e.g.
psychology, sociology, and education) that rely on multiple theories that are controversial - subject
to debate. Kuhn (1962) suggested that as the disciplines grow, a paradigm emerges that sets limits
on the domain of inquiry, but this does not always happen, and clearly not in SLA.

Like many other disciplines in social science, SLA shifts and expands knowledge
formations and has been drawing knowledge from other disciplines; L1 acquisition, cognitive
psychology, sociology, anthropology, and education. There isn't a body of knowledge unique to
SLA. It relies less on the originality of the constructs but on how borrowed constructs were adapted

and incorporated into SLA. The Complex Dynamic Systems Theory (Larsen-Freeman, 1991) is a

6 Learners have agency and actively construct their own learning contexts; social identity is crucial; learner interactions are

common; learners have local agendas. influenced by Socialization theories e.g., Community of Practice Theory, Post-structuralist
theories.
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good example that shows how it draws on Chaos Theory’ from physics but has reshaped the theory
by considering the established characteristics of learner-language®.

In my view a learner acquires a language by absorbing the cultural and linguistic nuances
of the target language that ultimately lead to proficiency in the target language. Inevitably,
understanding a language requires not only the knowledge of grammar, phonology, and lexicon
but also certain features and characteristics of the culture. In order to communicate internationally
it involves communicating interculturally as well. The intention of language is to communicate
while a variety of processes occur during communication. Brown (2007) strongly supports the
claim that Second language acquisition can be seen as the vehicle for creating communication via
interpersonal relationships in foreign cultures whereas second language proficiency consists of the
linguistic ability only. The two are interwoven and cannot be separated without losing the
significance of either language or culture.

Richards (2015) suggests that a structuralist approach views language as a system of
elements related to code meaning. The core of the structuralist approach states that language is
simply a code for meaning and the goal of language learning is mastery of the code. A functional
or communicative view sees language as a vehicle for the expression of functional meaning. The
semantic and communicative aspects are emphasized more than the grammatical aspects. An
interactive view sees language as a vehicle for the creation and maintenance of interpersonal

relations, focusing on moves, acts, negotiation, and interaction found in conversational exchanges

7 Chaos theory is an interdisciplinary area of scientific study and branch of mathematics focused on underlying patterns and
deterministic laws of dynamical systems that are highly sensitive to initial conditions and were once thought to have completely
random states of disorder and irregularities. The perspective of chaos theory suggests that relatively small life events can have a
large impact on psychology, mental health, and human behavior.

8 Learning a language is what learners say or write when they are trying to communicate spontaneously in a language they are
learning. Interlanguage (IL) is the system that underlies learner language grammar, vocabulary and pronunciation.
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(Halliday, 1984). Thus, the learner who becomes bilingual gains an access to a new code of
linguistic and cultural perspectives.
1.3 Mono-Lingual and Bi-Lingual Competence

Franceschini (2011) interprets the history of monolingualism focused largely as a
development from a psychological generative tradition to a dynamic sociolinguistics of
multilingualism. Franceschini's interpretation of the history of monolingualism pivots from an
earlier psychological generative tradition towards a dynamic sociolinguistics perspective that
values multilingualism. The shift from a psychological generative tradition refers to a historical
emphasis on studying language primarily from a psychological/cognitive perspective. This
tradition focused on the internal structures of language and how individuals acquired and used
language. The study of monolingualism as the norm because of a single dominant language in
every society.

Franceschini's pivot towards a dynamic sociolinguistics of multilingualism reflects the
move towards a contemporary approach. Sociolinguistics explores the relationship between
language and society, recognizing the diversity of languages within a given community and the
social contexts that influence language use. Embracing multilingualism suggests an
acknowledgment of the coexistence of multiple languages within societies and the importance of
studying this diversity (2011).

There are two ways of looking at people who speak more than one language. There is the
‘Monolingual Perspective' that sees Second Language (L2) through the lens of the First Language
(L1). In this case the Second Language is added on to the speaker’s first language, something extra;
the L2 user’s proficiency in the second language is measured against the sole language of the

monolingual. Ideally the L2 learners would speak the Second Language just like a native speaker.
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However, there is the ‘Bilingual Perspective' that refers to L2 learners as people who speak two or
more languages. The additional languages are part of the L2 learners’ total language system. Each
language potentially differs from that of someone who speaks it as a First Language. An
interpretation of the bilingual perspective is captured by the notion of multi-competence. Multi-
Competence thus covers the knowledge and use of two or more languages by the same individual.

A communicative approach to the foreign language pedagogy aims to develop students’
competence to use sentences appropriately when genuinely communicating outside of the
classroom as well as to produce sentences accurately in a lesson (Larsen-Freeman, 2000). By
engaging in meaningful interactions, learners develop their ability to use language fluently and
appropriately in various contexts and situations. This approach recognizes that language learning
is not solely about mastering grammatical rules, but also about acquiring the skills needed to
communicate effectively in the target language.

An effective way to become a proficient speaker and attain linguistic ability is by
communicative competence. Communicative competence refers to the ability to use language
effectively and appropriately in various social and cultural contexts to achieve communicative
goals. It involves not only linguistic knowledge, such as vocabulary and grammar, but also
sociolinguistic and pragmatic knowledge, which includes understanding the social norms,
conventions, and context-specific rules governing language.

1.4  Linguistic Competence

The general definition of competence is characterized by the ability and willingness to
apply knowledge and skills in real life (Valchuk, 2017). Linguistic Competence was primarily
introduced by Noam Chomsky’s theory of Generative Grammar in 1957 (Taha & Reishaan 2008),

that defined Generative Grammar as a set of rules that can be repeated to generate an indefinite
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number of sentences with a clear structural description for each sentence (Tienson 1983).
Linguistic Competence is defined as the native speakers’ ability to formulate “well-formed
sentences” (Thornbury 2006, p. 37). Noam Chomsky’s theory revolutionized the field of
theoretical linguistics by claiming that second language learners can generate an indefinite number
of sentences (Barman 2014).

Hymes introduced the theory of communicative competence (Young 2008). Following
Hymes’s ideas, Saville-Troike (2003) claims that communicative competence reflects how the
speaker communicates the message appropriately in any context, and that it also involves the socio-
cultural knowledge that enables speakers to use and understand different speech forms. Based on
Hymes’ communicative competence theory the concept of interactional competence was
introduced by Claire Kramsch (Walsh 2012). Interactional competence elaborates the notion that
“abilities, actions, and activities” are formed by everyone who is involved in the discourse and not
by a single individual (Young 2013, p.17).

1.5 Communicative Competence

Hymes (1971) pioneered this communicative approach by coining the term,
‘communicative competence’ which means knowing when and how to say what to whom within
a social context. He put the emphasis on the communicative competence reacting to the perceived
inadequacy of Noam Chomsky’s linguistic competence. In opposition to Chomsky’s view of the
“ideal speaker-listener” as a nonexistent abstraction, Hymes looks at the real speaker-listener in
the social interaction. Afterwards Canale and Swain (1980) subdivided the communicative
competence into three components: grammatical competence, sociolinguistic competence, and
strategic competence. In 1983, Canale added discourse competence to their original model. Hymes

was criticizing Chomsky competence theory by arguing that the theory was neglecting the
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perception of the individual as a whole (Kamiya 2006). He argues that a learner’s competence is
not merely based on the knowledge of language forms, but rather on the use of the language in real
social situations (Young 2008).
Hymes (1972) offered the following four different ways of language use in social contexts:

1) Formally possible with the language
Hymes refers to the kind of social acts that will evoke a reply to the learner’s language use and
cultural behavior. Formally impossible language use is referred to as ungrammatical, and a cultural
behavior that is not formally possible is regarded as “uncultured” (Young 2008, p.95).

2) What is feasible?
Hymes connects the notion of what is feasible to psycholinguistic aspects of a speaker’s ability.
The speaker’s ability is limited by memory and comprehension processing of the utterances. (Van
Compernolle 2014).

3) What is appropriate?
Hymes views appropriateness as a relationship between a particular linguistic performance and its
context perceived by participants in a communicative practice. Thus, certain language use may or
may not be appropriate in a particular context.

4) What is actually done?
According to Hymes, there are set rules of language use that determine “which subset of formally
possible, feasible and appropriate utterances” will be used by participants in a particular speech
context (Van Compernolle 2014, p.34). He suggests that an individual’s competence is reflected
in the way language is used in real social situations, not only by the knowledge of language forms.
Hymes’s primary focus was not language learning, but “language as social behavior” (Sauvignon

2002, p. 2).
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1.6 Michael Canale and Merrill Swain’s Model

Based on Hymes’s work, Canale and Swain constructed their version of communicative
competence. Their model emphasizes the knowledge and skills a learner needs to acquire in order
to communicate (Young 2011). Canale and Swain’s (1980) framework includes three components:
grammatical competence, socio linguistic competence and strategic competence.

Grammatical competence consists of “knowledge of lexical items, rules of morphology,
syntax, sentence grammar semantics, and phonology” (p. 29). Sociolinguistics competence is
divided into two sets of rules: socio cultural rules of use and discourse rules. Sociocultural rules
identify the ways in which utterances are produced and perceived appropriately in different
sociocultural situations, whereas rules of discourse refer to “cohesion (grammatical link) and
coherence, (appropriate combination of communicative functions)” of a combination of utterances
(p. 30). The third one is strategic competence_which contains both verbal strategies, (paraphrase,
repetition and guessing) and non-verbal strategies (facial expressions, hand gestures) employed by
speakers in order to manage breakdowns in communication, and also “to enhance the effectiveness

of communication” (Bagaric & Djigunovic 2007, p. 98).

1.7 Bachman and Palmer’s Model

In the late 1980°s Bachman and Palmer offered a new model of communicative competence
called ‘Communicative Language Ability’(CLA) (Bagaric & Djigunovic 2007). CLA combines
two components: (1) language knowledge and (2) strategic competence. Language knowledge
consists of two parts: organizational knowledge and pragmatic knowledge. Organizational
knowledge controls formal language structures to make or understand utterances or sentences that

are grammatically acceptable (grammatical knowledge), and to organize these utterances or
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sentences into oral and written texts (textural knowledge). Bachman and Palmer’s idea of
grammatical knowledge complements Canale and Swain’s grammatical competence (Kamiya
2006), where textual knowledge covers knowledge of cohesion and rhetorical organization. While
knowledge of cohesion is involved in connecting sentences or utterances, knowledge of rhetorical
organization helps with organizational development in written texts or talks (Bachman & Palmer
1996).

Bachman and Palmer (1996) divide pragmatic knowledge into two parts: socio linguistic
knowledge and functional knowledge.

A) Functional knowledge (illocutionary competence) - helps an individual to understand
the discourse by connecting “utterances or sentences and texts to their meanings” and also to
language users’ intentions (p. 69). Functional knowledge comprises four types of language
functions:

1. Ideational functions help language learners to express or understand meanings based on their
real-world experiences. Ideational functions include descriptions, classifications, explanations,
and emotional expressions.

2. Manipulative functions allow language learners to use their language to affect the world around
them. There are three types of manipulative functions: instrumental functions, regulatory
functions, and interpersonal functions. Instrumental functions are used to have other people do
things for the speaker, for example, requests and suggestions. Regulatory functions are performed
to control the actions of others, for example, rules and regulations. Interpersonal relationships are
for establishing, maintaining and changing interpersonal relationships, such as greetings,

compliments and apologies.
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3. Heuristic functions enable language learners to widen their knowledge of the world around
them, such as use of language for solving problems, and retaining information.

4. Imaginative functions allow language learners “to create an imaginary world or extend the world
around them for humorous or aesthetic purposes” (p. 70).

B). Sociolinguistic knowledge enables language users to create or comprehend language
in a specific context. This requires the knowledge of conventions that determine proper use of
“dialects, registers, idiomatic expressions, cultural references and figures of speech” (p. 70).
Bachman and Palmer’s model of communicative competence is multidisciplinary which defines
communicative competence in the contexts of language assessment rather than instruction (Furké
2016).

1.8 Interactional Competence

Interactional competence is based on the theories of linguistic and communicative
competences. However, the difference of interactive competence from linguistic and
communicative competence is Kramsch’s (1986) view of intersubjectivity. According to Kramsch,
interactional competence “presupposes a shared internal context or sphere inter-subjectivity” (p.
367), which means that a participant in a conversation can make predictions about his/her partner’s
mind. (Establishing inter-subjectivity is fundamental for successful communication and require
the following three conditions: (a) “the receiver should come to attend to the situation as intended
by the sender, (b) the sender should know that the receiver is so doing, (c) the receiver should
know that the sender knows that this is the case” (Young 2011, pp. 430-431). The difference
between interactional competence and communicative competence is that communicative

competence focuses on the speaker’s knowledge and skills to communicate in a social context;
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interactional competence is constructed by all speakers that are involved in the communication
process (Young 2013).)

In conclusion, although Noam Chomsky revolutionized the linguistic world with his theory
of linguistic competence, Hymes criticized Chomsky’s theory arguing grammatical knowledge
was not sufficient for effective communication. Hymes introduced communicative competence.
Moreover, researchers such as Claire Kramsch (2012) proposed a constructivist and practice-
oriented view of interaction and competence called interactional competence which specified
that abilities, actions, and activities are not possessed by an individual, but co-constructed by all
involved in the communication process.

It is my view that learners who can optimize their interactional and cultural competences
by a supported social environment acquire language effectively. In my research I selected the
Canale and Swain model to address language competency and Bachman and Palmer’s model to
analyze the participant's communicative competence according to pragmatic and functional
knowledge. The two models share measurement of language practice that overlaps. Bachman’s
model indicates specific categories of functionality to measure individual ability to connect
sentences to text to their meaning as well as the language user's intentions.

1.9  Language Practice

Bourdieu (1977) the French philosopher stresses the notion that practices are the
embodiment of actions with history, and when we think in terms of language practices we must
consider time, space, history, and location. Pennycook (2010) claims that the focus of language
acquisition has shifted towards local, grounded, and particular practices, rather than human nature,
universal cognition or language structure. This notion captures the idea of what happened in a

particular time and place, as well as in which practices people are engaged. The growth in interest
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around everyday life has shifted away from abstract ideas about language, discourse, and society
towards language use in the context of locality. This shift requires an examination of time,
movement, and interaction. “Practices are the keyway in which every day social activity is
organized, and language practices, as one such set of practices, are a central part of daily life
organization” (Pennycook, 2010).

The emergence of cognitive psychology in the 1960’s caused a shift from behaviorist
learning theory to cognitive learning theory. This shift characterized the learning as an active and
creative process, “learning is a cognitive activity involving the mental processing of information
and thoughts” (O’Malley & Chamot 1990, Chang .2009). The learner adopts the new information
when he or she finds it personally meaningful. The category includes subsets of strategies such as:
creating mental links; applying images; using sound (2009).

The cognitive strategies share a unified function which is to manipulate or transform the
target language. An example of cognitive strategies is “I try to talk like native English speakers”
(Oxford ,1990, p.295). The cognitive strategies are used for understanding the meaning and
expression of the target language by practicing, receiving, and sending messages, analyzing and
reasoning, creating a structure for input and output.

Bialystok (1981) discusses two major parameters of language strategies - purpose and
modality. Both parameters are characterized by the situations in which they are being utilized. He
claims that the purpose of language is designated by formal or functional. Formal language
involves the language structure and its rule bound system. Syntax, morphology, and phonology
classify the content of a formal language. However, functional language is classified by
communicative situations for information and conversational purposes. The two aspects can be

combined in the classroom. A grammar lesson, for example, is the formal aspect, and discussion
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about the meaning of a story is the functional aspect. Despite the differences between the two
aspects of content, language growth can occur when exposure to language increases. Exposure to
language is characterized by combining the two aspects together. Bialystok shares the following
scenario: A learner can listen to a conversation in the target language and analyze the phonological
system. The goal is to learn the language system based on the instance of a formal practice.
Additionally, the learner is exposed to a communicative situation regardless of his/her intention to
acquire the phonological system, this situation qualifies as functional practice (1981). Hence, the
study of language combines the form and meaning, and the language learner learns from formal
and communicative aspects. The two practice strategies reflect the significance of the situation
about its purpose. The practice is the exposure to the language, whether it’s formal or functional.

In 1990, Merrill Swain, introduced a change in the way Second Language Acquisition
(SLA) was perceived. Swain claims that output pushes learners to process with more mental effort
than input because the learner is more in control. The learners use more effort for speaking or
writing to meet their communicative goal (Swain, 1995). The notions of ‘comprehensible input’
(Krashen 1982), ‘interaction and negotiation (Long 1980), and comprehensible output (Swain
1985), that depicted to not being connected with culture, gave way to concepts such as ‘internal
speech’, ‘zone of proximal development’, ‘scaffolding’ and ‘help of more capable peers’
(Kramsch, 2014).

Lantolf (1999) raised a major question, whether second learners can adopt the culture
acquisition of the native speaker of the target language. He shows that language learners can
conceptualize metaphors of native speakers, for example, learners can say “Take your time” but

their view about time will be different. Lantolf calls this “an historically transmitted semiotic
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network constructed by humans, and which allows them to develop, communicate, and perpetuate
their knowledge, beliefs, and attitudes about the world” (Lantolf, 1999: p.30).

The question is how do we transmit culture so that learners can access language in a natural
manner?

Kramsch (1993) suggests that until recently two main perspectives influenced the teaching
of culture. The first pertains to the transmission of factual, cultural information that is based on
statistical information, immersion in literature and art that focus on customs, habits, and folklore
of daily life. The second perspective draws upon cross-cultural anthropology or psychology. It is
important to make a distinction between culture with a capital C -art, music, literature, politics;
and culture with a lowercase c - behavioral patterns and lifestyle of everyday people.

1.9.1 The Connection Between Language and Culture

Researchers in the Sociocultural Theory discipline used Vygotsky's theory® addressing the
idea that “the mechanism of individual developmental change is rooted in society and culture”
(Vygotsky, 1978; p.7) to develop dialectic ways to assess learner competence (Lantolf & Poehner,
2011). Vygotsky explains that the psycholinguistic processes are the reconstructions of the
individual’s mind of the mediated social interaction he or she has experienced. The mediation
occurs through visual, linguistic, and acoustic signs. Language emerges from social and cultural
activity. The linguistic signs are created, interpreted, and manipulated by the learner to engage in

an action. Vygotsky’s semiotic theory!® (1978) connects psychological processes within

? The work of Lev Vygotsky (1934) has become the foundation of much research and theory in cognitive development over the
past several decades, particularly of what has become known as Social Development Theory. Vygotsky’s sociocultural theory
views human development as a socially mediated process in which children acquire cultural values, beliefs, and problem-solving
strategies through collaborative dialogues with more knowledgeable members of society.

10 https://www.sciencedirect.com/science/article/abs/pii/0732118X9390020E

Theory provides a framework for understanding how humans use signs to make meaning of the world around them. Vygotsky's
novelty was to see it as presenting a number of developmental problems, problems not only to do with communication, but also
with a ‘semiotic-instrumental’ self-control of behavior.
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individuals and cultural forms of behaviors between individuals. Learning a language is not by
memorizing arbitrary linguistic forms, but rather by engaging in social activities. The activities are
mediated by material signs; gestures, facial expressions, sounds and linguistic shapes. These
external social interactions are reconstructed internally and become a way of thinking.

Post-structuralist Stuart Hall (1978) defined culture as a space of interpretivism and
struggle. His definition is based on the role that media plays in reflecting reality but also creating
reality by the dominant cultural order. Specifically, Hall emphasizes the overarching importance
of the culture inherited from the Empire. His claim is that the role of culture as a construction of
meanings implies sharing conceptual maps and systems of classification and representations.

The sociologist Howard Becker!! (1982) defines culture as the shared understanding that
people use to coordinate their activities. I view culture as a collection of ideas, rituals, beliefs,
customs, and behavior that are formed by history and manifested in different circles of society.

Pennycook (2007) claims that culture is rather a process of language use that integrates
semiotic systems such as: ritual, dance, music, graffiti, clothing, gestures, postures, way of walking
and talking. People do not merely represent culture rather construct it by interaction with one
another, “language use is part of a multifaceted interplay between humans and the world. What we
do with language in a particular place is a result of our interpretation of that place” (Pennycook,
2010, p. 2). This view was influenced by constructivist Michel Foucault (1970) who claimed that
a given culture is not only performed by its members, but they are constantly creating and

constructing the culture that they live by. “Foucault describes culture as “a hierarchical

' American sociologist who developed the labeling theory of deviance. Becker’s approach to culture was radically different
from sociologies of exteriority and imposition.

12 Michel Foucault (1926-1984) was a French historian and philosopher, associated with the structuralist and post-structuralist
movements. He has had strong influence not only in philosophy but also in a wide range of humanistic and social scientific

disciplines.
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organization of values, accessible to everybody, but at the same time the occasion of a mechanism
of selection and exclusion” (1970, p.170). Foucault's ideas encapsulate how social structures and
systems of knowledge can both offer accessibility to everyone while simultaneously serving as
mechanisms of inclusion and exclusion. Therefore, the question that arises is how to create a
meaningful language experience for the learner who is not only engaged in speaking, but also
reflecting. The learner can position himself or herself from the inside and outside in what Kramsch
calls “third place” (Kramsch, 1993) of symbolic competence (Kramsch, 2009b).

Kramsch (1995) pointed out that traditional language theories and language acquisition
affirm the dichotomy between individuals and the social realm. Language and the acquisition of
language are thoughts to connect communication and social processes within a social context.
Kramsch (1998) suggests that language is the principal means by which society conducts its social
lives. Language is being used in the context of communication that is bound with culture in
multiple and complex ways. Furthermore, Kramsch argues that language needs to be studied in its
social context; although, language itself is viewed as an arbitrary sign or symbol that serves social
existence which by design is outside of the language.

However, Whorf (1956) suggested that language influenced how a culture conceptualized
reality. Yet, when Chomsky (e.g., 1965) focused linguistic inquiry upon a universalist quest for
the structures that underlie all language, Whorf’s relativist view on culture and language became
unfashionable.

The dyad of ‘language and culture’ language is a linguistic form that applies to cultural
reality that can be found in the real world. Kramsch (2012) discusses culture as a need to reflect
on the language which makes the task of learning a language more relevant. She claims that part

of learning another language requires the ability to perceive the world through the metaphors, the
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idioms and the grammatical forms used by the other. “Without language and other symbolic
systems, the habits, beliefs, institutions and monuments that we call culture would just be
observable realities, not cultural phenomena” (Kramsch, 2013; p. 62). Bakhtin (1986) defined the
ability of speakers to see themselves from outside their own perspective. He noted the term
‘transgredience'- that is, the self as dialogical, and thus 'saturated with otherness'. Because
utterances of change participants are made within an ever-changing context, and because
utterances affect the way in which change is co-constructed. This notion is central to a dialogic
understanding of the negotiation of meanings between one change participant and other change
participants, “through transgredience, language learners learn not only to use the language
correctly and appropriately, but to reflect on their experience” (Kramsch, 2012. p. 62). Kramsch
theorized language embodying both the history and the social world, but individuals can add their
own voice and intention. Kramsch (1998), Judd (2002;10), and Pennycook (1995), suggests that
“culture can be defined as the system of shared objects, activities and beliefs of a given group of
people.”

Kramsch (1998:127) also emphasizes the notion of shared practice, suggesting that culture
is “the membership in a discourse community that shares a common social space and history, and
a common system of standards for perceiving, believing, evaluating, and acting.” According to
Kramsch, linguists will focus on the question of people’s perceptions, beliefs, values that are
encoded in linguistic signs. Scholars in applied linguistics who use the pragmatic approach focus
on how cultural meaning is constructed in a communicative situation (Kramch, 2014). L2 speakers
ought to understand the intent of communication that is embedded in specific cultural settings, to

fully demonstrate communicative competence (Savignon, 1997).
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Furthermore, according to Vygotsky and other sociocultural theory (SCT), “a community’s
culture and individual mind are in inherently dialectical relationship as semiotically organized
functional systems” (Vygotsky 1978; Wertsch 1985). They contended that language is constructed
from social and cultural activities, and later becomes a reflective object.

Pennycook claims that culture is being constructed by using the modality of verbal
discourse, “discourse does not refer to language or uses of language, but to ways of organizing
meaning that are often, though not exclusively, realized through language” (Pennycook, 1994,
p.128). Therefore, discourse evolves practices we do with language that reflect the way we engage
with the world. Lankshear (1996) expanded the idea of discourse to include all aspects of ‘culture’:
“A Discourse is composed of ways of talking, listening, reading, writing, acting, interacting,
believing, valuing, and using tools and objects, in particular settings and at specific times, so as to
display or to recognize a particular social identity” (Gee, Hull & Lankshear, 1996, p.10).
Lankshear strengthens the claim that cultures are not only national entities, but groups linked by
common interests or history. Every individual is linked through shared ideas, historical events,
biological disposition, shared memories/feelings/beliefs, nationality, and other factors that may
define their identity.

Pennycook claims that discourse is a vehicle that organizes meaning through the
conceptual categories (e.g., man, woman, German, American) “Discourse is shared ways of
organizing meaning that are often, though not exclusively, realized through language. Discourses
are about the creation and limitation of possibilities, they are systems of power/knowledge

(pouvoir/savoir) within which we take up subject positions” (Pennycook, 1994;128).
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1.9.2 The Connection Between Art and Language

Language learners benefit from the increased capital that art provides to understand the
world. Through art, learners gain access to history or current affairs of a place or a person or event
through histotrophic images. The exposure to art culture can help learners remember something
tangible about a country as well as navigate through today’s highly visual culture. Potentially it
can provide a cognitive preface for content and reinforce ideas that might be difficult to express in
words. Moreover, art can be a gateway to observe history, traditions, and schema in world cultures,
as well as promote authentic learning of a second language (Goldberg, 2012).

Images offer learners an effective path to making meaning (National Art
Education Association, 2009; Unsworth, 2006; Zeigler & Johns, 2005). A multi-modal
multiliteracies approach that joins teachers of different disciplines to design instruction
collaboratively supports the challenge of improving 21st century literacy instruction (Castek, Leu,
Coiro, Gort,Henry & Lima, 2007; Cazden, Cope, Fairclough & Gee, 1996; Herrera,
Perez & Escamilla, 2010; Kalantzis, Cope & Harvey, 2003). Learners in the process of acquiring
a second language benefit from processing language using all modalities as well as their unique
intelligences (Gardner, 2010). The reinforcement and exposure that occurs when students have
numerous opportunities to use new language increases when their world provides them links
between what they hear, read, see, and write. (The New York State Education Association, 2010;
Carger, 2004).

Art enables students and individuals to be aware of their own cultural identity, and to be
able to accept others’ cultural values. It is essential to cultivate respect for one’s own culture and
traditions, as well as the acceptance and tolerance of other cultures. "Teaching visual culture is

about students making and viewing the visual arts to understand their meanings, purposes,
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relationships, and influences" (Freedman 2003:11). The use of visual arts in second language
acquisition can be a challenging process because it links the two hemispheres of the brain: the left
that is "specialized not only for language but also for analytical and sequential thinking and the
right is responsible for spatial thinking and visuomotor skills" (Silver1989:10). However, making
the connection between the two hemispheres is beneficial since it is a similar process that takes
place in language.

Eutsler (2017) claims that the use of visual arts in language learning improves cognitive
skills, in particular thinking critically as an active, purposeful, organized, and cognitive process.
Visual art provides various competencies "in developing cognitive growth, including the
perception of relationships and that problems and questions can have multiple possibilities" (Baker
2013: 2). Mincemoyer (2016) claims that Arts support students' self-expression about their world,
feelings, ideas, and themselves. Goldberg (2012) suggested that infusing the visual arts in
elementary school offers second language learners an opportunity to express, formulate ideas, and
discover a topic without relying on their language level. Moreover, studying art can be a gateway
to engage with history, traditions, and world cultures, as well as promote authentic learning of a
second language.

Learners who are acquiring a second language benefit from all instructional modalities as
well as their unique intelligences while they engage in the learning experience (Gardner, 2010).
The reinforcement and exposure that occur when students are presented with historiographic
images numerous opportunities to use new language increases the connections between what
learners hear, read, see, and write.

Current research suggests that visual examples enhance the understanding of content,

culture, and ideas (Jarvis, 2011; Siegel & Panofsky, 2009). Visual representations reinforce
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students' connection to a topic through all modalities as they use their second language in a
meaning-making manner.

Since learning is an individual human condition, it is important to make connections into a
student’s fund of knowledge (Gonzéalez, Moll & Amanti, 2005) to examine the student's own
identity as a base for learning. While linguistic proficiency and contextual awareness are necessary
for communication to take place, an internal motivation is also necessary: “successful
communication is not just about shared knowledge of linguistic cues but also, and perhaps more
importantly, a shared willingness to cooperate” (Hall, Hendricks, & Orr, 2004, p. 81). Language
learners draw an identity from their ability to use language, with this identity affecting motivation

for advancing learning the language.

2.0  Learner’s Identity

In recent years there is an emphasis on investigating language learning as a sociocultural
practice. The traditional models of psychology perceived SLA primarily as a cognitive process
(Lantolf, 2000; van Lier, 2004; Zuengler & Miller, 2006). Vygotsky (1978) noted that the
importance of sociality of learners is paramount because it enhances the individual’s acquiring
linguistic, or sociolinguistic competence. Dornyei claims (2001) that learner's motivation can be
described in two broad subsystems, an instrumental and integrative. The integrative motivational
subsystem is concentrated on individual L-2 predispositions such as: social, culture, ethnic and
nonlinguistic components. The instrumental motivation stems from the learner's future career
endeavors. “English has become a world language, one that dominates business and science. In
many respects it is hegemonic. To participate in the world economy and to benefit from the
advances of science, it is believed, one must know English" (p.694). In my observations throughout

my years of teaching in academic institutions I have encountered learners that had integrative
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motivation to shape their Jewish identity. The study of Hebrew language is instrumental for
forming a connection of national identity, society, and culture, and to strengthen a Jewish identity.
Therefore, I believe that educators who pay attention to the learner’s individual profile and
motivational factors from the pedagogy perspective can help learners to maximize their acquisition
in the target language - in this case Hebrew.

A student enters the classroom with his own identity and culture. When acquiring a second
or a new language, the student can absorb the culture of the second language, too (Spackman,
2009, p.2). This is a meeting point between culture and identity influencing second language
acquisition. The process of learning a second language affects the students’ identity and sense of
belonging to a community. This is based on the notion that identity is embedded in culture and
language. Leveridge (2008) implies that there is an intrinsic relationship between language,
culture, and identity. Language can be the vehicle to express the individual’s identity and culture.
Gunderson (2000) aptly describes language and culture as inextricably linked. Norton (2007)
defines identity as how humans understand their relationship to the world, how the relationship is
constructed across space and time, and how the person understands his/her future possibilities.

Edwards (2009) remarks that the underlying construct of identity is similarity, based on
the Latin root of the word ‘identity’(identitas), which means ‘same’. Norton (1997) argued that
language learners are continuously engaged in a process of identity construction every time they
speak. Many scholars view language learning and identity as inseparable (Day, 2002; Edwards,
2009; Norton, 1997). Norton (2011) believes that the growing interest in identity is due to the shift
of interest from the psycholinguistic aspects of language learning to the sociological and
anthropological aspects of language acquisition. Learning a new language can be a stimulating

experience that involves the whole person: physically, cognitively, and emotionally. In this
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experience, language learners shift from an understanding of themselves as speakers of their first
language (L1) and their awareness of themselves as learners of a second language (L2), of how
they ‘identify’ themselves. Thus, it is believed that identity construction through language use is a
dynamic process (Larsen-Freeman & Cameron, 2007).

Various types of identity have been suggested in the literature including ‘social identity’,
‘sociocultural identity’, ‘cultural identity’, ‘ethnic identity’, amongst others (Norton, 1997).
Identity has been approached from various perspectives. One approach of identity is post-
structuralism which, according to Norton (2013, 2014), attempts to explain identity in terms of our
subjectivity defined simply as ‘our sense of ourselves’ (p. 4). Subjectivity is explained in terms of
power; that is to say, individuals are either subjects of power or subjects to power. In a globalized,
post-structuralist, postmodern world, identity is considered to be diverse, dynamic, varied, shifting,
subject to change and contradictory. Identity is regarded to be socially organized, reorganized,
constructed, co-constructed, and continually reconstructed through language and discourse.
Identity is unstable, flexible, ongoing, negotiated, and multiple. It is a collection of roles or
positions, and a mixture of individual agency and social influences (Zacharias, 2010; Omoniyi &
White, 2008). Rather than being unique, fixed, and coherent, identity is considered as "a process"
by social theorists (Block, 2007b). For Harr’e (1987), identity was about the constant and ongoing
engagement of individuals interacting with others (Block, 2007).

Learners are perceived as members of social and historical collectivities, who fit the
practices of a given community, rather than as language producers (Vygotsky, 1978). This view
of language learning as a sociocultural practice has put the identity on the SLA road map. In the
field of SLA, interest is growing pertaining to the ways in which language learners understand

their relationship to the social world, how that relationship is constructed across time and space,
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and how the learner perceives possibilities for the future. “Every time language learners interact
in the second language, whether in the oral or written mode, they are engaged in identity
construction and negotiation” (Norton, 2000).

Researchers who are interested in identity are interested in the relationship between the
language, the learner, and the larger community. According to the post-structuralist perspective,
identity is viewed as being unstated, contextually driven, and emerging within interactions of a
given discourse (Miyaharay, 2010). Post-structuralism refers to theoretical approaches that seek to
examine the role of discourse and construction of experiences. Block (2007) suggests that identity
is not fixed, rather it can be reshaped by social discourses, practices, and experiences. Norton
(1997), the leading figure in research on identity in language, strongly supports the relation
between language learning and identity. She views identity as intimately tied to language
education.

Norton (2003) presents another dimension of identity which is the imagined communities
that learners may aspire to join. “The term “imagined community,” originally coined by Anderson
(1991), was introduced to the language learning community by Norton (2001), who argued that
“in many language (/?) classrooms, the targeted community may be, to some extent, a
reconstruction of past communities and historically constituted relationships, but also a community
of the imagination, a desired community that offers possibilities for an enhanced range of identity
options in the future” (Norton, 2012; p.).

Major scholars (Ricento, 2005; Zuengler & Miller, 2006; Block, 2007a; Swain & Deters,
2007; Menard-Warwick, 2009) cite Norton’s theorizing of identity (Norton Peirce, 1995; Norton,
2000) as a fundamental contemporary understanding of identity and language acquisition. One of

the central interests of a learner's identity are the ways in which language learners perceive their
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relationship to the social world, how that relationship is constructed across time and space, and
how the learner may explore possibilities for their future. Norton names this construct
“investment,” which complements constructs of motivation in Second Language Acquisition
(Dornyei, 2001), is inspired by the work of Bourdieu (1991) and addresses the constructed
relationship of learners to the target language and their ambivalent feeling to learn and practice it.
Bourdieu (1991) suggests that when learners ‘invest’ in the target language, they acquire an
understanding that they will obtain a wider range of symbolic and material resources, which will
contribute to their ‘cultural capital’.

The major argument of the identity approach to SLA is twofold: First, SLA theorists need
a comprehensive theory of identity that integrates the individual language learner and the larger
social world; second, SLA theorists need to address how relations of power in the social world
affect learners’ access to the target language community. In relation to the former, a fully
developed theory of identity highlights the multiple positions from which language learners can
speak, and how sometimes marginalized learners can appropriate more desirable identities with
respect to the target language community. In relation to the latter, identity theorists are concerned
about the ways in which opportunities to practice speaking, reading, and writing, acknowledged
as central to the SLA process (cf. Spolsky, 1989), are socially structured in both formal and
informal sites of language learning.”

Furthermore, language assumes human cognition and condition, identity construction and
self-development (Edwards, 2009). Norton (1997) argued that language both shapes and is shaped
by one’s identity. In addition, it is often acknowledged that language learning and identity

reconstruction are linked (Edwards, 2009; Johnson & Johnson, 1999; Norton, 1995, 1997, 2009).
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An increasing literature in SLA poses a variationist perspective on second language learners. Block
(2007) presents methods of data collection on culture, language, and identity. Empirical research
has shown a link between second language learning and identity. Learners’ identities are not
merely based on their interactions in the classroom, rather on a broader scale of interactions in the
community. It is an “encompassing process of being active participants in the practices of social
communities and constructing identities in relationship to these communities” (Wenger, 1998;
cited in Block, 2007, p.865). Learners can actively engage in and contribute to various social
practices within their communities. These practices can include cultural norms, rituals, traditions,
linguistic interactions, and everyday behaviors that define the community's social fabric. For
instance, participation in religious ceremonies, cultural celebrations, or community events reflects
active engagement in these social practices. Through active participation in social practices,
learners construct and shape their identities as they engage selectively within the learning
community. Identity construction involves how individuals perceive themselves and are perceived
by others within the community. This process is influenced by cultural values, social roles,
collective histories, and personal experiences. For example, someone actively participating in
cultural activities may develop a stronger sense of cultural identity tied to that community.
Summary

This literature review presents the theoretical framework of SLA, communicative
competences (linguistic, cultural) culture (Art) and learner identity. From the behaviorist
perspective proposed by B.F. Skinner suggests language is acquired through imitation,
reinforcement, and conditioning. Children learn language by imitating adults and receiving
positive reinforcement for correct language usage. Followed by Cognitive theories, like those

proposed by Jean Piaget, emphasize the role of cognitive processes in language acquisition.
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According to Piaget, children construct their understanding of language through cognitive
development and schema formation. Then in 1960 Chomsky's Universal Grammar theory posits a
major outbreak that humans are born with an innate capacity for language acquisition. Universal
Grammar proposes that there are underlying principles common to all languages that children
unconsciously use to learn their native language. However, Lev Vygotsky's socio-cultural theory
emphasizes the role of social interaction and cultural context in language development. According
to this theory, language acquisition is intertwined with social interaction, cultural norms, and the
zone of proximal development (ZPD). This review seeks to introduce the framework for my
research of using Art as a tool to acquire various competences from linguistic to pragmatic which
touch upon each of the theories listed above. Communicative competence refers to the ability to
use language appropriately and effectively in various social contexts. It involves not only linguistic

knowledge but also sociolinguistic, discourse, and strategic competences.

Learning a new language involves exploring and engaging with different cultures
associated with that language. As learners immerse themselves in the language, they expand
aspects of the culture, which may lead to shifts in their cultural identity. As learners gain fluency
and competence in the language, they may develop a sense of accomplishment and integration into
communities where the language is spoken. Language plays a crucial role in shaping social
identity. Language learners may identify with specific language communities and adapt their
language use to fit in or express their cultural and social identities. Language learners endure a
dynamic process of identity formation as they engage with new languages and cultures. This
process is influenced by language proficiency, cultural immersion, social interactions, motivations,

and the contexts in which language learning occurs. Embracing linguistic diversity and
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understanding the interconnectedness of language and identity are essential aspects of language

education and cultural competence.

Understanding language acquisition theories is paramount to maximize effective teaching
strategies, while communicative competence serves as a goal for language learners to achieve

proficiency in real-world communication.
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Chapter 2: Methodology

Introduction to my Research Methodology

This chapter focuses on the methodology of qualitative research design using narrative
study. I carried out this study based on the principles of narrative study, which is participatory,
change-oriented, practical, and cyclical in nature. This chapter also details the design of the study
and the methods and processes used to carry out this research. It also addresses ethical issues, rigor,
the challenges of conducting narrative study and issues relating to myself in the roles of a
researcher. The research design had three phases: phase one I gained insights during my teaching
and sought my interest in incorporating art by Israeli and Jewish painters at a learning strategy
tool. I gather information about the different learners’ interests, perspectives, experiences, and
background. Phase two, I generated a proposal for my objectives in this research and designed
questionnaires, wrote questions for an interview, selected research material that consist of
paintings that connect to cultural and historical theme. Phase three commenced when I scheduled
individual time with each participant to record their answers and ideas about the selected art
presented to them. The questions gave the participants directions but was not limiting for

individual interpretations.

The methodology steps are as follow: (2.1) purpose statement and research questions, (2.2)
description of the research design, (2.3) site characteristics, (2.4) participants, (2.5) data collection
and instrumentation, (2.6) data analysis, (2.7) timeline, (2.8) research material (2.9) ethical issues.
This research focuses on four case studies. The four participants were observed for over several

years in which data for this research was collected.
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Figure 2.2: Conceptual Model of Steps for Conducting my Research
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2.1  Purpose Statement and Research Questions

Language, culture, and identity are intrinsically interrelated. Culture plays a significant role
in shaping and influencing language. It represents the collective beliefs, values, customs,
traditions, and behaviors of a particular group of people. Hebrew language is not only a means of
communication but also plays an active role in the culture. For example, culture shapes the
vocabulary and expressions within a language; it reflects concepts, practices or objects that may
include unique words or phrases. Idioms and proverbs are cultural expressions that convey
meaning beyond their literal interpretation. According to Kasper and Schmidt (1996), language is
closely tied to social norms and etiquette within a culture. It dictates how people address each
other, show respect, and use polite expressions. Different cultures have their own rules and
expectations regarding communication styles, levels of formality, and appropriate use of language
in various social contexts. Language reflects the worldview and beliefs of a culture. It shapes how
individuals perceive and interpret the world around them. Different cultures may have unique

linguistic structures, metaphors, or symbols that embody their understanding of concepts like time,
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relationships, spirituality, and nature. The historical and geographical context of a culture affects
its language. Historical events, colonization, migration, and contact with other cultures can
introduce new vocabulary, loanwords, or changes in grammar and pronunciation. The
geographical environment can also influence the development of languages and dialects; in the
case of Jewish languages for example, Yiddish and Ladino!®. Hebrew language and culture have
a rich history spanning thousands of years. Exploring this heritage offers insights into ancient
religious traditions, literature, and folklore, providing a deep understanding of human civilization's
development.

Hebrew is not only a classical language but also the official language of Israel, a country
with a vibrant modern culture and a dynamic society. Investigating modern Hebrew language and
culture shed light on current social, and cultural dynamics in Israel. For many individuals, Hebrew
language and culture are integral parts of their identity and sense of belonging.

Kramsch (1998) stated, “Speakers identify themselves and others through their use of language;
they view their language as a symbol of their social identity. Thus, language symbolizes cultural
reality” (p. 3). Researching these aspects can illuminate how language shapes individual and

collective identities, fostering a deeper understanding of multiculturalism and diversity.

Critical theorists view language and culture as intertwined with ideology and propose a
stand against hegemonic forces. Pennycook claims that this is about becoming “the author of one’s
world, finding an autonomous voice and engaging in a struggle for culture alternatives (1997,
p.45)”. Overall, culture and language intertwine. Language shares the cultural values, norms, and

worldview of a community; while, at the same time, culture shapes the development, use, and

13 Throughout the world, wherever Jews have lived, they have spoken and written differently from their non-Jewish neighbors.
Some of their languages have differed by only a few embedded Hebrew words, but others have been so different in grammar and
pronunciation that Jews and non-Jews could barely communicate. Most long-standing Jewish languages are now endangered, but
new ones are emerging. Many people have heard of Aramaic, Yiddish, and Ladino, but knowledge of other Jewish languages is
less common, such as Judeo-Greek, Jewish Malayalam, and contemporary Jewish French.
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development of language. Understanding the cultural context is essential for effective

communication and for appreciating the richness and diversity of human language.

My research endeavors to address two primary objectives. Firstly, it aims to investigate the
potential impact of visual art on language acquisition, specifically focusing on vocabulary
retention, grammar comprehension, and overall linguistic competency. Additionally, it seeks to
explore the reciprocal relationship between language learning and the development of learners'
cultural and communicative competence, recognizing the symbiotic nature of language acquisition
and sociocultural understanding. Secondly, the research aims to assess the transformative effects
of second language learning on students' identity. It will examine the extent to which the process
of acquiring a second language influences individuals' sense of self and belonging within a
community. By delving into this aspect, the study aims to elucidate the complex interplay between
language acquisition, cultural adaptation, and the construction of personal and communal
identities.

The research questions that derived from my objectives are:

1) What does student work from across Hebrew courses at USC beginner through intermediate reveal
about the ways pairing language acquisition with Jewish and Israeli visual art influence the
development of language competences among learners?

2) What does student work reveal about the extent to which integration of Jewish and Israeli visual art
into language acquisition enhances the language performance of oral competence?

3) What does student work from across Hebrew classes at USC reveal about the role cultural
knowledge conveyed through Jewish and Israeli visual art contributes to learners' language (linguistic
and cultural) competence?

4) What does student work from Hebrew classes at USC reveal about the role Jewish and Israeli visual
art plays in encouraging learners to connect vocabulary and themes in communicating ideas, thoughts,

and opinions?
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5) What does student work from across Hebrew classes at USC reveal about the extent to which the
process of acquiring a new language and its associated culture through Jewish and Israeli visual art
reshape the learners' identity?
2.2 Research design
The research is within the qualitative paradigm and draw on narrative study methodology.
Qualitative research is defined by Denzin and Lincoln (1994, p. 56) as:
multi-method in focus, involving an interpretive, naturalistic approach to its subject matter.
This means that qualitative researchers study things in their natural settings, attempting to
make sense of or interpret phenomena in terms of the meanings people bring to them.
Qualitative research involves the studied use and collection of a variety of empirical
materials - case study, personal experience, introspective, life story interview,
observational, historical, interactional, and visual texts - that describe routine and

problematic moments and meaning in individuals' lives.

The characteristics of qualitative research are:

e It has an exploratory and descriptive focus.

It has an emergent design.

Data collection is done in the natural setting.

The emphasis is on human as instrument.

It uses qualitative methods of data collection.

Data analysis is inductive and ongoing during the research process.
The qualitative research design known as content analysis, which is used to identify the specific
characteristics of a body of material (any verbal, visual, or behavioral form of communication),

will be used to identify patterns, themes, or biases and will help to analyze the process of how
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students experience acquiring a second language and culture; it will also help to assess to what
degree the participants’ identity is reconstructed'®. The qualitative research design of content
analysis is appropriate to my research because its concepts require successive probing,
observations, interviews, and discussion. It is important to understand the phenomena of language,
culture, and identity from the students’ perspectives in a particular situation. This research
examines and documents the four case studies to provide an understanding of each learner’s

experience, issues, insights, and developmental pathways within the language acquisition process.

2.3  Methodological Framework

A narrative methodology in social science has intellectual roots in the humanities
(Connelly & Clandinin, 1990). The arguments for the development and use of narrative inquiry
come out of a view of human experience in which humans, individually and socially, lead storied
lives. Narrative inquiry has fueled studies having to do with curriculum, subject matter, and
culture. Narrative inquiry contributes to the emergence of the self-study of teaching and teacher
education practices genre of research is additionally highlighted, along with collaborative narrative
inquiries, studies with children, and reforming educational institutions landscapes. By focusing on
the richness and complexity of human stories, narrative studies offer deep insights into how people

experience and interpret the world around them.

14 Jean Mcniff and Jack Whitehead, You and Your Actions Research Project, 3rd edition. 2010, p. 89-112.
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Cultural and Historical Background

I established cultural and historical backgrounds based on the art of major Israeli and
Jewish artists working in the 20th century. The art depicted historical events, costumes, rituals,
and lifestyle in the Jewish and Israeli world. A list of all the topics can be found in the appendix.
This corresponds to Lado’s (1964) findings that there can be no actual knowledge learning a

language without understanding the values of the culture.

Figure 2.1: Conceptual Model of Narrative Study
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¢ Purpose and Application
¢ Ethical consideration

¢ Multiple disciplines

Narrative Study My Research

Focus on stories Focused on individual biography background
and experiences learning Hebrew

Subjectivity and Personal Experiences Documented the  participant  personal

experience learning Hebrew and personal
connection to Hebrew language and culture.

Contextual Understanding Paid close attention to the context in which the
stories are told. This includes the social,
cultural, historical, and personal contexts that
shape and influence their learning

Interaction =~ Between  Researcher  and | The participant and the researcher chose an

Participant area/ zoom meeting

Holistic Approach Looked at the entire story not on isolated
segment

Representation of Voice Presenting the participants storied
authentically

Purpose and Application The study aimed to convey richness of each
individual experience and was open for
exploration.

Ethical Considerations The participants received an informed consent

ensuring confidentiality, and being sensitive to
the emotional impact of sharing personal
stories

Multiple Disciplines Applied linguistic, language acquisition,
sociolinguistic, psychology

Table 2.1: The Characteristics of Narrative Study and How it Applies to my Research.

This narrative study involves case study research that employed a mixed-methods
approach, combining language proficiency assessments, language use observations, and semi-
structured interviews. Language proficiency is assessed using standardized tests, while language

use observations capture interactions in academic, social, and professional settings. Semi-
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structured interviews provide insights into Hebrew language learning experiences, challenges, and
strategies.
24 Site Characteristics

The site was at University of Southern California classes and mainly on Zoom during 2020-
2022. Students met via zoom for five individual interviews of approximately 30-40 minutes during
the year. Additionally, data was collected from previous courses that the students attended. The

main site for this research was over zoom with each participant separately.

2.5 The Participants

For this research, I chose students from my four '"USC Hebrew Language courses from
2017-2022. This study took place between 2023-2024, and the respondents were Hebrew
Language learners in the USA at different language proficiency levels, ages, genders, cultural
background, religious affiliations, and educational background. The participants were asked if they
will be willing to participate in my research. I was interested to follow the development of students
without any Hebrew background and very minimal or no Jewish background practice.

Participant (1) (AL) Hebrew 120, Hebrew 150, Hebrew 220, Hebrew 315, JS 495

Participant (2) (Jas) Hebrew 120, Hebrew 150, Hebrew 220, Hebrew 121

Participant (3) (Sin) Hebrew 120, Hebrew 150, Hebrew 220, Hebrew 315

Participant (4) (Lee) Hebrew 120, Hebrew 150, Hebrew 220

15 https://dornsife.usc.edu/center-for-languages-and-cultures/usc-languages/hebrew/
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2.5.1 The Narrative of the Selected Case Study
1. Al

Al grew up in Cincinnati in a family with no religious affiliation. Both his parents came
from rural farming backgrounds. His father was born in Madrid, Spain. Al’s grandfather was a
Spanish professor studying for many years in various parts of Spain. Due to World Wars Al’s
grandfather had journeyed through various countries from the Czech Republic to Cuba. The
grandfather’s first language was German, and Al’s father's first language was Spanish, and Al's
first language was English. From one generation to another more languages were added to the
family, which benefitted Al’s linguistic exposure. “I didn't really speak German or Spanish... but
I was exposed to different languages a lot ... .my father had some German children's books that he
would read to me.” Al’s mother converted to Tibetan Buddhism and exposed him to classical
Tibetan prayers. Al felt that chanted Tibetan and Jewish prayers sounded similar. Al considered

himself a Buddhist until he was thirteen.

Al’s interest in Hebrew began when he tried to understand the prayers while he was a guest
at a Bat Mitzvah ceremony. This event sparked the idea of conversion to Judaism. The conversion
to Judaism for Al was about connecting with Jewish people, “... I started doing more and more
research about Jewish cultures and about Judaism. And the more I learned about the religion, the
more I thought this really resonates with me ”, This religion had so much to do with reading and

1

analyzing [ wanted that connection with other descendants of survivors.’

One of the first Jewish books Al read was Back to the Sources: Reading the Ancient Jewish

Texts by Barry W. Holtz. He was interested in different translations of the Torah written by Robert
Alter, which taps different aspects of Biblical Hebrew. This book was formative for Al although

it was too advanced for him when he first read it. Al’s interpretation revolved around the history
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of a transgression within Jewish thought and the role that transgression played in the evolution of

Jewish philosophy and law.

Al’s official Hebrew language studies began in his freshman year in 2017 as an
undergraduate at the University of Southern California. His first Hebrew course was Modern
Hebrew Level I; thereafter, he continued studying for four consecutive semesters followed by two
independent studies in Modern Hebrew Literature. In his first independent study Al's main focus
was comparing medieval Hebrew poetry from Spain with early 1900 Hebrew poetry. In the second

independent study, Alex explored the short story genre in contemporary Hebrew literature.

2. Jas

Jas was born in Southern California to a mother from Singapore who moved to the United
States in 1988. Her father is from Poland, and he moved to the United States in 1986. They married
in Los Angeles California in 1994. Jas was born in Pasadena in 1995. Her parents separated when
she was two and half, and Jas moved to Singapore where her grandmother raised her speaking only
Chinese. Jas returned to Monterey Park, California and recalled her first day in kindergarten as “a
new world” where she started learning and speaking English. Jas and her mother spoke only
Mandarin, but the mom’s friends spoke a variety of Chinese dialects. As a result, Jas grew up

listening to a variety of Chinese dialects.

During her teenage years Jas expressed resistance towards speaking only Mandarin at
home. She wanted to feel more like a native. However, Jas experienced a transformative moment
during adolescence when she was watching a trilogy. It showed a boy her age speaking and
conversing naturally in Mandarin and English, which was very similar to her heritage. Jas recalls

that during this period of her upbringing there were many students coming to the school from
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China, and she served as a translator and mediator. This role empowered her, and she realized the
benefit of bilingualism. Since then, Jas overcame the cultural and language barrier, and she was
no longer resistant to speaking Mandarin at home. She traveled to China and was thankful that she

learned Chinese because she was able to speak to the locals and gain a cultural perspective.

Jas began studying Hebrew while in Jerusalem at the Hebrew University on a semester abroad
program. She studied Arabic and her roommate studied Hebrew. She liked the Hebrew that she
practiced with her roommate more than the Arabic. When she came to USC for her master’s degree
in public policy, she inquired about joining Hebrew Level I as an audit student and continued to
audit for four semesters. Jas demonstrated an extraordinarily high quality of work. Since then, she
independently studies the Hebrew Bible and immerses herself in Israeli and Jewish contemporary

music and current events.

3. Sin

Sin was born and grew up in Istanbul in a middle-class neighborhood. Both parents'
families came from Yugoslavia and his mother's parents came from Skopje, the capital city of
Macedonia. The families migrated to Turkey in the 1950s when Yugoslavia was becoming a
socialist country. Sin’s parents spoke exclusively Turkish, but his grandparents spoke Macedonian,
Albanian and Serbian. The family assimilated into Turkish culture. Sinspeaks a little bit of
Albanian and Macedonian at an introductory level. He recalled his parents speaking Albanian
during family gatherings. Sin’s home was multicultural, as many languages were spoken with

parents and relatives.

Sin officially started learning Hebrew in the Fall of 2020. His interest in studying Hebrew

was primarily for the purpose of his research as a Ph. D student in Political Science, focusing on
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Middle East politics. Prior to the Hebrew course at USC, Sinhad no knowledge of Hebrew. He
mentioned he has Jewish friends, but they don’t speak Hebrew beyond “Shalom”. Sin completed
the full Hebrew program as well as conversational course. After two semesters of Hebrew, he
joined the Jewish Studies Graduate Certificate program. Sin showed a strong commitment towards

his studies and achieved the highest level.

4. Lee

Lee was born in San Diego, California. Lee’s father was born in Israel, and when he was
thirteen the family moved to New Mexico. Lee recalled that his family spoke mainly Hebrew, but
eventually started speaking less. “Everyone spoke English, it was a standard step through the

assimilation process to speak only English as a sign of how successful a family was”.

Lee’s mother is an American who converted to Judaism; she doesn't speak Hebrew. The
main exposure to Hebrew language came from his father's side of the family, the visits to Israel,
and the conversations with his grandmother. Lee admits “as a student in a Hebrew course, when I
hear a new vocabulary word, it really only takes like one or two exposures to retain”. His parents
sent him to a Bar Mitzvah program in a Temple in Northern San Diego. The program was focused
on Bar Mitzvah training. Lee strives to expand his Hebrew skills and cultural knowledge, “I feel
proudly Jewish, and I have no shame with being Jewish”. Lee expressed that his connection to
Hebrew and Judaism is all cultural, he doesn't know a lot about the Torah, but his connection is
from the heart, “For me the explanation about the Torah is very interesting because it is how

Hebrew all started.”
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He feels more culturally Israeli than Jewish. “My connection to Israel is very strong and I
always defend it. I feel obligated to learn Hebrew ... mainly because of the Shoah. [...] I'm

convinced that if Israel didn't exist then the Holocaust would happen like 10 more times. [...]

Lee aspires to immigrate in the future to Israel and he feels it is essential to become a fluent Hebrew
Speaker. Lee started Hebrew in his freshman year. He completed three semesters and is registered

for Spring semester 2024.

2.6 Data Collections and Instrumentation

Prior to starting the research, I collected data from the participants work in the courses. The
data pertaining to written and oral samples. This data was observed and trigger my interest to
pursue this research. The data collection for this study is a retrospective data from teaching material
use, including visual art resources (e.g., images of Jewish and Israeli art), and any multimedia
material aids. I gathered samples of students work such as: reflective essays, projects, survey,
questionnaires, presentations, art piece that reflect the learner’s engagement with both language
and visual art. Some of the data pretraining to informal assessments evaluations, observation notes,
anecdotal record collected during the course.

A set of questionnaires, interviews, observations, tests, audio recordings, and videos were
collected for this research. The data was collected by gathering techniques as appropriate to each
student’s stage and situation. These include the following:
written methods - field notes, surveys, and questionnaires.
the methods - interviews and critical conversation about the research.

Multimedia data - websites, blogs, and paintings with a visual narrative, such as Chagall.

Dornyei (2010) suggests that “developing questionnaires is a stepwise process, and the

quality of the final instrument depends on the cumulative quality of each sub process” (p.111). All
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the steps and stages of questionnaire development and validation were performed according to the
instructions given in manual on questionnaire development by Brown (2001) and Dornyei (2010).
My review of published methods revealed that the study-made instruments were not viable for this
study. Therefore, questionnaires were formulated to address the objectives of my study assessing
the connection between Hebrew acquisition and identity, symbols representation, vocabulary
association.
Appendix B — Identity and Lagunage Questionnaire
Appendix C — Attachement to Hebrew Questionnaire
Appendix D — Identity Questionnaire
Appendix E — Symbols and Images Survey

The data collection for this study is a retrospective data from teaching material use,
including visual art resources (e.g., images of Jewish and Israeli art), and any multimedia material
aids. I gathered samples of students work such as: reflective essays, projects, survey,
questionnaires, presentations, art piece that reflect the learner’s engagement with both language
and visual art. Some of the data pretraining to informal assessments evaluations, observation notes,
anecdotal record collected during the course.
2.6.1 Timeline

The participants were interviewed during the 2023. The data for the study was collected
from the beginning of 2023 until the end of the year. All students' cases were observed after the
time they were taking courses with me between 2020-2024. The case of Al who was taking several
courses and independent studies in Hebrew took more language courses than the other participants.
Al also worked as a Hebrew tutor after he graduated from USC. Sin is currently a Ph.D student in

political science who decided to enroll in a Jewish study certificate designed for graduate students
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after taking one course of Hebrew as an elective for self interest in August 2021 (Fall semester).
He completed all courses in the USC Hebrew program in the spring of 2023 before beginning the
Jewish Studies certificate. Jas studied Hebrew courses starting in 2019 and continued her own until
2024. Her case study lasted over two years. Lee has taken three Hebrew courses from 2022-2023.
2.6.2 Conformability

Conformability involves evidence that procedures described actually took place. This is
comparable with objectivity and neutrality (Tobin & Begley, 2004) where the researcher
establishes that data and interpretations of findings are not figments of her own imagination. To
establish the conformability of this study, [ used instruments such as, classroom observation notes,
journals, sample material, and transcripts of meeting. These are available for reference (see
Appendix G).

2.6.3 Dependability

Dependability refers to research procedures that are clearly defined and open to scrutiny,
and it is comparable to reliability (Tobin & Begley, 2004). Dependability can be demonstrated
through an audit trail, where others can examine the inquirer ‘s documentation of data, methods,
decisions, and end product. Reflexivity is central to the audit trail, in which inquirers keep a self-
critical account of the research process, including their internal and external dialogue (Tobin &
Begley, 2004, p. 392). In this research dependability achieved through recorded meeting,

reflections, notes, and collection data from course material.

2.7  Data Analysis
Hsieh & Shannon (2005) define qualitative content analysis as: “a research method for the

subjective interpretation of the content of text data through the systematic classification process of
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coding and identifying themes or patterns” (p.1278). Qualitative content analysis accentuates a
combined view of discourse/writings and their specific contexts. Qualitative content analysis
“allows researchers to understand social reality in a subjective but scientific manner” (Zhang &
Wildemuth, 2009, p.1).

The data of this study was analyzed through students' writing, written reflections,
questionnaires, oral recording, and surveys. The data showed that students developed insights
about Jewish historical and cultural events that were presented in paintings, and they were able to
communicate their ideas and understanding in Hebrew by recalling the paintings. They expressed
their ideas and feelings about the visual and were able to make personal connections. The
participants noticed details in the paintings which pertained to their individual beliefs and
background. Students not only made astute observations and interpretations, but also offered
subjective feelings about the painting. Such remarks demonstrated a personal perspective but also
mindful thinking in Hebrew.

2.7.1 The Analysis Approach for the Data Collection

1. Data source: analyze student projects and presentations that integrate language skills with
visual art. Look for evidence of enhanced communication skills, such as the ability to
express complex ideas, use of advanced vocabulary, and effective storytelling.

Analysis: identify themes related to multi-communicative competences (e.g., verbal,
visual, written) and how students demonstrate these through their work.

2. Data source: review student assessments and teacher evaluations before and after
introducing visual art into the curriculum. Compare language performance metrics such as

vocabulary usage, grammar accuracy, fluency, and creativity.
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2.7.2

Analysis: look for improvements and note specific instances where visual art seems to have
played a role.

Data source: examine student essays and projects focusing on cultural themes, as well as
reflections on cultural learning. Identify references to cultural knowledge and its
application in language use.

Analysis: evaluate how well students understand and integrate cultural context into their
communication.

Data source: analyze student work where they describe or discuss visual art pieces.
Analysis: look at vocabulary lists, thematic essays, and discussions. Look for patterns in
how students use art to inspire their language use. Note specific vocabulary and thematic
connections made through their engagement with visual art.

Data source: reflective essays, student feedback, and personal narratives.

Analysis: Identify statements and reflections indicating changes in self-perception, cultural
awareness, and identity. Look for deeper personal insights and transformative experiences
attributed to the integration of visual art and language learning.

Measurement of Communicative Function

The curriculum of foreign language classes at University of Southern California (USC)

emphasizes communicative competence in which grammatical competence is one dimension. The

focus is on fluency and accuracy which fluency defines as a practical ability to form coherent

sentence form in order to communicate effectively. The current research analyzes four cases of

learners who acquired Hebrew as a forging language through selected art painting as a tool to

develop communicative competence. The research merges the cultural aspect in every painting,

and the artist's geographical background as an historical influence (see table 2.3 p.71).
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The functional approach in foreign language places the ‘learner in the center’. This
approach emphasizes the needs, goals, and the interest of the learner. With the release of Can-Do
Statements by the National Council of State Supervisors for Languages and the American Council
on the Teaching of Foreign Languages (NCSSFL-ACTFL)!¢ Many language teachers nationwide
shifted their focus on the language learning experiences to be centered on building communication
skills, asking the critical question: What can students do with the language?

The table below shows the category and subcategories for each function in order to improve
communication in written and oral form. A set of guided questions were presented to the

participants for the written and oral activity.

Main Category Subcategories Function

Transmit information Identify, describe, state, report, revising, questioning,
answering

Expressing opinion Agree, disagree, denying

Expressing knowledge Expressing curiosity,

Expressing will Hope, desire, wish

Expressing emotion Joy, sad, sorrow, asking about, disappointment

Constructing a discourse Expressing opinion, asking about, exemplifying,
defining, summarizing

Improving communication Asking for: repeating, confirming, explaining,
spelling

Table 2.2: Communicative Function

My research seeks to identify what communicative functions through Jewish/Israeli art
paintings learners develop in their oral and writing activities. The categories and subcategories
were gathered from ACTFL (American Council on the Teaching of Foreign Languages) standards

for communication. The guided questions for written and oral activity are as follow:

16 https://www.actfl.org/educator-resources/ncssfl-actfl-can-do-statements
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e What are the colors in the painting? Objects and things in the painting?

e What year or era does this painting represent in your opinion?

e What is the relationship between the people if any? Is there a connection?

e What activities are portrayed in the painting?

e What are the expressions? Or Thoughts evoke?

e What is the meaning of such expressions or thoughts?

e What topics can the people be discussing at the time the painting took place, if it was today

what were they talking about?

The chart below presents the criteria I used to assess the data I collected for the purpose of my

research.

Grammar pattern

Novice

Proficient

Advance

Using tenses in agreement
with gender single or
plural

Able to use few verbs in
past tense no agreement
with gender, often use
infinitive form of the verbs

Able to use past tense in an
interlocutor  pattern  in
some sentences.

Sufficient control of the
use of appropriate tense.

Agreement between noun
and adjective according to
gender.

(in Hebrew every word is
identified with a gender)

No agreement between
noun and adjective

Show agreement between
noun and adjectives

Show agreement between

noun and adjective
including the irregular
nouns

Singular and plural nouns /
using  correct  suffix
ending.

No use
observed

of plural is

Demonstrate some but not
all the time

Use of singular and plural
is shown according to
context with correct suffix

Conjunctions words No use of conjunctions is | Demonstrate some use but | Demonstrate
observing not all the time. comprehensible sentences
with appropriate

conjunctions.
Propositions Use one or two [ Use propositions | Demonstrate ~ use  of
propositions appropriately  in  the | propositions in
sentences possessiveness form to

pronouns
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Compound noun Not used Use in some sentences Use appropriately
according to gender rules.

Table 2.3: Grammatical concepts for linguistic analysis

2.8  Research Material

For this study I selected paintings by Jewish/Israeli artists: 1) Reuven Rubin, 2) Yohanan
Simon, 3) Maurycy Gottlieb 4) Nachum Gutman, 5) Marc Chagall, 6) Yosel Bergner, 7) Ruth
Ztarfati. This selection was chosen mainly for paintings that represent cultural and historical events
in which learners can easily identify objects and themes. The images by Rubin, Gutman, Simon
and Begner were chosen primarily to teach historical events in Israel during the British mandate
and after 1948 when Israel became an independent state. The influence of the Jewish artists of the
Paris Expressionist school on Israeli art is evident in works from the 1930s; in those from the 1940s
the influence of Canaanite ideology is also represented. This Israeli art collection reflects what was
happening early in the twentieth century.
The objective of using visual art was to develop and expand linguistic ability; to practice the proper
use of the present tense (painting description), to recall and practice the proper use of the present
simple (expressing opinions), to be able to express their own opinions about the topic of the
painting, to be able to see explicit and implicit connections in the painting (symbolic references),
to active cognitive skills, such as to reinforce concentration, critical thinking, reasoning, caution,
connection making skills, and to improve imagination and creativity.
The goal was set to foster fluency more than accuracy. However, grammar is necessary to express
precise meaning in discourse. Grammatical competence is one of the dimensions of
communicative competence as Canale and Swain (1980) suggested. Additionally, the use of visual
art was to introduce the learner about cultural and historical themes. Culture is the everyday

lifestyle of people who use the language (Larsen-Freeman, 2000). It can provide authentic
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materials for communication such as nonverbal behavior which enables students to develop the
strategic competence (Canale and Swain, 1980).

A learner’s vocabulary can be expected to become measurably larger and more.
sophisticated as communicative competence increases (Milton, 2010). With every course level
the learner is expected to increase his or her vocabulary from the basis of use, frequency, range,
and usefulness. A list of vocabulary was generated based on the historical and cultural themes
portrayed in the visual art. This research seeks to assess the communicative functions of students
using painting as a pedagogical tool.

The objectives of teaching foreign languages at USC are for students to:
e know how to communicate in a manner characteristic of the target language and its
culture.
e Dbe able to assess their language skills in relation to the objectives.
e Dbe familiar with their own strengths and development needs as communicators and
language learners.
e know how to develop their language skills through strategies that are appropriate to their

development needs, study assignments, and communication tasks.

- 64 -



2.8.1 Painting Selection for Written and Oral Activities

1) Reuven Rubin!’

Image 1.2 The Pomegranate

17 Reuven Rubin, the Family Artist, 1926 https:/tamuseum.org.il/he/collection/isracli-art/
https://www.rubinmuseum.org.il/en/home/a/main/

Reuven Rubin was born in 1893 in Galatz, Romania. He painted from childhood and came to Jerusalem in 1912 to study at the
Bezalel Art Academy. A year later he continued to Paris, then the art capital of the world, to pursue his art studies. After W.W.I
he traveled to America, exhibited in 1921 in New York and in 1923 returned to Palestine to settle. He was soon recognized as one
of the leading pioneer artists in the country. His depictions of the local landscapes and the people, Arabs, and Jews alike, reflect

the Zionist enthusiasm of those early years.
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1.3 First Seder in Jerusalem!®

1.4 Jesus and the Jew

o RS AR

1.5 Madonna of the Unhoused

18 First seder in Jerusalem 1949-50 https://www.makorrishon.co.il/judaism/476969/
https://isracled.org/wp-content/uploads/2022/03/First-Seder-in-Jerusalem-Art-by-Reuven-Rubim-Article-by-Carmela-Rubin.pdf
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2) Yohanan Simon !

Image 2.1 Shabbat in the Kibbutz

P—

Johanan v, g

Image 2.2 In the Kibbutz 1950

19 Yohanan Simon, Shabbat in the Kibbutz, 1947 https://tamuseum.org.il/he/collection/isracli-art/

Yohanan Simon, was born in Berlin in 1905. From 1927 he lived mainly in France. Beginning in 1934 he worked in New York
for the magazine Vogue. In 1936 he immigrated to Pre-Mandate Palestine. Until 1953 he was a member of Kibbutz Gan Shmuel.
He executed a number of murals for Israeli ships, public buildings and hotels, including Bank of Israel offices in New York and a

hotel in Cote d'Tvoire. He also illustrated books and designed stage sets.
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3) Maurycy Gottlieb?0

Image 3.1 Jews Praying in the Synagogue on the Day of Atonement. Maurycy Gottlieb, 1878. Oil
on canvas. Tel Aviv Museum of Art.%!

20 In his early years, Gottlieb painted historically themed works about Poland, which demonstrated a clear impact of Matejko,
both ideologically and artistically. A painting that stands out among them is the small-format Sigismund Augustus and Gizanka
(ca. 1874), probably inspired by Matejko’s painting Sigismund Augustus and Barbara Radzi will. The antisemitic behavior of
his colleagues from the Krakow School of Fine Arts put an end to Gottlieb’s hopes for assimilation and his awareness of the
Jewish cultural and national identity had ultimately formed during the Munich era. He then started passionately studying the
history, tradition, and literature of his nation, which was reflected in the subject of his works (Jewish Wedding, 1876, Torah
Scribe, ca. 1876).

https://segulamag.com/wp-content/uploads/2017/02/img278923-1.jpg

21 “Gottlieb’s artistic talent was strongly encouraged by his family (three other brothers became artists, including the well-known
Leopold). In the course of his brief life he studied at the art schools of Vienna, Krakow, and Munich, and counted among his
teachers some of the prominent academic artists of the 1870s. He was not the first Polish Jew to become an artist, but perhaps
was the first to aspire to be both a “Polish” and a “Jewish” artist”.

https://yivoencyclopedia.org/article.aspx/gottliecb_maurycy
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4) Nahum Guttman??

v =

4.2 Gymnasia Herzliya

22 Nahum Guttman was born in 1898 in the village Telenesti in Bessarabia, at that time under Russian control. His mother was a
housewife, and his father was a Hebrew writer and educator, who published stories and novels under the pen name S. Ben Zion.
At the age of 5, Nahum Gutman moved with his family to the city Odessa, where his father was called to teach in the “Cheder
Ha’metukan” — a school in which the teaching language was Hebrew rather than Yiddish. The poet Chaim Nachman Bialik used
to visit the school and play with the children. He especially loved the teacher’s son, Nahum. He recognized his natural painting
flair and was like a second father to him. https://www.gutmanmuseum.co.il/en/about/nahum-gutman/biography/
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4.4 Pomegranates in Tzfat.

5) Marc Chagall?

£ y
imge 5.1

The Birthday 1915 (Head over heels in love: Marc and Bella Chagall**)

23 Marc Chagall was born Moishe/Marc Chagall in Liozne, near Vitebsk, in modern day Belarus, in 1887. He was a Russian
French-Jewish artist of international repute who was one of the most influential modernist artists of the 20th Century, both as an
carly modernist, and as an important part of the Jewish artistic tradition. He distinguished himself in many arenas: as a painter,
book illustrator, ceramicist, stained-glass painter, stage set designer and tapestry maker. Widely admired by both his
contemporaries, and by later artists, he forged his creative path in spite of the many difficulties and injustices he faced in his long
lifetime. https://mymodernmet.com/marc-chagall-paintings/

24«Erom the moment Marc and Bella fell for each other in 1909, Marc Chagall and his wife, Bella, seemed to share a particular
way of seeing the world. Bella was a talented writer and her description of their first encounter is like a Chagall painting in
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Image 5.2 Green Violinist

6) Yosel Bergner 2

Image 6.1 The Green Beach

words: “When you did catch a glimpse of his eyes, they were as blue as if they’d fallen straight out of the sky. They were strange
eyes ... long, almond-shaped ... and each seemed to sail along by itself, like a little boat.”
https://www.theguardian.com/stage/2016/may/27/marc-and-bella-chagall-the-flying-lovers-of-vitebsk-emma-rice

25 yosl Bergner was born into a Jewish family in Vienna, Austria, on 13 October 1920 and grew up in Warsaw, Poland. In 1937,
fleeing antisemitism the family moved to Australia (his father was involved in an ultimately unfulfilled plan by the Freeland
League for Jewish Territorial Colonization to search for a potential Jewish homeland) and he studied in the National Gallery
School in Melbourne. During the Second World War Bergner served in the Australian Army, afterwards continuing his studies.
He lived in Melbourne from 1937-48, socializing with a wide circle of local artists, among whom were Sidney Nolan and Stacha
Halpern. Bergner left Australia in 1948, traveling in Paris, Montreal and New York City. Two years later he settled in Safed,
Israel, moving to Tel Aviv in 1957 with his wife, the artist Audrey Bergner. He is known as a painter of allegorical still lifes, he
also designed scenery and costumes for the Yiddish and Hebrew theaters. https://benuri.org/artists/265-yosl-bergner/biography/
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7) Ruth Tzarfati?®

- ) ¥ 3
€23
X 3 7
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7.3 Shavuot Holiday in the Kibbutz

26 Ruth was born in Petah Tikva in 1928 and grew up in Kfar Ma'as. The move to the village has made her a nature lover and
influenced her artistic world. She was inspired by her father who was an amateur painter yet nurtured her love for painting. Her
initial work was with applied arts and she presented ceramic jewelry in the triennial in Milan next to artists such as Salvador Dali
and Chillida. She made the glazed ceramics Zodiac Street signs decorating Old Jaffa.https://www.ruthzarfati.com/
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Regional background

Artist

Cultural Categories

Eastern European Jewish (Russia /
Belarus, Poland)

Marc Chagall, Maurycy
Gottlieb

The Jewish town, Jewish characters and
Jewish symbols, holiday, ceremonies
(wedding)

Central European Jewish (Romania)

Reuven Rubin

Israel landscape, local people in Israel and
pre mandate
Palestine

Israeli culture

Nachum Gutman,
Ruth Ztarfati

Historical development of Tel Aviv; the
first Hebrew city, local people, cities in
Israel,

People in the first years in Tel Aviv

The beach, the streets, the holiday parade.
The city of Tzfat in the Galil

Fields, houses, and children in Israel,
children celebrating Jewish holidays.

Western Europe Jewish (Germany,
Austria)

Yosel Bergner, Yohanan
Simon

scenery and costumes Yiddish and Hebrew
theaters,
Lifestyle in the kibbutz, shabbat

Table 2.3: The Criteria for Cultural Topics and Artist’s Background

2.9 Ethical Considerations

Dornyei (2007, p. 67) stated —the primary principle of research ethics is that no mental or

physical harm should come to the respondents because of their participation in the investigation.

The research participants for this study were human beings. The present study started with an

informed consent form from all participants that allowed sharing its results. The data interpretation

and the excerpts from the interviews, writing, and oral speech has been approved by all

participants. During the entire research process, I, as researcher, has been the interviewer for the

entire study.

Informed Consent (see: Appendix Al)- informed consent was given, the participant read it

and were given time to ask questions and clarifications. Additionally, University of Southern
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California Information Sheet (see: Appendix A2) was disclosed in order to inform the participants

about the research participation procedures and privacy protection.

2.9.1 Confidentiality

I kept information provided by the participants confidential on my computer, not sensitive
information about the participants is stored. I replaced the students ‘names when mentioned in
transcripts and analysis by XXX. To ensure privacy, the interviews were conducted solely with

me in the zoom room.

2.9.2 Voluntary Participation

I informed the participants that they were not compelled to participate in this study unless
they choose to. The participants were asked if they are willing to participate in this research. I
express my interest learning about their story and journey of learning a new language. All raw data

would be destroyed after the completion of the study.

2.9.3 Role of the Researcher

In a narrative study, the role of the researcher is multifaceted and deeply engaged with the
participants and their stories. The relationship between insider and outsider needs to be clear and

is necessary for thinking through issues of research validity as well as research ethics. Herr and
Anderson (2005, p. 30) stated that —while insider and outsider positions are at the extremes of the

continuum, many studies are done by true collaborations among insiders and outsiders.

The students in my study had previously attended Hebrew Language courses at the

University of Southern California. The data used in my research was retrospective and obtained
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from the university's learning management platform, such as Blackboard. From this data, I selected
four cases that intrigued me, aiming to research and compare their learning processes and
outcomes. I selected four cases that interest me due to their diverse ethnic background, and non-
Hebrew speaking prior or very minimal Hebrew background to research and compare their
processes and results. Each student brought a unique perspective shaped by their ethnic
background, influencing how they approached and engaged with the Hebrew language curriculum.
Their differing linguistic backgrounds and experiences not only added depth to the study but also
allowed for a comparative analysis of how learners from diverse cultural contexts navigate
language acquisition. By focusing on their processes and outcomes, rather than solely on
predefined results, the research aimed to uncover the nuanced ways in which these students
developed their linguistic skills and cultural understanding through their engagement with Hebrew
language courses. This approach acknowledges the complexity of language learning and identity
formation within an educational context, offering insights that can inform teaching practices and
support strategies for diverse student populations. I didn’t have to collaborate with any insiders.
As an outsider, I initiated the research proposal, and it was noncontingent on institutional approval
(Herr & Anderson, 2005). I was an insider in that I am a member of the university where I met
these students initially. My role was not to impose but to stimulate. The essence of the study was

to follow the process and the development rather than achieving specific results.

My role as a researcher in this study included the following:

¢ Alistener - to be attentive, empathetic, and non-judgmental, record these narratives through

interviews, audio recordings, video recordings.
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¢ An Interpreter - interprets the stories, seeking to understand the meanings that participants
attach to their experiences. This involves analyzing the narrative for themes, patterns, and
insights that reveal deeper understandings.

¢ Ethical Guardian - I was adhering to ethical guidelines throughout the study, ensuring

informed consent, confidentiality, and respect for participants' autonomy and dignity.
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Chapter 3: Art and Language
Artists Selection and the Importance of Art in Language Acquisition

The idea of being a so-called Jewish artist is like being a professional Jew. I think art is

international and should transcend any racial, ethnic, religious, or national boundaries.

Adolph Gottlieb

The story of Genesis set forth the interaction of humanity with God. This represents the
historical moment of creation. The challenge to humanity was to continue enhancing the world
through creativity. Visual images have appeared in Jewish life since classical times in texts such
as the scroll of Esther and mosaic floors in synagogues. Artists' expressions became an integral
part of Jewish life and continue to modern times. The concept of Jewish art since the Age of
Absolutism?’ has changed. Prior to the 17th century, Jewish ritual symbols that decorated
tombstones, synagogues, mosaics, and frescoes were not recognized as “Art” (Cohen, 1993). The
Jewish art consisted predominantly of objects for religious rituals. However, during the
Enlightenment the shift from traditional to secular forms of art began to flourish. The appearance
of Marc Chagall’s art precipitated the acknowledgment of Jewish Art at the beginning of the 20th
century. Reuven Rubin, who came to Pre-Mandate Israel in the early1900’s had the opportunity to
pioneer Israeli Art by creating an art that didn’t exist in his birthplace. Other artists who came
during this period sketched and painted the development of the state of Israel. The art provides

historiographic images that depict people, places, and the lifestyle.

2T The Age of Absolutism is a historiographical term describing a form of monarchical power that is unrestrained by all other
institutions, such as churches, legislatures, or social elites.
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Artists live in a certain time and space; thus, the work that they create has a significant
connection with the time, space, and culture in which the work was created (Petra¢, 2015). When
observing a work of visual art, it requires a knowledge of history, religion, anthropology, etc. It is
important to observe the visual aspect in the socio-historical context in which the work was created
(Levacic¢, 2011). I strongly believe that communicating through art provides a uniquely enriching
experience that goes beyond mere language acquisition. The objective is to foster an environment
where learners become active observers, engaging deeply with visual representations to expand
their understanding and articulate their own viewpoints. Art serves as a powerful medium for
communication because it transcends linguistic barriers, allowing learners to interpret and convey
meanings in ways that words alone cannot capture. By encouraging learners to interact with art,
whether through visual artworks, films, or performances, educators aim to stimulate curiosity and

critical thinking.

The learners are prompted to explore diverse cultural contexts, historical narratives, and
societal perspectives embedded within artistic expressions. This process not only enhances their
cultural awareness but also encourages empathy and appreciation for different viewpoints.
Moreover, communicating through art cultivates skills in interpretation and expression. Learners
learn to analyze visual cues, symbols, and themes, thereby developing their ability to communicate
nuanced ideas and emotions effectively. This approach encourages creativity and individual

expression, empowering learners to articulate their perspectives on complex issues.

Ultimately, the goal of integrating art into language education is to create a dynamic
learning environment where learners actively participate in constructing meaning, expanding their

knowledge base, and developing their ability to engage critically and creatively with the world
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around them. This holistic approach not only enhances language proficiency but also fosters a

deeper appreciation for cultural diversity and a broader understanding of human experiences.

3.1 The History of Israeli Art

Israeli Art started encompasses the works of artists from the beginning of the twentieth
century in pre mandate Israel. Israeli artists have always found themselves pulled in two conflicting
directions; the need to address the diaspora, and the desire to focus on the autonomous concerns
of art itself, of material, method, and definition. Moreover, Israeli art has developed in a complex
context of socio-political tension, war, and persecution. In the formative years (1900-1960) these

realities heavily influenced the artist's personal perspective.

In the first decades of the 20th century, many Jewish artists were unable to see or unwilling
to portray that complexity; instead, they painted an idealistic, optimistic, and often naive picture
that reflected their vision of a better future. Reuven Rubin’s famous painting First Fruits is a good
example. Rubin drew the land as an Oriental paradise, a place of harmony and fertility — the perfect

setting for the birth of a new kind of Jew and the shaping of a native Israeli identity.

The local context of Mandatory Palestine lacked the long history of conflicting styles and
traditions like older countries had. However, the fact that a group of young artists in the 1920s
declared their allegiance to painting as an international. European and modern art was to determine
the way they inventoried their physical and human surroundings according to European categories
of subject matter. They re-constituted or projected this classification of subjects (and styles)
established throughout in the long and intimate processes of centuries, onto the raw materials of
an old/new land groping for its historic, artistic, and affective identity, building for itself a sense

of place.
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The 1920 era was defined by an immense flowering of art in Pre mandate Israel. With the
end of World War I, the connection between pre-mandated Israel and the art centers in Europe was
renewed and Jewish artists from the Yishuv began visiting them. At the same time, immigration
to Palestine resumed, bringing immigrant artists from various countries, as well as influences of
new artistic movements. Yaacov Peremen, a Zionist activist and intellectual who was also an
enthusiastic art collector, arrived in Palestine in 1919 on the SS Russian, which was a kind of
Israeli Mayflower, bringing a collection of some two hundred modern works by Russian Jewish
artists, together with a large library of books on linguistics and Hebrew culture. After the war, the
status of the Bezalel school declined until it closed in 1929. Other artistic forces, which opposed
the conservative Bezalel artists, struggled within The Hebrew Artists’ Association that organized
exhibitions at David’s Citadel in Jerusalem. As a result, towards the end of the decade most of the
“modern” artists moved to Tel Aviv where, since 1925, an important center had formed. Their
exhibitions at the Ohel theater and at the Herzliya Gymnasia marked the beginnings of Modernism
in Israeli art. This process reached its peak in 1932, with the establishment of the Tel Aviv

Museum.

The 1920s were characterized by an endeavor to produce a local cultural statement in
Palestine, however, the 1930s were characterized by two major orientations, imported from two
different countries: France and Germany. The French orientation was a product of the “rush” of
Jewish artists to Paris. A special influence was that of the Jewish Expressionist artists of the School
of Paris, for social reasons (a common language and a similar background and mentality) and for
cultural reasons (identification with a universal Jewish style). The German orientation was due to
the immigration from Germany and Austria that followed the rise of Nazism. The immigrants’

artists joined the German and Austrian artists who had been living in the country for several years.
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They brought with them the tradition of German Expressionism, with all its varieties, as well as
the ideas of the Bauhaus. Tel Aviv became the center of the “French” artists, and Jerusalem that
of the “German” artists. The two artistic “capitals” became more established with the opening of
the Tel Aviv Museum in 1932 and the reopening of the Bezalel School 1935. The new Bezalel, in
contrast to the old one, was established explicitly as an art institute, with no connections to

commercial workshops.

World War II disrupted all contacts with the art centers abroad and until 1948 (the
establishment of the State of Israel) there was no new artistic activity in the country beyond the
continued disputes between the conservative artists and the modern—or, as they were then called,
the “progressives.” There were also disputes between the Committee of the Association of Painters
and Sculptors and the directorate of the Tel Aviv Museum, to the point that in 1948 the modern
artists seceded from the Association and founded the New Horizons group, a name under which
they held a joint exhibition at the Tel Aviv Museum. The members of this group represented a new
perception of reality and a new conception of art—the development of an international and abstract
artistic language. They initiated discussion of fundamental problems related to the significance of
art in the modern period and its role in Israeli society. During the 1950s New Horizons continued
to be the major power center and held six exhibitions (most of them at the Tel Aviv Museum) over

the decade.

According to Manor (2002) In Israeli historiography, the artistic activity in Pre-mandate
Israel during the twentieth century, the formative years of Israeli art, has been linked to an idealized

image of the Zionist Yishuv*®. The emergence of modern art in the 1920s was influenced and

28 Jewish community in Pre mandate Israel
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inspired by the pioneer movement Hovevei Zion*’. For example, when describing the small Jewish
population of Mandatory Palestine in the early 1920s, Gideon Ofrat remarks: “It was .... a
community that had a pioneering spirit, the naivete of youth, and a flair for renewal traits that
would soon permeate its newly emergent art. In the same spirit, Amnon Barzel describes the
growing Tel Aviv of 1925: “About 1000 halutzim (pioneers) settled the sand, and the writers and
artists resident there numbered 133. . .. It was a genuine center for an artistic proletariat, a growing
stronghold of the Labor Federation, for avant-garde periodicals and the first working-men’s

theater, inaugurated in January of 1926 with the premier exhibit of the works of modern artists”.

The art of the previous generation, which was a product mainly from the Bezalel School of
Arts and Crafts in Jerusalem (founded in 1906) was claimed to be the subject of the pioneers, the
builders of the country. The art that was created in the newly developing Yishuv, and particularly
the modern art of the 1920s, was concerned with pioneers, labor, and youth, and with processes of
renewal and construction; the valued spirit of he-halutz?. Tt is surprising to discover that most
artists of that period paid little attention to the new kibbutzim or to the rapidly growing city of Tel
Aviv. They painted ancient towns like Jaffa, Safed, and Old Jerusalem, or Arab villages and their
surroundings. Similarly, in the depiction of people, they painted the old inhabitants of the country,

Arabs and Jews and almost ignored the pioneers.

29 The first Hovevei Zion (Lovers of Zion) organizations were established in 1881--1882 with the aim of furthering Jewish
settlement, particularly agricultural settlement in Eretz Israel. The groups varied not only in size but in their activity. Some were
interested in philanthropic work while others were intent on immigration to Eretz-Israel. From its inception, the Hovevei Zion
groups in Russia sought to erect a country wide legally recognized framework.

30 The word in Hebrew for pioneer
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Fig. 1. Meir Gur-Arieh, Hora, silhouette, from the book Ha-halutzim, 1924/25

According to Manor (1998) the lack of interest was observed at the time. Mordechai
Narkiss, who was involved in the publication of a series of silhouettes on the life of the pioneers
by Bezalel teacher Meir Gur-Arieh3! in 1924/1925, noted in his introduction: “It is odd that such
a strong movement as the pioneer movement which in recent years has flowed to this country at a
rapid pace . . . this movement found no expression in Jewish art. Gur-Arieh, whose images of
members of the Labor Battalion (gedud ha-avoda) at work and leisure were accompanied by
popular pioneer songs, was, according to Narkiss, the first one *who brought the first sound of this
mighty poetry which bursts out together with the hora of the blue cold nights®2. The silhouettes,
especially those that show the pioneers in the hard physical labor of stone breaking or in an
enthusiastic hora dance, became the visual epitome of the pioneering ethos and were often
reproduced in later years (see figure 1). But Gur-Arieh’s work had no followers either among the
Bezalel artists or among the rival modernists. The latter were even criticized at the time for their

neglect of the subject.

31 Mordechai Narkiss, in Gur-Arieh, Ha-halutzim, Jerusalem: Bnei Bezalel, 5685 (1924/25), not paginated.
32 Ibid. Narkiss had compiled the songs and arranged them so that each song is accompanied by an image.
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The pioneering ethos was less popular among artists in the Yishuv than historians tend to
admit, a different Jewish image was offered by artists at the time that of the Hassidic Jews. Reuven
Rubin painted the “Dancers of Meron”, which was painted in 1926 and was one of the major works
in his second solo exhibition held early in 1927 (figure 2). The prominent Hebrew poet Hayim
Nahman Bialik described the painting in his introduction to Rubin’s exhibition and it was
mentioned by a critic as the most important exhibit. Rubin himself considered it one of his major
works. At the same exhibition, Rubin showed another large painting depicting a Jewish ritual,
Succoth in Jerusalem. Both paintings described Orthodox Jews engaged in religious rituals: one
shows a group of nine men embraced in a dance with the Torah scroll and the other shows two
men (and two more in the background) holding the four kinds of species of plants for the festival

of Sukkot.

Reuven Rubin, Dancers of Meron, 1926, oil on canvas, 160 128cm, Rubin Museum, Tel Aviv
(Courtesy Rubin Museum Foundation).

The most challenging situation of a modern artist was to select from the abundance of

tradition. However, for the young painters in Eretz Israel in the 1920s were hampered (not by the
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multiplicity of styles and viewpoints that had appeared in art since the 19th century) by a
paradoxical epistemological situation in which the scarcity of representations of the present, was
counterbalanced by a wealth of ancient sacred images, poetic and metaphoric in form, in which
history and myth intertwine. The search for models that could represent the vision and image of
the present and would provide an alternative to the Biblical and Orientalist tradition precipitated
the ideological and artistic struggle launched by painters such as: Tager, Rubin, Paldi, Litvinovsky
during the 1920s. The implementation of modern European styles plays its part in local debate and

the widely divergent opinions about art (Lévy-Eisenberg, 1998).

Lévy-Eisenberg (1998) suggests that the aesthetic issues constituted part of the broader
conflicting perceptions of the nature and meaning of the renewed Hebrew settlement. Those
painters who left Betzalel at the beginning of the 1920s felt that it should be represented as a
concrete and directly apprehended "becoming". The means at their disposal were the European
modern traditions of painting, such as Romanticism and Symbolism, which could give human or
cultural relevance to myth and history; Realist and Naturalist art, which defined the moral and

aesthetic obligation to be of one's time; and early 20th century.

3.2  The Connection Between Israeli Art and Hebrew

For my research, I selected artists for their contribution in establishing Israeli art culture
and repertoire. These five artists portrayed historiographic and cultural elements pertaining to
Israeli and Jewish life as it evolved in the 20th century. I believe that art is fundamental to the
nation's culture, and its future in order to create a fresh, vibrant, humanistic society. Art is a
testimony of a society’s vision, beliefs, customs, rituals, and values. Art provides a road map to

investigate the culture and history of a nation.
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Just as art serves as a vessel for cultural transmission, language is a crucial component in
the formation of cultural identity and social cohesion. Language acquisition research delves into
how individuals learn and internalize the languages spoken in their communities, which in turn
influences their cognitive development, social interactions, and cultural affiliations.

Similarly, language serves as a medium through which cultural knowledge is passed down from
generation to generation. Research in language acquisition often explores how children learn their
native language(s) and the impact of bilingualism or multilingualism on cultural identity.

Visual art communicates cultural narratives and historical contexts, offering insights into
the values and experiences of a society. For instance, the selected Israeli artists encapsulate the
evolution of Israeli and Jewish life, highlighting significant historical events and cultural shifts.
The selected artists' works reflect the historiographic and cultural elements of Israeli and Jewish

life, providing a visual narrative that complements written histories and oral traditions. In this

research I examine the role of narratives stories, whether told through art or language, that can
be a powerful tool for preserving history and imparting cultural values.

The selected artists express the collective vision, beliefs, customs, and values of Israeli society.
Art is a dialogue between the past and the present that shape the cultural landscape. Language is

intertwined with similar elements. The words and expressions used within a language reflect the
underlying beliefs and values of its speakers. Language acquisition research explores how

language shapes thought and how cultural contexts influence language use.

3.3  Artists Selection for this Research
I strongly believe that teaching Hebrew through the lens of Israeli artists from the 20th

century suggests a unique and engaging way to explore language and culture. Israeli art from the
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20th century reflects the cultural, social, and political landscape of Israel during that time. By
studying the works of Israeli artists, learners can gain insight into the historical events, societal
changes, and cultural movements that have shaped modern Israel. Studying Israeli artists provides
an authentic cultural content that can enhance language learning experiences and help learners
develop a deeper appreciation for the Hebrew language. Israeli art intersects with various
disciplines, including history, politics, literature, and religion. Incorporating Israeli art into Hebrew
language instruction provides opportunities for interdisciplinary learning, allowing learners to
make connections between language and other areas of study in their future endeavor. The selected
artists in this research provide a rich landscape of Israel cultural and historical themes. The artists
I selected portray their personal story and feelings on the canvas and provide viewers a unique
angle to interpret their personal story. The integration of Israeli artists from the 20th century into
Hebrew language instruction can enrich the learning experience and offer students a multifaceted
approach to language acquisition while also deepening their understanding of Israeli culture and
society.
Reuven Rubin

Rubin pioneered the Israeli art capital from early to mid-1900, he developed a strong
connection to the land of his forefathers. He was inspired by both ancient and contemporary
environments which became closer to his heart in every aspect of his paintings. He immersed
himself in the landscapes and the rising new culture - the path in the Galil mountains, the Negev
desert, the streets in Jaffa, Jerusalem, and Tzfat. He felt emotionally close to all the living things,

flora and fauna, that symbolize the land of Canaan. He developed admiration for the fishing
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community in the ‘Kineret’ that looked to him like “the toughest fighter from the Bar Kochva
rebellion™3.

Rubin painted everything he loved, his family, his nation, the landscape of his homeland.
He told his friend that “to paint means to sing”. On the streets of Tel Aviv Rubin was spotted
painting in an elegant outfit immersed in his Art. The atmosphere of the early days of the new
emerging Hebrew City (Tel Aviv) energized Rubin; he was absorbed and grew like an olive tree
which he drew with great love and passion (Lido, 1930). Rubin’s talent flourished and he tied his
destiny to the land of Israel “if there was an artist that permanently declared his home in Israel it
was Rubin (Bikel, 1974; p.250)”.

Rubin was one of the most distinguished draftsmen of the Twentieth Century. There was a
timeless and majestic rhythm in his drawings. He was one of the first painters who sought to
present Tel-Aviv through the eyes of magical realism. The painting of Tel-Aviv which Rubin

painted in early 1930 has remained one of the city’s most authentic 'portraits'. Rubin was a pupil

of Professor Boris Schatz** at the Bezalel School®> of art when he was young man, but he was also

33 The Bar Kokhba revolt marked a time of high hopes followed by violent despair. The Jews were handed expectations of a
homeland and a Holy Temple, but in the end were persecuted and sold into slavery. During the revolt itself, the Jews gained
enormous amounts of land, only to be pushed back and crushed in the final battle of Bethar. When Hadrian first became the
Roman emperor in 118ce was sympathetic to the Jews. He allowed them to return to Jerusalem and granted permission for the
rebuilding of their Holy Temple. The Jews’ expectations rose as they made organizational and financial preparations to rebuild
the temple. Hadrian quickly went back on his word, however, and requested that the site of the Temple be moved from its
original location. He also began deporting Jews to North Africa. The Jews were ready to rebel, but Rabbi Joshua ben Hananiah
calmed them. The Jews prepared secretly in case a rebellion would later become necessary. They built hideouts in caves and did
shoddy work building weapons so that the Romans would reject the weapons and return them to the Jews.
https://www.jewishvirtuallibrary.org/the-bar-kokhba-revolt-132-135-ce

34 Boris Schatz broke from his religious upbringing and education to pursue his interest in art. In 1889 he went to Paris and was
trained as a sculptor and painter in a traditional, academic style. While in Paris he began to achieve recognition for his own work,
and at the invitation of Prince Ferdinand, Schatz moved to Bulgaria in 1895 as a court sculptor, and there founded the Royal
Academy of the Art in Sofia. In 1903 he met Hertzel and became a Zionist. Schatz died in Denver, Colorado in 1932, on a fund-
raising trip for the school.

https://www.jewishvirtuallibrary.org/boris-schatz

35 At the Zionist Congress in 1905, Schatz proposed the idea of an art school in the Yishuv, and in 1906 he moved to Eretz
Yisrael and founded the Bezalel School of Art in Jerusalem. Bezalel, which was a school for crafts as well as for graphic art.
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one of the first to rebel against his beloved teacher and his teaching techniques. Rubin’s art is
realistic yet charged with a large measure of romanticism.

In 1926 the Mandatory Palestine government bought his large canvas "My family" and it
was displayed in the Tel Aviv Museum. "There in Jerusalem, in Tel Aviv, in Haifa, and in Tiberias,
I feel as if I were reborn" Rubin wrote in 1926 in 'Menorah', a periodical that appeared at the time,
"Here, life and nature are mine; dispelled are the gray clouds of Europe, and my sufferings too are
at an end, the war is ended. All is bathed in the sun's splendor, in the clear light, in the happiness
of creative work. Just as the desert comes to life and flourishes under the hand of the pioneer, so

do I feel myself the re-awakening of my latent powers (Safrai)*®”.

Reuven Rubin, The Road to Ein Kerem, Jerusalem 1925, 73.5 x 91.5 cm. (28.9 x 36 in.) oil on canvas.

Nachum Gutman
Nachum Gutman was another student at the Bezalel Academic Art Institute*’” founded by

Boris Shatz. Through his paintings Gutman told the mythological story of Tel Aviv in his ever-

Schatz added a small museum to the school, which was the foundation for the Bezalel Museum and later the Isracl Museum. The
exhibition of Bezalel works in Europe and the United States arranged by Schatz were the first occasion that works from Eretz
Yisrael were exhibited abroad. During World War I, the school was closed by the Turks, and despite its reopening after the war,
suffered major financial difficulties.

36 https://safrai.com/product-category/rubin-reuven/
37 https://www.bezalel.ac.il/
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changing styles. Tel Aviv was founded by Zionists entrepreneurs and evolved into a bourgeois
European city in the 1930’s. Gutman painted the city that rose from the golden sand dunes just
north of Jaffa.

Schnell (1998) claims that Gutman’s changing painting styles sent a clear message that the
paintings intended to deliver to the viewers, and more so the spirit of the different time and social
reality. Gutman was an agent in designing the mythological city in the public awareness, which
didn't coincide with the historical narrative of Tel Aviv that was founded as a neighborhood in the

outskirts of Jaffa - the Arab city.

In Western art history, "Orientalism" commonly describes a prevalent trend in nineteenth-
century painting that depicted sites and scenes from the Near East and North Africa in a realistic,
academic style. These representations were often based on imagination or biblical narratives.
Recent reassessments of nineteenth-century art have led to many exhibitions and publications
focused on Orientalist works. However, these studies have sometimes failed to critically examine
how such art relates to the West's economic and political influence over these regions, as well as
the cultural attitudes toward the "Orient” (Manor, 2005). The aspect of Orientalism in Israeli art
and particularly the image of the Arab as an exotic ‘Other’ has been relatively widely discussed.
The orientalist model is essential for the analysis of modern discourse by and about Jews. Employing
the concept of orientalism is linked to Judaism and postcolonial studies which enriches both fields and
generates new perspectives, challenging the dichotomies upon which modern consciousness has been
based. It adds a new dimension to critical Jewish approach toward modern European perceptions of

culture and history (Raz-Krakoztkin, 2005).
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According to the received notion of orientalism, the image portrayed as ‘exotic’ emerged
in response to the artists’ encounter with the Levant®8. For the Jewish artists who came from
Europe, the Palestinian Arab in his rootedness and powerful physique became a role model for the
New Jew that they aspired to create. This interpretation is well supported by the numerous images
of Arabs produced by artists in Mandatory Palestine during the 1920s. According to curator and
critic Yigal Zalmona (2014), the artists of the 1920s found in the Orient “a powerful source of
national and existential renewal”, and the image of the Arab in their painting “is the antithesis of
that of the displaced Jew of the diaspora...a model of belonging, a human representative of the
natural and sustaining tie to the land”. The ultimate example, according to Zalmona, is the

monumental figure of the Goatherd, painted by Nahum Gutman in 1926 (figure 4).

Nahum Gutman, The Goatherd, 1926, oil on canvas, 72.5 S4cm, The Israel Museum, Jerusalem.

38 "Levant" is a historical term that refers to a region in the Eastern Mediterranean, encompassing countries such as Lebanon,
Syria, Jordan, Israel, Palestine, and sometimes parts of Turkey and Cyprus. The term has historical, cultural, and geopolitical
significance, often used to describe the area's shared cultural, linguistic, and historical ties.
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Nahum Gutman, The White Horseman, 1921, 55.5 x 38 cm / 21.8"” x 15”, Gutman
Museum, Tel Aviv.

Gutman's view as a young and optimistic boy, was filled with Zionist pioneering
romanticism, yet with his nostalgic memories from Jaffa where he grew up. Both these elements
influence Gutman’s perspectives in his drawings. His paintings can serve as a mental map of Tel
Aviv and its surroundings and invite the viewers to interpret the symbolic and iconographic
meanings of the paintings (Schnell 1998).

From reading his book The Orange Peels Path and my passion for Gutman’s artwork, in
which I was exposed to from my early teens, I attest that, as a child, Gutman followed the
establishment of the city, documenting his memories from its early days in works of art.
Concurrently, he depicted Arab Jaffa, its inhabitants, and surrounding orchards. His artworks
provide a window into the lives of these two populations living on either side of the Jaffa-Tel Aviv
Road.

The geographical reality that Gutman's landscape works represent can be understood in the
cultural context of the period. Guttman's paintings are not examined with the tools accepted in art
criticism, but in the context of a territorial narrative, according to which Guttman defines cultural

spaces as determinants of social identities. The sanctification of the territory and its redemption
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from the wilderness are central elements in the Zionist ideology by identifying with the territory.
Gutman shaped the territory by the cultural identity of the local people and by that he reconstructed
the cultural identity with territorial identity. The reconstruction of identity legitimized the settling
of the forefathers’ land. Gutman’s paintings became a testimonial document which designed the
collective memory about the beginning of Tel Aviv - the first Hebrew City (Schnell, 2001).

In Gutman’s eyes Tel Aviv was a big celebration. The distance from and longing for his birthplace
made Tel Aviv an ideal world in his eyes. Tel Aviv is portrayed as a settlement of people who love
each other very much and do only good. A city without sorrow and death, the city of the fulfillment
of the Zionist dream. Gutman’s changing styles throughout the decades (from 1910) onward was
also due to the changes of the language (Hebrew language), and the changes of geographic
locations. Gutman’s spontaneous style in the early paintings alluded to the simplicity of the
pioneers' life; their first experience with the homeland, and their pioneering enterprise.

Gutman described ‘little” Tel Aviv during its construction boom. He painted construction
sites, pioneer workers leveling dunes, pouring foundations, and conquering the wilderness as they
built a city that was planted on the sandy soil. Gutman depicted the pioneer as a young and robust
worker, a creature like the natives who are ready with determination and heroism to build with
their own hands the new city. The Sabra’*’, born of the Land of Israel who evolved as a natural
inhabitant as opposed to the figure of the Tel Aviv pioneer who built a city in its European image.
The houses of the White City*°, the Ficus trees that replaced the palm and olive trees and the wide

boulevards became the new landscapes of the city.

39 A sabra or Szabar (Hebrew: 12y, plural: tzabarim) is a modern Hebrew term that defines any Jew born in Israel. The term
came into widespread use in the 1930s to refer to a Jew who had been born in Israel, including the British Mandate of Palestine
and Ottoman.

40 White City - Tel Aviv was founded in 1909 and developed as a metropolitan city under the British Mandate in Palestine. The
White City was constructed from the early 1930s until the 1950s, based on the urban plan by Sir Patrick Geddes, reflecting
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It is remarkable to observe the description retains the simplistic, Zionist dichotomies Eretz Yisrael
and the diaspora, Jews and non-Jews, spirituality, and corporeality which the writer then reads into
the painting. Manor (1998) claims that an ideological interpretation presents itself as an
interpretation of ideology. Furthermore, it takes for granted that artists at the time subscribed to
this version of Zionist ideology and that their work was a straightforward depiction of it. Most
importantly, it ignores the various Jewish images, some in fact influenced by Chagall, that were
made at that time by artists in Pre mandate Israel.

Nahum Gutman (1898 1980) is well recognized for his paintings of physical and sensual
Arab men and women integrated into the country’s landscape. He also painted the Jewish Orthodox
community, and they too seem to blend naturally into their environment of ancient cities (The
Synagogue ‘Avraham Avinu’ in Hebron; The Western Wall). While Gutman’s focus was the
architectural setting, as is also seen in his picture Sabbath in Tiberias (1927), there is no mistake
about the identity of the figures and their religious way of life (see figure). Moreover, the painting
suggests a harmonious and relaxed relationship existing between the Orthodox Jews and their Arab
neighbor (seen standing on a balcony at the top left corner of the painting) in this ancient city.
Views of ancient, oriental, or exotic sites in Palestine were common in the art of the period. Old
Jerusalem and Jaffa were particularly favored by Gutman, and other parts of the country were
chosen for similar interests: the holiness or historical significance of the place mainly for Jews, or
its appeal as an “oriental” landscape. The Galilean towns of Safed and Tiberias were frequently

painted.

modern organic planning principles. The buildings were designed by architects who were trained in Europe where they practiced
their profession before immigrating. They created an outstanding architectural ensemble of the Modern Movement in a new
cultural context.
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Nahum Gutman, The urban landscape, Watercolor on paper 50X34 cm, Museum of
Nachum Gutman, Tel Aviv

The geographical reality which is the object of Gutman's paintings become the central
factor dictating his artistic style. This style opened a window for geographical narrative
interpretation through which the viewers interpret the subjects Gutman chose to paint.
Zaritsky (1891- 1985) who settled in Jerusalem in 1923 became a leading figure in the artistic
community of the Yishuv. In 1924, Zaritsky went to Safed*! at the recommendation of another
artist, Menahem Shemi. Upon arriving there Zaritsky was immediately spellbound and remained
for four months during which he produced many watercolors paintings. Forty years later Zaritsky
recalled an interesting anecdote: he showed his paintings to acquaintances he met in Safed

coincidentally and they were astonished to see that without any knowledge of Hebrew or Jewish

4 The city was first mentioned at the time of the Jewish revolt against Rome (6670 CE), thereafter it is frequently referred to in
rabbinic literature. The city is strategically situated in northern scenic hill country, in the Galilee area which Safed passed from
hand to hand during the Crusades until captured by Baybars I, who razed its citadel (1266). Safed achieved renown in the 16th
century as the principal center of the Kabbala, the occult theosophy and interpretation of the Scriptures forming the principal
mystical system of Judaism. Important Kabbalists such as Isaac ben Solomon Luria and Joseph Karo lived in the city, and the

doctrines expounded there spread throughout the Jewish world.
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history he had nonetheless perceived that the Kabbalah was born there. “Kabbalah*?”, says
Zaritsky, “I did not know what it meant”, and he explains: “I perceived the Kabbalah because I am
a Jew, son of Jew. The Catholic Matisse would not have perceived it.” It is implied, there was
something in the psyche of the Jew, no matter how remote from anything Jewish, that enabled him
to grasp the unique “spirit” of a place that has a significant value in Jewish history.
For Jewish artists in Mandatory Palestine Safed was more than only a summer spot as was, for
example, the Mediterranean village, Collioure, for Henri Matisse. In reality, Safed attracted artists
and others during the summer due to its cool dry air. During the 1920s, and particularly the 1930s,
Safed gradually became a summer resort particularly for Jewish tourists. The unique style in which
the Jewish houses were constructed, and the fresh dry air were attractive for tourists. Safed, “with
its stores of Hasidic traditions . . . a place rich in historic associations” was part of the typical
itinerary of the Zionist tours that were organized in the 1920s alongside visits to new workers’
settlements, Jewish colonies, and towns. It was customary among artists in Europe to travel to
remote picturesque villages to paint during the summer, thus artists on the Yishuv followed this
tradition in the city of Safed. Yet, Safed also had a unique Jewish history, a Jewish population that
contributed to its popularity among artists. Safed was a mixed town of Arabs and Jews, since the
eighteenth century it had been the destination of immigration by East-European Hassidic Jews.
Prior to the First World War Jews constituted half of the town’s population. But, in the

1920s, the Jewish community declined to about a third and continued to decline in the following

42 Kabbalah applied to the entire range of Jewish mystical activity. While codes of Jewish law focus on what it is God wants
from man, kabbalah tries to penetrate deeper, to God's essence itself. There are elements of kabbalah in the Bible, for example, in
the opening chapter of Ezekiel, where the prophet describes his experience of the divine: "... the heavens opened, and I saw
visions of God.... I looked and lo, a stormy wind came sweeping out of the north-a huge cloud and flashing fire, surrounded by a
radiance; and in the center of the fire, a gleam as of amber" (1:1,4). The prophet then describes a divine chariot and the throne of
God. https://www.jewishvirtuallibrary.org/kabbalah-an-overview
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decades. For Jewish artists in Pre-mandate Israel, however, Safed was primarily a Jewish town,
and it was often the Jewish part of the town or the Orthodox Jewish residents that were depicted.
The Jews of Safed were also associated with the pilgrimage site in the nearby mount Meron and
with the celebration (in Hebrew called hilula)*’ that takes place on the festival of Lag ba-omer**.
Images of dancing Hasidic Jews are therefore often related to Safed. Rubin’s painting Hasidic
Ecstasy of 1924 is also known by the title of Agadati Dancing, alluding to the dancer-
choreographer, painter and, later, film maker Baruch Agadati (1895-1976) whose solo dance

performances were based, inter alia, on the movements and expressions of Hassidic Jews.

Reuven Rubin, Hasidic Ecstasy (Agadati Dancing), 1924, oil on canvas, 78.5 * 73 cm, Esther Rubin
collection, Tel Aviv (Courtesy Rubin Museum Foundation).

43 See Avraham Ya’ari, *Toldot ha-hilula be-Meron’, Tarbiz 31 (1962) pp. 72-101.

44 According to a medieval tradition, the plague ceased on Lag Ba’omer, the 33rd day of the Omer. Omer in Hebrew is a
reference to wheat. (The Hebrew letters lamed and gimel which make up the acronym “Lag” have the combined numerical value
of 33.) As a result, Lag Ba’omer became a happy day, interrupting the sad-ness of the Omer period for 24

hours.https://www.myjewishlearning.com/article/lag-
baomer/#:~:text=Lag%20Ba'omer%20is%20a,period%20between%20Passover%20and%20Shavuot.
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Rubin’s painting Agadati Dancing®’, in which the dancer is seen from the back hovering
over the landscape in a Chagallian manner, cannot be regarded strictly as a portrait. In fact, it
closely resembles an earlier image on the same theme: a woodcut entitled The Dancers of Meron
(the Hebrew title reads Lag ba-omer be- Meron), which was part of the series The God Seekers
that Rubin published in late 1923. The dancer’s features in both images, his costume, gestures and
in particular his head, which is depicted upside down, suggest that they derive from the artist’s
perception and imagination, rather than from the actual dance.

Rubin’s images of Orthodox Jews of Safed and Jerusalem were revealed in early paintings
he made during his first year in Pre mandate Israel. Many of his works concerned a tormented
spiritual quest, often through Christian images, several of them images of Jesus, who, as in the
work of other Jewish writers and artists at the time, became a symbol of human suffering.
Following his settlement in the new land Rubin had gradually disregarded his previous themes in
exchange for the figure of Jesus with Hassidic Jews, and images of sorrow were replaced by

illustrating joy and piety. The series of prints of The God Seekers reflected the transition which

included both Christian and Jewish themes, as well as less obvious expressions of spiritual
aspiration. The dance, with the head and hands raised upward, on the background of Safed, implies
that the dance is perceived as a mystical and ecstatic nature, and is part of a spiritually devout
experience. “Coupling Judaism with exaltation rather than with agony demonstrates another
significant change from Rubin’s pre-Palestine works. In his previous pictures Jews are often old,
hunched, and tired. Their misery is conveyed through a frequently used motif of a weary, destitute

man seated on the ground with head bent or held in his hands. In Jewish art at the turn of the

45 Agadati had known Yemenite Jews since his time as a student of Bezalel in 1910-1914, but his early works showed a taste for
a different Orientalism. One of his earliest documented performances in December 1920 included the oriental dance “Ali Baba (of
the Thousand and One Night) [sic], an Italian dance, and Caucasian dance. See program in Giora Manor (ed.), Agadati, The
Pioneer of Modern Dance in Israel, Tel Aviv: Sifriat Poalim and Dance Library of Israel, 1986, p. 10 (Hebrew part)
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twentieth century this theme had usually related to images of Jews suffering in pogroms and exile
(Manor, 1998, p.81)”. This portrayal of diaspora Jews was used to promote Zionist as healthy and
strong pioneers. Rubin used exactly this idea in the image he designed for the Palestine Foundation
Fund poster*® (Keren ha-yesod) in 1921. The poster called for the Jews to support the settlement

in Zion in all forms (Manor, 1998).
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Reuven Rubin, poster of Keren ha-yesod, 1921, 84 * 59.3 cm (Courtesy Rubin Museum Foundation).

Hyed (1993) suggested that Dancers of Meron and others of Rubin’s paintings of that time
were influenced by Romanian neo-Byzantine art that Rubin might have absorbed in his youth in
Romania. Indeed, certain compositional and stylistic elements support this interpretation. Yet the
choice of subject matter and the meaning of the painting to both the artist and his public must be

viewed in the context of its making in Palestine of the 1920s. As already mentioned, this was not

46 hitps://www.nli.org.il/he/archives/NN L_ARCHIVE AIL997009637000505171/NLI#$FL 170036305
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an unprecedented appearance of Hassidic Jews in Rubin’s art or in that of his fellow artists.
Moreover, representations of Orthodox Jews and Hasidic culture were not as exceptional in the
cultural life of the New Yishuv as one would imagine from the accepted Zionist historiography.
The common tendency in discussing the cultural life of the pre-State period has been to emphasize
the efforts towards the creation of a new “Hebrew culture”, the pioneering ethos and the struggles
between different groups over the issue of modernism in artistic expression. Without a proper
survey of the cultural life of the Yishuv, it would be difficult to assess the extent and weight of
Jewish religious traditions in the creation of this “new” culture. However, the examples presented
in this section suggest that the appearance of these traditions were not a marginal phenomenon.

Bialik*’,is considered a pioneer of modern Hebrew poetry, part of the vanguard of Jewish
thinkers who gave voice to a new spirit of his time, interpreted Rubin’s paintings in his introduction
to Rubin’s exhibition of 1927, Bialik not only compared Rubin to Chagall and Agnon but also
connected his paintings with the long literary tradition of legends and midrashim about Eretz
Yisrael. “It is in this tradition that he sees the key to future creative art: It is clear to me that Hebrew
art, like the Hebrew epic, if it has any hope, must be rooted in the legend of our past. It will sprout
from this past and will delve deep into it in search of influence. . .. The ways of Hebrew legend of
the past are the ways of Hebrew art of the future. There is no other way”.

In conclusion, paintings of Hasidic and Orthodox Jews in the Jewish settlement in Pre-
mandate Israel of the 1920s were expressed within the Yishuv through Jewish mysticism and
messianism and in Jewish folk culture. The search for a new national culture was not perceived by
members of the Yishuv as utterly divorced from the Jewish past and its different spiritual traditions

as sometimes suggested by Zionist historiography. Rubin’s Hasidic Dancers of Meron represented

47 Bialik, ® Ha-tzayar Reuven, p. 13.
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the notion of cultural continuity through time and space. In his picture the young na and old unite
in their faith and belief, there is no rupture between the generations. The embrace of Sephardi -
Mizrachi (Oriental) and Ashkenazi Jews evoked the idea of the Ingathering of the Exiles, a concept
that had been adopted by the Zionist ideology. The ancient holy town of Safed in the background
and the allusion to a centuries-old tradition of a local festival further emphasizes this view.

Marc Chagall

I chose to include the work of Marc Chagall, one of the most significant Jewish artists of
the 20th century. Chagall (1887—1985) used painting, writing, designing, graphics, and sculpture,
illustrating in original and imaginative ways*. He created a unique style that presents emotions
and motifs from his Jewish life in realistic and distinctive ways. His works tell a fairy tale, as if
his canvas were a place where amazing wonders happen. Characters are either depicted completely
realistically or fantastical. His paintings are dominated by floating images, green faces of people,
animals playing violins, upside down houses without spatial determinants (DUBRAVKA
KUSCEVICI1, BRAJCIC1, SIPIC1, 2019).

Vitebsk, Chagall's hometown, occupies a central position in Chagall's art that the names
have become virtually synonymous. Yet contrary to the image conjured up by the paintings, it was
neither a shtetl nor a ghetto, but a bustling town of well over 50,000 inhabitants, picturesquely
located at the confluence of the Dvina and Lucheso rivers, where Jews and Christians co-existed
and commerce flourished (Bohm-Duchen,1997).

Socialism and Zionism, two causes espoused by many of Chagall’s contemporaries, seem
hardly to have impinged on the young man's consciousness. Virtually the only reference in

Chagall's poetic but unreliable autobiography My Life to social injustice comes in a passage in

48 https://www.marcchagall.net/
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which he describes his father hard at work while 'his fat employer stood around like a stuffed
animal'. In another passage that expresses his surprise that Gentiles as well as Jews often suffered
hardship in Czarist Russia reveals his political naiveté. As for Palestine, there was no mention in
My Life.

Chagall rejected organized religion, Hasidic Judaism, the religion of his parents. His
artwork fails to reflect Russian anti-Semitism, or the harsh realities of poverty and hardship
endured by many Jewish families, including his own. Similarly, the art overlooks the gradual shifts
undermining traditional Judaism in Vitebsk, predating the Soviet era's additional pressures and the
ultimate devastation wrought by the Nazis. Chagall’s artistic mind flourished with the canvas and
paint brush, whereas in the Torah study he could not express himself creatively.

Vitebsk had served as a stronghold for Hasidic Judaism since the early 18th century.
Originating in the southeastern region of Poland-Lithuania around the 1730s under the guidance
of the Ba'al Shem Tov*’ the movement, which enjoyed widespread popularity, stood in opposition
to the rationalism, intellectual rigidity, and exclusivity of Orthodox Talmudic Judaism. Drawing
inspiration from the Kabbalah, Hasidism emphasized ecstatic, intuitive connection with God,
believing that divine 'sparks' permeated all things and beings, regardless of their stature or moral
standing. Central to the Hasidic understanding of religious life is the notion of love for all people
and creation, viewing them as conduits to experiencing God. In Hasidic belief, possessing a loving

heart outweighs scholarly knowledge; a poignant parable recounts the tale of a young boy

49 Baal Shem Tov is an 18th century Ukrainian rabbi founder of the Hasidic movement. Born Israel ben Eliezer around the year
1700 in western Ukraine, his name literally means “Master of the Good Name” and is often abbreviated as Besht.

Much of what is known about the Baal Shem Tov’s life is related in stories passed down by his followers, the historical veracity
of which is not firmly established. The Baal Shem Tov was reputed to possess deep insight into human nature, have visions in
which prophets appeared to him with messages, and be able to ascend to heaven to commune with the spiritual realm. He also
gained a reputation as a skilled healer, which earned him the title baal shem, “master of the (divine) name,” a term then used to
refer to anyone endowed with curative powers.
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discovered reciting the Hebrew alphabet in the synagogue. Unable to read the prayer book, he
explains that by sending the letters to heaven, he trusts that God will assemble them into a prayer
on his behalf. Chagall's emphasis on 'that clamorous love that I have, in general, for mankind', his
anti-intellectualism and distrust of conventional logic, even his intense empathy for animals are all
- in part at least - a legacy of his cultural and religious heritage’. By the end of the nineteenth
century, Hasidism had considerably waned in its initial vigor, and in numerous regions, it had
regressed into practices characterized by superstition and deceit. Nevertheless, within Chagall's
artistic realm, Hasidism persisted vibrantly and thrived (Bohm-Duchen, 1997). Chagall poured his
love in every drop on his canvas.

Jewish Art shows the contribution of ‘Jewish’ artists to modernity. Chagall (1887—1985)
revealed how ‘Jewish identity’ became a defining force for his art. The Modern Age is the Jewish
Age, and the twentieth century, in particular, is the Jewish Century. Modernization is about
everyone becoming urban, mobile, literate, articulate, intellectually intricate, physically fastidious,
and occupationally flexible. [. . .] Modernization, in other words, is about everyone becoming
Jewish. Chagall’s work® is seen through the presence of religious experience in a creative

expression (Styen, 2011).

I and the Village 1911, Museum of Modern Art New York.
6'35/8" x595/8" (192.1 x 151.4 cm)

50 https://www.moma.org/collection/works/78984
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The floating letters that populate Chagall’s artistic imagination have a meaning that tells a
story. The menacing rocky letters that hover in Shmuel Bak’s sky (1967) spell his name—S. Bak,
in contrast to Magritte’s painting The Art of Conversation (1950), where an ancient temple
composed of a pile of colossal stones conceals a certain word, which on closer examination turns
out to be réve—dream. The torn parchments and letters in Ardon’s night scenes attest to the
catastrophe that befell logos and ethos, but they also spell their metaphysical destruction since the
remnants are filled with quotes from the book of Psalms. Thus, the quasi-surrealist Jewish and
Israeli artists are, in fact, symbolists and not surrealists. The artists are consciously aware of the
signified images of the narrative to transmit the message.

Yosel Bergner

Bergner was born in Vienna in 1920 and was raised in Warsaw. The rise of rampant
antisemitism in Europe pushed the establishment a Jewish homeland. The Bergner family moved
to Australia, and Yosel struggled to survive as a young teenager. He found comfort in writing
novels through the defying reality of being uprooted from home and forced to build a home
elsewhere. He worked in many jobs to survive and studied painting in Melbourne’s National Art
School. He was committed to humanitarian values. He painted images which were drawn from his
experiences: of hunger; views of a sad urban environment; refugees and slum dwellers. Bergner
displayed empathy in his art that drew immediate attention®!. In the 1940s he was a homeless
painter. Bergner became involved with the Australian Jewish community Kadimah and the
Yiddishists. He became very friendly with writers Pinchas Gold-har, Judah Waten and Yosl

Birstein. Fortunately, they provided food! During WW2, Bergner enlisted in the Australian Army

31 Yosel collection of painting in National Victoria Gallery https://www.ngv.vic.gov.au/explore/collection/artist/1678/
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Labor Company serving from 1941 to 1946. After his experience in the army his palette became
bleak with muted browns adding to the atmosphere of gloom. The anonymous fig-ures, their bodies
slumped dejectedly, had survived another day of endless loading, and unloading of goods from the
trains for the war effort. Bergner received a Commonwealth Rehabilitation Scholarship, to return
to studies at the National Gallery Art School. Bergner kept his sense of humor, but his work was
often dark and despairing. There were hints of optimism in his recurring motif of the ladder, symbol
of hope. Yet it was Bergner who showed that art was not merely a ref-lection of Australian society;
instead, it could be an instrument in shaping the society.

He left Australia in 1948, first traveling to Paris and then to Israel in 1951. He became an
Israeli citizen without shedding his Jewish cosmopol-itan/refugee identity, an identity he zealously
guarded in Israel’s melting pot of the 50s and 60s. In the new Jewish homeland, many of
newcomers upon arrival shed their previous life as persecuted Jews, however Bergner carried his
childhood persona closely and expressed it through his painting. Even after the state was
established, Bergner’s Israeli works were filled by the trauma of the refugee. (An interview with

Bergner in the Jerusalem post°?).

'The Wedding’ Yosel Bergner 1990, oil on canvas 63 x 84 cm (25 x 33 in).

52 https://www.jpost.com/isracl-news/culture/a-master-artist-reflects-on-his-life-407322
https://safrai.com/product-category/yosl-bergner/
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Ruth Tzarfati

Ruth Tzarfati Sterenshuss was a notable female artist in Israel, a sculptor, a painter, an
[lustrator, and a designer working in a variety of media. She started to paint when she was still in
high school, and though she was quickly acknowledged as a gifted painter, she turned to sculpture
with the guidance of Moshe Sterenshuss (1903-1992). Though her pieces were strongly influenced
by modern art, and especially modernist sculpture, she formulated her own artistic language and
gained a reputation as an independent and original artist among the most influential art’s figures

in Israel. In 1949, Tzarfati joined the Ofakim Hadashim (New horizons) Movement>?

, and was the
only female artist and the youngest amongst older men. Her style being different from that of the
others, she felt like an outsider, as she did not share the group’s worldview. Ofakim Hadashim was
oriented towards modern and abstract art, however she remained faithful to figurative sculpture.
Many of her works>* were inspired by her personal biography, like in the Infant sculpture series>>

(detail: Baby sculpture, 1970), which was created following the birth of her daughter, who quickly

became an ongoing inspiration source.

33 The New Horizons art movement began with a group of artists who mounted an exhibition in Tel Aviv's Habima national
theater in December 1942, under the name "The Group of Eight". The group evolved into a coherent artistic movement only after
the founding of the state of Israel in 1948. Members of the school included Arie Aroch, Zvi Meirowitch, Avraham Naton
(Natanson), Avigdor Stematsky and Yehezkel Streichman.

34 https://www.nli.org.il/en/a-topic/987007303442005171

55 https://www.ruthzarfati.com/
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Ruth Tzarfati Sterenshuss, Uncle Simha, 1962, illustration, pen and paper cuts

Yohanan Simon

Yohanan Simon was born in Germany in 1905. In 1926, after studying art at the University
of Berlin, he moved to Frankfurt, where he studied with Max Beckmann and Peter Rasmussen and
was greatly influenced by German expressionism (Ofrat,1980). In 1928 he won a scholarship from
the Jewish community in Berlin to study painting in France. He first headed to Toulon, where he
studied with André Derain, one of the founders of Fauvism, who was another major influence on
his early work. Later he attended the famous Ecole des Beaux Arts in Paris. In 1934, Simon moved
to New York where he worked for the magazine Vogue. He returned to Paris in 1935 and left it in
1936, due to the rise of fascism (Ofrat, 1980). He immigrated to In Mandatory Palestine where he
joined Gan Shmuel, a kibbutz>® located south of Haifa. Following the move from Europe to Gan
Shmuel — one of the cornerstones of Zionist-socialist ideology at that time. Simon abandoned the
modernist style that had characterized his early work and adopted social realism. In pre-state Israel,
social realism was predominant in its East European, and especially Russian form. Russian culture

continued to be the main influence on the Israeli cultural scene at least until the 1950s (Even-

36 A communal settlement typical of Israel, where people hold property in common and have their needs satisfied by the

commune (Reich and Goldberg
Citation 2016, 305).
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Zohar, 1950). Simon, on the other hand, was more oriented towards the Latin American branch of
social realism. He was particularly inspired by the Mexican painter Diego Rivera and his murals

with their distinctive bright colors (Ofrat,1980).

The attraction to this style was probably triggered by his travel to New York, and the
opportunity to view Rivera’s huge mural in Rockefeller Centre (Tamir, 2001). Simon immigrated
to Israel from Germany following his formative years as an artist in Berlin, Frankfurt, Paris and
New York. Between almost two decades on the kibbutz and his last phase of immigration to the
city (Tel Aviv) — in both a literal and emotional sense — he spent two years traveling in South
America. His life is thus characterized by transitions and transformations, acts of immigration and

tourism, which became embedded in his work.

In the years 1948-1956, Simon was a member of Ofakim Khadashim’’, a group of artists
that favored abstract art and insisted on the autonomy of art. Despite the apparent contradiction,
he went on creating social realist posters and murals. In 1953, he left Gan Shmuel and started a
new life with the noted designer Fini Leitersdorf. Throughout his career, he also designed theater

sets and illustrated children’s books (Tamir, 2001).

Simon’s landmarks are reflected in changes of artistic style and genres, changes that
mirrored his ideological transformations. He evolved throughout his life — as both an immigrant
who had to adjust to a new society and a new language, and an artist who struggled to keep his
creative freedom and individual voice in a society that sanctified the collective and lived by the

codes of a strict ideology. His works offer a multifold perspective that integrates Simon’s attitudes

>7 Literally meaning = new horizons
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towards the dictates of each era in his life, the artistic genres he embraced, and the inner clashes,

or conflicts he experienced (Simon Ben-Sedef, 2017).

Simon’s trajectory was influenced by immigration, that brought more families to the
homeland. Thus, he was keeping with the description of cultural translation as a change in the
‘state of things’: ‘Etymologically, translation evokes an act of moving or carrying across from one
place or position to another, or of changing from one state of things to another’ (Buden and
Nowotny, 2009). Like Bhabha’s idea of the ‘third space’ as the site of cultural translation (Bhabha,
1994), the ‘immigration’ we refer to involves the bringing together of incompatible values and the

emergence of a new hybrid form — even in an ostensibly simple genre such as a propaganda poster.

In 1956, the last year of his participation in the Ofakim Khadashim group (Tamir, 2001,
119-129), Simon produced Youths in the Negev (Figure 1:1, 1956). While still portraying the
theme of young Israelis who connect with their land by walking its paths and conquering its
landscapes, he appears to be more interested in the colors and material essence of the land than the
ideological content. The landscape becomes more abstract in the upper part of the painting, and
the tension between the theme and the ideology embedded in it, and Simon’s struggle for artistic

expression is evident.
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Yohanan Simon, Shabbat in the Kibbutz 1947, 65%55 cm oil on canvas

Simon, who translated and retranslated himself, metaphorically, both as an individual and
an artist, throughout his life notwithstanding his uniqueness. His life story was not exceptional:
other Israeli artists shared similar experiences, including immigration to Israel, the move from the
kibbutz — the emblem of socialism — to the city, and the expression of all these experiences in their
art. For Simon and others, this series of translations also meant a change of language, often more
than once. A native speaker of German, Simon switched to Hebrew when he immigrated to
Palestine, but German remained the language he used in his communications with old friends, and
Hebrew was possibly a second if not a third language besides French that was the language during
his formative years in France. Self-translation and retranslation manifested themselves in
switching from one language to another. Weissbrod & Kohn (2020) claim that his multi-lingual
ability of thinking in one language and expressing himself in another language influenced his

painting.

-110 -



Maurycy Gottlieb

Maurycy Gottlieb was born in Lemberg (Lviv in modern Ukraine) and strove during his
productive but brief artistic career to establish his Jewish identity. But Gottlieb also strove to mesh
his Polish identity in his art, studying under Poland’s leading history painter, Jan Matejko, at the
Cracow Academy and later worked in Vienna. Gottlieb worked principally in Galicia’® where he
was later buried there due to his tragic death at the age of 36.

Despite his premature death, Maurycy Gottlieb successfully planted his Jewish roots onto
the dominant academic art forms of Central Europe and provided pioneering inspiration for his
artistic co-religionists, led by Samuel Hirszenberg. Gottlieb lived a short life as a Polish-Jewish
artist. He painted but didn't finish a large biblical subject, Jesus Preaching at the Synagogue in
Capernaum. In this scene from the New Testament Gottlieb intended to provide accurate details
of the costume and architecture of biblical Palestine, a period when the area was ruled by the
Roman Empire.

Gottlieb's paintings added distinctly Jewish elements, including the figure of Jesus himself,
whom the artist expressly identifies as a practicing Jew. Jesus wears a tallit (prayer shawl) around
his waist as he preaches with an open Torah scroll on the synagogue’s bimah (lectern). Gottlieb’s
scene of Christ teaching addresses the dominant Catholic audience in his native Poland.
Gottlieb's autobiographical spirit is portrayed through the painting of Jews in the Synagogue on
Yom Kippur. In this seminal work Gottlieb’s bearded self-portrait appeared, posed at the downcast
angle in seeming meditation, yet he represented himself as a full-length figure, wearing a Jewish

prayer garment (which eventually is a burial covering), called a kittel. The artist is surrounded by

3% Galiztia — today’s Drogobych Ukraine
https://yivoencyclopedia.org/article.aspx/Gottlieb_Maurycy
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elders holding the Torah scroll and reading from prayer books at the lectern. Elsewhere boys are
scattered, and Gottlieb highlights the women in the gallery. Certainly, both the self-portrait and
the woman looking out at the viewer above him reveal a talent for portraiture that Gottlieb also
practiced during his brief career. Yet Gottlieb already seems wistfully aware of his own death. On
the mantle of the Torah scroll he wrote an inscription in Hebrew that suggests a foreknowledge of
his early death: “Donated in memory of the late honored teacher and rabbi Moshe Gottlieb of

blessed memory 1878.”

Maurycy Gottlieb, Jews Praying in the Synagogue on Yom Kippur, 1878, 243 x 190 cm

(Tel Aviv Museum of Art)

34 The Importance of Visual Art in the Language Class

The art conveys renditions through artistic perception of the world and allows the learners
observers to reflect on the historical time and the dynamic. Artists want the kind observer to see
what we see and imminent certain feelings. Every artist finds complete representational freedom
by casting a glance at the past. Learning is an individual human condition. It is important to pay
attention to a student’s funds of knowledge (Gonzalez, Moll & Amanti, 2005) and to examine who

the student is in order to design a conducive learning experience. Culture and language acquisition
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are complementary parts for learning and should be considered simultaneously as teachers design

lessons (TESOL, 2010).

Learners’ cognitive processes are facilitated by images (John-Steiner, 1995; Rufo, 2011).
Visuals capture students because they add another dimension to the inputs they are receiving
(Dunn & Finley, 2011). A student who has not mastered a second language likely struggles to
express ideas in the target language (de Jong & Harper, 2005). Visual art fills a need for this
student because expression does not have to be linked to printed words to effectively convey the
learner’s thinking. Visual art provides a unique avenue for communication and self-expression
that doesn't rely solely on verbal or written language. For students who may be challenged to
articulate their thoughts or feelings through words, visual art allows them to communicate more

intuitively and viscerally.

The act of creating or interpreting visual art can tap into emotions, perceptions, and
sensory experiences that may be difficult to capture through verbal means alone. For example, a
student might find it easier to express complex emotions, abstract concepts, or personal
perspectives using visual compositions rather than through written or spoken language. Visual
art offers a direct and immediate way to convey ideas and interpretations without the need for
explicit language skills or literary conventions. Furthermore, visual art is inherently open to
interpretation and subjective response. Unlike academic writing or verbal debates that often
require precise arguments and logical reasoning, interpretations of art can be more fluid and
personal. This flexibility allows students to explore and express their opinions freely, without the

pressure of conforming to strict linguistic or rhetorical standards.
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In educational settings, encouraging students to engage with visual art can foster
creativity, critical thinking, and emotional intelligence. It provides opportunities for self-
discovery and self-expression, promoting a deeper understanding of one's own perspectives and
the perspectives of others. Therefore, for this student, visual art fulfills a need because it offers a
versatile and expressive outlet that complements or even surpasses the limitations of verbal

communication in conveying their thoughts and feelings effectively.

Language teachers can assign visually creative tasks to express knowledge or ideas adapted
to students’ language level. Teachers can use such activities to either scaffold language instruction
or to facilitate content learning, especially if enhanced understanding results in greater intrinsic
motivation. If learning the language is a collaborative endeavor rather than an arduous task, the
students will be more motivated, interested, and ultimately engaged (Bakhtin, 1986; Vygotsky,
1978). Gardner (2010) suggests that motivation is responsible for achievement in a second
language and a positive attitude toward the learning situation helps the student. Visual art can
provide the extra layer for comprehension that lowers the affective filter (Krashen, 1981) and keeps
the student from being overly conscious about his or her struggles with the second language. The
act of creating visual artwork can inspire learners and help students to apply their multiple
intelligence creatively in classroom tasks (Gardner, 2010). Students are offered opportunities to
use their imagination through art and may find the process serves as a gateway encouraging them
to focus on their writing skills (Daniel, 2007; Olshansky, 1994).

Most importantly, the use of works of art as authentic cultural artifacts can change the
nature of language learning from a formulaic isolated artificial experience into a true to life,
authentic, “language for communication” interaction. The foremost reason for this is the fact that

“the more there is connection to the real world the students live in, the more a lesson gains
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authenticity” (Oguz and Bahar, 2008, p. 328). Hence, in addition to implementing the course
activities, it might be a good idea to supplement our speaking classes with discussions about works
of art in the target language/culture.

The importance of teaching culture has been widely acknowledged as an integral aspect of
language instruction rather than a peripheral one. Peterson and Coltrane (2003) emphasize that
culture should be fully integrated as a fundamental element of language acquisition. They assert
that second language teachers must identify key cultural elements across all facets of language
instruction, suggesting that students can only achieve proficiency in speaking a second language

if cultural considerations are embedded in the curriculum.

3.5 The Role of Visual Art in Communicative Language Teaching

Research suggests that visual art enhances the understanding of content, culture, and ideas
(Jarvis, 2011; Siegel & Panofsky, 2009). Visual representations support students' connections to a
topic as they use their second language in a meaningful task. The opportunity to use visual art as
a text can enrich a personal connection to another culture while helping the learner explore his or
her own culture (Turkcan & Yasar, 2011). Since learning is an individual human experience, the
student’s current knowledge must be considered (Gonzalez, Moll & Amanti, 2005).

Learners’ cognitive processes are facilitated by images (John-Steiner, 1995; Rufo, 2011).

Visuals capture students' attention because they add a sensory dimension to the inputs, they
are receiving auditorily (Dunn & Finley, 2011). A student who has not yet mastered a second
language often struggles to find the words to express ideas in the target language (de Jong &
Harper, 2005). Visual art provides additional cultural connection for the student’s language
acquisition. Expression does not have to be linked to printed words to effectively convey the

learner’s language processing.
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As for the importance of Israeli art in the language class has two-fold ways. The first fold
is art as an historical testimony. In early days of the establishment of the state of Israeli art
documented the awaking of the Jewish nation in its ancestorial homeland. The Israeli art served
was an historiography that portrayed the artistic activity in Pre- mandate Israel of the early decades
of the 20™ century. When describing the small Jewish population in the early 1920s, Gideon Ofrat
stated “It was a community that had the naivete of youth, a pioneering spirit...and a flair for
renewal” (p.48).

The second fold is describing and discussing artworks requires the use of specific
vocabulary related to colors, objects, atmosphere, belief, and culture symbols. Engaging with art

helps learners expand their vocabulary and develop their ability to express, describe and narrate.

I strongly attest that by integrating art into language learning enriches the learning experience,
deepen cultural understanding, and enhance communicative competence by fostering critical

thinking, creativity, and effective communication skills.
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Chapter 4: Language Competence

Introduction to Communicative Competence

Communicative competence in a second language originated from the Chomsky (1965)
generative possibilities of language systems, and Hymes (1974) prompted ‘What is so competent
and remarkable about language behavior?” Hymes (1974) developed the notion of competence to
the social and cultural norms and rules of speaking. He defined competent speakers as capable of
producing adequate ways of speaking that each situation demands and of making use of the rules
for their own ends (Hymes 1973, cf. Widdowson 1983). As a rejoinder to Chomsky’s cognitive
essentialism, Hymes reinstated the social realities of communications in language studies that
Chomsky had suppressed for analytic reliability (Taylor 1988). Hymes (1974) emphasized the idea
of sociability of language. This notion of sociability in L2 has been the catalyst in the field of
language education as it expanded the scope and epistemic content of competences. Furthermore,
it offered more theoretical rationale for L2 research, which was leaning toward a more functional
approach than only linguistic (Richards and Rogers 1986)*.
4.1 Communicative Language Teaching

Communicative Language Teaching (CLT) has been recognized as an ideal approach to
help learners acquire a foreign language (Goémez-Rodriguez, 2010). The importance of meaningful
language use at all stages in the acquisition of communicative skills has come to be recognized by
foreign language teachers. Many curricular innovations have been proposed in response to
incorporating meaningful communicative tasks in teaching (Savignon, 1997). A communicative
approach to the foreign language pedagogy aims to develop students’ competence in using

sentences appropriately when communicating outside of the classroom as well as producing

39 Hymes (1992) and/or Cazden (1996) for the historical development of the concept of communicative competence
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sentences accurately in a lesson (Larsen-Freeman, 2000). Hymes pioneered this communicative
approach by coining the term, “communicative competence” which means knowing when and how
to say what to whom within a social context (Hymes, 1971). In opposition to Chomsky’s view of
the “ideal speaker-listener” as a nonexistent abstraction, Hymes looks at the real speaker-listener
in the social interaction. Afterwards Canale and Swain (1980) subdivided communicative
competence into three components: grammatical competence.

sociolinguistic competence; and strategic competence.

Students engaging in discourse and applying their language skills to engage in an exchange
is called Interactional Competence. IC development in the classroom happens when students take
part in “exchanges that are spontaneous, topically coherent, and extend over multiple turns”
(Todhunter, 2007, p. 605). Providing a transition between formal instructional activities, this
conversation allows opportunities for authentic question and response between teachers and
students and for students to initiate target language conversations. When necessary, the teacher
can help students with necessary repairs in context and keep the conversation moving forward.
Furthermore, students can co-construct their understanding of the teacher’s target language speech.
“Interactionally competent speakers negotiate meaning in order to repair communication
breakdowns. However, achieving mutual understanding does not always lead to resolution or
awareness of grammatical form” (Todhunter, 2007, p. 614). Instructional conversation allows
teachers to lead students to correct grammatical forms while the students also build their IC. IC
allows turn-taking in a conversation to move forward, as ne is used in manners such as “displaying
and seeking agreement or confirmation, initiating interaction, introducing a new topic, and

mitigating face threatening acts” (Masuda, 2011, p. 521).
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4.2 Models of Communicative Competence
In 1983, Canale added “discourse competence” to their original model. The combined models are

illustrated in Figure 1.

COMMUNICATIVE COMPETENCY

Discourse

Figure 1: Canale and Swain’s Model of Communicative Competence (Canale, 1983) Published 5 July
2013, Education, Computer Science A. Agbatogun.
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Figure 2: Bachman and Palmer’s Communicative Competence Model (Bachman, 1990)
Copyrights Universitas Negeri Yogyakarta 2013

Another model of communicative competence was proposed by Celce-Murcia, et al.,
(1995). This model includes discourse competence, linguistic competence, actional

competence, sociocultural competence, and strategic competence. The term sociocultural
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competence refers to the same concept as that of sociolinguistic competence in Canale’s model.
While the other four competences are similar to the Canale’s (1983) model, actional competence
in this model is defined as 'competence in conveying and understanding communicative intent,
that is, matching actional intent with linguistic form based on the knowledge of an inventory or
verbal schemata that carry illocutionary force (speech acts and speech act sets)' (Celce-Murcia,
et al., 1995: 17). Actional competence in this model is included in the sociolinguistic

competence of Canale’s (1983) model.

Celce-Murcia, Dornyei, and Thurrell’s Model
Comparison of the Models of Communicative Competence

Model 1 Model 2 Model 3
Celce-Murcia, Bachman &
Canale (1983) Dornyei, & Thurrell Palmer (1996)
v \ 4
Discourse P _ Discourse < Textual
competence - > competence knowledge

Grammatical <« Grammatical g »  Grammatical
competence competence knowledge
Actional < > Functional
competence | "] knowledge

Sociolinguistic

competence
Sociocultural

Sociolinguistic

A
A\ 4

competence knowledge
Strategic P - Strategic P - Strategic
competence N |  competence N |  competence
From the figure  above

sociolinguistic competence in the Canale’s (1983) model is elaborated further in the Celce-
Murcia, et al’s (1995) model by introducing actional competence and in the Bachman and
Palmer's (1996) model by introducing functional knowledge. The terms actional competence

and functional knowledge in the last two models refer to the same idea which is knowledge of
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language functions that enables learners to fulfill actual and authentic communicative tasks and
activities. However, the model of Celce-Murcia, et al (1995) offers a more viable option for
language teachers and practitioners since it not only highlights the theoretical foundations of
communicative competence but also elaborates and identifies possible content specifications
that might be integrated into the development of communicative language curriculum. The
following table (Table 1) summarizes the main points of content specifications offered by this
model.

Table 1: Content Specifications of the Celce-Murcia, Dornyei, & Thurrell's (1995)
Model of Communicative Competence

Competences Main contents
A. Discourse competence 1. Cohesion
2. Deixis

3. Coherence
4. Genre/generic structures
5. Conversational structures

B. Linguistic (grammatical 1. Syntax
competence) 2. Morphology
3. Lexicon

4. Phonology
5. Orthography

C. Actional Competence 1. Knowledge of language functions:
a. Interpersonal
b. Information
c. Opinion
d. Feelings
e. Suasion
f. Problems
g. Future scenarios
2. Knowledge of speech acts

D. Sociocultural competence 1. Social contextual factors
2. Stylistic appropriateness factors
3. Cultural factors
4. Non-verbal communicative factors

Competences Main contents

E. Strategic competence 1. Avoidance or reduction strategies
2. Achievement or compensatory strategies
3. Stalling for time-gaining strategies
4. Self-monitoring strategies
5. Interactional strategies

Source: Summarized and modified from Celce-Murcia, et al. (1995: 14, 18, 22, 24, 28)
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4.3 Communicative Function

The curriculum of foreign language classes at University of Southern California (USC)
emphasizes communicative competence in which grammatical competence is one dimension. The
focus is on fluency and accuracy; fluency is defined as a practical ability to form coherent sentence
form to communicate effectively. In addition to grammatical competence, the goal is to develop
strategic, sociolinguistics and discourse competence. The model I use for this research is Bachman
and Palmer to assess the functional competence involved. My research analyzed four cases of
learners at USC who acquired Hebrew as a foreign language in relation to selected paintings to
develop communicative competence.

Learning a second language involves several communication functions, which are the
various purposes or reasons for communication. These functions are essential for effectively using
the language in real-life situations. According to ACTFL® four key communication functions in

learning a second language are:

1 Expressing and Requesting Information: This involves asking questions, seeking
clarification, and providing information. Learners need to understand how to ask for and

give information in various contexts.

2 Expressing Opinions and Belief: Learners should be able to express their thoughts,
opinions, and beliefs on different topics. This involves using appropriate vocabulary and

grammar structures to convey personal viewpoints.

60 American Council of Teaching Foreign Language-
https://www.actfl.org/uploads/files/general/Documents/Appendix A StandardsforFL Lexecsumm.pdf
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3 Narrating and Describing: Being able to describe events, situations, people, and places is
crucial. Narrating stories or events and providing detailed descriptions helps in practicing
language skills related to past events and descriptive language.

4 Expressing Feelings and Emotions: Learning to express emotions, feelings, and attitudes
helps in connecting with others on a deeper level. Understanding and using emotional

vocabulary aids in building relationships and understanding cultural nuances.

The standards of teaching language by ACTFL are characterized as follows:

1. Learners develop an ability to communicate in genuine contexts, this reinforces the

cultural context in which the learner is being immersed in the target culture.

2. The contents of a language course are based on social communicative functions and not

merely on linguistic structures.

3. Students work in groups to establish meaningful negotiation when they are involved in
role-playing activities, problem-solving tasks, dramatizations, and simulations of situations

in real life.

4. Classroom materials and activities are authentic, as they reflect typical real-life

situations.

5. Language is created by the individual, frequently through trial and error. Hence, making

mistakes is part of the learning process.

CLT (Communicative Language Teaching) is an umbrella term to support the form and

meaning of language tasks in classrooms. Students play a role in CLT as they are actively engaged
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in negotiating meaning by trying to understand others and making themselves understood, even
when their knowledge of the target language is limited. Teachers facilitate communication in the
classroom by establishing situations likely to promote communication. During the class, the
teachers act as advisers, answering students’ questions and monitoring their performance (Larsen-
Freeman, 2000).

Bachman and Palmer (1996) divide pragmatic knowledge into two parts: socio linguistic
knowledge and functional knowledge. The four elements comprising functional knowledge are:
idealization, imaginative, manipulative, heuristic. In the following section I will describe every
case study of functional knowledge. Ideational knowledge helps language learners to express or
understand meanings based on their real-world experiences. Ideational functions also include
descriptions, classifications, explanations, and emotional expressions such as sorrow and anger.
Imaginative function allows language learners to create an imaginary world or extend the world
around them for humorous or aesthetic purposes. Heuristic function enables language learners to
widen their knowledge of the world around them, such as: use of language for solving problems
and retaining information.

A set of questions presented to the participants to reflect on the visual art. The questions
were as follows: 1). What are the colors in the painting? 2). What period or era was this painting
done? 3). What is the relationship between the characters in the painting? 4). What do women or
men do? 5). What are the expressions in the painting? 6). What do these expressions represent in
your opinion? 7). What are the topics that the images in the painting might be talking about in

relation to the time?
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4.4  Functional Approach

My study followed the ‘functional approach’ that places the ‘learner in the center’. This
approach emphasizes the needs, goals, and the interest of the learner with the release of ‘Can-Do
Statements’ by the National Council of State Supervisors for Languages and the American Council
on the Teaching of Foreign Languages (NCSSFL-ACTFL). Many language teachers nationwide
shifted their focus on the language learning experiences and centered it on building communication

skills, asking the critical question: What can students do with the language?

These criteria define linguistic competence and represent the underlying knowledge and
abilities that enable individuals to communicate effectively in Hebrew.
Other aspects of my research involve communicative competence -pragmatic and interactional. I
was interested to see beyond basic grammatical development (grammatically correct sentences),
to what degree paintings (Art) served as tools for eliciting language and developing communicative
competences; pragmatic and interactional. The pragmatic competence refers to the ability to use
language appropriately and effectively in various social contexts. It involves understanding and
applying the implicit rules, conventions, and norms of language use to achieve communicative
goals and interact successfully with others. Pragmatic competence goes beyond grammatical
correctness and encompasses the following key aspects which I selected to address in my research:

Ideational, Heuristic, and Imaginative.

e Ideational Competence: the ability to convey and understand ideas, concepts, and

information accurately and effectively. It involves the mastery of vocabulary, grammar,

and syntax necessary to express complex thoughts and convey factual information.
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Ideational competence enables individuals to share knowledge, describe experiences, and
discuss abstract concepts in a clear and coherent manner.

o Heuristic Competence: the ability to seek, interpret, and evaluate information from various

sources to solve problems, make decisions, and acquire new knowledge. It encompasses
critical thinking skills, information literacy, and the capacity to analyze and synthesize
information effectively. Heuristic competence enables individuals to engage in inquiry-
based learning, conduct research, and make informed judgments based on evidence and
reasoning.

o Imaginative Competence: the ability to express creativity, imagination, and originality in

communication. It involves the use of language to evoke emotions, create vivid imagery,
and engage the imagination of others. Imaginative competence encompasses storytelling,
creative writing, artistic expression, and the ability to communicate ideas and experiences

in imaginative and compelling ways.

The model and chart below were used for the purpose of my research to analyze the data.

Language
Competence
Organizational Pragmatic
Competence Competence

Grammatical Textual lllocutionary Sociolinguistics
Competence Competence Competence Competence

Functions:

s Sensitivity to:
- Syntax .
Y - Cohesion - Ideational - Dialects

- Vocabulary

- Registers

- Rhetorical - Heuristic

- Phonetics - Naturalness

Organization - Manipulative

- Morphology

- Cultural Referents

- Imaginative

Figure 3: Bachman and Palmer’s Communicative Competence Model (Bachman, 1990)
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Based on the Bachman and Palmer Language Competence Model I adapted the model

below to analyze the participants’ language competences pragmatic and grammatical

Language
Competence

Organizational
Competence

Pragmatic
Competence

Illocutionary
Grammatical

Sociolinguistic Competence -
Competence Competence Ideational, Heuristic,
Imaginative

Figure 3.1: Bachman and Palmer’s Communicative Competence Model (based on Bachman, 1990)

4.4 The Concept of Competence (general delimitations and groundwork)

From Linguistic Competence to Pragmatic Competence

The term competence has been interpreted by linguists for different purposes. Chomsky
originated the concept, subsequent writers for a clarification of the term, changed it, creating, thus,
a confusion. The concept of communicative competence is commonly recognized as the
foundation for assessing both oral and written communication proficiency. However, there isn’t
yet an agreement regarding the formal, structural, and functional representation of communicative
competence which would constitute a suitable model with precise skills or abilities. “The notion
of communicative competence evolved in order to account for the fact we have already observed

that linguistic competence does not adequately account for how language is used or the forms that
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occur in actual use (Ingram 1985, p.226)!”. Before dealing with the notion from the linguistics’
point of view it is essential to address the issue of the word competence itself and of the meanings
it generates.

For this research competence refers to the linguistic approach, primarily to a relation of
adequacy. The multitude of synonyms found in dictionary entries emphasize the variety of the
aspects of the term. For example, “competence” is identified in Webster's dictionary®? as “fitness
or ability”. Items proposed as synonyms, or linked to the term, are “capability”, “capacity”,
“efficiency”, “proficiency” and “skill”. The variety of meanings suggest different theoretical
approaches on competence, making it difficult to determine a common conceptual framework.

Harris (1988) stresses that Saussure's ideas about the nature of language itself justify the

plurality of theories concerning competence in linguistics. Language in its entirety has many

disparate aspects. It lies astride the boundaries differentiating various domains (e.g., semantic,
syntax, morphology, phonology, and pragmatic). At the same time language is connected to the
physical, physiological, and psychological. Language belongs both to the individual and to the
society.

In linguistics it was Saussure’s differentiation between language, langue and parole which
constituted the basis for the transformation of linguistic philosophy in the twentieth century. Harris
(1988), in the preface to his study concerning Saussure and Wittgenstein notes that “Language is
no longer regarded as peripheral to our grasp of the world ... [Words] are collective products of

social interaction, essential instruments to articulate the world.”

6l Ingram, D. E. (1985) “Assessing proficiency: An overview of some aspects of testing.” In K. Hyltenstam & M. Pienemann
(Eds.), Modelling and Assessing Second Language Acquisition. Clevedon, Avon: Multilingual Matters Ltd, 1985. p 226

62 http://www.merriam-webster.com/
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From his point of view language is a system independent of the individual users which
encompasses abstract, systematic rules. It is a universal system with an underlying, fundamental,
structure, representing the faculty of speech or ability to speak, which all human beings possess
hereditarily. There are two aspects of this faculty: 'langue' which denotes the language system, and
‘parole' which is the actual act of speaking. Langue denotes the conceptual systematic rules of a
particular language while parole is the concrete realization of Langue in speech.

Butler (1978) seeks to clarify the notion of competence by considering the following
aspects; it refers to the process and to the result of an activity, it can be viewed as depending on
internal or external features, it can refer to a general characteristic or to a specific one, it can be
defined as knowledge or as skill in applying knowledge, it can be part of the personal or of the
professional domains, it can be viewed in its virtual or in its actual representation. Additionally, a
consideration must be given to a potentiality; being based on the ability to access certain
knowledge to perform a certain activity, or to manifest a certain behavior.

In the 1960’s, the linguist Noam Chomsky characterized language as being composed of
linguistic competence and performance. The concept was developed as a response to the
assumptions about language of the structuralist linguistics, represented namely by Saussure, which
sustained the idea of an unconscious system. Linguistic competence, from his point of view, refers
to a person’s intuitive knowledge of the rules and structure of his language as a native speaker,
while performance is the actual use of this knowledge.

Chomsky’s innovative idea does not essentially rest on this division but rather in revealing
the intrinsic character of this knowledge in the native speaker, which constitutes a native speaker’s
capacity of comprehending and formulating utterances not encountered previously. At the core of

a native speaker’s ability to understand and speak lies an ‘internalized set of rules’, allowing the
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speaker to recognize ungrammatical structures irrespective of his understanding of the meaning of
the utterance. This is what Chomsky coined “the language faculty”.

Competence in Chomsky’s approach entails neither an amassed collection of knowledge
nor an ability or skill. Chomsky’s ‘linguistic competence’ involves a native speaker’s intrinsic
knowledge of the grammatical rules regulating his/her language. “Such knowledge, Chomsky
argued, enables speakers to create new and grammatically correct sentences and accounts for the
fact that speakers can recognize grammatically incorrect as well as correct. He maintains that
Saussure’s concept of Langue is “merely a systematic inventory of items”, and that the study of
language should adhere to a reasonable paradigm focusing on processes sentences (Brown 2009,
p.93)".

Key influences for Chomsky’s approach on language were Rene Descartes and Wilhelm
von Humboldt. Descartes’s interest with the creative powers of the mind leads to Chomsky’s
assumption that language can be considered an instrument of thought. Humboldt influences
Chomsky in that he argues that language is determined by the processes required by thinking, the
laws governing language originating in cognition. Competence is regarded independent of
performance. It is a faculty of the mind.

Chomsky’s places competence in an ideal language system unaffected by speech errors,
differences generated by region, social strata, or other factors. In this ideal system research can
only refer to an ideal speaker/listener in the analysis of language. Therefore, Chomsky postulated
that: “Linguistic theory is primarily concerned with an ideal speaker-listener, in a completely
homogeneous speech community, who knows its language perfectly and is unaffected by such
grammatically irrelevant conditions as memory limitations, distractions, shifts of attention and

interests, and errors (random or characteristic) in applying his knowledge of language in actual
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performance (Chomsky, 1965 p.9)”. This definition allows to label transformational grammar as

a theory of idealized linguistic knowledge and competence and discriminates it from the broader

study of language use represented here by linguistic performance. The relation between these two
notions, as Chomsky (1965) emphasized, is that “... investigation of performance will proceed only
so far as understanding of underlying competence permits.” In Language and mind, Chomsky
restricts the notion of competence further as follows: “... the technical term competence refers to
the ability of the idealized speaker-hearer to associate sounds and meanings strictly in accordance
with the rules of the language. The grammar of a language, as a model for idealized competence,
establishes a certain relation between sound and meaning ... (Chomsky 1968, p.116)”.

According to Chomsky (1968) Idealization pertains to two key constituents of the
communication process. The first is the speaker, unaffected by external or internal limitations in
his knowledge and use of language, and thus placed in the context of a theory of possible
performance applicable only on an ideal speaker and not on any actual speakers. The second is the
behavior. A theory of linguistic competence does not describe the behavior of any actual speaker,
but it does describe an ideal to which the behavioral capacities of actual speakers approximate,
hence, it plays a role in predicting their actual behavioral capacities.

Chomsky (1965) envisaged the innate knowledge®® as representing grammatical
competence, an innate knowledge of rules rather than knowledge of items or relations. The innate
knowledge can be applied to any number of unknown utterances. An individual cannot stock
knowledge about the linguistic mechanisms controlling each communication act, particularly
given the fact that he has not come upon all the possible sentences in that specific language. It is

impossible for the speaker to store in his mind all the utterances he has ever produced or received.

63 Chomsky’s account proposes that children are born with a knowledge of general rules of syntax that determine how sentences
are constructed.
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It entails that, at the moment of production or understanding of an utterance, the speaker accesses
a prior existing knowledge generated by a set of mechanisms, processes or principles.

Chomsky (1968) generative®® grammar is directed at two primary goals. The first goal
requires the uncovering of the deep structure of the sentence by analyzing the distinct elements of
it. Therefore, competence can be understood as the instinctive knowledge of the axioms for
translating deep structure into surface structure. The second objective of generative grammar is to
institute an array of predetermined patterns and rules that will make possible the formulation of an
infinite number of utterances. This goal is divisive as grammar offers numerous examples that are
at the limit of acceptability from the perspective of the speakers. Thus, the divisive feature of
generative grammar consists in its allegation that the rules of grammatical structure and generation
originate in an innate.

However, despite the idealized approach sustaining the idea of a complete grammar, it is
critical to notice that Chomsky’s approach is difficult to apply in the field of language learning, as
the non-native speaker is not a perfect speaker; he is influenced by the knowledge of his native
language, by social and cultural elements. Real life situations demonstrate that, while the
idealization of the speaker may prove beneficial for the study of the general mechanisms in
language, in actual communication it does not always work.

Understanding utterances may be impaired by internal or external factors, like tiredness,
divided attention, memory, motivation, peripheral nervous system, drugs, environment, etc. While
the number of utterances an individual can understand is certainly limited, the processes
underlying the linguistic knowledge are finite and allow, in theory, the understanding of any

sentence from a specific language, irrespective of its degree of complexity. The speaker's use of

64 Generativity refers to the fact that speakers of a language can compose sentences to represent new ideas that they have never
before been exposed to.
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them is limited by available time, memory, and so forth. For example, written sentences may be
understood that could not be understood spoken. Written the whole thing does not need to be stored
in memory to go back and check the beginning. Memory aids increase the number of sentences a
person can understand, but they do not increase the number of sentences in the language. They do
not change the processes that produce linguistic knowledge.

Evans and Levinson (2009) surveyed the world’s languages and found that none of the
presumed underlying features of the language acquisition device were entirely universal. Although
the basic assumption of a universal grammar is that all languages should share these features in
their research, they found languages that did not have noun or verb phrases, that did not have tenses

(e.g., past, present, future), and some languages that did not have nouns or verbs at all.

Although Chomsky’s (1965) theory proves efficient in establishing the framework of
syntactic and logical rules governing language organization, especially for first language
development, it seems insufficient from the standpoint of the foreign language learner confronted
with a language system and line of thought different from his/her own, even if we take into
consideration the universals of language. Communicating competently, regardless of the language
of communication, implies knowledge surpassing the linguistic level of language.

Language development occurs through principles of learning, including association,
reinforcement, and the observation of others (Skinner, 1965). I strongly agree with Skinner’s
fundamental principle that language is learned. Because children learn the language that they hear
spoken around them rather than some other language, language is learned, and gradual
improvement of linguistic skills come with time. Children modify their language through

imitation, reinforcement, and shaping, as would be predicted by learning theories.
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4.5  Linguistic Competence

I examined linguistic competence by the production of knowledge and understanding of the
language using grammatically correct sentences. How is the knowledge and understanding of the
language demonstrated through the written and oral discourse according to the following key

criteria: (This concept was introduced by linguist Noam Chomsky)

e Grammar: Linguistic competence involves knowledge of the rules governing the structure
of sentences in a language, including syntax (word order), morphology (word formation),
and semantics (meaning).

o Syntax: how to form phrases and sentences with proper word order and agreement.

e Lexicon: Linguistic competence includes knowledge of the vocabulary of a language,
including word meanings, usage, and appropriate contexts. Competent speakers have a
wide-ranging lexicon and know how to select and use words effectively in communication.

o Pragmatics: This aspect involves understanding the social and cultural conventions
governing language use, including politeness strategies, conversational implicature, and
speech acts (such as requests, commands, promises, and apologies).

e Discourse Competence: This involves understanding the rules and conventions governing
larger units of language such as conversations, narratives, and written texts. Competent
speakers can produce and interpret coherent and cohesive discourse, including organizing
ideas logically, maintaining coherence, and signaling relationships between different parts

of a text.
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4.5 The Communicative Competence

Research in linguistics, philosophy, and psycholinguistics has expanded the set of
phenomena encompassed by language in the perpetual effort of unfolding its mechanisms. By this
process they have designed a range of different meanings for the term ‘competence’, diverging
from, or elaborating Chomsky’s original theory. In theories of speech, the concept of linguistic
competence has been broadened by integrating semantic and pragmatic perspectives. Empirical
results were integrated psychological, sociological, and ethnological ones, important models
attesting this evolution being the theories of communicative competence and communicative acts.
Communicative competence growth can also be observed “both at the level of expanding one’s
range of communicative activities and at the level of performing them in increasingly more
complex and sophisticated ways” (Hulstihn, Alderson, and Schoonen, 2010, p. 12). For a learner
to fully develop his or her communicative competence, both breadth and depth must take place in
the classroom activities and L2 speaker’s experiences.

An essential aspect for communication in a foreign language is represented by the capacity
of appropriately using linguistic knowledge in a wide array of sociocultural contexts, proving that
dealing with the pragmatic aspects of communication is compulsory so as to allow foreign
language speakers to comprehend and to accurately transmit messages when communicating with
target language representatives. As a response to the competence-performance dichotomy
proposed by Chomsky, research in applied linguistics supporting a communicative approach (e.g.
Savignon, 1972) claimed that, in what concerns languages learning methodology, the use of the
theory of an ideal entirely linguistic competence was inappropriate as the foundation for a
theoretical framework. Savignon (1972) expands the place of performance in the framework of

communicative competence. She argues the intrinsic connection between performance and
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competence, stating the importance of strategic competence as a speaker’s capacity to handle both
the sufficiency and the insufficiency of their linguistic and cultural knowledge.

Applied linguistic approach on the study of language found a more substantial basis in
Hymes’ concept of communicative competence. His perspective seemed more anchored in the
reality of the actual use of language as it introduced the sociolinguistic angle into Chomsky’s
linguistic approach of competence. Chomsky’s theory offers a methodological instrument which
allows the definition of a limited set of rules governing language.

(The clarification of the dichotomy of competence/performance in linguistics from a
methodological point of view asserts that in the processes of language the linguist must resort to
the information provided by the performance of speakers. Along the line of Chomsky’s
assumptions about performance and its unreliability for the study of language, the highlight is that
the speaker’s utterances are limited and arbitrary from the linguistic standpoint and that pertinent
structural relations often lack representation in actual communication, leading to generalization
that would negatively influence a theory of the language. Secondly, they argue that it is important
to take into consideration the speaker’s intuitions about the grammaticality or ambiguity of
utterances and which are not discernable from the corpus available to the linguist.)

Dell Hymes (1972) initially postulated that the Chomsky’s linguistic competence dealing
with an idealized “speaker/listener in a homogeneous speech community” fails to include ability
for language use because it does not consider the sociocultural dimension. From his perspective as
a linguist, but also of the anthropologist, Hymes cannot ignore performance, the application of
language in actual communicative contexts, considering the variations that the study of an ideal
speaker/listener cannot account for. Hymes argues that Chomsky’s narrow concept of competence

by consigning them to the area of performance.
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Dell Hymes opposed the attribution of sociocultural and contextual elements to
performance and “the distorting effect of using one term ‘performance’ for two distinct things: a
theory of performance and a theory of language use “. Hymes argued: “We have then to account
for the fact that a normal child acquires knowledge of sentences not only as grammatical, but also
as appropriate. He or she acquires competence as to when to speak, when not, and as to what to
talk about with whom, when, where, in what manner... a child becomes able to accomplish a
repertoire of speech acts, to take part in speech events, and to evaluate their accomplishment by
others. This competence, moreover, is integral with attitudes, values, and motivations concerning
language, its features and uses (1973, p.37)”.

However, I posit that in both Chomsky’s and Hymes’ views, the focus on the process of
communication relies majorly on knowledge about the language (formally possible and socially
appropriate structures), but not on the speakers' ability to make use of the knowledge. For example,
learners may have general knowledge of the language, but they may lack appropriate linguistic or
cultural means to convey their message, thus the strategic or sociolinguistic knowledge would
allow them to communicate even in the absence of sufficient knowledge about the language. Since
Hymes, numerous researchers have explored the communicative competence, expanding the
notion with a variety of definitions. It is argued that, as a difference from linguistic competence,
communicative competence involves interlocutors understanding the transactional process taking
place during the communicative action. Thus, competence is closely connected to performance,
and the context of communication is given a major place.

Bachman (1990), a language learning theorist, gave language use a special attention in his
research, analyzing the way language is utilized by speakers aiming at achieving a particular

communicative purpose depending on the context of the speech event. Thus, to highlight the
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essential position occupied by language use, he put forward the term “communicative language
ability” as a substitute for communicative competence, claiming that it comprised both the
meaning of language proficiency, and that of communicative competence. Supporting his approach
especially on the theories of Hymes, and Widdowson, Bachman described communicative
language ability as composed of knowledge and ability to use knowledge appropriately, depending
on the context of communication.

4.6 The Pragmatic Competence

From the broader definitions of pragmatics, one of relevance for the purpose of this study,
of analyzing competence from the perspective of the language learning theory, is “the study of
language from the point of view of users, especially of the choices they make, the constraints they
encounter in using language in social interaction and the effects their use of language has on other
participants in the act of communication.®>”

From the analysis of theories on pragmatic competence, three major approaches: a
componential approach, a functional approach, and a meaning-oriented approach. These categories
are merely an attempt to delimitate among the variety of frameworks proposed, but this does not
entail that any of the models can be strictly delimited to one category or that there aren’t other
perspectives which could fall under any category. The functional and meaning oriented approaches
belong mainly to the applied linguistics domain, particularly to acquisition theories. They will be
largely described in the next part of the chapter.

Primarily, I must address the issue of the componential approach. From the componential
perspective, pragmatics is envisaged as the study of the reflection of the interconnections between

knowledge constituents into actual language ability. Theorists in this approach do not focus on the

65 hitps://www.merriam-webster.com/dictionary/pragmatics
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mechanisms of interrelation between the components of knowledge, however they identify the
components and the processes underlying this activity.

The following grouping of the studies proves enlightening: [...] they can be grouped
according to three consecutive phases: (a) the early groundwork (Hymes, 1972), (b) the
sociolinguistic competence phase (Canale, 1983; Canale & Swain, 1980; Savignon, 1983; van Ek,
1986), and (c) the pragmatic competence phase (Bachman, 1990; Bachman & Palmer, 1996, 2010;
Celce-Murcia et al., 1995; Uso6-Juan & Martinez-Flor, 2006).

Pragmatic linguistics concerns the strategies used to adjust communicative acts to the
context of communication. These strategies involve shifting between straightforwardness,
indirectness, and routines and so on. Kasper (1979) offers an illustration of this tuning in line with
suitability by means of an example of two modes of expressing the same apology, and the definite
outcome they noticeably have in communication: “Sorry” and “I’m absolutely devastated—could
you possibly find it in your heart to forgive me?” Although the meaning is practically the same,
the form is determined by context and altered by means of pragma linguistic strategies. The second
field of research is socio pragmatics.

Leech (1990) defines pragmatic linguistic through the lens of socio-cultural awareness
which influences both the process of conveying meaning and of interpreting utterances. He argues
that socio-pragmatics encompasses “the sociological interface of pragmatics”. He concludes that
behavior from a socio-cultural standpoint is at the core of socio-pragmatics entailing the necessity
of raising students’ awareness of the outcome of their pragmatic choices.

Pragmatics is concerned with decoding the speaker's intentions. The process of decoding
implicatures is only possible due to the shared presupposition about the adequate linguistic

behavior in a particular communication context. Grice (1975) termed the set of underlying
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conversational presuppositions ‘cooperative principle’ which refers to: “Make your contribution
such as it is required, at the stage at which it occurs, by the accepted purpose or direction of the
talk exchange in which you are engaged (1975, p.45)”. Grice (1989) detailed this principle in a set
of maxims:

* The maxim of quantity: Give the most helpful amount of information as is needed, and

no more.

* The maxim of quality: Do not say what you believe to be false.

* The maxim of relation: Be relevant and say things that are pertinent to the discussion.

* The maxim of manner: Put what you say in the clearest, briefest, and most orderly

manner.
The maxims proposed by Grice are principles for the speaker directing the discourse actants as
they follow each other's intents. He starts from the observation that there are different types of
meaning: linguistic meaning and intended meaning (Grice, 1969); Purpura, (2004).

Among the functional frameworks of communication, it is Bachman and Palmer (1996,
2010) who further specify in their model the necessity of the interactive element in conveying
meaning. Taking into consideration Bachman and Palmer’s ideas, I believe that a
conceptualization of pragmatic competence must be set within a framework of interactive
communicative action. The main grounds for this hypothesis are that the interactional standpoint
synthesizes the negotiation of intended meaning that happens between interlocutors in the
communicative event. From this point of view communication is viewed as a dynamic process of
creating discourse and pragmatic competence that enables the speaker/hearer to express, interpret,

or negotiate intended meanings. This process of negotiation involves surpassing the literal meaning
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of the utterance and requires from the utterer to take into elements derived from the relation
established between utterances and the specific features of the communication context.

In summary, to have successful communication, from a pragmatic standpoint, it is essential
to consider the interdependence relationship between the contextual variables, intention and
reciprocal assumptions of logical organization and collaboration. Therefore, pragmatic
competence encompasses “understanding the meaningful functioning of language, i.e., to trace the
dynamic construction of meaning in language use” (emphasis in the original). Returning to the
analysis of the theories on pragmatic competence the central point Hymes’ (1972) and Campbell
and Wales’ (1970) pointing out that Chomsky’s approach on the dichotomy competence —
performance ignores the suitability of sociocultural significance of an utterance and the verbal
context in which it is used.

Campbell and Wales (1975) asserted that Chomsky has omitted “the ability to produce or
understand utterances which are appropriate to the context in which they are made” Hymes’
objection was responded to by Chomsky in 1980 with the acknowledgement of the existence of
‘pragmatic competence’ as a complement to ‘grammatical competence’. Chomsky accepts that
language is used purposefully. In later writings he introduced the term pragmatic competence -
knowledge of how language is related to the situation in which it is used. Pragmatic competence
“places language in the institutional setting of its use, relating intentions and purposes to the
linguistic means at hand.”

Supporting the communicative competence approach, Cook and Newson (1996) offer an
exemplification of what communication would be if language competence would be reduced to
grammatical competence, ignoring pragmatic competence. They assert that communication is

possible based solely on grammatical competence, but they stress that conveying meaning would
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be limited in the lack of pragmatic competence. They also argue that the two are complementary
and non-replaceable. Hymes (1972) argues that a speaker cannot ignore the contextual restrictions
when uttering a sentence; if he were to produce a solely grammatical utterance he would fail to
engage properly into a communicative exchange. Language is governed by “rules of use without
which the rules of grammar would be useless.” He continues: “just as rules of syntax can control
aspects of phonology, and just as semantic rules perhaps control aspects of syntax. So, rules of
speech act as a controlling factor for linguistic form as a whole.” Therefore, he adds to the notion
of competence elements such as appropriateness and acceptability, derived from variables such as
socio-cultural factors, stance, and goals, which he defines as the “several sectors of communicative
competence, of which the grammatical is one.”

Leech (1990) has proposed, pragmatic competence includes the following basic features:
1) the language level of compliance with the pragmatic language rules; 2) the level of focus on
pragmatic social and cultural differences; 3) the level of attachment mechanism of cognitive
constraints; 4) time and space situational context of the level of stress constraints. Hence the
variables governing pragmatic competence can be delineated as cognitive, linguistic, sociocultural,
and contextual. Transposed to the speaker’s use of language for specific communicative goals,
these variables can be illustrated in the model proposed by Leech:

1. Addressers or Addressees: Addressers are the other term used to refer to speakers or

writers, whereas addressees refer to listeners or readers.

2. The context of an utterance: Context is any background knowledge assumed to be shared

by speaker and listeners and which contributes to the listener's interpretation of what the

speaker means by a given utterance.
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3. The goal(s) of an utterance: In Leech’s view, the goal of an utterance is to talk about the
intended meaning of the utterance, or the speaker's intention in uttering it. The term goal is
more neutral than intention because it does not commit its user to dealing with motivation
but can be used generally for goal-oriented activities.

4. The utterance as a form of act or activity: a speech act

5. The utterance as a product of a verbal act.
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Chapter 5: Learner Identity in the Language Class

The connection Between Identity and Language

Identity has been a major point of discussion in the study of culture and second or foreign
language acquisition. Learner identity rearranges the traditional categories among the academic
and political thoughts. Identity is worth investigating as the changing conceptions of the individual,
the language, and learning impact Second Language Acquisition (SLA). Each of these areas is
associated with broader trends in the social sciences. These disciplines represent a shift in the field
from a predominantly psycholinguistic approach to include a greater focus on sociological and
anthropological dimensions of language learning. Particularly, with reference to sociocultural,
post- structural, and critical theory (Norton & Toohey, 2001; Block, 2007b; Morgan, 2007).

Many scholars (Ricento, 2005; Zuengler & Miller, 2006; Block,2007a; Swain & Deters,
2007; Menard-Warwick, 2009) cite Norton’s theory of identity (Norton Peirce, 1995; Norton,
2000) as central in framing a contemporary approach to identity and language learning.
Scholars’ focus on identity is not only about the linguistic input and output, but also in the
relationship between the language learner and the broader social world. They question the view
that learners can be defined in binary terms as motivated or unmotivated, introverted, or
extroverted, without considering that such affective factors are frequently socially constructed,
changing across time and space, and possibly coexisting in contradictory ways within a single
individual.

Although identity is a complex construct, in which conceptualization is contingent upon
the researcher's theoretical position (Esteban-Guitart & Moll, 2014), a learner's identity in second
language (SL)/foreign language (FL) learning has been generally understood as "the different

subjectivities and subject positions they inhabit or have ascribed to them within particular social,
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historical, and cultural contexts" (Block, 2013, p. 18). Specifically, it consists of the way the learner
understands their relationship to the target language, other languages, and the world; how this
relationship is constructed across time and space; and how they understand opportunities for the
future (cf. Norton, 1995, 2010b, 2013, 2014). This accounts for the nature of this construct as "a
diverse, dynamic, often contradictory, multiple rather than unitary concept" (Garcia-Pastor, 2017,
p- 39). The learner develops agency through constructing, negotiating, rejecting, or striving with
other social agents in typically inequitable social contexts (Block, 2010, 2013; Norton, 2010a,
2010b, 2013, 2014; Norton & Toohey, 2011). The learner develops a sense of control and capacity
to act—through various interactions with others within social contexts that are often marked by
inequity. In the realm of language learning and social interaction, learners undergo a
transformative process where they not only acquire linguistic skills but also cultivate a sense of
agency and identity. According to Block (2013), this process involves learners actively shaping
their identities through interactions with others and using language itself.

In many educational and social contexts, power dynamics can be pronounced, creating
environments marked by inequities (Foucault, 1977; Freire, 1970). Within these settings, learners
navigate a complex landscape where they encounter various challenges and opportunities. They
may find themselves negotiating their identities, rejecting imposed roles or expectations, and
striving to assert their agency to influence and shape their learning experiences. In such settings,
learners navigate a complex landscape where they encounter various challenges and opportunities.
They may find themselves negotiating their identities, rejecting imposed roles or expectations, and
striving to assert their agency to influence and shape their learning experiences. For instance,
learners may assert their agency by actively participating in classroom discussions, challenging

conventional norms, or advocating for their perspectives. These actions not only demonstrate their
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linguistic competence but also reflect their growing confidence and ability to navigate social
structures. Moreover, interactions with peers, teachers, and community members provide learners
with opportunities to explore different facets of their identities.

In contexts where power imbalances are prevalent, learners may employ diverse strategies
to assert control over their learning journey. This might include seeking out supportive networks,
advocating for inclusive practices, or engaging in critical dialogue to challenge inequitable norms.
Ultimately, the integration of language learning with social interaction empowers learners to
develop a nuanced understanding of their capabilities and responsibilities within broader societal
contexts. By actively participating in the construction of their identities and navigating complex
social dynamics, learners not only enhance their linguistic proficiency but also cultivate a sense of
agency that empowers them to contribute meaningfully to their communities. This process fosters
a transformative learning experience where language acquisition becomes intertwined with
personal growth, social awareness, and the pursuit of equitable participation in diverse
environments. Based on my extensive experience teaching students at various levels over two
decades, I firmly assert that through language use, learners articulate their cultural backgrounds,
personal beliefs, and aspirations, thereby constructing a multifaceted identity that evolves over

time.

5.1 The Foundation for Learner’s Identity

Lev Vygotsky's sociocultural theory provides valuable insights into how learner identity is
shaped and supported in acquiring a new language. The sociocultural theory, as originally
conceived of by L. S. Vygotsky, during the years immediately following the Russian Revolution

led to a view of learning and teaching which in many respects is very different from theories
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currently in favor in the mainstream SLA. The most fundamental concept of sociocultural theory
is that the human mind is mediated. In opposition to the orthodox view of mind, Vygotsky argued
that just as humans do not act directly on the physical world but rely, instead, on tools and labor
activity, which allows us to change the world. Sociocultural theories draw on L. S. Vygotsky’s
(1978, 1987) insights into the social nature of learning but also on the work of more contemporary
theorists who have extended and modified his ideas (e.g., Wertsch 1998; Rogoff 2003).

Vygotsky (1978) argued that humans behave in the world with tools (both physical and
symbolic), among symbolic tools are numbers and arithmetic systems, music, art, and above all
language. He emphasized the symbolic tool of language, proposing that children gain ‘increasing
control over the mediational means made available by their culture, including language for
interpersonal (social interaction) and intrapersonal (thinking) purposes’ (Lantolf 2000: 8). As with
physical tools, humans use symbolic artifacts to establish an indirect, or mediated, relationship
between us and the world. According to Vygotsky’s view, the task of psychology is to understand
how human social and mental activity is organized through culturally constructed artifacts.

One aspect of mediation is regulation. When children learn language, words serve to
reconstruct biological perception into cultural perception and concepts, rather than as a function
to separate specific objects and actions. For children, thinking and actions at early stages of
ontogenetic development are at first subordinated to the words of adults (Luria & Yudovich, 1972).
According to Luria and Yudovich, subordination of the child’s actions and thinking to adult speech
raises the child’s mental and physical activity to a new stage of development. It signals the onset
of a “long chain of formation of complex aspects of his [sic] conscious and voluntary activity” (p.

24).
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Vygotsky (1978) reasoned that humans have the capacity to use symbols as tools, they
can’t control the physical environment, but they can mediate their own psychological activity. He
proposed that while physical tools are externally directed, symbolic tools are internally or
cognitively directed. Physical tools serve as auxiliary means to advance the ability to control and
change the physical world, symbolic tools serve as supportive means to control and reorganize our
biologically endowed psychological processes. This control is voluntary and intentional which
allows humans to inhibit and delay the functioning of automatic biological processes.

This perspective suggests that learning is a social process in which culturally and
historically participants engage in culturally valued activities, using cultural tools. They can
develop the specific behaviors required for participation, and by doing so, change the activities
and the tools. This foregrounding of dynamic social activity and the tool mediators of that activity
are special features of sociocultural theory. Vygotsky (1978) formulated the idea that the human
mind has a functional system in which the properties of the natural, or biologically specified, brain
is organized into a higher, or culturally shaped, mind through the integration of symbolic artifacts
into thinking. Some of the higher mental capacities include voluntary attention, intentional
memory, planning, logical thought, and problem solving, learning, and evaluation of the
effectiveness of these processes.

Physical or symbolic artifacts often being modified as they are passed on from one
generation to the next. Each generation reconstructs its cultural inheritance to meet the needs of
its communities and individuals. For example, the cumbersome early computing machines which
we were in awe of during the 1950s, today have become sleek and much more powerful devices
that have increasingly found their way into the daily lives of communities in many parts of the

world. Likewise, languages are continuously remodeled by their users to serve their
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communicative and psychological needs (Lantoff, 1980). A remarkable example is in the impact
of new metaphors on the way people think and behave. For instance, for nearly four decades
researchers have conceived of and studied human minds as if they were computational devices, a
perspective that would have been impossible until the development of computers during the middle
years of the twentieth century. As often happens throughout history, a development in one domain
gives rise to a ‘spin-off” in another (Wertsch 1998: 58-9).

Olson (1994) shows how our commonly accepted view that ‘writing maps onto pre-existing
models of language’ (Wertsch 1998: 62) is misleading, since in fact, the relationship between
writing and language models is the reverse. That is, the categories and structures (for example,
sentences, words, phonemes) that are the focus of much linguistic theorizing are, in fact, spin-offs
of alphabetic writing systems. For example, while early pictorial writing systems brought meaning
into consciousness because these scripts ‘provided a notion of saying the same thing each time
they were scanned or recited’, the graphemic or alphabetic system brought verbal form into
awareness (Olson 1994: 258).

Different communities (and nations) inherit cultural artifacts from their ancestors, who in
turn inherit these artifacts from their ancestors, Vygotsky reasoned that the most appropriate
approach to the study of higher mental abilities was historical. He proposed four genetic domains
for the proper study of higher mental functions: phylogenetic domain, concerned with how human
mentation came to be distinguished from mental processes in other life forms through the
integration of mediational means over the course of evolution; sociocultural domain, concerned
with how the different types of symbolic tools developed by human cultures throughout the course
of their respective histories affected the kinds of mediation favored, and with it the kinds of

thinking valued, by these cultures (for example, the impact of such artifacts as numeracy, literacy,
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and computers on thinking); ontogenetic domain, where focus is on how children appropriate and
integrate mediational means, primarily language, into their thinking activities as they mature;
micro genetic domain, where interest is in the reorganization and development of mediation over
a relatively short span of time (for example, being trained to criteria at the outset of a lab
experiment; learning a word, sound, or grammatical feature of a language).

In my opinion It is important to rely on Vygotsky's significant contribution to the cultural
context in shaping individuals' cognition and behavior. He emphasized the significance of social
interaction in cognitive development, suggesting that language and thought are closely intertwined.
Language is not only a tool for communication but also a means through which individuals
construct meaning and shape their identity within social contexts.

In language acquisition, social interaction provides learners with opportunities to negotiate
meaning, practice language skills, and develop a sense of belonging within the language
community, contributing to the formation of their language identity.

Vygotsky's sociocultural theory underscores the crucial role of social interaction, scaffolding, and
cultural context in supporting learner identity in acquiring a new language. By engaging in
meaningful interactions, receiving structured support, and exploring diverse cultural perspectives,
learners develop their language skills and construct a dynamic language identity within
sociocultural contexts.

5.2 The Framework of Learner’s Identity Theories

In the 1970s and 1980s a great deal of language learning research conceptualized the
‘identities’ of language learners as their fixed personalities, learning styles, and motivations.
However, recent work on language learner identities adopts post-structural understandings of

identities as fluid, context-dependent, and context-producing, particularly historical and cultural
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circumstances. According to this perspective, personalities, learning styles, motivations, and so on
are not fixed, unitary, or decontextualized, and while context ‘pushes back’ on individuals’ claims
to identity, individuals also struggle to assume identities that they wish to claim. Constructs of
investment and imagined communities/imagined identities have been particularly important in
these discourses.

The general argument of evaluating learner identity was set off in 1998 by the sociolinguist
Susan Gass. She made an important argument about the theoretical relevance of identity categories
to L2 learning that needed to be established. The new theories of identity and language learning
permit a conceptual shift in research about L2 learning and offer important insights about the
language learning process. Over the past 15 years, there has been an explosion of interest in identity
and language learning, and ‘identity’ now features in most encyclopedias and handbooks of
language learning and teaching (Norton & Toohey 2002; Ricento 2005; McKinney & Norton 2008;
Norton 2010; Morgan & Clarke 2011). In the broader field of applied linguistics, interest in identity
has also gained considerable momentum. There is work, for example, on identity and pragmatics
(Lo & Reyes 2004; Spencer-Oatey & Franklin 2009), identity and sociolinguistics (Joseph 2004;
Omoniyi & White 2007; Edwards 2009); and identity and discourse (Benwell & Stokoe 2006;

Wodak et al. 2009; Young 2009).

53 The Post-structuralist Theoretical Framework

Post-structuralist theories of language have become increasingly interested in identity and
language learning researchers (Norton & Morgan in press). Structuralist theories of language, cited
as originating with the work of Swiss linguist Ferdinand de Saussure (1966), emphasized the study

of the linguistic competence that allowed idealized speakers to use and understand language forms
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and structures. From this perspective, actual instances of language performance, which could be
affected by memory lapses, fatigue, slips, errors, and so on, were not seen as revealing of idealized
patterns, and thus were of little interest in the scientific study of language.

However, post-structuralist theorist Mikhail Bakhtin (1981, 1984, 1986) viewed language
not as a set of idealized forms independent of their speakers or their speaking, rather as situated
utterances in which speakers, in dialogue with others, struggle to form meanings.

“He used the metaphor of speech communication as a chain, an ongoing conversation that
new speakers (for example, children or newcomers to speech communities) strive to join (Norton
& Toohey, 2011, p. 416)”. Structural theories viewed language learning as a gradual individual
process of internalizing the set of rules, structures, and vocabulary of a standard language, Bakhtin
(1981) claimed that language learning is a process of struggling to use language in order to
participate in specific speech communities. Using language meant using a tool other had used
before, and Bakhtin saw speakers as constrained by those past usages. However, he also saw
speakers as able to use language to express their own meanings (with both custom and innovation
characterizing language use). Further, Bakhtin pointed out how social positions outside language
might affect any individual’s speaking privilege.

French sociologist Pierre Bourdieu addresses the post-structuralist study of the politics of
language (Bourdieu 1977; Bourdieu & Passeron 1977; Bourdieu 1991; Albright & Luke 2008).
While post-structuralists are not the only theorists interested in language and power, Bourdieu
explicitly pointed to the importance of power in structuring discourse, with interlocutors seldom
sharing equal speaking ‘rights’. For Bourdieu, ‘legitimate’ and ‘illegitimate’ speakers were
distinguished by their differential ‘rights to speech’ or their ‘power to impose reception’ (1977:

648). According to Bourdieu, using language was a social and political practice in which an
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utterance’s value and meaning was determined in part by the value and meaning ascribed to the
speakers. Recognizing that the ascribed value of a person or group can vary, depending on
circumstances or contexts (in Bourdieu’s terms, ‘fields’), he saw linguistic discourse as ‘a
symbolic asset which can receive different values depending on the market on which it is offered’
(1977: 651). Additionally, he noted that dominant usage is associated with the dominant class.

At the center of the post-structuralist theory of SLA are the view of language as symbolic
capital and the site of identity construction (Bourdieu, 1991; Gal, 1989; Weedon, 1987), the view
of language acquisition as language socialization (Ochs, 1993; Wenger, 1998) and the view of L2
users as agents whose multiple identities are dynamic and fluid (Lantolf & Pavlenko, 2001; McKay
& Wong, 1996; Norton Peirce, 1995; Pavlenko, 2000). This theory examines how linguistic, social,
cultural, gender and ethnic identities of L2 users, on the one hand, structure access to linguistic
resources and interactional opportunities and, on the other, are constituted and reconstituted in the
process of L2 learning and use.

The post-structuralist view of language differs significantly from the traditional views of
language as consisting of grammar, phonology, and the lexicon, or of language as an ethnic identity
marker, post-structuralism views language as an array of discourses imbued with meaning. While
the traditional view of language assumes a chain of signs without a subject, produced and seen
from an 'objective' position or from nowhere in particular, 'discourses' are viewed as 'practices
which form the objects of which they speak' (Foucault, 1972: 49) and serve to reproduce, maintain,
or challenge existing power and knowledge structures. Discourses may develop about a particular
topic, such as gender, class, or linguistic competence, and compete, creating distinct and often

incompatible versions of reality.
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Post-structuralists suggest that not all languages, discourses or registers are equal in the
linguistic marketplace: some are 'more equal than others'. Many post-structuralist linguists build
on Bourdieu's (1991) view of linguistic practices as a form of symbolic capital, which can be
converted into economic and social capital. The notion of language as symbolic capital has a
significant advantage over the notion of 'instrumental motivation', as it allows us to link the
individual and the social, tracing the process by which particular linguistic varieties and practices
become imbued with values or devalued in the linguistic marketplace (Pavlenko, 2001).

Bonny Norton's (2012) concept of investment in language learning highlights how learners
invest their time, effort, and emotions in the language learning process. Learner identity is closely
connected to motivation and investment, while learners develop a sense of ownership and personal
attachment to the language being learned, which in turn influences their willingness to engage in

language learning activities.

5.4  Identity Perspective on Second Language Acquisition

Norton (2007) emphasizes the learner identity as a flexible paradigm is a post-structuralist
perspective on social reality and second language learning. She argues that language learners
navigate complex social landscapes marked by power differentials, cultural norms, and
institutional structures. Learners draw on their linguistic resources and negotiate their identities
within these contexts, actively engaging in processes of meaning-making and identity construction.
Baxter (2016) claims that this approach about learner’s identity stands in opposition to traditional
positions, in which identity is clearly delimited, fixed, coherent and is expected to be similar among
individuals (Baxter, 2016). Norton's post-structuralist perspective challenges traditional views of

identity in language learning and underscores the dynamic and contingent nature of learner
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identity, emphasizing the importance of social context and agency in shaping language learning
experiences.

Pennycook (2003) states, "it is not that people use language varieties because of who they
are, but rather that we perform who we are by (among other things) using varieties of language" (
p. 528). In the process of identity construction there seems to be a tension between the impacts of
the individual's own agency and the societal structure (Dewi, 2007). Cauldron and Smith (1999 in
Beijaard et al., 2004, p. 113) tried to elucidate the tension by providing definitions for both
concepts. They explained that the term ‘agency’ denotes the ‘personal dimension’, whereas the
term ‘structure’ covers what is ‘socially given’ (Cauldron & Smith, 1999, in Beijaard et al., 2004,
p. 113).

Throughout history, identity has been defined differently, although with common ideas.
Among the various definitions, there seems to be an evolutionary process. In general terms,
identity can be defined as the way we understand and view ourselves in relation to the world, other
people, time, and space.

Ashmore, Jussim, and Wilder (2001) proposed a framework of identity consisting of four

dimensions: personal, social, collective, and relational identity. Personal identity refers to an
individual's perception of themselves as individuals with distinct attributes, characteristics, and
experiences. Social identity pertains to the aspects of an individual's membership in social groups.
These groups can include various categories such as gender, ethnicity, nationality, religion, etc.
Collective identity involves the belonging and identification to a larger social entity such as
communities, nations, or cultural groups. It encompasses the shared beliefs, values, symbols, and
practices that define the group and contribute to individuals' sense of belonging to it. Relational

identity refers to how individuals define themselves in relation to others, including their roles and
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positions within interpersonal relationships such as family, friends, and romantic partners. It
involves aspects such as one's roles as a parent, sibling, friend, etc. These dimensions highlight the

complexity of identity and the multiple factors that contribute to how individuals perceive
themselves and their relationships with others and society at large.

Identity has both a social and personal dimension. As a personal dimension, on the one
hand, humans are considered as agents; and agents can think, decide, and choose. This agency is
a self-conscious process which requires us to decide on which self to activate while contradictory
multiple selves are negotiating simultaneously. On the other hand, subjectivity constitutes an
integral part of identity, which refers to our conscious and unconscious thoughts and emotions.
Regarding the social dimension, identity reflects an individual's relationship with the environment,
which is reconstructed through interaction with society. Thus, membership of the community

constitutes the social aspect of identity (Hitlin, 2003).

5.5 Identity and Community

Identity has two aspects; one is the attempt to differentiate oneself from the community
and the other is the attempt to integrate. One forms his or her identity by adopting different social
and personal dimensions such as: gender, age, race, occupation, gangs, socio-economic status,
ethnicity, class, nation states, or regional territory (Bamberg, 2010, p. 1). When we define a certain
identity for ourselves, we are in some way assimilating ourselves to a particular group, and at the
same time, we are differentiating ourselves from others who do not belong to that group, although
the differentiating role played by identity far outweighs its integrating one. That is why Woodword

(2002) claims that identity is essentially about differentiation. There are other scholars such as
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Joseph (2004), who argue that the process of identity construction can be two edged which can
work partially against individuals and yet connect them together.

Traditionally, identity was perceived as a unitary phenomenon. Yet recently it has been
addressed and explored from a post-structuralist perspective. In a globalized, post-structuralist,
postmodern world, identity consider to be a subject to change, fluid, diverse, dynamic, shifting,
and contradictory. Identity can be socially constructed, co-constructed, and continually
reconstructed through language and discourse (Zacharias, 2010; Omoniyi & White, 2008). Rather
than being fixed and coherent, identity is considered as "a process” by social theorists (Block,
2007b). Some authors (e.g., Hall, 1995), prefer to use identification in an attempt to imply this
processing sense. For Harr’e (1987), identity was about the constant and ongoing engagement of
individuals in interactions with others (Block, 2007). Identity, while being linguistically
constructed, is thought to be fluid ‘(Pablé, Haas, & Christe, 2010).

The discourse about identity permits rethinking the terms History and Memory. Shenhav
(2012) claims that identity discourse is not a new phenomenon. Block, Gray & Holborow (2013)
posit that one aspect of identity has developed as an individualistic discourse that is anchored in
the social sciences and developed because of liberalism. This is a result of methodological
liberalism, a world view that assumes that to understand a particular phenomenon one must
consider the individual point of view. In the case of language and identity, the forces of
neoliberalism, which entail deregulated markets, heightened individualism, and the marketization
of activities, have had concomitant effects on the identities of language learners and teachers.

Post-structuralist theories of language have become increasingly attractive to identity and
language learning researchers (Norton & Morgan in press). Structuralist theories of language, often

cited the work of Swiss linguist Ferdinand de Saussure (1966), emphasized the study of linguistic
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knowledge (competence) that allowed idealized speakers to use and understand language’s subtle
patterns and structures.

Foucault’s (1980) insights about the relationship between knowledge and power, and the
subtle and complex ways in which power circulates in society has been at the forefront of language.
Foucault’s conceptualization of power as discursively produced and reproduced is of special
interest to language educators as they investigate certain learning environments and how they
privilege or stigmatize learners. Pennycook (2007: 39) noted that “Foucault brings a constant
skepticism towards cherished concepts and modes of thought. Taken-for granted categories such
as man, woman, class, race, ethnicity, nation, identity, awareness, emancipation, language, or
power must be understood as contingent, shifting and produced rather than having some prior
ontological status”. This approach encourages language education researchers to reject ‘grand
theories’ and methods, and to focus on the particularity of the persons, environments, and
processes they wish to examine.

The post-structuralist’s perspective of identity is considered as being unstated, contextually
driven, and emerging within interactions of a given discourse (Miyaharay, 2010). Identity is not
only a category or a personal characteristic, but also actually a kind of "becoming", it is social, a
learning process, a nexus, and a local—global interplay (Wenger, 1998, p. 163).

Additional focus in research on Identity and SLA examines the relations of power within
classrooms and communities whether it promotes or constrains the process of language learning.
It is argued that the extent to which a learner speaks or is silent, or writes, reads, or resists, is
connected to the extent to which the learner is valued in any given institution or community. In
this regard, social processes marked by inequities of gender, race, class, ethnicity, and sexual

orientation may serve to position learners in ways that silence and exclude. At the same time,
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learners may resist marginalization through both covert and overt acts of resistance. What is of
central interest to researchers of second language identity is that the very articulation of power,
identity, and resistance is expressed in and through language (Norton,2013).

Identity concerns "negotiated experience", which means people experience different
identities through their social participation and then make a choice among the identities within
them (Wenger, 1998, p. 149). Researchers Pierce (1995), McKay and Wong (1996), and Armour
(2004) note that negotiating multiple identities is a site of struggle. For example, one of the
participants in McKay and Wong’s (1996) study was "Michael Lee" who resisted the way he was
treated as an ESL student. Michael Lee refused to write about the suggested topic of family or
school when he was asked to in a language examination. As an alternative, he chose to write about
his hobbies as he felt much more comfortable with this aspect of his identity. The conclusion
McKay and Wong (1996) reached was that any person or any language learner experiences social
negotiations within his or her learning environment in order to finally form identities he or she
prefers (Zacharias, 2010).

In addition to continually negotiating identity formulation, especially national identity, as
Puri (2004) and Smith (2003, 2004) note, that is no longer regarded as a fixed concept attached to
one ‘s native land. Rather, identity formulation is a continuing process, re-created daily through
ceremonies and influential historical events (Block, 2007). Therefore, the notion of race as a way
of classifying and attributing identity to people can also be questioned (Ali, 2004). Abdi (2004)
contributes to ongoing discussions within academia and society at large about the complexities of
race, identity, and social justice. By questioning the traditional notions of race, Abdi encourages

critical reflection and dialogue aimed at promoting inclusivity, equality, and respect for diversity.
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Norton (1997) argues that language learners are continuously engaged in a process of
identity construction every time they speak. She further suggests that learning a new language can
be a stimulating experience that involves the whole person: physically, cognitively, and
emotionally. According to the post-structuralist perspective, identity is viewed as being unstated,
contextually driven, and emerging within interactions of a given discourse (Miyaharay, 2010).

Norton’s construct of “investment,” which complements the concept of motivation in
SLA (Dornyei, 2001), is inspired by the work of Bourdieu (1991), and signals the socially
and historically constructed relationship of learners with the target language. Learners are often
ambivalent about learning and practicing the language. If learners “invest” in the target language,
they understand that they will acquire a wider range of symbolic and linguistic and cultural
material resources, which will increase the value of their cultural capital. While psychologists
might ask, “To what extent is the learner motivated to learn the target language?”
the identity theorist asks, “What is the learner’s investment in the target language practices
of this classroom?” A learner may be a highly motivated language learner, but may
have little investment in the language approach of a given classroom or community, which may,
be racist, sexist, elitist, or homophobic. There may also be important discrepancies between a
language learner’s conception of good teaching, and the practices of a given classroom. The
construct of investment has gained considerable interest and research in the field of SLA (McKay
& Wong, 1996; Skilton-Sylvester, 2002; Pittaway, 2004; Haneda, 2005; Cummins, 2006;

Potowski, 2007; Arkoudis & Davison, 2008; Norton & Gao, 2008).

- 160 -



5.6  Learners Negotiate their Identity in the Process of SLA

Norton (2012) claims that in the language classroom, learners negotiate their identities as
language learners through interactions with peers, instructors, and authentic language use
situations. They may draw on their existing identities, cultural backgrounds, and linguistic
repertoires to shape their identities as language learners. Identity construction and negotiation
theory explores how individuals construct and negotiate their identities through interaction with
others and engagement in various social practices. Learner identity in the language classroom is
shaped by language ideologies, including beliefs about language proficiency, native speaker
norms, and cultural authenticity, attitudes, and assumptions about language and its use within
society. Learners may internalize and negotiate these ideologies as they navigate their language
learning journey and construct their identities as language learners.

Norton (2000) observed inconsistencies in the predictions made by studies of motivation
in SLA, on the one hand, and what she found from careful ethnographic observation of language
learners, on the other framework of identity in language learning has contributed significantly to
the understanding of the complex and dynamic nature of learner identity. Her work underlines the
importance of considering learners' investment, agency, and sociocultural contexts in promoting
inclusive and empowering language learning environments.

Norton (2010) argues that language learners possess a linguistic repertoire that consists of
multiple languages, varieties, and styles that they use for different communicative purposes.
Learners' linguistic repertoires reflect their diverse language experiences and identities, which may
include elements of their native language(s), heritage language(s), and the target language being
learned. She highlights the importance of affiliation with language learning communities and the

role of social relationships in shaping learners' identities. Learners' sense of belonging and
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inclusion within language learning communities influences their motivation, confidence, and
willingness to engage in language learning activities. Norton proposes that language learners have
access to various identity options or ways of positioning themselves within the language learning
context. Learners may adopt different identities (e.g., as language learners, language users, cultural

insiders/outsiders) depending on their social interactions, experiences, and goals.

Pavlenko and Lantolf (2001) consider the powerful role that personal narratives play as
mediating artifacts as people undertake to reform an identity. The engagement in language learning
is an investment that suggests different sets of questions about a learner’s commitment to learning
the target language. In addition to asking ‘To what extent is the learner motivated to learn the target
language?’ The teacher or researcher can also ask ‘What is the learner’s investment in the language
practices of this classroom?’ A language learner may be highly motivated but may nevertheless
have little investment in the language practices of a given classroom or community, which may,
for example, be racist, sexist, elitist, anti-immigrant, or homophobic.

Alternatively, the language learner’s conception of good language teaching may not be
consistent with that of the teacher, compromising the learner’s investment in the language practices
of the classroom. Thus, the language learner, despite being highly motivated, may not be invested
in the language practices of a given classroom. The learner could then be excluded from those
practices or choose not to participate in classroom activities. In time, the learner could be
positioned as a ‘poor’ or unmotivated language learner by others (Norton & Toohey 2001). As
people participate in different culturally specific activities, they enter different social relations and
encounter, and learn how to employ and ultimately appropriate, different mediational means.
Furthermore, in my case studies, I have observed that the decision to invest time and effort in

learning a new language prompts significant reflections on the motivations and commitments of
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the learners involved. This decision initiates a transformative process that leads learners to
contemplate what drives them to engage in language acquisition, how they envision their future
selves with enhanced language proficiency, and which personal and cultural values they aspire to
express and uphold through their language use. Exploring personal narratives within language
learning contexts unveils a complex interplay between linguistic acquisition and identity
construction. It highlights that language learning is not merely about acquiring new words and
grammar rules, but also about reshaping one's sense of self and cultural identity. Learners actively
participate in this dynamic process, continually shaping and reformulating their identities through
meaningful engagement with the target language and its associated cultural contexts. For instance,
learners may find themselves navigating linguistic and cultural boundaries, negotiating between
their native identity and the identity they cultivate through language learning. This negotiation
influences how they perceive themselves and are perceived by others within diverse linguistic
communities. Moreover, language proficiency becomes a tool for expressing cultural values,
beliefs, and experiences, thereby enriching interpersonal interactions, and fostering cross-cultural
understanding. The process of learning a language becomes a journey of self-discovery and
personal growth, where learners develop not only linguistic competence but also a deeper

appreciation for cultural diversity and global interconnectedness.

Overall, my observations underscore the multifaceted nature of language learning as a
dynamic and transformative process. It emphasizes that learners are active agents in shaping their
linguistic and cultural identities, contributing to their personal growth and broader societal
understanding. Additionally, language learning is a journey of self-discovery and personal
empowerment. Which empowers the learners to actively shape their linguistic and cultural

identities while enhancing their ability to navigate an increasingly interconnected world. The
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learning of Hebrew contributes to the learner’s personal growth by adaptability, and intercultural
competence. It encourages them to step outside their comfort zones and to explore new ways of

thinking and communicating.

In this research, the learners immersed themselves in the cultural and religious traditions
associated with Hebrew. Non-Jewish learners reported that learning the Hebrew language
facilitated intercultural dialogue and deepened their understanding of their own cultural heritage.
Exploring Hebrew added a new dimension to each learner's life and practice, leading to a shift in
how they perceived themselves. For instance, Jas, who practices a religion, found that delving
into Hebrew language and understanding phrases from books like "Psalms", "Song of Songs”,
and Ecclesiastic enriched her religious practice. This understanding provided insights into
religious practices, beliefs, and the historical contexts in which these texts were composed. Jas
emphasized that understanding phrases like "Praise God" deepened her grasp of Hebrew
language nuances and fostered a stronger connection to Jewish tradition and heritage. She
expressed heightened enthusiasm for learning Hebrew, seeking parallels, and exchanging ideas
between Christianity and Judaism. This exploration enriched not only her personal spiritual
journey but also broadened her cultural understanding and appreciation of Israeli culture and
history. Her visits to Israel added another layer of appreciation and connection to her Christian
identity. The Hebrew language became a vital tool for Jas to explore and deepen her religious
practice and study. It also motivated her to continue studying Hebrew independently and in small

groups.

Al who converts to Judaism, the learning of Hebrew facilitated a connection to Jewish

communities worldwide and promoted a sense of belonging and cultural continuity. When he
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attended service at the synagogue, he felt that Hebrew enabled him to engage more deeply in
religious services, understand prayers, and participate actively in synagogue service. Al majored
in comparative literature, and he is versed in several languages and texted study, Hebrew
provided him an access to many important Jewish texts, such as the Torah, Talmud, and prayer
books, are primarily in Hebrew. Proficiency in Hebrew allowed Al to study these texts directly,
fostering a deeper understanding of Jewish law, ethics, and tradition. He felt that understanding

the texts in their original language allowed him to connect with generations of Jewish scholars.

Sin began his journey to study Hebrew initially as a tool to enhance his research in
political science, focusing on the Middle East. However, his exploration of the language soon
transcended its purely linguistic aspect. He delved into Israeli music and culture, which
significantly amplified his understanding of Hebrew beyond academic boundaries. For Sin,
learning Hebrew became more than just an academic pursuit—it became a means of connecting
with Jewish communities worldwide. This newfound connection inspired him to enroll in a
Jewish study certificate program alongside his graduate studies in political science. By doing so,
he sought to deepen his cultural understanding and engage more meaningfully with Jewish
traditions and heritage. In essence, what started as a pragmatic approach to academic research
evolved into a personal and cultural journey, enriching Sin's academic pursuits and broadening

his horizons beyond his original intentions.

Lee who grew up in a secular Jewish home, Hebrew was always in the background and

the language that was reserves to the special time with his grandmother.
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Chapter 6: Findings and Analysis
6.1 Learners Identity and Language Acquisition

In the following section I introduce an analysis of language learner identity based on a
range of factors, including linguistic background, attitudes and beliefs, cultural identity, language
learning experiences, social context, and the dynamic process of identity negotiation.
Understanding these factors provide insights into how learners perceive themselves in relation to
the languages they are learning and how their language identities evolve throughout the language
learning journey.

The relationship between the language, the learner and the larger community has been an
instrumental objective in my research. I am interested in investigating the participants' identity
formation because of the interaction with Hebrew language and culture. In the case studies that I
am presenting the participants described their identity in multiple layers. Primarily they indicated
their birthplace and their ancestral background, they viewed identity as an amalgam of nationality,
race, knowledge, culture, and customs.

The participants were given a questionnaire about identity and the role of Hebrew language
in their life. The following descriptions reflect their thoughts, feelings, and personal information
about identity and their connection to Hebrew. (See Questionnaire: Appendix B)

Analyzing language learner’s identity involves examining how individuals perceive
themselves in relation to the language(s) they are learning, as well as how these perceptions
influence their language learning experiences and behaviors. Based on a survey and interview [
conducted with my students I consider the following key aspects in analyzing language learner
identity. For each area of analysis, I included the reasoning and explanation for selecting the

category.
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6.2 Hebrew Language and Identities - Case Studies’ Reflection

1) Al is a 23-year-old, white male from Ashkenazi background who currently lives in
California. His primary motivation for studying Hebrew stemmed from personal interest, family
heritage, religious reasons, and academic requirement. He has been studying Hebrew for six years
and has achieved an advanced level. According to Al he has a familial tie to Hebrew, Israel and
his Jewish heritage. However, no one in his family speaks Hebrew or grew up speaking Hebrew.
Al claimed that “studying Hebrew has brought me closer to Judaism and has allowed me to gain a
deeper understanding of our culture and history.” He also believes that the languages spoken by
people are connected to their identity in the case of Hebrew, Al feels that “it allows me to be more
confidence and nuance study into the background of my identity. It has also influenced my sense
of self, more responsible because I feel more responsible knowing about current events.” Al feels
a stronger connection to the Jewish culture and tradition as a result of studying Hebrew “I can
better understand the culture past and present”. According to Al the study of Hebrew deepened his
religious and spiritual identity, and he has a better understanding of the prayers, ritual, and religious
texts. The study of Hebrew helped Al to have a stronger sense of belonging. Al believes that
studying Hebrew is interconnected to his identity, because as a B.A student “Hebrew defined my

entire undergraduate experience”.

The symbols that Al identified as Jewish and Israeli culture were the olive tree, Torah scroll

and pomegranate.

Al’s main goal is to pass down Hebrew knowledge to his future family. He is still unclear
whether he will be able to use Hebrew in his expected academic career and to what extent. He
would like to raise his child speaking Hebrew. He is now in the process of applying to a Ph.D.

program in comparative literature.
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2) Jas is a 27-year-old female American Eurasian who is currently residing in Singapore.
Her main reasons for studying Hebrew are for religious reasons, career opportunities and personal
interest. She studied Hebrew classes at the University of Southern California and joined USC
Hillel®® organization Hebrew Language Table semi-regularly. She continues to explore and
participate in groups and independent learning of modern and biblical Hebrew. During Covid-19
in the summer of 2020 she moved with her mother to Singapore “I thought that moving to
Singapore would mean that [ would no longer have a community of people to speak Hebrew with.
But I'm thankful for long-distance learning made possible through Zoom.” Jas is part of an online
Hebrew class that meets once a month in Singapore. She is currently a Ph.D. student in public

diplomacy.

Jas feels connected to Hebrew because of her religious affiliation “I am a Christian, which
heavily influences my cultural practices and values. Studying Hebrew allows me to see
Christianity's Jewish historical roots, which reinforces my faith as I witness the revival of the
language in modern times. I can also better appreciate my faith because of how many Hebrew
words are derived from the Bible and display a depth of meaning connected to God's original

design.”

She feels that Hebrew has impacted her sense of cultural identity. “As someone who is
half-Polish, studying the language has encouraged me to spend more time examining the lived
experiences of Jewish populations that lived in my father's province in Poland before WW2.” This

has reinforced her identity as an American of Polish descent. Before learning Hebrew, she had a

66 https://www.uschillel.org/
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shallow connection to her Polish ancestry. But understanding that Poles and Jews shared the same

fate during the Holocaust years allowed her to identify with Jewish suffering.

Jas believes that the language(s) a person speaks are connected to their personal identity
because from her “Speaking Hebrew helps me to feel accepted in Jewish society, especially when
Iam in Israel. I have been able to make more friends this way. This has given me more confidence”.
Jas feels a stronger connection to Jewish culture and tradition because of studying Hebrew. “When
I am in Israel, I can read street signs and restaurant menus. I can even understand some
contemporary Israeli music, which has allowed me to listen to more Israeli bands where most band-
members are Jewish. I follow their members on social media, and I feel increasingly part of their

world”.

“Learning Hebrew helps me to connect with the Jewish patriarchs. Reading the Tanakh in
Hebrew has been an empowering experience. When I read what prophets like Abraham and Moses
said in Hebrew, I feel as though they are speaking directly with me. As Christians, we believe we
are the 'spiritual' children of Abraham. He is the spiritual father of my faith. Speaking Hebrew

enforces that identity I have as a Christian.”

She identified several symbols as part of Israeli and Jewish culture: the pomegranate, the

old city of Jaffa, olive trees and the mountains surrounding Jerusalem.

The connections she has been able to make with others who are either Hebrew-speaking or
Hebrew-learners has been incredibly rewarding for Jas. She made friends with Jews in America,

China, Singapore, and Korea because of the study of Hebrew.

Jas envisions herself as a professor in Israel, teaching students in English but having conversations

with them in Hebrew.
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In her community in Singapore, she sometimes participates in an online Hebrew Language
Tables in where Hebrew students from all around the world convene on Zoom to practice speaking.
Hebrew with teachers that are based in Jerusalem. “Hebrew teachers are always very friendly and
kind, so I have always enjoyed meeting new people there. I also recently participated in a Sukkot
Celebration held by a prominent Jewish synagogue in Israel. I was very happy that I could explain
some of the Jewish customs to my non-Jewish friends who attended, all because I learned these in
Hebrew classes! I find the Jewish community very embracing of other peoples, races, and

religions.”

Because of her Hebrew skills Jas feels “I feel much more involved in Israeli current events
now that I know more Hebrew speaking friends in Israel, which enables me to feel a sense of
belonging and solidarity with the Jewish people. I also feel that my friendships with fellow learners
of Hebrew is a deeper, stronger bond because we share such a unique interest in a language that

isn't considered mainstream.”

Her current engagement with Hebrew is by being a Bible-study teacher. She wants to
continue to understand the Hebrew language so that she can share the 'treasures' to fellow lovers
of the Bible. She also would like to advise the Israeli government on public diplomacy policy in
the future. Jas sees herself writing articles and delivering speeches in Hebrew. Ultimately, she

would like to write a book in English that will be translated into the Hebrew language as well!

“I believe that the Hebrew language and identity are interconnected for me. I cannot
continue living a complete existence without the study of this language. In fact, I feel as though
my life would be missing a significant piece if I stopped learning or using the language altogether.

This language connects me to the modern state of Israel, and this language connects me to the
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ancient nation of Israel. This language connects me to God, for I could not understand His nature

if I did not understand what His names in Hebrew meant.”

As a PhD student of public diplomacy, learning Hebrew has positively reinforced Jas’s
studies, especially when she encounters Hebrew terminology in academic articles “I feel that
learning the language helps the world of academia to take me more seriously, and it has helped

foster trust between the Israeli academic world and myself.”

3) Sin is a 28-year-old, Albanian Turkish male, who is currently living in Los Angeles to
complete his Ph.D. studies at University of Southern California in Political Science. He studied
Hebrew for his personal interest, career opportunity and academic requirement. He has been
studying Hebrew for the past three years and visited Israel in the past summer 2023. Sin does not
have any tie to the Hebrew cultural world. His perspective about cultural identity is that “people
in Turkey and Israel still share some remnants of this culture. He sees the cultural distance;
however, the studying of Hebrew helped him connect to a distant culture, “I identify as a secular
Turkish person. Learning Hebrew helped me see distant cultural connections with my identity and
Israeli culture as well as Turkey’s connections to the region of the Middle East.” Sin claimed that
prior to taking Hebrew he used to have little background and understanding about Israel and
overall, the Middle East,” there is much stigma about this region among secular Turks in my social
circle. The stigma is partly related to the state of contemporary Turkish politics, and many people
in my cultural group have a reactionary position in the sense that they associate everything that
they do not like about Turkey’s current regime with the Middle East, a region associated with
fundamentalism and militarized conflicts. Israel, a country located also in this region, suffers from

such associations.”
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In the immediate future, Sin hopes to use Hebrew for his research about Israeli culture and
politics. “I use Hebrew when reaching out to professors of Israeli origin sometimes to maintain
my language skills [...] in case of an academic opportunity coming my way, I am open to move to

Israel temporarily, for which I can take advantage of my Hebrew for daily chores.”

In the meantime, Sin participated in various talks in the Jewish Studies Department. The
vocabulary he acquired and familiarity with the Jewish culture has become useful. “I visited Tel
Aviv and Jerusalem as a cultural experience. I went to concerts in Turkey, where the singers sang
in Hebrew. I joined Reddit, Instagram, and Twitter groups about Hebrew language where I have
interacted with Israelis in Hebrew, and I participated in Hillel Center talks about Hebrew language

and Israeli culture.”

“I follow many Hebrew language-related accounts on Instagram and Twitter like Hebrew
Verbs with Rut Avni, ProHebrew.com, Hebrew by Inbal. These are the ones whose content I
regularly follow. I also follow a political party, Yesh Atid and politicians like Idan Roll and Yair
Lapid. 1 also follow many pop singers on Instagram like Harel Skaat and Ran Danker. 1 listen to
a podcast, the Israel Story. I also have an online subscription in the Haaretz newspaper. I also
subscribed to Hebrew-Verbs.co.il for help with word conjugation and pronunciation.... signed up
to the Jerusalem Film Center online. Whenever I run into other learners of Hebrew that I know
from the courses I took, I try to interact with them in Hebrew even for a few words. I think this

gives us something to connect with”.

Sin’s Future goals or plans related to Hebrew language learning and its connection “I am
mostly focused on finding ways to integrate Hebrew into my research” ...However, Sin states that
studying Hebrew has helped him overcome this mental barrier and explore many cultural

connections between Israel and Turkey as well as between Turkey and the wider region. “This
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realization helped me better appreciate parts of my identity, from my dietary habits to my taste in
music, shared with Israelis, and to a lesser extent, with the broader Middle East. While I study
Hebrew, I also read about the history of Turkey’s own Jewish community. This helped me to trace
the impact of Jewish culture in the making of the modern Turkish nation and identity. I have started
to see that there is a link between secular Turkish culture and the urban culture of non-Muslim
groups under the Ottoman Empire, one of which was the empire’s Jews. As Turkish culture
underwent secularization in the early 20+ century, the non-Muslim urban culture, inherited from
the Ottoman Empire, expanded among middle-class Turks and is, to some extent, perpetuated

among my social circles”.

As a result of studying Hebrew Sin’s connection to Jewish culture and heritage expanded
and he became more interested in exploring Jewish heritage “I do feel emotional affinity to people
who speak Hebrew. For example, I get excited when I overhear people speaking Hebrew in places
where I do not expect to hear conversations in Hebrew. This happens when I visit places in Los
Angeles, or when I visit Greece on vacation and run into Hebrew-speakers, or when I hear tourists

in my hometown.”
y

“As I was learning Hebrew, I educated myself about Jewish experiences throughout
history. I have read extensively about the history and the government of Israel, and I read a little
bit about Judaism. That certainly led to a stronger connection to Israeli/Jewish culture on my part.
Whenever I run into symbols, stories, and practices associated with Jewish culture in other spheres

of life outside my language training, they do not feel alien/foreign to me at all.

With the establishment of the Yishuv and the State of Israel, the non-Muslim urban culture in the
Ottoman Empire, to a limited extent, may have been transferred to Israel through Jewish migrants.

Arguably, it is as if middle-class people in Turkey and Israel still share some remnants of this
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culture. I see this cultural, albeit distant, connection between two countries thanks to studying

Hebrew”.

Sin believes that the language one speaks helps connect to identity. “Geographically
speaking, I never traveled to the east of my country of origin before I visited Israel; therefore, I
did not know how much Turkish culture was shared with other cultures in the Middle East. My
brief visit to Israel, which happened only thanks to my training in Hebrew, gave me the chance to
reflect on Middle Eastern aspects of Turkish culture as well as its commonalities with Israeli

culture.”

Studying Hebrew and learning about Israeli culture also gave him access to the Israeli
public sphere and cultural landscape. As a result of this ongoing experience, he realized that his
country of origin and Israel share common problems related to issues of culture, ethnicity, religion,
and politics. “These are problems that, I have previously thought, were only Turkish
idiosyncrasies. Learning about Israel as part of my Hebrew language training helped me realize
that these issues may have to do with the neighborhood that Turkey and Israel share, which made

him more strongly identify with the region”.

“The most rewarding experience is the prestige that comes with being able to have some
command of a language that is not English or one’s mother tongue. Secondly, I can now appreciate
and understand Semitic etymological roots of many words in my native language, which never
ceases to surprise me. I also benefit intellectually from my access to political discussions within

Israel.”

The challenges that Sin faces are related to sounds in Hebrew that do not exist in his native
language, for example: the chet sound or the difference between kafand gof. “I usually have a hard

time remembering how words including these letters are written. As a remedy he tries to memorize
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how to write them instead of going by their pronunciation [..]Moreover, he feels that the lasting
influence of the Tanakh in Hebrew sometimes makes its grammar and vocabulary less structured.
His perspective about connection to Hebrew with non-religious background and with zero
familiarity with ancient religious texts is a challenge. However, Hebrew is likely to remain in his
life and have a part in his professional career. He is also planning to apply to be part of the Turkish-
Israeli Civil Society Forum in the near future, where he can use his training for something
constructive like to promote friendly relations between two peoples. “I also have a plan of starting
a Hebrew-language Instagram account in Turkish since individuals in Turkey do not have access
to Hebrew language material in Turkish. That would be a perfect platform to use to introduce

Israeli culture for Turkish audiences in a positive light.”

When Sin was asked whether he believes that the Hebrew language and identity are
interconnected for him personally, his reply was “Despite that I am not a highly advanced speaker
of Hebrew, the learning process has been transformational in terms of how I saw my identity and
my own culture. I wonder if I would have a similar experience with a different language from
Hebrew, and I wonder how much of my experience is related to the unique history and culture

behind Hebrew language.”

4). Lee is a 21-year-old white Jewish American Israeli man. His father is Israeli Jew, and
his mother is a Jew by choice. His primary motivation to study Hebrew is to connect to family
heritage and for personal interest. “I have studied Hebrew at USC, namely, to increase my
communication capabilities with my family in Israel and to connect with them on a deeper level.
Many of my family members abroad speak English fluently, but there is so much about
communicating in Hebrew that enables a more intimate and emotional connection, especially

between Jewish people.”
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Studying Hebrew enabled Lee to understand the words of prayers that he used his entire
life in a more meaningful way. He has been able to connect with his grandmother in a language
that she feels more comfortable speaking in, despite living in the United States for more than three
decades. “I also feel that speaking Hebrew with my Israeli peers at school allows us to find a
deeper, more meaningful sense of community, especially in times of heightened antisemitism and

hatred towards Israeli nationals.”

Speaking Hebrew influenced Lee’s sense of self and identity by connecting to his ancestral
background. “I feel more connected to my ancestors because it is the language of the country that
offered them asylum after they fled the grip of the Nazis in the late 1930’s and early 1940°s. When
I speak Hebrew, I feel like I am communicating in the language that enabled me to be here today,
decades later.” As a result of studying Hebrew, he feels a stronger connection to Jewish culture
and heritage. By speaking Hebrew Lee feels he is part of a larger Jewish movement that shows to
the world that our presence here on Earth is permanent and unwavering. “Time and time again, the
Jews have been persecuted, driven out of their homes, and murdered as scapegoats for overlying
social issues, often only inflamed by rhetoric incited by narcissistic leaders and terrorist

organizations”.

Studying Hebrew has played a role in Lee’s religious identity. He grew up in a non-
traditional Jewish home most of his life. By speaking Hebrew, he now feels more spiritually
uplifted and excited to practice Judaism. The most rewarding part of studying Hebrew for Lee was
the development of his relationship with his grandmother. “I get to see her communicate with me

in her most comfortable way, not needing to search for a moment for the right words.”

Some of the challenges he experienced is that he reached a plateau, and he doesn't feel he

progressed as he would have liked due to the lack of a daily Hebrew speaking environment. “I
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need to now move to Israel to strengthen my Hebrew speaking abilities. I hope to live in Israel!

So, I see it encompassing my daily life as my main tool for communication”.

Interacting with other Hebrew learners and speakers has been nothing but exciting for Lee.
When he speaks Hebrew, he feels an immediate and deep connection with whom he is speaking,
because it makes him feel safe. “I know that they will understand me and will listen to me and my
story with Judaism as I will theirs.” If everything goes as planned, Lee’s goal is to live in Israel
one day and solidify his Hebrew speaking abilities. “It has always been a dream of mine to make
Aliyah and live closer to my family abroad. I have wanted for a long time to spend significant time

in Israel and connect with my roots”.

Lee strongly feels a deep connection to Hebrew language and his Israeli identity because
he is Jewish by blood and was raised an Israeli Hebrew-speaking household. “I feel safest when I
am in Israel and able to be proudly myself and proudly Jewish without the constant fear of being
scoffed at or hated for simply being me. The people of Israel love deeper than any group of people
I have ever been amongst, and so it would be hard for me to not spend time there and be with the

people that love me the most”.

6.3 The Approach Towards Hebrew

As part of my study, I explored the connections each of my participants has to the Hebrew
language; what makes them feel attached to Hebrew and how they manifested this in their life.
Each participant received and replied to a questionnaire about their relationship with Hebrew (see

Appendix B).

177 -



AL responded that he feels that his attachment to Hebrew is manifested during religious
services and Jewish social events. He likes to speak Hebrew rather than English when he wants
privacy, discusses Hebrew art/literature, or when he is comforting somebody. He reads Hebrew
poems, songs, occasionally the news, social media, and religious material. He uses Hebrew words
a lot when he is thinking about his family “I like to speak Hebrew with my husband, my future

children, and other Jewish people”.

Jas’s attachment to Hebrew language is defined by her connection to the Bible, both Old
and New Testament. She feels that learning Modern Hebrew is a more intimate and spiritual
experience. She also likes that it has a grammatical structure that is very different from English
and Chinese. It challenges her to think in a different way. Jas views Modern Hebrew as unique to
the Jewish people and the language of the Bible as close to a "pure" language from antiquity. When
she uses Hebrew in any form, she feels close to God. According to her perspective, certain biblical
concepts cannot fully be understood without Hebrew proficiency. She likes the Hebrew Aleph Bet
because each letter evolved from a pictogram, and each letter carries a numerical value. “This is

very unique. There are only 22 letters, and each letter is easy to write and easy to identify.”

Jas likes to speak Hebrew rather than English when she explains Biblical concepts to her
Bible study community, because she thinks that there are ideas that can only be communicated
through a deep dive into the Hebrew language. Her main interaction with the language is when she
reads the Hebrew Tanakh, posts from an Israeli friend's social media, street signs, and menus in
Israel, and from newspapers such as Haaretz. Additionally, she reads simple poetry and stories and
uses a translator for words she doesn't know.

Sin’s attachment to Hebrew language stems from his motivation to become a fluent

speaker. He feels that a person who speaks the native language of a country comes with an elevated
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social status and gives a deeper access to a culture. Sin claims that when he speaks Hebrew he
feels accomplished and a skillful scholar. Speaking Hebrew during courses opened an opportunity
for Sin to encounter Jewish and Israeli friends. Hebrew became very useful when he talks about
Israeli culture and politics. He likes speaking Hebrew with his Israeli friends in America and in
Turkey because the language helps to solidify the connection and create a unique bond.
Additionally, Sin likes the Hebrew Aleph Bet because “it gives me privacy when [ want to make
sure that what I write would not be understood and deciphered easily by others around me. It is
better than using any other language with the Latin alphabet.” He mainly reads Hebrew from

grammar books, song lyrics, newspapers, from posts on Twitter (X) and Instagram.

Lee regrets he didn't have more courses in Hebrew during his early years in Junior-High
school. He is grateful that USC’s Hebrew program is more developed than most schools' and he
can learn Hebrew in college. He likes to attend Hebrew classes more than any other language and
would not want any other foreign language to take its place. As for pronunciation he feels that
speaking with an Israeli accent gives him a sense of pride. he strongly believes “a person who
speaks Hebrew very well has a better social status and respect in the Israel society.” Lee feels that
when he speaks Hebrew he is connected to his ancestors. He is using Hebrew when he goes to
temple/synagogue, when meeting Israelis, his family and in class. “7 use Hebrew words a lot when
I am speaking to family or traveling. I like to speak Hebrew rather than English when I am with
my family, and especially with my grandparents.” Lee likes Hebrew because it is efficient and
beautiful to write. “I is efficient because it is written and read in an “interpreted manner.” Which

to me means that the word is pronounced based on a combination of knowledge AND reading.”
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6.4  Case Studies’ Identity - Summary

The participants in this study share similarities and differences in their journey of
incorporate their identity with the process of acquiring Hebrew. Every participant started the
process of learning Hebrew with a different background. For each participant the components
included their geographic region and culture, family tradition, style of living and philosophical
perspective about society. However, because Language and culture are deeply intertwined, the
participants attested that the learning of a new language exposed them to cultural themes,
traditions, and values associated with Hebrew. This exposure led to a greater appreciation for the
culture and influenced how they perceived themselves within their own cultural context. The four
cases reported that the Language was a key marker of social identity. As they became proficient
in a Hebrew, they felt that they gained access to new social groups and communities. Additionally,
they felt that the access to a new language led to shifts in self-concept as they adopted new
linguistic patterns, cultural norms, and ways of thinking associated with the Hebrew that they

haven’t thought about it before.

6.5  Case Studies Analysis - Linguistic Competence

My study shows that a larger and sophisticated vocabulary correlates with the learner’s
level of communicative competence. A richer vocabulary developed because of the use of selected
paintings in my study. Empirical studies have also demonstrated the relationship between
vocabulary richness and the skill to express ideas, opinions, and emotions in Hebrew as a foreign
language and have suggested that vocabulary repertoire is fundamental to comprehension and

communication (Staehr, 2008). Although vocabulary richness is not the sole indicator of a learner's
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communicative competence, the number of words and phrases a learner attains corresponds to his
or her communicative competence (Milton, 2010).

A sample of Activity recorded the use of vocabulary associated with paintings of Rubin and
Gutman in oral presentation:

How many x the AL Jas Sin Lee
word was used in
oral discourse

homeland n7om | xxx XXXXX XXXXXX XXXXXXX
state 71T | X X X
Landscape a1 | xXXXX
Agriculture nXopn X XX X
Pomegranate 7™ | xxx XXXX XXXX
Olive M7 | xx X XXX
Beach qn | x XX X XXXX
Family nmown | xx X XX
Tradition n7On
Pioneers 2171 | xx XXX XXXXX XXXXXX
Life o»n | xx X XX X
Body a1
Face o°1o

Beginning 7m0

Ancient PNy | xxX
Friends o°nan

Bust poy
Environment :12°20 XX
City v | x X X X
Nature vav | x
feeling 7wan | x X XX XXXXX

Case Study 1 — Al’s Analysis

In case study #l1, the participant demonstrated the ability to describe in writing items
presented in art image 3.1 by Maurycy Gottlieb. Al used the present tense to describe the place,
time, and the characters. “ [...] 2w 223 ,2°2°) 7277 oV [..] D717 7277 @0 .0ORIT 0N TR ARN
oW MNYua DR w17 000237 the large items in the visual art were identified using plural nouns
and adjectives in agreement with the gender 75w mwaaa ,nwT [...] 72171 799w, In image 5.1 by

Chagall, he used verbs and adjective “eyes opened” [mmpp o»1v]. The participant used
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conjunction words such as: yet, maybe, even though, but, “although they are separated they are
important”, “the men talk about Torah, but this woman knows” 7w R 22X 7707 29 027277 0°1230
MW 17 M7 17 39 °0 HY AR [...] n¥TY DRI

In image 1.2 by Reuven Ruben “The Pomegranates”, the participant correctly used
irregular plural nouns with matching gendered adjectives [0°12% 2°na] “white houses”. In another
instance he used an irregular plural noun correctly [m2n7] “streets", the word street in Hebrew is
masculine yet the plural has a feminine suffix. The following two examples demonstrated his
inconsistently use of infinitives with helping verbs, for example: “this neighborhood in the painting
makes me think that she is ancient and was always there without tensions" [ *2 72w 71°¥2 725Wn
o°nnn 22 oW anea TRm apny Raw wean], the infinitive verb had to be used after makes me.
However, in the following sentence the participant used “the streets in the painting causing me to
feel that maybe this painting is Shabbat” [naw 11 2177 73702 "2IRY W7 °2 DWW 2°wIR *H2 Mawi).

In his oral discourse the participant clearly described the facial features in Chagall image
5.2 The Green Violinist, “Chagall’s style doesn’t have depth, the body and face in his art are
always peculiar and interesting [2°717) 222197 12w MR 02197 7I1]. In this image the
participant immediately recalled the green face in the image [2°217° 0°19], he used the description
of the houses "small houses” in agreement with the adjective [2°1vp o°n1]. In the discourse the
participant intuitively used phrases such as: I don’t see, I don’t know, I was sad. He also used the
appropriate adjective describing the characters “adult woman and young child
“[naanan nweR v 790].

The participant showed strategic competence by paraphrasing his description of the image
The Green Violinist by Marc Chagall. The description “a purple man with violin, very green face,

he is playing” [2°30p 0°N2 ,7IRM D217 2°31D T 71N %R, oY 910 woR]. During the oral discourse,
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the speaker used the phrase “green face” and projected the potential location of the scenery in the
painting. Al said that he always associated the violin with Jewishness.

In painting 1.2 The Pomegranate by Rubin the participant interpreted the pomegranates as
a sign of tranquility, symbolizing Jewish history, faith, and agriculture. The painting embraces the
connection between traditions and work for the Jews in Israel. The feeling of quiet because the
houses in the background are white, and it is not possible to see them clearly due to the light
background, but peace is ubiquitous in the streets, and the houses are opened in between the
mountains and the trees [MXPPM ma ¥ 2700 S0 M0 BV 0% o .. o yy]. This
description showed the use of imaginative strategy “there is only one man in the house, but I cannot
see him... there is peace in the streets” [ 217w @ ....AMRAMR MRI? 2127 KD *IRY 0222 TR VR P W
mamna).

In the oral discourse about the painting of Chagall “The Birthday”¢” (Head over Heels in
Love Marc and Bella Chagall), Al sees a bride and a groom, a couple, he thinks it's Shabbat because
of the food and the flowers. Al associates the painting with Shabbat because of the flowers and the
bride and groom. "It is interesting that the woman has flowers, he asks: are the flowers from the
groom? The woman wears black.
Al recalled that Chagall's painting style was very unique. His paintings always included narrow
figures and the theme was fantasy. In this particular painting the groom (the male) is in the air but

not the woman"”.

67 Head over heels in love: Marc and Bella Chagall's spectacular romance, Chagall’s ecstatic paintings of his wife
https://www.theguardian.com/stage/2016/may/27/marc-and-bella-chagall-the-flying-lovers-of-vitebsk-emma-rice
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]ﬂ'71W3 D2INT DX 7IRIT IR D ,N2W PUTY TW W IR, L7770 1N DRI 71702 AR IR 772702 AR A0K ]

W DWW ROTW PPPIYR .90 KO N RIT 2270797 a0 2300an 20090 L0100 WO WKW 101n AT .000m

TI2IRY ROTW 200 AT

3D, TIND TR W TR0 L7205 72X PNDIY I X KITW YT IR 1DV 7277 YTV RD IR LIRARY 2779857 00

[.AWPRT R? 22K 1R INMT D237 11D 77000 O NIXRIVOM TIRAD 0°7X 17w NNNN2 DWIRT 2w 02017

Al described the body parts and clothing of the male in the painting with the appropriate adjectives,

“green shirt, black pants, black shoes, the legs not long and not short”. He pointed to the woman’s

facial expressions “she looks worried, she is not smiling, her eyes are open, and the groom's eyes
are closed”.

X7 RO ,DARIT K7 I2ORD O°RII D0 0007 .MIXP K21 NMIDMR KD 09377 ,0000W 220107 LA A

LPDNART 3YERIVO0T DR AN X0T 7PN KT .7IMND AWeRa DW DY .00 o7 nna SW D1V NN

[roT0192 XD X0

In Al opinion Chagall painting the body and face is always interesting and peculiar; for example,

in the painting of the purple violinist, the green face stood out. Al recalled immediately green face
[2°P1 oo1D].

Case Study 2- Jas’s Analysis

This Participant described verbally the painting by Reuven Ruben 1:1 The Artist Family.

She used nouns in possessiveness form correctly (in one word) “his mother, his brother and his

sister” [1MARY PR ,0AR oY K7 0% YW anown]. The use of nouns and adjectives in agreement “his

skin and hair are dark, the black dress” [amnwn 751w ,0°73 179 w1 1], By using comparison, the

participant described the scene “he (the artist) wears a different style, while his family is wearing

a conservative and religious style, he wears comfortable clothing that suits an artist” [ w212 03 X371

,0°°N2°7 ,7NY DM WO 07322 W2R K17 L,ONTY W TIRGD 2OWI2% INMOWR C1aw TIVA LMK w22 NIA0
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9% 0 27Rnni]. Jas expressed her view about the mother as a dominant figure, “the mother
looks like a powerful matriarch” [2%1y 27 7IX*0A 112 MR X7

Jas used the word outsider/banished [77112] showing the ability to use vocabulary that has
a biblical reference®®. The participant analyzed the painting using a religious perspective; noting
that in the Old Testament the goat symbolizes sin, making the inference that the artist fears being
an outsider, “the goat in the picture symbolizes the artist’s feeling, the artist feels abandoned by
his family” [771312 .98 5w W0 IR 2107 73702 TV W1 WA 0T, nnown Y], Her description
of the background used the metaphor “the olive trees in the background...trees are a symbol for
families, the olive trees represent the many generations that arrived at the land of Israel before the
artist was born.”

0°277 M7 DR 223%™ 02277 N1 XYY ,MnOwn? 920 03 07 2°%Y...5RIW° 2°N°T Yun K17 a0 il

[Y9w "anownn yy'a 9% S 10 2192 Whanw
She accurately used singular and plural compound nouns describing the scene grammatically and
thematically.

In the painting 2:1 by Yohanan Simon Shabbat in the Kibbutz, the participant initially
described the colors in the image and inferred that these colors are dominant in the Israeli culture
“Blue and gold” [271 712]. The description of the scenery in the Galil*® in Northern Israel on a
tranquil Shabbat afternoon, “it looks like a kibbutz in the Galil...many young people with little
children, everyone looks happy...everyone is happy when they are playing...everyone is doing the

same activities...men and women are resting...holding hands... no one is working...everyone is

"R K2 ROW 127 DWW 29 P 1 KD 207In wyawn” -17an Outcasted 68
https://www.sefaria.org/Haamek Davar on Numbers.9.1.1?lang=bi&with=all&lang2=en

% The Galilee is a fertile mountainous region in northern Israel. It’s known for the Sea of Galilee, where Jesus said to have
walked on water.
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relaxed. [ 2WIR7 DX 09121,0°30p 0°772° QY MPYR) D71V 7297...92987 IR DT IO 1D IR R
TAR AR...AT QY 77 027 2°P°TR L..0°071 2w O°02) S ah kb Aot MR DR DY fallle! ..D%PNWn Onwd TIRN
o'y 0910 .72 KX7]. In this description the participant is showing the use of singular and plural
nouns in agreement with the verbs and the adjectives, as well as the use of a connecter “when”
[w2]. The concluding sentences demonstrated the interpretative/imaginative competence with
which the participant expressed her own idea “I think the parents are telling the children stories
from the Bible, because they would like them to grow and appreciate the Promised Land”,
[NR2aMAn PORT DR 12PN 0T oI 07D 7"Inan 090 oTh 0MDon 03 onw awIn OIR].
Additionally, the participant added her opinion about the type of families. She envisioned that if
this was in the modern time maybe the painting would have looked very different. The parents
would not look so optimistic, and they might seem more worried, they might be complaining about
the weather or the cost of living and be looking at their phones instead of playing and reading. She
is using an interpretive or imaginative competence “it might be possible that they would complain
about...” [D1n%nn oaw 190>].

Case Study 3 - Sin’s Analysis

The participant identified the colors and objects in the painting 2:1 by Yohanan Simon
Shabbat in the Kibbutz describing the scenery of nature and jubilee. He described “the children in
different colors, the background is green with different trees, when looking at the picture you can
be reminded how it was to be a child.” [ w> .m7%2°7 7AW IR 9907 ¥ .0°NW DY 2270 7200 w0
0°79° 113 NP2 797 TR MIT2 NP1 DR LRI 71000 DR IR DRWD .20 Q%Y 17277 2V YPIa 9% P10 ]

In the painting 1:4 by Reuven Rubin Jesus and the Jew, Sin described the feeling of each
character and his appearance. “The traditional Jew ...he looks sad and old because of hardships”

[27% WP MXIDN2 JAT 7277 DTN 0., W) 2RV IR XIT).
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He wrote what each character symbolized in the light of the beginning of the 20th century
in Pre-Mandate Israel. “The Jew could be a symbol of the Jews in the diaspora, but he is a symbol
of a new beginning for the pioneers.” [ 210 X177 AR ,M¥ION2 2°N7°H 210 N1 212 KT 1% 70
1% 22X1°n? nwn 7°nnn?]. Sin noted that Jesus' rebirth parallels the Zionist ideology - the rebirth
of the Jewish homeland after 2000 years of exile. The flowers represent the spring which is another
sign of rebirth and a new beginning. The young tree in the background is similar to the young
pioneers and the new Jewish life in Pre-Mandate Israel, “the flowers look spring” [ 2°X71 277 ,2°179
2°aR],” the young trees" [0 °v¥ 2°x¥]. Sin analogized, “the trees look like the young Jewish
pioneers” [D 17 nnwHna oM 0nm °Xon2]. Additionally, the participant used the adjective
“traditional” [>n7107] alluding to the diaspora Jew who stands in opposition to the new image of
the strong pioneer. The use of adjectives is apparent in the description of the image as well as for
the characters feelings. The use of compound nouns possessiveness form was used appropriately
for the description. For example: blue clothes, happy people, their mother, schedule [ ,2°2112 0>732
DoIAT MY, 0% AR 0NN DWIR].

In the painting 1.1 by Ruben The Artist’s Family the participant described the scenery by
naming the colors and intuits the feeling the image is portraying. “The colors of nature, blue, red
and brown, the trees in the background are green, these are popular colors in the Mediterranean”
[P1,¥p72 o33 00 RIT QTRA 200 47 2w .Yaun o°vag. "Novn ara ywvl on avxn oovayn]. He
explained his idea about the painter Ruben and the painter’s family by describing each characters’
position in the image. “The family is the artist’s family, his mother, and maybe in the center his
brother and sister” [ MINXY AR N2 02107 WORT TWORT AR W0 ,19712 .1°210 W I05Wn 077 73702 DOWIR
19w]. He sensed that the painting is static and not moving, “Ruben placed himself in the painting”

[m107 ey aw 9% MnTo]. The family is out in nature “maybe in their field or garden” [ W 77w2
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07°w 11]. The vocabulary used to describe the image indicated use of possessive nouns and
appropriate adjectives and interpretation of their emotions “they almost look expressionless, and
their faces look tired especially the grandma” [ 7712 7Y °2 2°K91 2n%w 0°157 93 .Myan *H2 vynd on
%W 201977 n2on]. Additionally, he interpreted the goat as a symbol for the land [ 910 n1*a% 9130 190
TIRY].
In painting 4.2 by Gutman Gymnasia Herzliya Sin recalled that Gutman painted the very first
pictures of Tel Aviv, he painted the landscape.
[The photo of Tel Aviv first avenue, the beach, sunny day, people, old city in the background,
stores. He thinks it's a happy time because the people are shopping].
2N IR AIT AR VIR 202K 2N HW 0751 7MY LI L2°AR DN YW MNWRIT MNANT DR X 70w 01 IR
%X A0 .01 DYWIR AN S WA W .2°Nan Lm0 ,OPPNY Y DWIR W0 000 WO 2w 01° ,19° IR 2R
01701 By -0°27W DY ,0%mIpn DWIR Y
In another painting by Gutman of mountains and caravan of camels, Sin identified what he saw:
[landscape, forest, local people, people working in agriculture, maybe the people are immigrants.
I feel comfortable looking at the painting (he meant to say relaxed) very good feeling].
T WA M WO IR DN DWIRT ANAN RIR L, MIRDPAL DT DWIAR 07PN DOWIR , 00903 0%
.TINR
Case Study 4 - Lee’s Analysis
The participant created a narrative of the painting 1.1by Reuven Rubin The Artist’s Family
using verbs in the past tense. The sentence form is accurate and includes nouns and adjectives in
agreement. “The family immigrated to the land of Israel from Egypt to start a new life” [ anawni
N9y DRI WIN 020 2nnaY L..0enn vR?]. The garment and the clothing items are described in

detail by applying compound nouns “their son wore a buttoned shirt and white linen pants” [ 121
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7135 NN "X wA? 0w 1nwd 2019m1 1732%]. Lee used possessive nouns, adjectives, and verbs in
agreement with gender in his description. Lee interpreted the art as a story of a family who is
immigrating to the Promised Land “Israel”. He imaginatively expanded the family’s new life
beyond the scope of the painting. In their new life the family maintained an olive orchard and
produced olive oil. [ 2> AW , MW WY] IR 0T 7AW PO 2°N°T PIAD 072 791 0172 173 o LKA
D°N°T XY YW INR N7 o 7°7 1291 7912, He continues projecting that the family modernized their
clothing style because it's more comfortable for the agricultural life. [ RaR .°27yn 2>732 D°w° on
MIXOPMY 0311 %07 0°'3 °0157 11327 077 .20 MEIM 013 50101 1Ww2? 12w 121].

W 7277 ,2°7 RY 127 DWW MIRIY 9127 I0KR” 79w MINRAw 17 799°0 RO LW YaX aY N7,
6.6  Pragmatic Competence Analysis
Case Study 1 - AL

Al demonstrated the ability to identify objects with ease in each painting. He was able to
state the major items pertaining to Judaic and Israeli culture symbols such as: olive, pomegranate,
kibbutz lifestyle, agriculture, pioneers. He was clearly stating facts and important historical and
cultural information connecting to the establishment of Israel in the early 20th century. Al’s
functionality was seen through his description of the family of the Artist Reuven Rubin. He was
able to introduce several characters and present a sequence of events. Additionally, during the
interaction with Al, questions such as: what do you think of the family root and heritage? What
are the feelings involved and why? The family in Israel, what are some of their challenges? Why
is the image of the painter on the side of the painting? Al was able to deliver answers that clearly
indicated his imaginary ability by stating that the difference between different demographics could
have contributed to the challenges and feelings involved in the family. The painter is an observer

and feels as an outsider from his own family. “There are different demographics in Israel that
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influence...Jews with different roots influence the nature of the country. They are all important
for Israeli society...” [ P2 Y0 YIRT 20 DI DR DOV HWAY DRIW 22N 0»DINNTA DOWIR 7277 W
DDA NI 2RI NI2T2 MAWR MNAT T 03 W1 227190 LOTIPWR 00T 2O DWW aY 2O
ORI NIMATT OV DOORIWY MIND WO IR DWn on].
e Linguistic Competence

Linguistically Al was showing progression from his first year taking Hebrew. With each semester
Al expanded his linguistic repertoire and was able to form coherent sentences. Through the written
reflections about variety of Art, Al was using verbs in past tense accurately in the painting of
Reuven Rubin the family portrait; he used the verb “was born” (7911) according to the gender. He
was able to associate vocabulary to context and preform discourse in the appropriate tense.

The chunk phrase "it’s like” (112 771) “I don’t know but I think that” (2w7 %X 22K Y797 R "X
v) was used very frequently as well. He explained how certain symbols and expressions in the
painting he often associated with Israel’s landscape “the pomegranate is a Jewish sign for
multiplicity and many good deeds” (nxn 72737 212 *1i1 12°0 AT 2'1n). Al expressed the feeling
portrayed in the painting and his opinion about how the painting made him feel by observing it.
He was clear and concise, use the adjectives in agreement with the nouns “legs not long and not
short” (NMxP X2 MR XY 0H37). Al’s linguistic competence showed a strong area for identifying
and conjugating the verbs in agreement with gender. His strategic competence was apparent in his
oral discourse, he used different words to describe a word that he could not come up with in
Hebrew. He interpreted his ideas about the painting that evidently were seen through the historical
prism of the Jewish culture. In the painting of religious Jews in the synagogue by Gottlieb he
instigated the feeling of the women by stating that “although the women are separated from the

men, they are important...the men are talking about Torah.”
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(PYTY AWeRT L,MTIOM 17 %0 YV AR) his idea of excluding the women from the main congregation
consorted by recognizing their importance. Al demonstrated precision in using nouns and in
agreement with adjectives “white house” (2°12% o°n2). He strongly admits the Hebrew grammar
interests him and sees it as a matrix. Linguistically, Al used past tense when asked about family
history, the verb “was born” [ 7911] used accordingly for every member presented on the painting
by Rubin “The Artist’s Family”.
e Pragmatic Competence

Al’s pragmatic competence brought his talent to circulate ideas that he gathered from his
exposure to Jewish studies and the many languages he speaks. He often expressed his fascination
with the pattern of roots in Hebrew and how it made him think of more words and ideas around
the thematic meaning of the root. He was able to make suggestion, recommendation and prediction
while engaging in oral or written discourse, for example: “if you will visit the western wall or if
you are interested to travel to Israel” [2Rw°% 905 1P1Yn 70K OX... M2 7pan ox]. As a speaker,

Lee used semantics to convey layers of meaning, nuance, and context in their language. He was

able to see beyond the first layer of the canvas and ask questions, request for repetition, and
clarifications for words or phrases he was not familiar.
e Ideational

Al classified the images in categories pertaining to Jewish identity, nationalism (Israel),
religious life, modern city - Tel Aviv, tradition [maw»ns3 ,no1d> N2 7300 ,MRopn ,non]. He
distinguished between religious symbols that appeared in paintings that cross over as cultural and
national symbols such as the Rabbi holding Torah scroll by Rubin and Chagall violinist as a symbol
of identification of Jews in eastern European villages. Al felt a sense of joy every time he saw the

painting of the violinist, he identified all the parts of the face. He also asked why the face is green?
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What does it stand for? In this painting Al was interested to learn more about the Jewish village in
eastern Europe because he felt some of his roots from his father's side have historical roots there.
e Heuristic

In paintings consisting of Israel landscape and city views Al expressed his opinion about
the focal point of homeland. He stated that: “the country is the heart and culture of our people. I
cannot imagine the pain if you are forbidden for walking around Israel, seeing the old city (in
Jerusalem) to pray in the Western Wall” [ *1x 015w 22wiIRT 5w N2 7000 2w 297 77 PINT
%M02 K950 ,ARANYA YT DR MIRI?LORWH D05 0% MOR OR 2RI DR TR 910 &9]. He expressed
his belief that “the establishment of a state (Jewish State) is a popular topic...because the stories
influence the recognition for identity” [ 2°¥°5wn 7P 9¥ 0°719°0 93 ,...5791910 KW X277 71740 N
"Mt Hw 113°1]. Although Al never been to Israel, he grasped the geopolitical and nationalistic view
of the Jewish people.

o Imaginative

Al described the painting without any prior experience visiting the county. He often
imagined scenes that alluded to the surreal world without contention. In the painting with Rubin
Pomegranate viewed in the center and a window framing the painting, Al imagined that there is a
man in the visual, but he cannot see him. He sensed a peaceful atmosphere, in his view the trees
and mountains as a sign of tranquility. 2°77M Yy yav "m0 °12 P2 -2mnd 2n37]. “The
neighborhood in the painting makes me feel that it's an ancient place and that it was always there
...and maybe it’s Shabbat”.

In the interaction discourse with Al, he was motivated to describe his ideas and to use
words to interlocutor his ideas. He used full sentences and often stated the sentences “I think that...”

he felt comfortable asking back the same questions that he was asked or elicit another idea. He
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wanted to know more information about words from the same root family and how they connect
to the biblical text. He demonstrated active listening by giving their full attention to the speaker,
made eye contact, nodded to show understanding, and responded appropriately to the speaker's
verbal and nonverbal cues. Al is a very thoughtful learner; he chose his words carefully. He Knew
when to speak and when to listen which is crucial in any conversation. He captured the dynamics
of turn-taking in conversations and knew how to contribute meaningfully without dominating or
interrupting excessively.

While Al interacted in a conversation, he demonstrated the ability to empathize with and
understand new perspectives, that included recognizing and validating the emotions expressed by
the other partner. Al was aware of cultural differences in communication styles and norms. He
adapted phrases such as “what a fun, great “[7°> 7R ,’51°] and behavior accordingly to avoid
misunderstandings and show respect for diverse cultural practices. When we talk about Torah and
items pertaining to holiday and shabbat, he always showed respect and asked questions for
clarification. In Chagall paintings Al gained the perspective of a Jewish village and saw the
difference in the painting of Ruben and Guttman of early days in Tel Aviv.

Al used nonverbal cues such as facial expressions, gestures, and body language to convey
messages. He nodded and smiled big when he affirmed an idea or situation, and when he found
the exact terminology or words to use.

Interactional competence (IC)- enable individuals to communicate effectively, build relationships,
and navigate social interactions successfully in various personal, professional, and cultural
contexts.

Al’s life story was fascinating and had few turns. He came from a non-religious affiliated

home without any prior knowledge about Hebrew and the state of Israel. He was very open and
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willing to improve and enhance his Hebrew skills, especially the grammatical paradigms of the
verb system that he found fascinating. Al was very expressive and knew how to explain his view
and opinion even when some words were missing from his vocabulary. He used several words to
explain a word that he didn’t know. The paintings by the various artists helped Al find the Jewish
path that he seemed to long for. His family background traced back to central Europe but only the
one aunt is sharing stories about Jewish life. Throughout many conversations with All about the
art, he seemed to be attracted to the idea of an enclosed community striving to survive whether in
the diaspora or in Israel. He expressed his desire to connect to his Judaism that was left behind in
Europe by his ancestors. His journey is yet to be discovered as he is planning to pursue his
academic career in which Hebrew takes a major role.

I had other interactions with him outside of this study as well, such as meeting for lunch, helping

me with students (Assistant Lecturer).

Case Study 2 - Jas

Jas described and explained what she saw in the paintings and identified certain symbols
and their relationship to the historical background of the Jewish people or Israel culture. From the
very first painting that was introduced to Jas, she looked for symbols that were tied to the biblical
narrative. Her knowledge about the bible and her religious practice came across through her
interpretations of the paintings. In the early stage she was able only identify colors and objects,
Jews came to Israel, and they built a modern city [ 2>777° - 7917°R1 D°WIR 7277 ,2°28 20 5w 70000
N 1970 MY - 2°aR 20 0°12 oM PRIWH 1°0Y o).

The goat as a sign of peace. [217W2 13 ...NAWN IX].
They are pioneers. [ Q*WIRW 920 737 77°077 .0°ATPM QM2 DRI NITA -HRIW° HR0 7I0ANT DAL OIN

DOX9M — HRIWS 112 2°X17 07,2972 97 112 207907 oKWY IR2 o5 M7 72000 2
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In the painting of Gutman 2:2, children building a sandcastle in the sand, Jas projected that the

idea of the children (that looked the new generation Israeli born) was to build a model of a home

in Israel. A home that is on the golden sand of beach of Tel Aviv, is symbolically representing the
climate and the atmosphere of the time.
e Linguistic competence

Jas (did not use past tense inflections), she used verbs in present tense in her description.

She used nouns and prepositions like for and in for actions, such as: with, declination, of, before,

after. [ *12 XW» I1W 1YY DX IR VX ANMDWHN PAIT L IRAWA WY PO AMARI PR MR OV X7

nnown] “the painter sees himself different from the rest of the family, the painter sits on the left

distance from his family. She used possessive noun and compound nouns correctly which made

her sentence coherent and well-formed [193°w1 1Y NWAWA N 072 INAOWH 212 WL O3 K17 .0OINRT

1AW T LMK WY A0 INMOWH INWH 27322 W27 XIT L,ONTY AW TIRD 2227 [ L0090 0N 2N

9»¥% I oonRnan “his skin and hair darker from the three other family members. He is also
dressed in a different style. While his family dressed religiously and formally, he dressed in linen
clothing”. Jas described the photos that were associated with religious symbolism in an ease. She
connected the characters and objects in the painting to the Old Testament [7"1n2" nnon YW ,J
9X YW AWATTA] L0272 MnD NIRWY 7w oD CYRIWST Ova KL DR DRWIT 12790 N0 DR, “in the
bible the goat is a sacrifice animal who carries the sin of the Israelites and once a year stays in the
desert to die, the goat symbolizes the feeling of the artist”. She drew from her linguistic resources
by adding possessive nouns and using adjectives to emphasize colors and feelings.

She expressed her idea about how Jews were wandering in the world as refugees and now
coming back to their homeland [anTow yIR? 20 2771 2°0°%0]. In some paintings Jas saw

associated the biblical narratives of the Israelites winning the wars and the rejoicing after, she
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compared it to the army band nowadays in Israel singing and performing in army bases, [ 721 77
NAAPR IX°1 DOORW TR DY 77100 20°0 w07,
e [nteractional competence
While speaking with Jas she viewed Rubin's painting, The Artist Family, sad and longing for unity.
She felt that the artist placed himself on the side of the painting to emphasize his estrangement to
the family, yet his longing for being together with his family.
In Which region is this painting referring to? The olive trees were clearly an indicator for Jas that
this must be in Israeli and particularly in Jerusalem “near Jerusalem, Olive Mountain” [ 7> %¥
aWauirriah i¥atilza il i
Pragmatic Competence
e Ideational
Jas classified the paintings by religious and Zionist themes. She saw that every biblical story
manifested itself in the modern Zionism narrative. In Gutman’s paintings of Tel Aviv and Jaffa
Jews coming from Europe to build a new city Tel Aviv, Jas sees this act of return from years of
wandering in foreign lands. The boat is a symbol of Aliyah (Hebrew word for immigration to the
homeland), the children building sandcastles symbolizing the rebuild of a country, while the camel
in the painting is identified as a transportation and labor of the current local means.
e Heuristic
Jas quoted the phrase from the Torah about the state of Israel “The Land of Milk and Honey”. She
claimed that Israel's abundance in agriculture is tied to this blessing from the Torah. She added
that the Israeli innovations in agriculture and the aid they give to underdeveloped countries in
conserving energy and agriculture is seemingly connected to the rich soil. She expressed her

opinion about the reason Israeli cuisine is rich with fruits, vegetables, cheese, milk products and
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bread, because Israel was blessed with the Shivat Haminim seven types of species. Therefore, the
Israeli diet includes a variety of grains, fruits, and vegetables.
Jas also envisioned the wave of immigration to the Jewish homeland as a step towards the
fulfillment of the destine people returning to their homeland. She wishes to see many other
displaced populations in the world find their peaceful land so that they can thrive and build their
home.
e [maginative

In Rubin’s painting about the Artist Family, Jas imagined a death in the family. The black
garment is an indication for mourning, and she thinks that the goat is a sign for peace that was sent
by God to comfort the family.
In the painting of Simon Shabbat in the Kibbutz Jas imagined that some of the discussions among
the young families will be pertaining to how to expand the kibbutz, create new families, give tips
about child rearing, and tell them biblical stories.
[ 7,001 0°27 M2y KRN anewn 0P TR Oa9W 0°72°7 DY O7°1°2 01270 UV MANIY AwIn IR
02277 XY 077 OR 1273W3 0920 27072 1790 2°727 ,MA0 0990 P91 0w AN .0a0W AWK oy
O7°72°% 090K O3 DAY 2WIT IR TNV 2NINAR WY 05w YIPa TR DY 0°1271 07 ,0n0w 207900 oY
7"INnn 2OMD0"IN AW DAVAMT PIRT DR 199 1970 0779w 070 7). Despite the modern culture
portrayed in the painting of the kibbutz, Jas added the importance of telling biblical stories to the
young generation on Shabbat in order for the children to value the promised land being revived

after two thousand years.

Jas was able to make predictions and draw from her biblical knowledge ideas to connect to
the current Israeli culture. She claimed that the historical knowledge she gained through the

painting of the young pioneers coming to settle the homeland helped her to understand the various
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styles of living in Israel (kibbutz, town, city). She felt that she was able to effectively engage in
communication within a particular linguistic and cultural context, which involved not only
understanding the linguistic aspects of a language but also grasping the social and cultural aspect
of the communication.
Case Study 3 - Sin

Sin is a graduate student who originally came from Turkey to pursue his Ph.D. in the USA.
During ethnographic observation and face to face interviews I noticed that his vocabulary usage
was very impressive and solid. His first visit to Israel was in the summer of 2023, he has no Jewish
background or any affiliation. In his description that reminded him of his home and culture in
Turkey. He shared the similarities he found of various iconic symbols that appear and reappeared
among various artists. For example: the scenic view with olive trees in the Jerusalem mountains
and the Galil mountains, the pomegranate that was seen in Rubin and Gutman paintings were also
a reminder for Sin about the custom for the new year in Turkey. Sin described in detail using
adjectives such as colors and feeling to deliver his ideas in the most concise and clear way. When
he was missing words, he was explaining the idea for example: for the Torah he said “it's a religious
book that Jewish people read from” [2°XMp 277> 2WIRW °n7 790]. Sin demonstrated creative ways
to explain words when he struggled to find the exact word. He picked up from the paintings the
historical moments for the state of Israel. The kibbutz concept was a completely foreign concept
for him. However, he described the pioneers and the life of the kibbutz very clearly and was able
to transmit the ideological drive that the firstcomers had by looking at the art (e.g., Yohanan
Simon). Although Israel was a distant culture for Sin, he found several common threads that
connected him to Hebrew and Israeli culture and history. He added that acquiring Hebrew helped

him by “overcome this mental barrier ...and explore the many connections between Israel and
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Turkey and between Turkey and the wider region”. As a result of learning historical and cultural
anecdotes and perspective, Sin became curious to explore the history of the Jewish people in
Turkey. He stated that this learning helped him to trace the impact of the Jewish culture in shaping
the Turkey nation and identity.

Evidently, for Sin the opportunity to study Hebrew through the prism of culture and history
using visual art brought to fruition the exploration of learning Jewish history. He expressed
curiosity which led him to join a graduate certificate program in Jewish Studies at the University
of Southern California. Currently Sin is a PhD studies in Political Science with an emphasis on the
Middle East.

Sin expressed his emotion of sadness and happiness while he discussed the paintings of
Rubin’s family portrait. He felt that in Pre-mandate Israel the European Jewish immigrants were
presented as serious and rigid with a sense of duty. While in later years after Israel became an
independent state, the characters in the painting looked carefree and happy.

e Linguistic Competence

Sin described the paintings by using the correct form of verbs according to the gender. For
example, in Ruben’s family portrait, he used he or she and the matching verbs when he discussed
the painter's mother versus other family members. He used adjectives in agreement with the nouns,
for example: he used the word pioneers or immigrants and added the noun young [ 2°7°9% 0°¥19n
o1 W], He interacted with the ideas and topics presented and demonstrated word choices
pertaining to specific details. He summarized the content in past tense describing artist biography
and life achievements [ nWY X7 720 07 TWHA...NAR DY 7747 XO7...70P0 70D P92 YRV 7771 R
0°%091 071X 7127717]. In the writing Sin used the tenses carefully, he navigated between the present

and past tense with an ease, as if he was not making a conscious effort. In his earlier writing the
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use of possessive nouns was not precise however, with times he demonstrated more accuracy with
nouns in possessiveness and compound nouns. Sin Identified characters in the painting and
described their look and emotions, in certain paintings he questioned the position or specific
symbols, he was showing curiosity to explore the language and the relationship to the land of
Israel. He was able to use variety of verbs and formed coherent sentences describing scene in full
detail “women taking care...they are resting during a warm days, sitting under the trees and talking
with other families...it is interesting that only the girls are held in their mothers’ hands” [ mm1 17
n m7» P PPV At 2°77°2 N175UN DOWI .MINAR MADWHAN DOWIR a¥ NN 2OXY NN TR 2910 012
SW 0%7°2 1772w RAKR].
Sin demonstrated sufficient control of speech using the appropriate tense, agreement between noun
and adjective including the irregular nouns, and comprehensible sentences with appropriate
conjunctions.
o [Interactional Competence

During a conversation and language exchange with Sin I noticed that he selected his words
carefully and was sensitive to a particular linguistic concept. He used words and phrases such as:
“it sounds good to me, I am ready, [ am not sure, with pleasure, no problem”. He wasn’t only using
the words but rather grasped the social and pragmatic aspects of communication by showing
politeness, patience and understanding nonverbal cues. Some of the nonverbal cues included facial
expression (smile, shocked, surprised), body language and gestures. These cues seem to be aligned
with similar cultural cues that sin experienced in his homeland. During class interaction with other
students conducting role play he often grasped the ideas quickly and was able to play his part very
accurately. He used body language like many Israelis, sitting comfortably on the chair and seeking

to reply by asking “so, what do you say?” [ anX 7 18 ,11?] he nodded for agreement and
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approval. Sin loves listening to Israeli music, he picked up chunks of language from songs and
implemented them in the conversion. Sin was aware of the social factors that influence the Hebrew
such as: the use of fewer words and combining the nouns with suffixes that indicate possession.
His awareness towards gender was apparent throughout the discourse, he corrected himself and
asked for reaffirmation when he was not sure.
He knew how to initiate, maintain, and end conversations effectively. This includes using
appropriate conversational repair strategies when communication breaks down, such as asking for
clarification or repetition.
Pragmatic Competence
e [deational
Sin was able to generate and express his ideas effectively about the different scenarios he observed
in the painting such as: the first Passover in Jerusalem, Jesus and the Jew, the early days of Tel
Aviv. His ideas demonstrated conceptualization and synthesis pertaining to the cultural symbols
and ideas presented in the paintings. In one of the paintings by Rubin of Jesus and the Jew he
compared the idea of Jesus' rebirth with the idea of Zionism of rebirth of a nation.
Jesus was born again after he died, it is similar to the concept of the Zionist movement about the
land of Israel.

[PRIW° YR DY NOI1XT AYNA SW N0°ONY AMIT AT ,I091 RITW IR av0 T 79 Ww].
Additionally, Sin noted that the young trees in the background symbolize the young pioneers who
ideas that homeland, the land of their forefathers, his contributed came from Russia to settle their
capacity to evaluate critical thinking by showing He used .were well informed and meaningful
and analyze ideas, and information critically. Sin articulated his ideas coherently and persuasively

through various modes of expression such as writing, speaking, and visual representation. In one
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of the paintings of Rubin he compared the idealism of the new pioneers with the Christian
ideology. His claim that the painting attests the Zionist ideals of collaboration, togetherness, and
community, although the painting is about the pioneers it has a religious aspect of rebirth -- Maria
MYRWwn W° 2170 2¥ 1RIW MONY ...00a0 QY TP TR 10 210 2°9RTR By T1%n] and baby Jesus
Sin grasped the historical aspect of rebuilding the homeland through communal farming .[nn7
and agriculture as being a paramount of Zionism. In many of the paintings he observed, Sin
associated the idea of fertilizing the land and bringing vibrant life to the desolated land. Although
Sin came without cultural or Jewish background, he demonstrated readiness to adapt refine, and
revise ideas in response to new information.

Oaw °% R0 03 07 .0°WAY NN 2732 ONIR DOWIRD W .TAY0 22910 Nea 2010w 20 20T Y]
Rabipdraio Ty fa)37ala)

T .71%AN2 AR 712702 MW MITA NINDWR W1 HRIWS N7 DW TP OINAR 14T 713 IRND 0N ,NYTR
TITAN NPNNN2 DN IR DY 20PN XD Oaw 02 ARl .

e Heuristic
From experiences in and outside class Sin gained experiences of various ritual symbols and
historical themes connected to Israel’s culture and Hebrew language. Sin recognized and
internalized grammatical patterns and structures within the language. This enables him to predict
how sentences are formed and comprehend new language inputs more efficiently. He made
educated guesses about the meanings of words or phrases based on the context in which they
appear. Sin used contextual clues from surrounding words, and visual cues to infer meaning
without consulting a dictionary.

Sin was able to make predictions about different scenarios based on the knowledge he

gained through his Hebrew courses. For example: one of the questions that he was asked to think
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about was what the people in the early to mid-1900 would be talking about in Israel. His idea was
that in the painting by Simon Shabbat in the kibbutz the people would be likely talking about work
in the fields, agriculture, relationships in the kibbutz, their family outside the kibbutz, work
schedule, and daily matters.
[Anown Sy ,712°p2 2°0M° DY ,MIRDPI 2¥ ,aTWa ATay HY 00w 00790 Y 0277 0°913° 0n DRI 79102
T12°P2 onw ooxaT MY O ,0%n1rnY 0027 Yy L, 1avpn Ynk onaw].
When talking with Sin about the different ideas and thoughts pertaining the paintings, he was
able to navigate the complexities of the new language efficiently. He describes words and feelings
by expressing his genuine interest in the culture, he adopted phrases “such as” [[?wn? to explain
his thoughts. He felt empowered by actively engaging with the language, draw connections
between linguistic elements, and developing communicative competence in real-world contexts.
e [maginative
Sin showed capacity to mentally visualize and imagine scenarios, concepts, and
possibilities, by exploring ideas and generating possible scenarios or outcomes. He often suggested
metaphorical and symbolic thinking to draw connections between seemingly unrelated concepts
and ideas which fostered creativity and insight. [ 7N 227277 17 27 ,"MW2IY AT DR APWA 777 X OX
D272 17 077 0°72° 2W 190 N2 KV N1, MITAR NN Y1012 DY N ,NT ¥ N, 7Ny DY a0, ap0wohn by
MR MWTa %Y 002w 029k 5y AN,
Sin expressed ideas that could have happened or might have happened, he elaborated on ideas
based on the circumstances, the historical era, and his personal wish. His matured thinking as a
doctoral student was expressed through given different scenarios and absorbing the sensitivity for

the historical events that shape the Israeli culture. He pointed in many of his description and oral
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discourse the local people [a»mpn owiR] for Jews and non-Jews as influencers for the new life
that was growing and flourishing in a pre-state.
Case Study 4 - Lee

Lee was a participant during his undergraduate year at USC, he is 21 years old. Lee
embarked on learning Hebrew formally during his college yearsto pursue academic and
professional opportunities. Despite his basic proficiency in Hebrew, Lee has made significant
progress through formal instruction, immersion experiences, and self-directed learning. He
expressed his ideas coherently during my face-to-face interview with him and ethnographic
observation. He used present tense and past tense alternatively according to the specific prompt
and produced meaningful ideas using vocabulary that he associated with the historical
development of the state of Israel and the cultural symbols. Lee's multi-cultural background has
been a paramount in his life. His colorful and diverse family background has led him to appreciate
the multi nationalities and languages around the world. He appreciates multi-faceted communities
and takes pride in sharing his colorful and diverse background. During high school he studied
abroad in China and became a fluent Chinese speaker that the native Chinese people were
flabbergasted to hear and see a tall young blond speaking fluent Chinese. His love for his paternal
grandparents and their history of immigration to the land of Israel instill in him the passion for the
Israeli culture and language. In every sentence he spoke his eyes were glistening with passion. He
reminisced on many visits in Israel that were memorable.

In one occurrence during a class visit of an artist, Ruth Weisberg, who shared her
upbringing and love of painting Jewish art. He found the encounter with her very meaningful.
“I am big fan of her... her father changed his name (to hide his Jewish name in Chicago in 1930)

to be become an architect” [22°77R N2 270 1AW DR AW 77w RART ...7°0 7 7ovn 2R]. Lee loved
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her idea of painting mainly Jewish themes that were influenced by classic art “you can see that
nothing is empty...everything is breathing” [aw1 9377 ,p1 X% 727 2ww MRY? 7120 anR]. Lee
appreciated the many exposures to study Hebrew and culture through art. He gained new
perspectives through his curiosity to explore the language and all the aspects pertaining to its
history and culture.
o Linguistic Competence

Lee's writing and oral discourse demonstrated the ability to use syntax and semantics
appropriately. In the following example Lee described the emotions of the people in the painting
and used the verbs (present tense) and nouns and adjectives appropriately. He used compound
noun “border cities” [2123 *Ww]. Lee showed solid language command while he was engaged in
writing or in conversation, he was able to control his word choices as well as navigating between
the present and past tense.

PIXR)PI MNDW DRI ANAN2) P71 07 NRT 212,102 W 2w XD O3 07 .93 INIRA 47
DRI 71007 19 107218V 2OWOAIN D2 ,0007 M) KD O3 11102 DOWIRT 99 .19V 229300101 20T MR VA
DUORW DOV DY TN L0107 123 v annonn 0 WOy 0002 00 PRY.
In this example Lee constructed sentences according to the rules governing the structure of
sentences in Hebrew, which included the correct syntax (word order), morphology (word
formation), and semantics (meaning). In the painting small girls, without parents, can see how
good friends they are and enjoying their childhood. They just stand with flowers ...it's hard to see
their faces, but it's possible to see that they are blushing...maybe with happiness. It reflects their
good life in the Kibbutz, and the life without fear. [ m12m 1712 ©°X171,0717 °%2 ,mavp MT2° 7102
17w NIRT? WHOR ,22R ,17PW 021977 DR NINT? WP ....0°0° QU100 OV MITAW P 1T .39 NIT9 M1 N

0°7MD 92 0°°17 DRI LPI2P2 092 0°°17 DR Apwn 71 .anaw av... ,mpaon]. He used sentences with the
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correct word order and embedded phrases such as: “it's hard to see their faces... it’s hard to say
when the picture is... maybe it’s during famine or hunger” [72 fwp 73%N0 HW 71807 DR 73w 71K
QYW ARnPn YW AT 70 ar 2R 9ar ,oon). Lee showed understanding of how to use syntactic rules
including how to form phrases and sentences with proper word order and agreement. His
description of the painting was cohesive with complex structures such as subordinate clauses “the
refugees from the border cities that don't have houses now” [2123 *7yn DR DW9O7 PRY 072
a°n1]. During interviews with Lee, I observed that he self-corrected his speech, in one incident he
switched between the words listening and hearing. He maintained a coherence and signaled
relationships between different parts of the text by organizing his ideas logically. In his
interpretation of Yossel Bergner’s painting, he demonstrated syntax and lexical knowledge by
selecting words that maintained a cohesive discourse. “This picture was painted in light and happy
colors. “In the background three are few rounded treed and houses just like kibbutz houses”
[Y12°p] °N2 %0 2°N21 DO9NY DXV RD WO YR .0 0°7°72 0°YAX 71X NNTT AN, Lee’s oral and
written discourses signaled his linguistic competence, which was fully represented in his

knowledge and abilities to effectively communicate ideas through the different paintings.

o [nteractional Competence
During interviews with Lee, I noticed that he was initiating questions and asked for
clarification appropriately. He was careful about turn-taking and repairing misunderstandings. He
grasped the social norms governing politeness and respect in communication when discussing
sensitive topics and asking for his personal opinion “how was [...] when you grew up?” he was,
expressing gratitude, and empathy which maintain the positive interactions. Some nonverbal
Communication such as: facial expressions, body language, gestures, and eye contact to convey

meaning and regulate interactions were common during all my interactions with Lee and his
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classmates. Additionally, Lee showed understanding cultural differences, he compared the
different cultures he was accustomed to and learned about. Topics such as: work ethics, hospitality,
food, and social life came in several of Lee's discourses while he expressed appreciation for
cultural differences.

Lee willingly participated in interviews and language activities. He worked in class with
various partners, and always volunteered to assist any student who wanted to engage in Hebrew
conversation. His flexibility and adaptability to any scenario or situation was evident through the
several interviews, cultural sensitivity towards others when negotiating time and places for
meetings, and his passion to advance his Hebrew skills so he can have a lengthy conversation with
his grandparents.

Lee is an effective speaker. He always paid attention to different cues and reposed
appropriately to messages and prompts.

Interactional competence involves the ability to understand and empathize with others'
perspectives, feelings, and emotions. Lee’s interview evidently reflected his sensitivity to the
emotional tone in the conversations, and his appropriate responses with empathy and support. In
painting of kibbutz lifestyle, he connected to the current event of the atrocity of October 7th, 2023,
in Israel, and added that if it was in today's world the kibbutz’s families in southern Israel would

have been talking about the safety of the children and those who perished.

Lee's understanding of cultural norms, values, and customs were reflected in his description
of Reuven Rubin’s painting. He addressed his Interactional competence by incorporating cultural
sensitivity statement such as people from all background that are willing to share space together.
He demonstrated ability to navigate cultural differences in communication styles, norms, and

taboos when he discussed the various nationalities of Jews and non-Jews as they all gathered
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around the table for the First Passover in Jerusalem. He carefully depicted the dress codes of every

religion; Jewish, Christianity and Islam. He described the clothing and the differences in styles.

Pragmatic Competence
e [deational

Lee espoused a mastery of vocabulary, grammar, and syntax to express and to convey
information. He shared knowledge, described experiences, and discussed abstract concepts in a
clear and coherent manner. In a story about a girl who works in the dining hall in the Kibbutz, he
included information that he absorbed about the lifestyle in a kibbutz. He visited a kibbutz in Israel
and was very inspired by the lifestyle of the kibbutz, “Early morning ... .and starts her day. She
has a busy day....” [ Q17 .72 P10y 0 72 @ 09w 27 DR 7200 anp 0 L,Yaw avwa P23 a1pn
7M°2 29 MR 219K 2°K2 PI12°pa DOWIRT 9oW °197 MpIR) Pwab 15°78 X .naw 27 - whw av]. Lee’s
visit to the kibbutz in Israel shed a tone in his writing and oral discourse about the dedication and
devotion for work and the community. He described the workers as tirelessly working and not
complaining, willing to give the utmost that they can. Lee effectively communicated ideas he
shared about a variety of Art content that was presented to him. He used compound noun such as
“the kibbutz houses” y12°p11 °n3, “from every corner of the world. 221w Mo onlee was using
words with the appropriate semantic meaning such “old city of Jerusalem” np nyi 7°vi, while in
beginning he was applying familiar sound on Hebrew words — he transferring sounds such as :

PP0IRT 'Y (antique instead of ancient).

e Heuristic
In Rubin’s painting ‘Family Portrait’ (image 1:1) Lee suggested that the characters might

be feeling sad and despair because of the historical context during early 1900 in the world and in
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Pre- mandate Israel. He possessed sensitivity toward this historical era due to wars, persecutions,
and displacement. Lee was able to utilize the strategies to interpret, understand, and produce ideas
about the characters and events in the paintings. He absorbed the idea of a family who was uprooted
from Europe and settle in a new land. He grasped the ideology of the pioneers (image 2.1, 2.2)
who flees persecution and came to fulfill a dream — rebuild their ancestral homeland. In the
painting of Rubin describing the first Passovers (image 1.3), Lee depicted the life in Jerusalem in
the early 1900 - The multicultural demographic that was present at the time in Jerusalem.

Lee was showing flexibility as he was navigating through different tasks, orally, written
and listening. He made comments about songs he listened to and how some of the knowledge he
acquired in Hebrew helped him understand the music more precisely. He was posing question
during interviews and class participation without hesitation. Moreover, Lee was willing to
experiment with the language use and take risks in order to test check for understanding and
improve his proficiency. Lee’s writing evidently reflecting on his ability to demonstrate creativity,
employ novel or unconventional strategies to overcome communication barriers and express
himself effectively.

Outside the formal classroom teaching, Lee was seeking opportunities to engage in
Hebrew. He attended different speaker events such as: Israeli descendent of the revivor of modern
Hebrew, Jewish artist presentation - life story and art collection. During these events he inquired
and reflected on the biography and stories of the speakers. In his reflection about the Artist’s
presentation he wrote “Ruth studied Art in in Italy and she experienced the European
culture...when she was a young girl her family had a house in the plains of Indiana in a socialist
community just like a Kibbutz” [ ,77%° R7W2...N°ROIVRT MIAINT DR MIADYL. TOVRI MR 7742 M

aN12 2P 07 O 7 WO MINNDUTIY TINKR RO 71200 1D NOW0UHRIRI0 17°npa v ahw anownt anvil.
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Lee transferred knowledge and skills from other learning experiences, leveraging similarities and
differences between languages to aid comprehension and production. He took initiative in his

learning process, for practice and exposure to the language outside of formal instruction settings
by following tv shows in Hebrew, watch Israeli films, and keep a strong connection with his family
in Israel.

e [maginative

Lee Imaginatively wrote and told a story about a girl who lived in the kibbutz by describing
her duties on Friday as she prepared a big Shabbat dinner. He imagined her making ten big loaves
of Challah [m%n qwy mMar? 757 &7 W w "»° 931]. For Lee the painting sparked a thought that led
to write a creative story. He interpreted linguistic input creatively through the painting and found
the painting igniting his imagination. In another painting he saw a green field with flowers and
was inspired to write a story about people living harmoniously under olive tree. The olive tree
symbolizes the land of Israel and the Mediterranean. He hypothesized a situation and used future
tense to describe his plans whether one day he could live in such a place.

Lee used Chagall’s paintings to write a love story based on the image that portrayed two
faces looking at each other at night. He used his imagination to create a short story between two
lovers reminiscing on the past. The story included two different periods of time in the lovers’ life.
He wrote “when you died so do I, today I can see you only in the dreams...last night we laid down
under a fig tree ...the moonlight danced on your face...I love you” [ 7 2»i IR 03 ,nNRWD
TMIR 27N CIR...TOID] DY TP 770 NIRLLTIRDT PV DOND 120w 72792 Dmnk...niana. It is evident that
Lee’s imagination sprouted through looking at the art, he was able to imagine situation and stories.
The following sample coded according to the criteria of functional approach and how the writing

exemplifies pragmatic competence.

-210 -



6.7  Cultural Competence Analysis

In the painting by Ruben Madonna of Unhoused from 1922 Sin described the characters as
farmers in the field during rest time in the of Israel [2°n3 AW 12 77W2 2°RPPA XMW %], The
warm colors of the painting help feeling the warmth of the sun employs [ 2°001n 217 077 71°¥2 O°Yax
wnwn YW 0 DR w17 2Ny o). Sin expressed his idea of pioneers in the land of Israel that are a
national symbol. However, he claimed there is a religious symbol presented in the painting which
is the baby below the Madonna. In his opinion the baby symbolizes Jesus [ 03 w° 2°%1711 59 71%n
nnT? *nT mynwn]. He claimed that the boats in the background serve as a sign of immigration to
Israel, therefore these are pioneers that work the land. His idea expressed through the lens of
Zionism and community in the land of Israel. He said “this painting is about Zionist ideas...being
together with friends” [0°72n Q¥ YR 72 TIN%2 1D D2IPY DORTR O T3], but he gives it a
religious annotation.

In the painting by Ruben 1. 4 Jew and Jesus, Sin expressed the idea of rebirth for people
and homeland by using Jesus as a symbol of rebirth and the Jew as a symbol for a diaspora Jew.
The two characters in the painting are manifestations of rebirth. The view of a Jew in traditional
clothes that look sad and old [2»nmon o°732 W™ 2xY]. From a heuristic approach Sin compared
the Zionist approach with early Christianity, the rebirth of Jesus and the rebirth of a Jewish nation
in 1900 [ neavea 70°n% 9217 A7 ,7001 XIw AR avd 7w 11 w°]. He widened the idea from
pioneering as a sign for beginning to Jesus as a sign for a new religion. The historical background
that is used to express and discuss the images by Sin reflected on the Jewish narrative of 1900 of

new immigrants coming to farm the promised land.
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In the painting by Yohanan Simon Shabbat in the Kibbutz Sin described the feeling of
exuberant and calmness. He elaborated that the feeling of tranquility as a style of living is portrayed
in the painting. The characters in the painting might be discussing their lifestyle in the kibbutz, the
daily schedule, friendship, relationship, work in the field and agriculture [nXr7] 79302 0°912° on
DI MY ,an0Wwn ,712°P2 200N ,MIRDPA ,ITWA 7712Y...0072° By 0270,

In painting 1.2 Pomegranates by Rubin Sin described the painting by seeing [the
pomegranates by Ruben doesn’t give a good feeling clouds, it doesn't look like sunny day, can’t
see the sky (he wanted to say it's foggy), it's not a good feeling the background is not clear,,
pomegranates symbol for family in this home].

0727 ,07RW DR NIXT? 9127 8D IR .00V W° ,5Wnw 2P 10 AR XY 77,210 8?2 Wi 17210 127 2w 2°0n)
ST D22 AnownY Hno 2°1m LN KL o5 vpo2

2). In the painting by Maurycy Gottlieb Torah Scribe 1876 Al described the scenery related
to the Jewish festivities. In his view the event in the visual is during the days of awe, the crowd
that gathered for praying included children and women from all ages that alludes to a holiday time.
In his opinion the congregants are Ashkenazim’® because the way they are wearing their Tallit’’.
He used nouns and adjectives to describe the people and the place “There is sunlight from the

windows but not a lot, the synagogue is full and crowded. Everyone has a tired face. And maybe

70 refers to a people and a country bordering Armenia and the upper Euphrates; listed in Genesis 10:3 and [ Chronicles 1:6
among the descendants of Gomer. The name Ashkenaz also occurs once in Jeremiah 51:27 in a passage calling upon the
kingdoms of Ararat, Minni, and Ashkenaz to rise and destroy Babylon. Scholars have identified the Ashkenaz as the people
called Ashkuza (Ashguza, Ishguza) in Akkadain.. According to Assyrian royal inscriptions the Ashkuza fought the Assyrians in
the reign of Esarhaddon (680-669 B.C.E.) as allies of the Minni (Manneans). Since the Ashkuza are mentioned in conjunction
with the Gimirrai-Cimmerians and the Ashkenaz with Gomer in Genesis, it is reasonable to infer that Ashkenaz is a dialectal
form of Akkadian Ashkuza, identical with a group of Iranian-speaking people organized in confederations of tribes called Saka in
Old Persian, whom Greek writers (e.g., Herodotus 1:103) called Scythians. They ranged from southern Russia through the
Caucasus and into the Near East. Some scholars, however, have argued against this identification on philological grounds
because of the presence of the "n" in the word Ashkenaz. In medieval rabbinical literature the name was used for Germany...
AP prayer shawl. The tallit is worn by males during the morning prayers. The custom of wearing the zallit differs in many
communities. In the Ashkenazi ritual, small children under bar mitzvah age dress in tallitot (prayer shawls) made according to
their size, whereas in the Polish-Sephardi ritual only married men wear them. In most Oriental rites, unmarried men wear tallitot.
Before putting on the prayer shawl, the following benediction is said: "Blessed art Thou, O Lord, our God, King of the universe,
who has sanctified us by Thy commandments, and hast commanded us to wrap ourselves in the fringed garment.
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they are thirsty because of the fast and they were there for a long time” [ 22X ,mnonnn waw MK w°
TR JAT QW 1Y DINT 0D DORAY 077 09I .D0D%Y NI DOWINT 237 W LWITN W NDIT N°2Y L7307 K7 . Al
used of the verb see [7X11] when he made a reference to looking at[?5non], although the distinction
between the two verbs was not use accordingly, Al used pragmatic knowledge to express his ideas
about the type of gathering, the congregation is possible topic for discussion among themselves,
and the women position in the visual image as a symbol for their status. “There are many women
above the men's section. They talk together, with their opinions and feelings. Although they are
separated, they are important to the visual.

799 9 AR IR MWANT MYTR Ay, 712 MN2TA 1 3000 9702 2012 Yn 00wl mana oA we] [LmTom
1 71MNY M.

3). In the painting by Reuven Ruben 1.1 Family Portrait 1926 Jas expressed her idea about
the artist position as it relates to the rest of the family. Based on Jas’s biblical background she
expressed her pragmatic knowledge and claimed that the gray goat in the visual is a sign for a
sacrifice. The goat is staring at the artist specifically which might be a sign that the artist is the
sacrifice in his own family. In her opinion the goat reflects on the artist’s feeling as an outsider
and abandoned. Yet, the artist finds comfort that this is according to God’s will. Jas interpreted the
idea in the painting by using her biblical knowledge and undoubtedly belief in God. “The most
important ...the fact that the goat concentrates on the artist...the goat symbolizes the sacrifice of
the nation of Israel...and the feeling of the artist....”
0PN NAOWN 2122 K71 112772 92 7712 AYIOK 1YW 772957 X177 NADWHAR 27X DR TAY N2 W0 7377{]
71N TV 1272 MRk DKW TIW3A a0 YIRS Ova XUA DR NRWIT 127IP0 10O DR 1R 1ywn ,7"Ina
DY 9721 RIIW 7Y°T°2 O0INA R LNRT QY L0 WO R, INA0WN DW 71120 L% YW WA IR 9000

[.a1 1 ponh DOmIvR T
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Jas thinks that the olive grove background is alluding to the artist family, trees represent
family and the many olive trees might be a sign for the future growth of the artist’s family. The
idea of family is central in Jas’s description, she defined the symbols and their relationship to the
artist’s life. The familial theme and the biblical theme are clearly expressed to define the artist's
melancholic expression.

DD O3 OF DXV NAOWN O 97X 19°7 XY 7701 W0 73807 S9N ORI 2O 00T Yo R a1 v
[L9w "Anownn Yy 9% SW 1O °197 WY 0°277 MTITT DR 031 0°277 DT XYY, Mnown?

4). In the painting of Reuven Rubin, The Family Portrait Lee composed a story about a
family that immigrated to the promised land and seek to establish a new life. His idea about the
daily business was inspired by the olive trees, he imagined that the family opened an olive oil
business. In his story he compared the changes that the family have gone through living in Israel
through the style of clothing. Lees expressed the change from a traditional family to a westernized
family by comparing the style of clothing; the traditional clothing that the grandmother is wearing
versus the western style clothing the painter is wearing. “They lived in the Haifa Mountain in order
to grow olive trees and prepare olive oil” [n°7 12w 193721 ©°n°1 9722 >72 719°17 °372 173 071]. In his story
Lee imagine that after ten year the daily has prosper and became westernized, his imaginative idea
is reflected through the type and style of clothing seen in the painting, “they wear western
clothing.... jeans and tee shirt.... jeans are easier to work in agriculture...mom wore pants and
tank top because of the strong Sun. But grandma wore dresses since she is traditional” [ 2>w21? on
020101 WA XNX .NIR?PI? DO 7277 013 90397 119277 O .0 NIX?IM 0173 °0197 W27 ... RIX "2y 0°7A2
N°NT0M N AN RA] D MYAY Awa% N1 RN20 DA LRI PR wiaws 03 1°01.In another painting
Lee expressed his wishful thinking to buy a small house in the nature with his lover, and to walk

under the stars eat cheese and drink wine. He created an imaginative scenario that the painting
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inspired him. [*2w 7278 0¥ JUP N°2 "IPR °IR QW NI97 PR VTR 717 PP 0K IR a8, 92 2210 O 970l
0°221377 NN DITR 10 0w 72023 DRI UMK 72°7 90 090 0°19° DR MR1Y o).

In the painting of Rubin, The First Seder in Jerusalem Lee described the facial expression
in the painting as gloomy/despondent. He sees the mix of religions in the painting as a symbol of
unity and a reminder that Jesus was a Jew. Lee interpreted the background of Jerusalem as the root
of Jewish culture and history. “So, I think the background of Jerusalem is to remind ...the root of
the Jewish people as our cultural center. To have a Seder in Jerusalem its out merit” [ *37 52 ypan

DTN DOWIRT 2w MIST NRT 22OV 272 270 MWYY 10w MATNT W 1A DR IRND 229U

Samples:

Case Study #1 Al

(Q"7012) NXN ATA YD
21N ' TAX RN DNTY YT X TR DTN YD X NNTA "IN .N01D N AN NINN
ITIDYN DNY VTI' "IN .0'WA1 D22 ,0'7'2 D20 OV ,N01D N 0'TIN'NANN W' .0'X

.DN7¥ NIN'?00 DX 0'wal? 0Naan 'R 77 n

119 D'WINN 707 W' .WITAL )IYN NO1DN N'Al 2N X7 7aX . Nni7nnn wny 1IX v

IN 72X ,NMINN DX 2'ThN 21N .)NK AT DY I'NIDIXD D 0'RNY 0N Y7IX .09y NN

YAI7Y TNK N2AY' .D'YNIY DINND D'WIRD 72 K11 Nn'd AW 2, Tn'7n X7 X
NX T7' W' .I'UDY NI NN K7W NN L7012 70001 RIN NI KIN Y7IR TR NIYAY
Y XIN D INY wal? X7 KIn 72K ,0M220 0Y XD .DAINT 'y walzwunnian 197 1
.0M2an 7w nndInY pn XY T

NIYAINNI NIYTN DY , TN NN [0 .[07¢ 901 DN 7yn D'wa NN DA W'
N'D D707 NN DA D'WINN NNX .DAMN7 DRIYNIN NIMI9Im |0 'S v X N
NN 7V D2 0NN DT AIYN DA XY on ,wyanl TNoN NN A kN

.DN7Y Wy "7 N YT IRTN NYIRN 7R ,NNI

Codes:

1. Identify and describing information — there are many Jews in the synagogue from all
ages, there is sun light seen through the window, but not a lot, the synagogue is dark
and full.

2. Expressing Knowledge — I know they are Ashkenazi because of the way they wear
their prayer shawls.
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3. Expressing thought — there are many women above the men...I know they important
even though they are separated.

4. Expressing emotion — the people seem tired

5. Constructing Discourse — express opinion about the situation of women and men role
in the painting.

Case # 2 Jas
Painting by Reuven Rubin 1.1 the Artist Family

WD MEY DR IR ORI ANTOWAN PR L,ORAYA WY YT NN 1PAR LIAR OV RIT 0% W anown 1
INADWR 12 NYAPWA TN 270 1YWY 1Y ,0°A17 2°RN1 290 021977 MNNA PRAw N1NAY ANNDWwR Y12 IRWH
INWD 7322 Y122 RITLONTY AW TIRD 2122 INAOWNA 1AW T LINR WY PIA0 WD O3 K17 00NN
12772 NAWPW 27X DW MR RO T A00WAT DR WIRONY 72 .2%7 N1 20RNNT L0010 .10 20l
TMINONY IRDI .M 2w M 2207 TIWY 350 50w J2AW1 ,AR%IY 27 TIRDI0RA M3 DRI R .7000
727K RY QORI 0OWNT 2127 700 ARIAN.

INMOWA 2122 XYY 112°72 12 732 A7IOK TYW 7727 K17 INADWHA X0 DR T0AY N2 W0 1277
02722 MY NIRWD 7IW2 av SHRIWT QYA ROIT DR DRWIIT 1270 D0 DR N9R0n w72 .00nRa
7Y 702 Omana K17 LDRT QY LWI0I WOATD N, NA0WN PW TN L% DW WA DR Ph0n F1vana i
7T T TPONY DUMIR 70 DY 21 RINW.

D10 03 07 DOXY ANAOWA OV D73 1277 XY 77701 0T TIX0T V9N LORIWS2 20T Yo R A100 v
VW "Anewna YY' 0% SW 100 2197 WY 29277 MMNTT DR 2°3%°°7 2°2757 N1 XYY, NInown’

Codes:

1. Identify and describing information- The artist’s family: him with his mother his brother
and his sister.

2. Expressing Knowledge — the family members are dressed officially and religiously, the
artist is dressed in linen clothes, more comfortable and secular, better fit for an artist.

3. Expressing Opinion/ thought — the black dress might symbolize the spirit of death

Case Study #3 Sin

Yohanan Simon Painting

ANXY ¥R AT XI7N0 [TV INT 7RWY7 070 ,AnT1 7IND 0N AT YA NI 0'071a0 0'yaxn
NINSYN D'PN7 17NN 12W ,2'220 TR 'TIN' Y'Y 11D RN Rint,1948-1 7xaw 7w nniknxy
D'2NPI D'PNWN DNWD TINA DYINA D'X11 07101,0107 D'T7' 0V DNWYEDNDWY N2N W' NN
.0'N1 0'Yal D22 NN NN NIX DX D'YIY 0710 72X ,0220n 0'YI NI YW DIRNA .AT7 0T
DNV .D'WIA D710 . TAI X7 TNX QX .DN'T?' DYI DT DY DT DT 0'7'Thn DNX D'YIl DDA
NXINQ D'T7NANN 0N . TNYA NIRTI X IX D120 7210 D'WWIN X7 DN .07 0'X¥I7NNY D'RN
.DNMINSYn Dy yaann
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112y 78w DNYwn 0'Pn7 1'RIEDNYY 0'T7'D 7Y DN DT DN'YRND DIAITAY AWIN X
DNMINN ITAY 0T ,NNINY 0'9'0 D'P7IN DNY PN .0N7W NIIYXIN DYON IT ,0NN 0N
MYy DNV YIQ'7n 'R 7V DTN 0N L,0N%7Y 0T 7V 0ATA X7 DN OX .17TAw) DN7Y

NX DWW 17T DNT7'Y T 1" INNn 0NI9'0 DN'T7'Y7 0MIY0N DA DNY AYIN IX . TNy ANNNY
TN NYTNN NNLAIMN YIRN

DNV [DN" .0"A'YOIX NIND NATN O'XN] I'N DN7YW D119NY AYIN IR DTN 0NN ' NYX DX
D"IYY DP7N ,NYYT IX N2T? DIpnal Inwunnn 2y I D e v MIRN am 7y 0tnn
INKRT DIPN2 DNYW D' T7'7 VORL NIYTIN 2IND71 DN7Y D1I970] NINY
Codes:
Transmitting information — children, modern parents, young people with small children, the
colors in the painting
Expressing knowledge, memory, faith — it’s a pioneering era, shortly after the establishment of
Israeli in 1948.
Expressing will, expressing hope — I think the couples are talking about raising families in Israel.
Expressing emotion - Relaxed, Optimistic
Constructing discourse - express opinion about the situation of women and men role in the

painting.

6.8 The Learner’s Connection to Cultural Symbols and Images (See: Appendix F)

The participants AL, Jas, Sin and Lee come with multi-ethnic backgrounds; however, Jas,
Sin and Lee all grew up in a multiethnic and cultural home speaking more than one language.
Negotiating these complexities requires a nuanced understanding of identity and a willingness to

embrace the fluidity of cultural affiliations.

According to the participants responses collected, I observe that recognizing the cultural
symbols reflected on several factors; attachment to Israel, visit to Israel, Jewish cultural practice,
religious practice. For Lee the cultural symbols serve as tangible representations of shared history,

values, and traditions within his immediate family form the father side. He has a from diverse
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ethnic backgrounds that come together and enriched his life experience. These symbols become
bridges that connect him to his cultural heritages while he also fostered a sense of belonging to the
broader community. These symbols provided Lee a sense of continuity and connection to ancestral
roots, even in the face of cultural assimilation or acculturation to his other side of the family (the

mother side that are Christians).

Si, Jas, and Lee expressed their attachment to certain images and experience to cultural
symbols in a multi-ethnic context can be multifaceted. It was involved a process of exploration,
where they engage in some interaction through visits to Israel. For Jas various cultural symbols
were connected to her religious practice and biblical context primarily. This exploration allowed
her to understand and appreciate the nuances of each culture while also forging a unique identity
that integrates multiple cultural influences. The cultural symbols and images served as affirmation
for the knowledge they gained while they acquired Hebrew. They validate individuals' experiences
and provide a sense of validation for their multi-ethnic identities. For Al some of cultural symbols
in a multi-ethnic accompanied by feelings of ambiguity or conflict. Al never been to Israel and the
symbols and images were theoretical and distance form his day-to-day reality. For Sin some of the
images such as the Jewish food did not seem to address any connection while the photos of Jaffa,

Tel Aviv, and Jerusalem immediately clipped a memory from his summer trip to Israel.

Symbols and images often embody the values, beliefs, and social norms of a culture.
Through careful analysis and interpretation of these symbols, learners gained valuable insights into
the cultural mindset and worldview of native speakers. This understanding empowered participants
to navigate social interactions effectively and mitigate potential cultural misunderstandings. These
cultural symbols hold significant importance as they serve as points of reference for navigating the

complexity of identities and comprehending the intricate tapestry of one's heritage. Participants
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reflected on how specific symbols within Israeli and Jewish culture resonate within their own

cultural context or find equivalents to them.

In the Chart below I coded each participant and input their ideas, thoughts, and association
for each image. The objective of this activity was to assess the ideational and imaginative
competence. The answers presented in the chart indicate the connection the participants established
with the Israeli culture and history. The cultural symbols and images provided context to associate
personal experiences and religious belief. They help learners associate words and phrases with
specific cultural contexts, making the language more meaningful and memorable. For example,
seeing images of traditional foods, clothing, or landmarks help learners understand how language
is used in everyday life within Israeli and Jewish culture. The visual representations of cultural

symbols helped recall vocabulary that appeared in art such as: pomegranate, olive, pioneers, beach.

The learners corresponded to the images, objects, activities, or concepts showed that they
all associated them with Hebrew, and they could easily connect the visual representation with the
corresponding words or phrases. The exposure to the cultural symbols and images fostered cultural
competence and cultural awareness, which is essential for effective communication and interaction
with native speakers. The symbols and images evoked emotions and associations that enhanced
the cultural competence of the learners. The learners developed a personal connection to cultural
symbols, such as Israel flags, religious symbols- Torah, or iconic landmarks- Kibbutz, they were

motivated to engage in a conversation and seek more information.

This activity indicated that visual representations provided an opportunity for the learners
to engage in a discourse and to develop their language skills while expressing their own cultural

identities and perspectives. In some instance the symbols merely were recalling the Hebrew words
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and in other instances the image or symbol triggered elicitation, personal belief and reminding of
past experiences in Israel. For Al (case study #1) who have never been in Israel, his ideas were
based on the images and association with vocabulary, whereas for the other three participants the
images alluded to time spending in Israel and the different experiences they share. However, the
cultural symbols and images enriched the language learning experience by providing context,
enhancing vocabulary acquisition, fostering cultural competence, facilitating emotional
connections, offering authentic real-world context, and encouraging creativity and cultural
expression. | strongly attest that by Incorporating these elements into language instruction helps

learners develop a deeper understanding of the language and its associated culture.

(See appendix E for images and symbols description)

Image/Symbol What do I see | What comes to I associate How is this Participant
in the image | my mind whenI | this with related to my
see this photo or life? if at all?
symbol
i nun | apn (Hope) TR | R R AT | Jas
Prayer Shawl naws R | W AnnK®
a7 (Jesus) (Connect to
my belief)
SR AT faiatalvg DY PN Hw xax | Lee
Israeli Flag mpn Ty | Hope for the DI X I
oy | Jewish people aws
Happiness, hope iralalaly
for the future,
longing
ORI 937 WO awot | Sin
Israeli Flag YR summer Vacation
vacation
ORI 937 won? oo | Al
Israeli Flag (wonfreedom
vacation
DOXY 0107 | DOORWST DWONN | 2OXIPY Wp oA IR | Jas
Rapalaly RapapiziigRaghiizal 192 3 | D P annw
apAlial RIVA ORI | DOWIR MR I
DWIR 7 faYloloppeX'3le) Kibbutz | ,01%wa 12 »n
w2 27710 | The first pioneer 1N N7 AT
Date trees in Israel falpAliis
Feeling
exuberant
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1948 yara y1ap yav Sw opn vopmn mor | Lee
79N YMR | T2 TP 0T bRasiakabi o) Summer
Beautiful kibbutz | Nature palace memories
landscape
7P DOWIAR DT DWIR TR 2872 P72 | Sin
Dancing 712°22 0°112 Kibbutz visit in Israel
people Jewish people
building a
kibbutz
7°nnn2 Y10 o°1an PIvp Al
The jakairhl)
beginning of | Friends dancing
a kibbutz
Baliilakl! TWwn WX NP M | DR ONTA? WK | Jas
faruahih o>»m e nyawn oy
Pomegranates | Jewish new year oWwIn TRY L0000
Relate to 702 AT
wisdom and IR TR
new life 2987 *nonnn
ar 212 IR
IMR°127
TIWT WK NI -7277 D2k nwp 2w 70w | Lee
mwIn aonnn Fertility 0D VWY | RAR — M NT
New PR 71297 77207
beginning ww MM
jaRi M7 bt
mT7°2 510
MY -8 1901
Mmoo
71 TIWT WK o7 03 °%w maan | Sin
Pomegranate | Rosh Hashanah Jews "1™ D90
510 23 N2
v mwh
fa)h)Jakln alali
no72
W WRD mT e an | Al
Pomegranate | Jewish new year yow Jewish
Ikl Abundance Holiday
5031w oW MIRDPN 99320ompa | wp v apn | Jas
Landscape of DNWRA W AR QY X1 DWW W
the Gallil | Agriculture, first 2023 yp2 27 NX NOX
settlements. A abls!
Jesus gathers
his disciples
— 792931 | MRYPR o1 Sy awvn yRT 0% | Lee
MRPPn | Agriculture v°? | North in Israel
Agriculture Heat of the
landscape summer
mXopPn o°1°12 737 9 Sin
Agriculture oo oy

wnwIn--- NIRYPN
Close to the sea -
apricot
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Al

a7N7 DRP
VP N0 M2
Reading of
the Torah in a
small shul

mTr
Judaism

AR
Faith

my own faith
because it
reminds me of
a well-known
story of Jesus
being asked to
read the
appointed
weekly portion
of scripture in
his local
synagogue.
When the
scroll was
opened, he
read aloud the
verses in
Isaiah that said
“The Spirit of
the Lord is
upon Me, to
proclaim good
news to the
poor, the
recovery of
sight to the
blind, to heal
the wounds of
the
brokenhearted,
to set the
captives free.”

Jas

770
Torah

NEA 27 YW gt
Hw
My Bar Mitzvah

TIND SNWAANT
qwp oY M
ANXN 722

I was very
nervous

bl plvaiaRislybalivga)
ORIV IR
w9 NRMp
070 XM YW
791X

Lee

5w N7 190
mT

DWHNWH WA
55anh

Wwp Y PR
No connection

Sin

7N
Torah

aNNa DRMP
Reading of the
Torah

n°23 °n»nwd
v no1d

av anwKa

N2 5w o°nn
PEALRA)

AL

ap nyn o’
Old Jaffa

NP1NT7INT 272K On
Modern Tel
Aviv

There are
beautiful
remnants of
the Roman
hippodrome
where the
Apostle Paul
would have
stood as a

This is related
to my personal
life because |
am called as a
believer in
Yeshua to
remember
those who
have gone

Jas
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prisoner, before me,
making a dying for what
bold they believed
proclamation | in.
of his faith in
Jesus as the
Messiah of
the Jewish
people
bR faRlAbY’pY Swaonnaa | Pnacneaw ot | Lee
Jaffa —2Myn opn VW DOWINT 22X
Ralmily! 5197 7IRD 7 77 IR
Longing 1948 aw
lirdniophih! 21 CIRW 2P
Fhlval ORI TN
The | apwpw M7
beginning of Love the
immigration | restaurant DR.
Shakshukah
PN 1 SW PNV DR aw nn | Sin
Old Jaffa 5n 5w abnnnn I was there
2R
Old place where
Tel Aviv began
Al
oo N PN with 21% | This is related | Jas
Beach NP century | to my life
arowsp | Israel, where | because it
oYY | young people | reminds me of
Modernism are moving | Professor
Secularism away from | Hagit, my
Capitalism, | their religious | Hebrew
Youngsters roots. | teacher who
grew up in a
suburb outside
of Tel Aviv!
am DTN Y Hw v | Lee
2R 7N an P '7al 7 a in kATAS 211 IR D
Tel Aviv 7% | Modern city NIl 2K
Beach Summer, heat, Youth
fun Sun
nou nwp Y o°vax 21787 171277 | Sin
o1 2 The rainbow »hy
Boardwalk colors My favorite
place
Al
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29 PMaT | OPITINTIR -TIR | sadness Jews | This relates to | Jas
Western wall feel that they | my life
no longer because as a
have a Christian, we
Temple like respect the
they did Western Wall
during since it is the
Solomon and | closest we can
Herod’s reign | get to Mount
Moriah, where
Abraham
almost
sacrificed his
son Isaac. We
believe this is
representative
of God’s
future sacrifice
of His son,
Jesus, on
Mount Calvary
outside
Jerusalem
lgiNalilvant mr *19% 722 aw NI | Lee
Jerusalem wpn YW Yo mnnona >IN QW PIRWD)
western wall o In the p[ast PR oY 0N
Judaism before the | Xarb yyann "Iy
Symbolizes wars npo R oW
hardship 72972 w5 IR
112200 2°NYH
ow
SM> | 22w 22T 1mN TR P Sin
Western wall Old time photo m)li7ighl
DT DOWINY
Holy wall and
important for
Jews
Al
on naw aman | Istudied ina Jss
arown | Christian
MR | university in
Rest, family | Jerusalem in
and unity | 2016, we used

to have freshly
baked Challah
every Friday
night for our
Holy
Communion
sacraments.
Those were
very good
times. ©
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naw HW 1727 RN2D ay mo2’ a1 Lee
M7 Mon 79I anown
mnv Time to
My great spend with
grandmother family
bake big
delicious
challahs
o0 22K MIDRY °nP0%1 | MORY P RY Y Si
anoxn 2 il
Rinaualaisiy
DWW DWIRY
a)pign}
Al
Y PR | OTIDWR 7aun nod | it reminds me Jas
Chicken soup | Ashkenazi of the soup
kitchen that my Polish
family likes to
make and eat
together.
7787 N7 XN20 Sy awn N2 RN2D A 907 wp | Lee
Think of | P27 DR P> 709 P71 R
grandmother hin Related to
Holiday food
not only
Passovr
zala 2w 99w % ot | Sin
WD -Y107903 Xnxremind me
of mom’s food
% PN TIOWR 7R jaksbyafaRaimpie}al T Txn | Al
Ashkenazi food Tradition, ROW nowna
customs 17
fahiabialle) 7 1981 | 1 associate This relates to | Jas
this pastry my Polish
with heritage,
Ashkenazi because we
culture, since | have
they seemto | something
prefer very similar
sweeter foods | that we eat on
than Christmas Eve.
Sephardic
Jews
NI 7N NN W T2 anown | Lee
Donuts Hanukkah 792 28D Family
Oil, together
stomachache
fahpabialle) mrp | DWW R np A AP T RY | Sin
e
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wp w Don’t
DTIDWRY remember
3 | which holiday
9
fahkabishie} aoIn 71277 090X Al
Donuts Chanukkah iy}
Eat a lot
during the
holiday
QORI V70 | 17T ORI YR | T associate This relates to | Jas
which has | this with 21 | my life
adopted both | century because |
Arabic and | Israeli street crave this kind
Mediterranean | food and of food all the
flavors | restaurant time!
food.
QORI D070 QY0 RY 0N | DI TN IR SR 9oy | Lee
Israeli salads an | Doxbo opn v
I love warm 1N 117
Humus | XaR oy >nhaxw
2001 POKRYD | TN IRW 190 WP R 77 HORDD Sin
anp 9173 127
A salad that I 77272
always buy | It’s not big in
Turkey
DORD faRliiple Al
Falafel Salads
ot Yy 9% PR | I associate This relates to | Jas

olives with
primarily
olive oil, then
with peace,
since it was
the turtle
dove that first
brought back
an olive
branch to
Noah as a
sign that
God’s
judgement
towards the
earth had

ended.

my life
because I have
a personal
podcast and
blog called Joy
& Olives!

I included
olives in the
name of my
podcast and
blog because
olives remind
me of the
Garden of
Gethsemane
(olive press)
where Jesus
knelt down
and prayed
until blood
flowed from
his head.
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N7
Olives

017w peace
1o°n0 o
T oW Y av ma

5¥777 77
Mount Herztel

Lee

Yy oot TP TERINIOR | Sin
Olives on tree rli7iheatay)
Strong
association to
my country
(Turkey)
o't ORI PR | W m Al
Olives nonn o | Olive 15N o°
The land of Greece
Israel Mediterranean
Mediterranean
P12 DR ORI 15p M2 | modernity This reminds Jas
nORI? %1 | and me of an
Israeli qp 7P | prosperity of | amazing bagel
breakfast HRW° Vo0 | Israel café I ate at in
an> the German
Israeli café Colony of
Jerusalem,
where I ate
very similar
foods!
TP NMAR SR 9P N"a YR P12 Lee
fahh gimie] 12WH10
Israeli Café Weekend
Healthy
P12 DMK ORIV DWIR Sin
SR | P22 090 I
1°271N2 75
an oMY DWIR
Top DPN3
P12 DR Al
ORI
72w MY | the booming era | with the This reminds Jas
2°2R 7n3 of Tel Aviv in coming me of my own
I can also see | the 1920s and independence | personal desire

the very first
kiosk that still
exists on
Rothschild
boulevard
today.

1930s.

of Israel in
1948 and the
hope that
Jews felt
about starting
a new life in
an “old new
land.”

to visit that
very kiosk in
Tel Aviv one
day!
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7w 17 POTR | 72v2 2028 0N Lee
povR WP TR | Y 272K 90
Kiosk Kiosk | wan ya1
Rothchild o7 DRI
blvd %y oW 70
IahkxinlaRais bl
702 DWIR
Tel Aviv in
the past
2728 20 YW AonnT | 22K 90 aw N R Sin
T’ 2R 0 | beginning of Tel | 22w 3%°nnn
Old Tel Aviv | Aviv fakhb}
Tel Aviv as a
Garden city
Al
ST ONT WK apenvn oowr | 1 associate This relates to | Jas
this with the my life
many diverse | because it
practices of recalls
Judaism memories of
within Israel. | my first time
There are so being in
many Jerusalem. It
different sects | was my first
that dress encounter with
differently. I | people in long,
believe this black suits and
type of hat big black hats!
that the man It was
is wearing is | something |
someone had never seen
belonging to | with my own
a Russian eyes all my
Jewish life, only in
movies about
the Jews in
Europe during
the Holocaust
I | PNV YA aen N7 T amown? wp | Lee
Rali7alk 197 Ww Religious | nvih &% nwp
Jews aw family
N7 WX TIDWR Sin
religious Jew Ashkenazi
NT TINRA T N7 | MR Ry Al
Religious religion | 0»n7 XY DWIN
Jew

From the data collected I drew the following conclusions:
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e Linguistic Background:

Learners' linguistic backgrounds play a significant role in shaping their language
identities. This includes their native language(s), dialects, and proficiency levels in
each language.

Learners may identify with specific linguistic communities or cultural groups based
on their language background, which can influence their attitudes and motivations

towards learning additional languages.

o Attitudes and Beliefs:

o

Language learner identity is influenced by learners' attitudes and beliefs about the
languages they are learning, as well as their perceptions of themselves as language
learners.

Positive attitudes towards language learning, belief in one's language learning
abilities, and a strong sense of motivation can contribute to a positive language
learner identity.

Conversely, negative attitudes, feelings of inadequacy, or low motivation may

hinder the development of a strong language learner identity.

e Cultural Identity:

o

Language learner identity is closely intertwined with cultural identity. Learners
may identify with specific cultural groups associated with the languages they are
learning.

Cultural identity includes factors such as nationality, ethnicity, religion, and socio-
economic background, all of which can influence how learners perceive themselves

in relation to the language and culture they are learning.
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o Language Learning Experiences:

o

Learner identity is shaped by learners' experiences in the language learning process.
Positive experiences, such as successful communication or cultural immersion, can
strengthen language learner identity.

Conversely, negative experiences, such as language barriers or feelings of
exclusion, may challenge a learners' sense of identity and motivation to continue

learning the language.

¢ Social Context:

o

Language learner identity is also influenced by the social context in which language
learning occurs. Interactions with teachers, peers, and native speakers, as well as
exposure to authentic language use in real-world contexts, can shape learners'
perceptions of themselves as language learners.

Social factors such as peer pressure, language attitudes within the community, and
perceptions of language proficiency may impact how learners perceive their own

language identity.

o Language Proficiency and Identity Negotiation:

o

Language learner identity is dynamic and evolves over time as learners gain
proficiency in the language and negotiate their identities within different linguistic
and cultural contexts.

Learners may experience language identity conflicts or shifts as they navigate
multiple linguistic and cultural affiliations, especially in multilingual and

multicultural environment.
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71

Chapter 7: Summary, Implications and Limitations

Summary

The summary of this research will address the questions presented in this research.

¢

What does student work from across Hebrew courses at USC beginner through
intermediate reveal about the ways pairing language acquisition with Jewish and Israeli
visual art influence the development of language competences among learners?

What does student work reveal about the extent to which integration of Jewish and Israeli
visual art into language acquisition enhances the language performance of oral
competence?

What does student work from across Hebrew classes at USC reveal about the role cultural
knowledge conveyed through Jewish and Israeli visual art contributes to learners' language
(linguistic and cultural) competence?

What does student work from Hebrew classes at USC reveal about the role Jewish and
Israeli visual art plays in encouraging learners to connect vocabulary and themes in
communicating ideas, thoughts, and opinions?

What does student work from across Hebrew classes at USC reveal about the extent to
which the process of acquiring a new language and its associated culture through Jewish

and Israeli visual art reshape the learners' identity?

My research was aimed at investigating the relationship between Israeli — Jewish Art and

the development of communicative competence (e.g., linguistic, pragmatic — ideational, heuristic,

and imaginative). It sought to discover to what degree the learner’s identity is renegotiated in the

process of acquiring a second language. From the four case studies I concluded that art served as

a text that helped students associate vocabulary and context. My focus on meaning and function
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rather than on grammatical accuracy allowed students to form a positive interaction during oral
and written discourse. As “one should always bear in mind that... ‘accuracy growth’ and

‘interlanguage development’ do not represent the same construct” (Pallotti, 2010, p. 163).

The case studies investigated the linguistic competence of students in a multicultural
setting, with the aim of understanding how the individual can gain communicative competence
through exposure to Israeli and Jewish art; they also revealed how the individual began to
reconstruct their identity. The case studies demonstrated the participants ability to navigate
between cultures and languages in different contexts. The research was conducted through
ethnographic observation, interviews, and language proficiency assessments in a diverse
community comprising bilingual and some multilingual participants.

L2 speakers’ word choices revealed how broadly and deeply they interacted with topics.
Beginning speakers demonstrated word choices concerning very specific, personal experience
topics while advancing speakers also demonstrated word choices about less immediate topics.

L2 speakers who developed communicative competence in the intermediate level were able to
maneuver effectively in both languages and can be called multicompetence. The L1(first language)
knowledge influenced the L2 (second language) acquisition by transferring, using comparison,
applying cognates. “No matter how advanced L2 users are in the L2, their L2 knowledge is
different from that of native speakers of that language” (Hall, Cheng, & Carlson, 2006, p. 221). In
the early stage of L2 the learners were seeking to find parallel structures. However, with time
progression the learners were able to grasp the Hebrew verb system, which at the core of Hebrew
verbs are roots, consisting of three consonants. These roots convey the basic meaning of each verb.
The learners were able to imply from one pattern of the verb to another form while they used the

verbs in present and past tense. An interlanguage, specific to the L2 learner, develops as the learner
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navigates back and forth between the two languages. Interlanguage is not an expression of
linguistic deficits but rather a demonstration of the process the L2 learner is going through as he
or she develops Communicative Competence.

I observed my L2 learners’ efforts on initiating and responding appropriately and
successfully during interactional communication related to the painting presented. The paintings
represented themes that were associated with vocabulary such as: homeland, pomegranate, olive,
pioneers, beginning, beach, ancient, city, build, nature, kibbutz. These images served as a platform
that helped learners recall specific vocabulary; this repetition also helped to refine pronunciation.
The ability to refine the pronunciation encourage students to engage in discourse and to gain
confidence while they speak “the ability to appropriately and effectively participate in
conversations” (Todhunter, 2007, p. 605). The learners developed perspectives and beliefs about
the roles associated with certain linguistic forms or concepts when they saw a similar visual theme
presented, the verb “was born” was associated as they learned with the Rubin painting, “Family
Portrait”, this is an example of irregular verb that linguistically is challenging, but through
interactional communication and visual association students were able to use it correctly. The same
verb was used to describe a state “was born”, the state of Israel. The painting helped students gain
an understanding about a very different culture than their own, for example: the life in the kibbutz
in the early 1920-30 which base upon a socialism model -a community shared values and every
member had equal rights and duties to the community. The learners associated kibbutz with an
agricultural lifestyle in order to settle a desolate land. The belief that life in the kibbutz was
idealized in the beginning of the 20" century helped the learners to appreciate and absorb cultural

and historical nuances, such as the type of clothing depicted in the paintings or that life in a kibbutz

-233 -



fostered a strong sense of community and camaraderie among its members forming a close bond
with one another by working together towards common goals.

Additionally, the learners developed a sense of the idealism and patriotism that those
paintings portrayed as well as the painter’s life story. Another example that offered a new
understanding for the learners were the paintings of Tel Aviv in that they alluded to new
beginnings. The word Aviv means spring, referring to a new beginning in the homeland. In
Gutman’s painting of “Tel Aviv of Gutman”, the depiction of the kids looks ‘Sabra’ "*new Israeli
culture, and they are building a sandcastle representing modernity, an awaking of the ancient land.
The city, Jaffa, in the background symbolizes the ancient. Thus, the painting visually compares
the ‘modem city’ and ‘ancient city’ hence and the repetition of referring to this contrast helped the
student to remember the irregular feminine nouns and match it with the correct adjective The
number of feminine nouns that take masculine plurals is small, the number of masculine nouns
that take feminine plurals is very large.”’Every word in Hebrew is define by gender: the word city
is an exception and take tis he feminine category. The concept of ‘antiquity’ in the context of the
art defined Israel as being a center of attraction for many empires and a strategic area in which to

mobilize their conquest. Modernity was emphasized with the image of Tel Aviv reminding the

2 According to Merriam Webster — a native born Israeli. The derivative came from the cactus fruit called Tzabar in Hebrew. The
English name is prickly pear. The term alludes to a tenacious, thorny desert plant, The cactus is compared to Israeli Jews who are
supposedly tough on the outside, but delicate and sweet on the inside.

73 The Hebrew word for “gender” is 1a(miyn, Strong's #4327) and is the word used in the following verse. And God said, Let the
earth put forth grass, herbs yielding seed, and fruit-trees bearing fruit after their kind, wherein is the seed thereof, upon the
earth: and it was so. (ASV, Genesis 1:11)

In Hebrew, there are only two genders, masculine, 737(zakar, Strong's #2145), and feminine, 7api(ne-gey-vah, Strong's #5347).
While most nouns in English, such as land and sky, are neuter nouns, in Hebrew all nouns are either masculine or feminine. The
Hebrew word 77X (e-rets, Strong's #776), meaning “land” is feminine and the word o »Ww(sha-ma-yim, Strong's #8064), meaning
“sky” is masculine. https://www.ancient-hebrew.org/modern-hebrew/gender.htm
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learners that waves of Jewish immigration to Pre-Israel built their homeland using their scholarlily
and professional expertise (Guttman Artist’s family).

Hall (1995) suggests that L2 speakers need both the modeling and the opportunity for
interactional practice to succeed in interactions with other speakers of the target language. In the
case of my research the painting provided a visual representation of vocabulary, making it a strong
mental image that helped the learners to connect words with their meanings. Additionally, the
paintings helped develop the learners’ narrative skills. The learners easily started a conversation
when they saw a painting. They felt that they had something to say, whether it was a simple
description or a thought they associated with the painting.

The paintings served as a gateway for exploring Israeli culture and traditions. Students
painted in their mind scenes inspired by Israeli cultural practices, landmarks, festivals, and
traditions. This helped foster a cultural awareness and appreciation while also providing
opportunities for language practice. The paintings offered a creative and immersive way for the
learners to engage with language creatively and to express themselves while developing their
linguistic skills and cultural awareness. It helped them to explore various interpretations of words,
phrases, or texts. The process encouraged learners to think critically about language and its cultural
connotations, fostering a deeper engagement with the target language and go beyond superficial

comprehension.

The paintings made the interaction with the language a tool for generating meaning(s). The
conceptual, cultural, and ideological aspects were portrayed in the paintings created in Eretz Israel.
The styles of other places and times depicting the way local scenery and events came to be defined
as subject matter and were interpreted - aesthetically and ideologically. The learners developed a

sense of styles and associated typology of images (seascapes and promenades, hills and valleys,
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sacred groves and celestial cities, earthly sandy shores and winding paths, open windows, family
portraits and figures of local people); this helped the learners use their imagination and sharpen
their connection to Israel. They were able to associate major vocabulary pertaining to the historical
and cultural images and turned their surroundings, ancient and new, into a local edition of the

foundation myth.

Several other factors contributed to the development of linguistic competence among the
learners. Exposure to multiple languages from an early age, interaction with peers and family
members, and participation in culturally rich activities all played significant roles. Additionally,
the community's supportive attitude towards bilingualism fostered positive language attitudes and
facilitated language maintenance. Lee’s exposure to multiple cultures, Israeli, American and
Chinese, contributed to his curiosity to delve more into learning Hebrew and Israeli culture. He
was very passionate to make progress in Hebrew and to expand his communicative competence
and learn about the history of Israel. Jas who also came from a bilingual home and multi-cultural
background (Chinese American and Russian-Polish) was showed curiosity and excitement when
learning about Israel culture and history. She often compared her own culture, and she was very
devoted to learning Hebrew because of her pious religious practice. Si, who came from Turkish
and Albanian culture, found similarities with the middle east culture of Turkey. He was very
curious to explore new words and customs and found similar sounds in words such as: date, olive,
and pomegranate. Al was fascinated to see the linguistic structure for each word and especially
verbs in different linguistic paradigms. The learners came from a variety of cultures; America,
Turkish, Chinese and spoke more than one language; they were openly welcome of new knowledge

and were ambitious to apply new words during oral discourse.
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Learners employed multiple mediums to connect with their different learning experiences
across time and space. Mediums included narratives and artistic images, short videos, and different
soundtracks that students used to communicate their stories. Additionally, images and videos also
contained more specific objects such as daily living inside and outside households (cars, buses,
bicycles, planes, backpacks, reading lamps, desks, televisions, headphones, computers, etc.); print
and media-based materials (books, textbooks, movies, series, posters, flyers, etc.); objects that are
often recognized as linguistic, political and religious symbols (flags, banners, pamphlets); and
different contacts related to students’ lives (strangers, acquaintances, friends, family, and
teachers).

Non-instructional settings included the learner’s home, hometown, and other spaces in
which they spent time with friends and family. The links students established across all these
locations and physical spaces mainly revealed connections between four relevant learning
domains: school, family and private life and the foreign language community, which was
especially significant for them as L2/FL learners.

Students' learning experiences within the domains of the family and their private lives
mainly involved their learning of Hebrew for practical situations. Students’ practices varied among
class activity, visits to Israel, listening to music, talking to natives, watching Israeli TV and films
in Hebrew. All these experiences revealed that language learning requires oral production,

interaction with other speakers, and self-perception as a Hebrew learner (Council of Europe, 2017).

The students primarily gained exposure to Hebrew outside of formal instruction through
their community interactions. Each participant's connection to the community held unique
significance. For Al, involvement in school activities and Jewish life on campus played a pivotal

role in his exposure to Hebrew and Israeli culture. Jas, who spent a semester in Jerusalem, sought
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to sustain her connection afterward by engaging with university Jewish clubs, maintaining
friendships in Israel, and making return visits. For Sin, participation in events focused on Jewish
life and Israel motivated him to eventually travel to Israel. His enrollment in a graduate program
in Jewish studies further solidified his community ties. The visit to Israel enriched Sin’s cultural
understanding, enhanced by his appreciation for Israeli music and vocabulary acquired through
songs. Sin initially formed a connection to Hebrew through an imagined community, fueled by
visual and conceptual ideas gained in Hebrew courses. He stated that although he is not an advance
speaker, the learning process was transformational in terms of how he perceived his identity and
his own culture. For Lee, the family in Israel served as strong bond in diverse ways. His
interactions with family members, especially his close relationship with his grandmother, and his
fond memories from childhood visits contributed to his passion for advancing in Hebrew and the

connection to Israel.

The term "imagined community" (Norton, 2002) illustrates how learners strive not only to
master linguistic structures but also to integrate into communities where Hebrew is spoken. These
communities are often imagined due to limited direct interactions with all members, yet they foster
a sense of belonging and identity throughout the language learning journey. Cultural knowledge
played a crucial role in shaping participants' perceptions of Hebrew speakers and communities.
Language acquisition, therefore, encompasses not just mastering linguistic skills but also
negotiating one's identity in relation to the language and its speakers. By adopting cultural practices
associated with Hebrew, participants not only developed linguistic proficiency but also cultivated
a sense of belonging to the imagined community of Hebrew speakers. Their motivation stemmed
not only from linguistic goals but also from a desire to connect effectively and engage in cultural

exchanges within this imagined community. In summary, the concept of imagined communities in
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language acquisition highlights the social, cultural, and identity-related dimensions of learning a
language. It underscores the significant role of community and belonging in motivating learners

and shaping their understanding of language and culture.

Oral production through interaction, such as speaking and face-to-face communication,
has been identified as "the best way to learn the L2/FL" (Garcia-Pastor, 2017, p. 46). Learners
engaged in real-life situations, actively using the language to convey meaning, understand others,
and negotiate understanding. This dynamic environment promotes rapid acquisition and retention
of vocabulary, grammar, and pronunciation. Immediate feedback from interlocutors enables
learners to correct errors and refine their language skills in real time, leading to more authentic

and effective communication.

For Lee, engaging in richer conversations with his family members in Israel contributed
to his satisfaction with deepening his connection to both his family and the broader Israeli
community. Through these interactions, he became more aware of various linguistic patterns and

self-corrected his speech, particularly in areas such as past tenses, numbers, and gender.

In contrast, Al's oral production was primarily influenced by reading literature and
finding connections to the themes in paintings. For Jas, oral interaction allowed her to connect
more deeply with the biblical stories she studied, enhancing her religious studies and spirituality
through Hebrew. Sin’s focus was on integrating Hebrew into his research in political science,
aiming to conduct interviews with Hebrew speakers. For him, Hebrew is likely to play a
significant role in his professional career, particularly as he plans to participate in the Turkish-

Israeli Civil Society Forum to promote constructive relationships between Israel and Turkey.
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7.2 Implications

Implications of this study extend to language education policies and practices. Educators
should recognize and harness the linguistic resources of bilingual children, promoting
multilingualism as an asset rather than a deficit. Furthermore, interventions aimed at supporting
foreign language development should consider the socio-cultural context and individual language

trajectories.

Research on communicative competence using visual art has the benefits of

interdisciplinary collaboration, drawing on expertise from fields such as art history, cultural
studies, linguistics, and communications. Research involving visual art, particularly when it

pertains to sensitive topics such as Israeli and Jewish themes, requires careful consideration of
ethical concerns. Researchers must ensure that their work respects the cultural, religious, and
historical sensitivities of the subjects and communities involved. Visual art involves incorporating
elements such as imagery, symbolism, color, and composition to convey meaning. Researchers
need to develop frameworks and methodologies that account for the multimodal nature of visual
communication and its impact on communicative competence.

In this research I was interested to see how painting from Israeli and Jewish culture

promoted learners’ communicative competences. I concluded that the four case studies offered a

valuable insight into the dynamics of communicative competence. Linguistic competence was
constantly evolving during the learner’s engagement in various communicative tasks. It included

incorporating a range of linguistic skills and knowledge, grammar, vocabulary, pronunciation,

discourse strategies, and sociolinguistic awareness. The skills developed over time through a
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combination of natural language acquisition and formal language learning. As the learners were

exposed to language input and engage in meaningful communicative tasks, their linguistic
competence gradually improved and expanded. Studying Hebrew using paintings integrated

various language skills such as reading (interpreting titles and descriptions), listening (discussing
artworks with others), speaking (presenting interpretations), and writing (describing artworks or
writing reflections). This holistic approach to language learning reinforced skills in interconnected
ways. The participants gained competence in the interactional competence due to the vocabulary
expansion and the ability to associated words with paintings, they didn’t prove that grammatically

challenged concepts could be necessarily attained with the paintings.

The paintings provided specific linguistic and sociocultural contexts, and because of the
learner’s familiarity of cultural norms, they facilitated interlocutor exchange. According to the

learners their communicative competence was shaped by ongoing interactions with other language
users, including peers, family members, teachers, and media sources. Through these interactions,
they acquired new vocabulary, learned grammatical structures, and internalized sociolinguistic
norms, all contributed to the dynamic nature of their linguistic competence. They felt that
interaction with other interlocutors was a dynamic process that was more valuable than writing
short texts. The cultural influences and contact with other languages resulted in improving their
linguistic competence. The learners adapted to accommodate changes in language usage, including

shifts in vocabulary, pronunciation, and grammar. The participants explored their own

interpretations of cultural themes depicted in paintings, thereby developed their unique voice in

Hebrew.
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The Artworks served as windows into the cultural world of Hebrew. By associating

nn

paintings with specific vocabulary such as "kibbutz," "sand," "pomegranate," "beach," "olive,"

nn

"mountain," "city," and "agriculture," which depict cultural themes, learners immerse themselves
in the visual and symbolic language of Israeli and Jewish culture. This immersion helps learners
appreciate nuances in Hebrew language use and cultural expression that may not be apparent
through traditional language textbooks. For example, many paintings depict scenic views in Israel
associated with the seven types of fruits and grains that the land of Israel was blessed with. Tel
Aviv, the first Hebrew city founded by Western Europeans, reflects European architectural styles

with wide streets, gardens, and coffee shops. The diverse population already visible in early 20th-

century Israel continues to reflect today's multicultural society in Israel.

The participants attested that learning Hebrew indeed empowered their identity in various
ways. As individuals who acquire proficiency in a new language, they adopted new ways of
expressing themselves, thinking, and interacting with a new community. This transformation
impacted their sense of self and how they perceived the world around them. Language learning
broadened their cultural horizons, exposed them to new perspectives, customs, and values. This
exposure led to a more nuanced understanding of different cultures and identities, fostering
empathy and cultural sensitivity. Additionally, the participants in this study felt that mastering a
new language boosted their confidence and self-esteem, as learners they overcame linguistic
challenges and achieved milestones in their language proficiency. The confidence that these

learners experienced may extend beyond language skills and empowered them to engage in new

adventures and to engage more confidently in various social and professional contexts.
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This language learning facilitated connections with diverse communities, both locally and
globally. The participants stated that meaningful connections formed and that a sense of belonging
to a wider linguistic and cultural community developed when they engaged with native speakers
and language learners from different backgrounds. The local community was mainly the
classroom, friends they met on campus, expect for Lee who has an Israeli father and grandparents.
All participants in the research are multilingual. Thus, their linguistic competence involved the
dynamic interplay between multiple languages. The learners transferred Language knowledge of
one language to another influencing their acquisition and use of Hebrew. The more proficient they
became in Hebrew; fewer comparisons were made because they realized that they cannot transfer
from their mother tongue language to Hebrew. The dynamics of communicative competence
underscore the ongoing nature of language acquisition and use. This highlights the continuous
adaptation and development of language skills and knowledge through exposure and interaction

to culture and history presented in the art.

My research argues that language learners’ identities are always multiple and in process,
and that learners often have different investments in the language practices of their communities.
Because there are so many types of language learners living in socially stratified worlds, future
research on identity and language learning should further the goal of coming to understand and
contribute to more equitable and agentive language teaching and learning practices for a variety of
environments. As language learners in every region of the world claim the right to speak and be

heard, their identities and investments will continue to generate exciting and innovative research.

Block (2007b) speculated that the absence of class identification in language learning

research may be the result of contemporary discomfort about the perception portrayed in Marxist
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rhetoric about class, and/or because economic structures have been so radically changed by
globalization that ‘classes’ are no longer easy to distinguish. In any case, sustained attention to
privilege in perhaps the nuanced way that Bourdieu writes about different kinds of capital is still

to be applied to language instruction.

7.3 Limitations and Future Research

The study's limitations include its small sample size and the specific context of the research
community, which may affect the generalizability of the findings to other educational settings. The
research was conducted with a relatively small group of participants, all of whom were university
students enrolled in various programs and at different stages of their academic careers. This narrow
focus limits the ability to extrapolate the results to larger, more diverse classroom environments

or to different educational levels such as elementary, junior, and high schools.

Furthermore, all participants in the study had a bilingual background, which introduces a
specific limitation: none of the students were monolingual prior to learning Hebrew. As a result,
the study could not assess how a bilingual background might influence language acquisition
compared to learners who begin with only one language. This means the research findings may
not fully capture the dynamics of language learning in individuals who do not have prior

experience with multiple languages.

To address these limitations, future research could benefit from exploring longitudinal
studies that track language development over extended periods. This would provide a more
comprehensive understanding of how language skills evolve and how bilingualism or multicultural

backgrounds influence language learning over time. Additionally, investigating how different
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levels of education impact the development of communicative competences could yield insights
applicable to a broader range of educational contexts. By including a more diverse sample of
learners with varying linguistic backgrounds and educational levels, future research could offer a
more nuanced understanding of the factors that contribute to effective language acquisition and

communicative proficiency.

In envisioning the future, this research explores the intricate intersection of identity,
language acquisition, communicative competences, and visual art. It responds dynamically to the
vibrant movement in our globalized world. Traditional perspectives (e.g., Chomsky) that viewed
language merely as a system and language learning as a mere internalization of that system are
now deemed inadequate. In today's world, characterized by boundary-crossing interactions,

multilingualism, and the recognition of human agency, a more nuanced approach is imperative.

This research endeavors to transcend the traditional views, embracing the fluidity and
diversity inherent in contemporary linguistic and cultural landscapes. By integrating visual art, it
seeks to convey the richness and complexities of human communication in our interconnected
global society. As I have mapped in this research the learner identity theories, there is a noticeable
trend among language learning researchers towards incorporating insights from a variety of
interdisciplinary fields to gain a deeper understanding of the contexts for language learning. This
shift reflects a growing recognition that traditional linguistic frameworks alone are insufficient to

endure the complex realities of language acquisition.

Researchers are increasingly drawing from anthropology to explore how cultural practices
and social structures influence language learning processes. By examining language within its

cultural context, anthropological perspectives shed light on how learners’ identities and
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interactions are shaped by broader societal norms and practices. The field of sociology contributes
valuable insights into the social dynamics that impact language learning. Understanding social
stratification, power relations, and community networks helps researchers uncover how learners'

social identities and experiences influence their language learning journeys.

Post-colonial and cultural studies offer critical perspectives on the effects of historical
power dynamics and cultural encounters on language learning. These fields provide a framework
for analyzing how colonial histories, globalization, and cultural exchanges impact learners'

experiences and perceptions of language.

Education theory and practice can further enrich this approach by offering pedagogical
strategies and frameworks that consider diverse learner needs and contexts. Insights from
education studies help in designing more inclusive and responsive language learning environments

that acknowledge and address the varied backgrounds and identities of learners.

By integrating these diverse perspectives, researchers are better equipped to employ the
multifaceted nature of language learning. This interdisciplinary approach not only enriches
theoretical frameworks but also informs practical applications, leading to more effective and

contextually relevant language education strategies.
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Appendix A: permission

University of Strasbourg
Faculty of Languages

4 Rue Blaise Pascal,

67081 Strasbourg, France
2/1/2023

Dear ,

As part of my work with the University of Strasbourg, I am conducting action research by
studying the development of student’s linguistic competency through visual art and how culture
is acquired. The degree of texts with historical and cultural aspects affects a learner discourse
(oral and written) performance and the impact on the identity after acquiring the language.

I would be grateful if you would give your permission to collect data about you.

My data collection methods will include audio and video recording, recording of your
assignments, written assignments, notes, questionnaire, interviews.

I guarantee that I will observe good ethical conduct throughout. I guarantee confidentiality of

information and promise that no names will be made public without your permission.

I would be grateful if you can sign and return it at your earliest convenience, please retain one
copy for your record,

Best,

Hagit Arieli Chai

Participant Name :

Participant Signature:
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Appendix Al: Consent Form

Informed Consent Form for Case Study Participation

Title of the Study: The Relationship of Language Acquisition and Visual Art Amplifies
Communicative Competence (linguistic, cultural, and pragmatic) and Reconstructs the Learner's
Identity

Principal Researcher: Hagit Arieli Chai

Introduction: You are being invited to participate in a case study conducted by Hagit Arieli
Chai at the University of Southern California and Hebrew Union College. This study aims to
critically explores the impact of art (Israeli/Jewish paintings) as a text that on degree of
development of communicative competences in second language acquisition. And how the
learner renegotiates his or her identity as part the language acquisition process.

Your Participation: Your participation in this study involves [describe what participation
entails, such as interviews, surveys, observations, recording, etc.]. The estimated time
commitment for participation is approximately over 12 months.

Confidentiality: Any information obtained during the study will be kept strictly confidential.
Your identity will be anonymized, and any identifying information will be removed from the
final report. Only the research team will have access to the data collected, and it will be securely
stored.

Voluntary Participation: Participation in this study is entirely voluntary. You have the right to
refuse to participate or withdraw from the study at any time, without penalty or loss of benefits.
Your decision will not affect any services or treatments you may be receiving.

Risks and Benefits: There are no anticipated risks associated with participating in this study.
However, you may benefit from the opportunity to contribute to research and share your
experiences, which could potentially benefit educators, policy makers and linguists in similar
situations.

Contact Information: If you have any questions or concerns about the study, you can contact
Hagit Arieli Chai at [arielich@usc.edu] If you have any questions about your rights as a
participant, you can contact the Institutional Review Board (IRB) at [IRB Contact Information
(800) 447-2112].

Your information collected for this study will NOT be used or shared for future research studies,
even if we remove the identifiable information like your name, place of birth.
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You can choose to leave the study at any time. You will not be treated differently if you decide
to stop taking part in the study. If you choose to leave the study early, data collected until that
point will remain in the study database and may not be removed.

Consent: | have read and understood the information provided in this consent form. I have had
the opportunity to ask questions and have received satisfactory answers. I voluntarily agree to

participate in this study.

Participant's Signature: Date:

Researcher's Signature: Date:
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Appendix A2: University of Southern California Information Sheet

My name is Hagit Arieli Chai, and I am a faculty member at the University of Southern
California as a Hebrew Language Coordinator for the Hebrew language program at USC
(administered by the LA campus of HUC-JIR). I also hold a role as Hebrew Coordinator at
Hebrew Union College.

I am conducting a research study Language Acquisition; the development of communicative
competences of L2 through art (paintings).

The name of this research study is: The Relationship of Language Acquisition and Visual Art
Amplifies Communicative Competence (linguistic, cultural, and pragmatic) and Reconstructs the
Learner's Identity

I am seeking your participation in this study.

Your participation is completely voluntary, and I will address your questions or concerns at any
point before or during the study.

You may be eligible to participate in this study if you meet the following criteria:

1. You are over 18 years old.

2. You studied or study at USC.

3. You are not participating in another research in the same field (second language
acquisition)

If you decide to participate in this study, you will be asked to do the following activities:

1. Participate in an interview over Zoom for 30-40 minutes.
2. Complete survey and questionnaire online for 20-30 minutes
3. Send sample of writing material and oral recording via email

I will publish the results in my thesis and publication. Participants will not be identified in the
results. I will take reasonable measures to protect the security of all your personal information.
All data will be de-identified prior to any publication or presentations. I may share your data, de-
identified with other researchers in the future.

If you have any questions about this study, please contact me: arielich@usc.edu or (3100 309-
1414. If you have any questions about your rights as a research participant, please contact the
University of Southern California Institutional Review Board at (323) 442-0114 or email
hrpp@usc.edu.
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Appendix B : Lagunage and Identity Questionnaire

Dear Participants,

As part of my research, | would like to explore the relationship between studying
Hebrew and identity.

| am interested in understanding how studying the Hebrew language relates to personal
identity and cultural connections. Your responses will be kept confidential. Please
answer the following questions to the best of your ability.

Thank you for participating in this questionnaire.

Section 1: Demographics

1.1. Age: [ ] years

1.2. Gender: [ ] Male [ ] Female [ ] Non-binary [ ] Prefer not to say

1.3. Nationality:

1.4. Ethnicity:

1.5. Current Place of Residence:

Section 2: Language Learning
2.1. Are you currently studying Hebrew? [] Yes [ ] No
2.2. If you are studying Hebrew, what motivated you to start learning the language?

(Select all that apply) - [ ] Personal interest - [ ] Family heritage - [ ] Religious reasons - [
] Career opportunities - [] Travel - [ ] Academic requirement - [ ] Other (please specify):

2.3. How long have you been studying Hebrew? - [] Less than 6 months - [ ] 6 months
to 1year-[]1-2years - []2-5years - [ ] More than 5 years
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Section 3: Cultural Identity

3.1. Do you have any familial or cultural ties to the Hebrew-speaking world (e.g., Israel or
Jewish heritage)? [] Yes [] No

3.2. If yes, please describe how your cultural background or heritage relates to the
Hebrew language.

3.3. How has studying Hebrew impacted your sense of cultural identity, if at all? Please
explain.

Section 4: Language and Identity

4.1. Do you believe that the language(s) you speak are connected to your personal
identity? [] Yes [] No

4.2. How has learning Hebrew influenced your sense of self or
identity?

4.3 Do you feel a stronger connection to Jewish culture and heritage as a result of
studying Hebrew? (Please explain)

4.4 Has learning Hebrew language played a role in your religious or spiritual identity? (If
applicable)
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Section 5: Motivations and Experiences

5.1. What do you find most rewarding about studying the Hebrew language?

5.2. Have you faced any challenges or obstacles while learning Hebrew? If yes, please
describe.

5.3. How do you envision using your knowledge of Hebrew in the future? (e.g.,
professionally, culturally, socially)

5.4. Have you participated in any cultural or community activities related to Hebrew
language and culture? If yes, please describe your experiences.

5.5 What motivated you to study Hebrew? (Select all that apply)
e Personal interest in the language
e Cultural or religious reasons
e Academic or career requirements
o Family heritage
o Other (please specify)
5.6 How would you rate your proficiency in Hebrew?
e Beginner
e Intermediate
e Advanced
e Native speaker

Section 6: Community and Hebrew Language:
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6.1Have you joined any Hebrew language or Jewish cultural organizations or
communities as part of your language study? (Please specify)

6.2 How has interacting with other learners or speakers of Hebrew impacted your sense
of identity or
belonging?

Section 7 Future Outlook:

7.1 What are your future goals or plans related to Hebrew language learning and its
connection to your identity?

7.2 Do you believe that Hebrew language and identity are interconnected for you
personally? (Please explain)

Section 8: Additional Comments

Is there anything else you would like to share regarding your experiences with studying
Hebrew and its connection to your identity or culture?
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Thank you for taking the time to complete this questionnaire. Your responses are
valuable for my research.
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Appendix C: Questionnaire ‘The attachment to Hebrew’

Please respond to the following statement by yes and no and provide explanation if needed.
1. What is your attachment to Hebrew Language?

1 I wish I had more courses in Hebrew during my early year in school.

2 I like to attend Hebrew classes more than any other language.

3 I love Hebrew, and I don’t want any other foreign language to take its place.
2. How do you feel about your pronunciation

1 I think speaking Hebrew with an English accent is bad.

2 I feel proud speaking Hebrew with an accent.

3 I like English pronunciation more than Hebrew.

3. Language and social status
1 I believe a person who speaks Hebrew very well has a better social status and respect in the
Israel society.

2 I believe knowing Hebrew showing being respectful to the Jewish / Israeli culture.

3 When I speak Hebrew, I Feel that I am

4. Use/exposure in the society.

1 I speak Hebrew during

2 1 use Hebrew words a lot when [

3 I like to speak Hebrew with
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4 1 like to speak Hebrew rather than English when

5 I read Hebrew text from

5. Language and knowledge

1 I would like to know more about the history of the Hebrew language.

2 I read poetry and stories in Hebrew.

3 I send text messages and email in Hebrew.

4 1 like or don’t like the Hebrew Aleph bet because.
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Appendix D : Identity Questionnaire

IDENTITY nint

Latin root of the word ‘identity’(identitas), which means
‘same.’

1. Email *

Identity

- e
% 1

v=e "
- - | )

w - (

-

2. Your name. (it will not be mentioned in the research)

3. Gender

Mark only one oval.
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Male

Female

Bi gender
A-gender
Rather not say.
All gender
Non-binary

Other:

The year you were born.

How many years or semesters you learned Hebrew? please specify.

What is your ethnicity? (e.g. American, African, Middle eastern) write as many terms as
needed.

What is your ethnicity? (e.g., American, African, Middle eastern) write as many terms as
needed.

Identity is closely associated with ...

Define identity in your own words?
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Is it important for a person to have a specific identity (i.e., to be Iranian,

American, English, African, etc.)? why
or why not? Please explain.

What composes identity?

What is the significance of having an identity?

What viewpoint did you hold toward your identity before you started to learn Hebrew?

Has your identity changed since you started learning Hebrew?
If so, then in what way has your identity changed?
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How do you feel now that Hebrew has or has not impacted on your identity?
Do you feel positive or negative? Please explain.

What causes the Hebrew language to impact a learner’s identity? Please elaborate.

What was your motivation to learn Hebrew?

LD 4

Did learning Hebrew affected your identity perception?

Mark only one oval.

Yes
No

Other:

How learning Hebrew impacted your life?
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Describe the feelings about your Hebrew learning experience?

What would your parents or peer view about identity reconstruction due to learning
Hebrew?

What was the most influential factor that helped you obtain communication skills in
Hebrew?

Mark only one oval.

Media and press movies
and TV communication
with native articles and

textbook

Describe the most influential factor on your Hebrew learning experience. How was it influential?
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Appendix E: Images and Symbols

The following questions were presented to the participants:
1  What do I see in the image?
2 What comes to my mind when I see this photo or symbol?
3 Tassociate this with

4 How is this related to my life? if at all?
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Appendix F : Participants’ Reflection on Art
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Codes:

5 Identify and describing information — there are many Jews in the synagogue from
all ages, there is sun light seen through the window, but not a lot, the synagogue is
dark and full.

6 Expressing Knowledge — I know they are Ashkenazi because of the way they
wear their prayer shawls.

7 Expressing thought — there are many women above the men...I know they

important even though they are separated.

Expressing emotion — the people seem tired.

9 Constructing Discourse — express opinion about the situation of women and men
role in the painting.

oo

Case # 2 Jas
Painting by Reuven Rubin 1.1 the Artist Family

TIWD MEY DR IR ORI ANTOWAN PR L,ORAYA AW NI ININRI 1PAR LIAR OV RIT 0% W anown 1
INADWR 12 NYARWA TN 270 1YWY 1Y ,0°A17 2°RN1 290 221977 MNNA PRAw N1NAY ANNDWwR Y12 IRWN
INWD 7322 Y122 RITLONTY AW TIRD 22122 INAOWNA 1AW T LINR WY PIA0 WD O3 K17 0NN
127722 NP 27X DW MR RO T A0OWAT DR WRONY 772 .27%7 N1 20RNNT L0120 .10 200
TNIMONY IRDI .M DW M 2207 TIWY 350 5IWa 324w ,AR%IY 27 TIRDIURA 13 DRI X7 .7000
727K RY QORI 0OWNT 2127 700 ARIAN.

INMOWA 2122 KDY 112°72 12 732 77K YW 727 K17 INAOWHA X0 DR T0AY N2 W0 1277
02722 MY NIRWD 7IW2 av SHRIWT QYA RO DR DRWIIT 1270 DN DR N9R0n 0w, .00nRa
7Y 702 oIy K17 LNRT QY W03 WOATD N, NA0WN PW TN L% DW WA DR Ph0n F1vana i
7T TN TPONY DUMIR 70 DY 21 RINW.

D10 03 07 DOXY ANAOWA OV D73 1277 XY 77701 0T 7IX0T V9N LORIWS2 20T Yo R A100T v
2w "anownn Y2 2R YW 1700 2197 WY 0°207 MTNTI DR DOAE N 03277 N7 XYY ,nnownb.

Codes:

Identify and describing information- The artist’s family: him with his mother his brother and his
sister.

Expressing Knowledge — the family members are dressed officially and religiously, the artist is
dressed in linen clothes, more comfortable and secular, better fit for an artist.

Expressing Opinion/ thought — the black dress might symbolize the spirit of death.
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Yohanan Simon Painting
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Codes:

Transmitting information — children, modern parents, young people with small children, the
colors in the painting

Expressing knowledge, memory, faith — it’s a pioneering era, shortly after the establishment of
Israeli in 1948.

Expressing will, expressing hope — I think the couples are talking about raising families in Israel.
Expressing emotion - Relaxed, Optimistic

Constructing discourse — the narration of the story indicate ability to construct discourse.
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Appendix G: Certificate of Training by Citi Program

4 Completion Date 30-May-2024
an Expiration Date 30-May-2027
" Record ID 63026124

<X PROGRAM

This is to certify that:

Hagit Arieli-Chai

Not valid for renewal of
certification through CME.

Has completed the following CITI Program course:

Human Research
(Curriculum Group)
Social-Behavioral Human Subjects
(Course Learner Group)

1 - Basic
(Stage)

Under requirements set by:

University of Southern California Collaborative Institutional Training Initiative

101 NE 3rd Avenue, Suite 320
Fort Lauderdale, FL 33301 US

www.citiprogram.org

Generated on 30-May-2024. Verify at www.citiprogram.org/verify/?w91de5d39-0e49-4fe1-93c4-7f6d76c5b473-63026124
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Appendix H: Request to Access Students Data

Dear Mr. Chang,

As part of a research that I am conducting I would like to request a permission to access
to students’ data. the data I am seeking is students' assignments and all material
pertaining to their performance in the courses. I would like to have a permission to
access Hebrew courses from 2018-2023.

Thank you,

Hagit Arieli-Chai

Hebrew Language Coordinator and Lecturer
Louchheim School for Judaic Studies at USC, HUC - JIR
https://dornsife.usc.edu/jewishstudies

A Journey of Hebrew Words
from Genesis to the
Rebirth of Homeland
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B8 USCUniversityof ~ Childrens Los Angeles General

\ L s = I .
{:¥ Southern Calitornia "l%?ﬂﬁ?;'u;. Medical Center

University of Southern California Institutional Review Board
3720 S. Flower Street, Suite 325
Los Angeles, CA 90089
Telephone: (323) 442-0114
Fax: (323) 224-8389
Email: irb@usc.edu

Date: Jun 11, 2024, 03:57pm

Action Taken: Approve

Principal Hagit Arieli-Chai,

Investigator: Los Angeles County Medical Center

Faculty Advisor:

Co-Investigator(s):

Project Title: Language Acquisition; communicative competences and visual art
Study ID: UP-24-00502

Funding:

Your submission was reviewed and determined to be exempt §46.104(d)(1) on 06/11/2024 by the University of Southern California
Institutional Review Board (IRB).

Any Unanticipated Problems Involving Risks to Subjects or Others, Deviations from the approved submission, or complaints, must be
reported to the IRB in accordance with University of Southern California Human Research Protection Program policies and procedures.

If there are significant changes that increase the risk to subjects, revisions to study materials/documents, or if the funding has changed,
you must submit an amendment to the IRB for review. For other revisions to the application, use the “Send Message to IRB” link.

iStar Application and contents dated 06/03/2024 were reviewed.

Attachments

Social-behavioral health-related interventions or health-outcome studies must register with clinicaltrials.gov or other International
Community of Medical Journal Editors (ICMJE) approved registries in order to be published in an ICIME journal. The ICMIJE will not
accept studies for publication unless the studies are registered prior to enrollment, despite the fact that these studies are not applicable
“clinical trials” as defined by the Food and Drug Administration (FDA). For support with registration, go to www.clinicaltrials.gov or
contact Jean Chan (jeanbcha@usc.edu, 323-442-2825).

Approved Documents: view
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Important
The principal investigator for this study is responsible for obtaining all necessary approvals before
commencing research. Please be sure that you have satisfied applicable requirements, for example conflicts of
interest, bio safety, radiation safety, biorepositories, credentialing, data security, sponsor approval,
clinicaltrials.gov or school approval. IRB approval does not convey approval to commence research in the
event that other requirements have not been satisfied.

This is an auto-generated email. Please do not respond directly to this message using the "reply"
address. A response sent in this manner cannot be answered. If you have further questions, please
contact iStar Support at (323) 276-2238 or istar@usc.edu.

The contents of this email are confidential and intended for the specified recipients only. If you

have received this email in error, please notify istar@usc.edu and delete this message.
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The Impact of Visual Art on my Research (a personal note)

As I reflect on my research journey, I find that visual art has influenced and enriched my
understanding of my research. Art has a unique ability to convey complex ideas and emotions in
a way that transcends conventional text-based analysis. Through engaging with various artworks,
colleagues, artists and art historians, I’ve gained new perspectives that have significantly shaped

my research.

Visual art often captures the nuances of cultural and historical contexts that are difficult
to articulate through words alone. For instance, exploring the rich symbolism in nineteenth-
century Orientalist paintings has not only broadened my appreciation for the aesthetics of the
period but has also deepened my insight into the socio-political dynamics at play. These artworks
offer a window into the perspectives and emotions of the time, which has been invaluable for

contextualizing my research within a broader historical framework.

I would like to share interviews with two colleagues and friends who are experts in the

field of art and also have experience in acquiring a second language.

Professor Selam Holo

Selma was born in Chicago to a large family of five children and two parents.
Selma focused on art history and museum studies, and she has become increasingly interested in
museology - the study of museums themselves and their influences on the shaping of our culture.
Selma Holo has published and lectured extensively in Spain and Latin America about the future

of museums in those regions.
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“When I was a little girl, I had a family that was kind of Classic, we didn’t belong to any country
club or to any institution except one, and that is my father had a life membership to the art
institute of Chicago. And we spent all our weekend at the art institute, and he would say I will
meet you outside the lions which were guarding the art institute and of course he was late.

There was one painting that I always wanted to see, and it was Song of lark, and it was by and
artist Jules Breton, and it had the image of the girl with a kerchief on her head looking often to
the distance where there was a little spot which was the lark apparently singing. She was
captivated by it. And What it said to me was you can be whatever you want to be. I was from a
little town outside Chicago and the idea that wherever a song that I might hear it might be
something I can follow came from it.

When I got to art history I had a professor, Leo Steinberg inspired me and was a kind of a
mentor. Later, when I started working everyone told me that I can reach higher. Norton Simon
was one of them. [ was flattered when he called me at six o'clock in the morning so we can be on
a call with Europe. I felt that he believed in me when he sent me to Paris or London to try to find

out the true value of the painting that we are collecting.

Professor Ruth Weisberg (based upon an interview March 9th, 2023)

“I am particularly nourished by the history of art, the history of the Jewish people, and by the
unwritten history of women. I make art out of all aspects of my identity, finding in the process
that art integrates my experiences, beliefs, and heritage. I am particularly nourished by the
history of art, the history of the Jewish people, and by the unwritten history of women. I believe
that art creates meaning and can be transformative for both the artist and their audience. I seek to

create realms of the imagination in which the viewer can also project their struggles, stories, and
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desires”. Ruth was born in Chicago, to a Jewish family, the father Abraham Wisemen was an
architect, and the mother was a homemaker. She has a younger sister Naomi. Ruth’s parents
chose the names Ruth and Naomi based on the biblical story of Ruth. From a young age Ruth
told her parents that she would like to be an artist. She was visiting the Chicago art institute on a
regular basis. She was exposed to fine art from age four, Ruth was drawing images that showed
her exquisite talent.

“I find drawing to be the underpinning of everything I do. As a medium, I have treated drawing
as both an intimate and monumental form. Since 1974, I have created installations that invite the
viewer to enter an architecturally defined space. My interest in the spatial organization of
narrative with its potential for interactivity culminated in the large-scale works, “The Scroll”
(1987-88), “Sisters and Brothers” (1994), and “Canto V: A Whirlwind of Lovers” (1999). For
me, as an artist, the great Italian, Spanish, and Flemish masters are a constant inspiration.
Women artists are regretfully far rarer, but I have also sought out the work of Sofonisba
Anguissola, Mary Cassatt, and Kathe Kollwitz. I feel wed to the past as both an artist and a Jew.
Art at its core is an affirmation of the very best of our collective past and our humanity. I find the
interweaving of the past and present to be endlessly thought provoking and a real source of

inspiration. I feel truly blessed to be an artist.
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