
* Corresponding author.  
E-mail address: sharmin.mahmuda@gmail.com                      https://doi.org/10.32038/ltrq.2023.38.05                                           
                                                           

 

 

Language Teaching 
Research Quarterly 

2023, Vol. 38, 92–110 

 

 

Debriefing Teaching Strategies and 
Multimodal Narratives in ESL: 

Pedagogical Tools for Developing Agency, 
Making Meaning, and Confronting 

Racism1 
 

Mahmuda Sharmin  

English Department, Emory University, Atlanta, GA, United States 
 

Received 22 August 2023          Accepted 26 November 2023 
Abstract 
Over the years, there has been a rising interest in combining debriefing teaching approaches and multimodality 
in classrooms to promote superior critical thinking, reflective thinking, and comprehension (Reyes-Chua, 2018). 
Such practices have also been instrumental in facilitating L2 learning and identity development (Johnson & 
Kendrick, 2017). Although most research has focused on the potential of multimodality in enhancing language 
learning and identity construction, only a handful of studies have investigated how debriefing teaching strategies 
and multimodal narrative tactics can empower adult minoritized L2 learners to confront racism and develop 
agency. Using ethnographic and action-based research data, this study examines the role of debriefing teaching 
strategies and multimodal narrative practices in developing agency, creating meaning, and addressing linguistic 
racism. The study took place in an intermediate ESL class in the Mid-South region of the USA. Over a period of 
ten weeks, students wrote ten multimodal narratives in shared Google Docs about their experiences with the 
English language. During debriefing sessions, they reflected on the narratives and addressed issues of racism by 
answering 'what,' 'so what,' and 'now what' questions. This study finds that learners can acquire language, develop 
agency, and confront linguicism through multimodal narrative practices and debriefing teaching strategies. 
Keywords:  Debriefing Teaching, Teaching Strategies, Agency, Linguistic Racism, Negotiating     

Meaning 
 
 

                                                 
1 This paper is a part of a larger project that was done in 2021 as a doctoral dissertation at the University of 
Memphis, TN. Therefore, the description and findings of the research are similar to the main publication, available 
at https://digitalcommons.memphis.edu/cgi/viewcontent.cgi?article=3876&context=etd 
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Introduction 
The second language (L2) teaching field has made considerable strides over the last two 
decades in identifying teaching strategies and approaches that enhance language learning, such 
as critical pedagogy, multimodal pedagogy, and narrative practices. English as a second 
language (ESL) researcher (Uddin, 2019) argued that classroom teachers should incorporate 
critical pedagogy (Freire, 2020) in the curricula as this approach helps learners evaluate 
critically their lived experiences and create a just society. Dialogic instruction, one of the 
essential components of critical pedagogy, can be employed to investigate social issues related 
to learners' daily lives. When learners engage in dialogue, teachers can dig deeper by 
incorporating a debriefing teaching strategy, thereby creating a platform where learners can 
critically reflect on their own experiences. Debriefing is a type of teaching method that guides 
reflective learning (Fanning & Gaba, 2007). 

Furthermore, the narrative approach, which relies on written, spoken, or visual 
representations and typically focuses on the lives of individuals as told through their own 
stories, plays an important role in supporting learners to retell and make sense of their lived 
experiences. Using multimodal narratives or digital storytelling about learners' lived 
experiences in the language classroom contributes to understanding learners' identities, which 
refer to their relationships with the world around them (Darvin & Norton, 2014). In real life, 
language learners often face preconceived public notions concerning their language proficiency 
rooted in a deficit view of using a second language that is based on how not only they speak, 
but also how they look in terms of race and ethnicity (Donner & Rodríguez, 2008; Marlowe & 
Bogen, 2015). As the learning environment, including the inside and outside the classroom, is 
critical to language learners' academic success, they need to be prepared to face challenges. 
More specifically, they need to have an agency to negotiate meaning in real-life interactions to 
ensure communication and confront linguicism. The agency is a contextually mediated 
individual capacity that helps learners regulate or modify situations. Therefore, it is a call for 
language education to aid language learners in developing and enacting agency in negotiating 
meaning to confront racial prejudices in contexts outside the classroom. Within this context, 
less attention has been paid to how debriefing teaching strategies and multimodal narratives 
can support adult language learners in developing agency and confronting racism. 

In the language classroom, dialogue between teachers and learners, grounded in principles 
of critical pedagogy, allows learners to become active agents of their learning (Kincheloe, 
2011). Moreover, a debriefing teaching strategy that includes critical dialogue between teachers 
and learners assists them in identifying the challenges they face outside the classroom as Shor 
and Freire (1987) stated that teachers and learners can identify what they know and do not 
know through dialogue. Debriefing sessions in the classroom ensure learners' knowledge, 
rectify mistakes, and help learners incorporate experiences into other situations (Asakawa & 
Gilbert, 2003). Dialogue in the classroom not only works as a teaching technique but also works 
as a ground for critical reflection that leads to acts of social change (Tavares, 2023). In this 
context, social change is characterized by changes in unequal social status, power gap, and 
linguicism, which are intertwined with the experiences of learning an additional language. 
Linguicism is a form of discrimination based on language and one’s accent against linguistic 
minorities (Lippi-Green, 1997; Woodrow, 2006). It is important to note that critical pedagogy 
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is concerned with equality and justice, highlighting the liberation of people from social 
hegemony, including oppression, domination, and ignorance (Freire, 2020). 

I will frame this study within a discussion of debriefing teaching strategy- a dialogue 
between teacher and learners- as a fundamental part of critical pedagogy that addresses the 
empowerment of culturally marginalized and disenfranchised learners and the transformation 
of classroom practices to promote democratic life (Kincheloe, 2011). This study explores how 
L2 classroom practices like debriefing strategies and multimodal narrative practices can help 
learners develop agencies with the aim of removing the veils between the privileged and 
deprived groups of society. As such, this study is based on the following questions: 
RQ1: In what ways can a debriefing teaching strategy and multimodal narrative practices help 
adult L2 learners develop an agency? 
RQ2: In what ways can a debriefing teaching strategy and multimodal narrative practices 
empower immigrant adult L2 learners to negotiate meaning and confront linguicism outside 
the classroom? 

Critical pedagogy can potentially increase learner agency and promote social change; 
therefore, language classrooms require significant scaffolding for learners. One of the vehicles 
for social change is literacy, which means the ability to read and write well and understand 
one’s own social status by using these skills (Degener, 2001). Critical adult education programs 
not only focus on literacy but also emphasize how students can use those skills to reshape their 
lives and the society in which they live. According to critical theorists, literacy does not only 
mean how to read and write but also critically examines one’s identity or position in life, 
including socioeconomic status, educational background, and race (Freire, 2020). In the old 
literacy version, learners were the passive recipients and the best agents of reproduction of 
received knowledge. However, we are in the midst of a shift in communication from the 
medium of writing to the medium of visual communication. Therefore, multiliteracies that 
include multimodality are essential for the present contemporary communications 
environment. Through multiliteracies, individuals can make sense of information through 
linguistic, visual, aural, spatial, and gestural means. This study asked learners to produce 
multimodal narratives that required linguistic, visual, spatial, and gestural modes to equip them 
with the knowledge and skills necessary to become active citizens in the current world in which 
the means of communication and access to information are constantly changing. 
 
Possible Roles of a Debriefing Strategy: Supporting Learners through Dialogue 
The debriefing teaching strategy, which usually includes self-reflective discourse, an open-
ended questioning technique, direct discourse, silent pause, dialogue, and informative feedback 
has been widely used to foster students’ reflective thinking and prepare them for practical tasks 
(Mohammad, 2023). During debriefing sessions, offering specific feedback helps learners 
reflect on their performance effectively. It helps learners analyze and evaluate their strengths 
and weaknesses, identify areas for improvement, and gain insights into their learning progress. 
Moreover, dialogue in the L2 classroom can serve as a gateway for learners to receive feedback, 
express themselves by answering open-ended questions, and contribute to changing the world 
around them. A dialogical conversation is one of the essential aspects of critical pedagogy, as 
the strategy values everyone’s voice. One of the most crucial aspects of dialogue in education 
is that it helps bridge the gap in authority between teachers and learners, making their 
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relationship more equal and respectful. However, the dialogic conversation between instructors 
and learners is not merely a simple exchange of open-ended questions. Instead, debriefing 
involves a meaningful dialogue that is grounded in a robust narrative pedagogy. Dialogic 
education needs to be rooted in learners’ lived experiences comprised of culture, language, and 
politics. Mohammad’s (2023) study noted that debriefers should use effective linguistic and 
communication strategies to guide debriefing sessions. In order to achieve critical thinking and 
genuine education, effective communication through dialogue is imperative.  

When learners engage in dialogue with teachers and their peers, teachers can dig deeper 
into the topic by incorporating a debriefing teaching strategy. In L2 classrooms, learners benefit 
most from well-structured debriefing activities that occur at the end of an activity. The process 
of reflecting on lived experiences is a powerful tool for learners. Educators can guide this 
process by addressing ‘what happened, why it happened, and what next’ questions. This 
reflective process encourages critical thinking and empowers learners to better understand their 
experiences. During debriefing sessions, it's vital to incorporate reflections and a narrative 
approach besides including meaningful dialogue to achieve a successful outcome. The true 
value of learning lies in the ability to convert a learner's reflections into actionable knowledge. 
This kind of engagement can develop learners’ awareness, which they can utilize in their future 
experiences. More importantly, reflections help learners connect real-life experiences with 
learning habits. Recent studies suggest that to enhance learning outcomes, educators can 
integrate reflective practices into their teaching (Yoke & Jamil, 2023). Particularly, practicing 
reflection in the classroom is crucial for improving English language skills at the tertiary level. 
Therefore, debriefing sessions can greatly benefit from incorporating reflection into the 
process, as it is essential to ensure effective and productive sessions. An effective debriefing 
strategy benefits learners in gathering knowledge, fixing mistakes, and incorporating 
knowledge and experiences into other situations that ultimately reinforce learning (Bilgin et 
al., 2015). In addition to that, prior studies noticed a significant improvement in performance 
scores of participants who participated in a debriefing group compared to the participants who 
did not participate in a debriefing group (Savoldelli et al., 2006; Shinnick et al., 2011). The 
debriefing teaching strategy has recently been implemented in teacher education and ESL 
classrooms, where more attention has been given to the affordances of the strategy in fostering 
language learning. For instance, Rif and Hua (2021) revealed that debriefing helped strengthen 
ESL learners’ critical thinking while enhancing oral and written proficiency. However, 
debriefing strategies have not adequately been used to equip learners to overcome language, 
color, or race challenges. This study aims to explore how a debriefing strategy, utilizing 
multimodal narrative reflection and dialogue, can aid in developing and negotiating meaning 
and confronting linguistic racism. 
 
Multimodal Narrative Practices 
Although the debriefing strategy needs to be grounded in narrative pedagogy, the contemporary 
communication environment demands a shift in pedagogical approaches, including 
multimodality. Understanding multimodality involves comprehending how visual, gestural, 
spatial, and linguistic modes function and are structured. Past research has indicated that 
multimodality can aid English language learners in expressing personal experiences and 
developing their identities and agency (Johnson & Kendrick, 2017). According to Zakaria et 
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al. (2016), web-based language teaching, digital storytelling, and multimodal literacy can assist 
immigrant learners with language learning and identity development in the classroom. 
Moreover, using multimodal text enhanced English language learners’ levels of engagement, 
understanding, and critical skills (Ganapathy & Seetharam, 2016; Anderson et al., 2017). In 
addition to that, including multimodal digital composition tasks in the language classroom 
increases learners' motivation and confidence in expressing themselves in English (Jiang & 
Gao, 2020). Researchers in the field of teaching English as a Second Language (ESL) utilized 
a digital tool called Story Bird in the classroom to introduce students to 21st-century skills 
(Zakaria et al., 2016). The main objective of their study was to investigate the experiences of 
English language learners who used Story Bird to write narrative texts. Their findings 
demonstrated that language learners had a positive experience in using Story Bird to write 
narrative texts. They suggested that it can be an effective pedagogical tool for teaching 
narrative writing. In addition, Conrad (2013) found digital storytelling, blogs, and videos 
helpful in expressing one's experiences. 

Incorporating multimodality into learners’ diverse lived experiences, which is called 
culturally responsive multimodal pedagogy (Kiss & Weninger, 2017), can bring new 
perspectives, and enhance language learning. This type of multimodal pedagogies can help 
learners make the connection between the classroom and their lifeworld. Previous research 
aimed to determine the effectiveness of multimodal teaching methods in enhancing language 
learning. For instance, when learners were instructed to capture images of various elements 
showcasing their identities and preferred activities, it was found to be potent in terms of 
language learning (Early et al., 2015). Further, integrating learners’ communities into the 
classroom can improve authentic communication. For instance, translanguaging, which 
involves using both L1 and L2 in the English classroom, helps develop learners' representation 
skills, creativity, and critical thinking towards migration (Takaki, 2019). Thus, previous studies 
have shown that culturally responsive multimodal teaching strategies effectively promote 
language and literacy skills and help students comprehend their daily experiences. However, 
the role of multimodal narrative practices in addressing various challenges learners face in their 
daily lives is yet to be identified. Learners may come to the language classroom with high 
motivation but face power gaps and linguistic discrimination in real-life situations; therefore, 
high motivation may only sometimes guarantee language learning. Learners’ desire to learn the 
language or learners’ investment in language learning depends on the negotiations of power 
between interlocutors (Darvin, 2020). Keeping that in mind, this current study combines 
debriefing teaching strategy and multimodal narrative practices—linguistic, visual, and oral—
in adult ESL classrooms to see the teaching strategies' affordance in preparing learners to 
develop agency, negotiate meaning, and confront linguistic discrimination in real-life 
situations. 
 
Addressing Linguistic Racism and Stereotyping in Educational Setting 
Language learning has expanded beyond the classroom, now encompassing race, class, power 
dynamics, and social norms. Being members of different linguistic communities, immigrant 
language learners often face challenges like power gaps and linguistics racism. In this study, 
the concept of linguistic racism refers to ideologies or actions that violate human rights based 
on the way language learners use language (Dovchin, 2019). Skuntnabb-Kangas (1988) defines 
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linguicism as the unequal distribution of power and resources based on language. According 
to Dovchin (2020), "linguistic racism" includes two more aspects - "ethnic accent bullying," 
which is mocking someone's language usage or accent, and "linguistic stereotyping," which is 
a form of aggression that can result in exclusion from the dominant group. Based on Piller's 
(2016) findings, English language learners can be stereotyped based on their race and ethnicity, 
leading to incorrect assumptions about their language proficiency. Stereotyping people based 
on their pronunciation, voice, accent, and paralinguistic signs is common among different 
linguistic communities. Language learners often struggle in both institutional and non-
institutional settings. For example, Corona and Block (2020) reported that language learners 
have experienced racial microaggressions from their teachers based on their color, race, and 
language. In many contexts, students of different races, not just language learners only, 
experience racism, for instance, African-American students receive more negative feedback 
from their teachers than their White peers (Scott et al., 2019). Furthermore, in an experimental 
study conducted by Copur-Gencturk et al. (2020), it was discovered that teachers tended to 
give higher ratings to white students compared to students of color, despite both groups 
performing similarly on a math task. Language educators and curricula have prioritized 
pedagogical tools aimed at addressing complex issues related to racism for many years. A 
recent research study suggests a race-conscious approach to teaching pedagogy, allowing 
teachers to navigate social, institutional, and individual obstacles (Pagán, 2022). In addition, 
Seo (2023) revealed what and how to teach antiracist teaching pedagogy to students in EFL 
contexts. Although previous studies suggest integrating antiracist teaching pedagogy in 
language classrooms, a few studies have explored how educators can help language learners 
confront racism.  

While efforts to integrate antiracist pedagogies in language teaching are crucial, 
understanding the experiences of language learners through theoretical frameworks like 
Critical Race Theory (CRT) is equally important as it offers deeper insights into the challenges 
they face in both institutional and noninstitutional settings. Given the complexities surrounding 
language learning issues, this study emphasizes the necessity of applying CRT to understand 
and address the challenges immigrant language learners face. CRT is a suitable framework for 
understanding the experiences of immigrants, as it emphasizes the experiential knowledge of 
historically marginalized individuals (Charles, 2019). Immigrant people are marginalized 
because of how they use language; thus, CRT can help understand and analyze the ideology, 
hierarchical structure, or class power in the dominant society and immigrant learners’ real-life 
experiences. Therefore, by applying CRT, this study not only highlights the unique linguistics 
challenges faced by immigrants but also sheds light on broader societal structures that shape 
their language learning journey, offering a comprehensive understanding that is essential for 
developing more inclusive and effective antiracist language teaching practices. 
 
Method 
In this study, a qualitative ethnographic approach was taken. The study was conducted using 
the principles of action research, which is a method of self-reflective inquiry that aims to 
enhance the rationality and fairness of participants' practices, their comprehension of these 
practices, and the situation in which they are enacted (Carr & Kemmis, 2003). This study 
examined students’ production of multimodal narratives in an ESL class and debriefing 
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practices to describe learners’ agency and understanding of linguistic discrimination. The study 
utilized a narrative approach to investigate the everyday experiences of English language 
learners. The aim was to identify techniques and solutions to common problems immigrant 
language learners face. 
 
Participants and their Relationship with the Researcher 
I had experience teaching immigrant adult language learners enrolled in a course called 
“Speaking Well in the US.” The course aimed to prepare learners to communicate effectively 
in their real-world lives. While teaching this language course, I had the opportunity to resonate 
with my students. My identity as a language teacher and a woman of color allowed me to realize 
the challenges language learners often face. Thus, the classroom environment offered a 
comfortable zone where all learners could spontaneously share their experiences, leading to a 
good rapport between teachers and learners. This relationship allowed students to share their 
experiences and ideologies in the classroom without feeling pressured. Through action 
research, teachers can analyze learners’ behavior and challenges, allowing them to adjust 
teaching strategies based on learners’ needs. While teaching the ‘Speaking Well in the US’ 
course, I could analyze learners’ behavior and challenges in using language inside and outside 
the classroom.  

Five immigrant adult participants participated in this study. Three participants came from 
Brazil, and two of them were Venezuelan. Participants’ range of residency in the US was from 
two weeks to ten years. All participants had been living here for a short time except one who 
came to the US ten years ago during data collection. Three participants had not taken any 
English language courses, while two had previously enrolled in other English Language 
courses before joining the ‘Speaking Well in the US’ course. Their real names were not 
disclosed due to the Institution Review Board protocol; therefore, pseudonyms were used to 
protect participants’ confidentiality. Table 1 below presents the demographic data of the 
participants. 
 
Table 1 
Participants’ Data 

Pseudonyms            Length of Residence in U. S Age                  From 
Molly                         2 weeks 32                     Brazil 
Amy                           1 year 28                     Brazil 
Camelia                     10 years 48                     Brazil 
Genia                         10 months                                                     35                  Venezuela 
Arena                         4 years                                                  25                  Venezuela 

 
Data Collection 
As part of the study, the learners were assigned a task to write ten multimodal narratives in a 
shared Google document describing their experiences of using English outside of their 
classroom. Once they completed each narrative, the learners had to recount and reflect on their 
stories in class. During the reflection session, the researcher displayed the Google document 
on a projected screen, enabling all learners to view the narratives visually. This helped learners 
share their experiences of using English in detail while responding to the researcher's questions. 
The study used a debriefing strategy to answer what happened, why it happened, and what's 
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next. Additionally, learners were asked to explain the photo they had used in their written 
narratives. They shared their reasons for selecting specific photos and explained the 
relationship between the photo mode and the narratives. If there was any character, place, or 
object in the photo, they introduced it. 
 
Data Analysis 
The study utilized NVivo 12 Plus, a computer-assisted qualitative data analysis software, to 
examine the learners’ written multimodal narratives. The analysis aimed to understand the 
learners' agency and how they overcame challenges. Additionally, the researcher video-
recorded and transcribed the reflections and debriefing sessions to identify the major themes. 
The video recordings of the Reflection and Debriefing sessions helped to understand how 
learners dealt with racism in different language learning contexts. 
 
Results and Discussion 
The findings demonstrate that learners often experience racism in real-life settings because of 
their appearance and the way they use language. This often leads to feelings of frustration and 
exclusion from society, primarily due to linguicism. Linguistic stereotypes are based on one's 
appearance, leading to the assumption that it determines one's language proficiency or speaking 
ability. However, the debriefing teaching strategy has proven to be effective in helping learners 
apply their classroom knowledge in real-life situations, empowering them to confront 
linguicism and develop agencies.  
 
Linguistic Stereotypes Start from the Face Value 
Molly, who completed her bachelor’s degree and worked as a teacher at a school in Brazil, 
enrolled in a community-based English language program after coming to the USA. One of her 
narratives showed how she negotiated the implicit language ideology that people have 
regarding immigrants’ language proficiency. During the narrative reflection and debriefing 
session, Molly said: 
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Excerpt 1 portrays how Molly took the initiative to correct her friend, who had a 
preconceived notion about the language proficiency of immigrant language learners. Molly’s 
friend thought Molly might not know how to order food in the restaurant: ‘It was because she 
thought I could not speak English” (line 6), an example of a linguistic stereotype. Molly was 
expected to have less English proficiency and not speak well because of her ethnic identity. 
This type of implicit language ideology may cause social withdrawal and mental health 
problems, including depression, inferiority complex, and suicidal ideation (Dovchin, 2020). 
Although Molly raised her voice and corrected her friend, Molly still felt “like a disability,” 
indicating a loss of belonging. Molly felt disabled after being critically judged by her American 
friend, who viewed her as less intelligent. Such ideology blocks learners’ entry into the external 
community since learners remain under pressure when they speak and face discrimination 
because of their language, color, and race. Dovchin also noticed that negative psychological 
impacts, such as frustration, depression, and worthless feelings, further increase language 
learners’ suicidal ideation. CRT acknowledges that these types of microaggressions have 
serious mental health implications as they reinforce feelings of alienation and inferiority. 

It is important to note that, usually, learners remove themselves from opportunities for 
social interaction when they face racism; however, Molly did not remove herself from the 
interaction and did not stop investing in language learning: “Patience, I immediately corrected 
her. I asked her to wait because I was just choosing the menu but knew how to order” (line 6-
7). The statement ‘I immediately corrected her’ shows how she negotiated the hidden language 
ideology preserved by the host nation. Rather than withdrawing, she asserted her linguistics 
capabilities, challenging the implicit language ideology. This resistance aligns with CRT's 
emphasis on marginalized individuals' agency in reshaping-imposed stereotypes. Furthermore, 
this example highlights how CRT emphasizes the notion of 'voice' through Molly's use of her 
own voice to challenge and negotiate racial and linguistic biases. 

Examining the above excerpt through the lens of Critical Race Theory provides valuable 
insight into the intersection of race, language, and power dynamics in social interactions. The 
scenario of Molly facing linguistic stereotyping from her friend exemplifies how racial and 
ethnic identities can influence societal structures and individual perceptions. Critical Race 
Theory argues that society's fabric is woven with racism. This is exemplified by how Molly's 
English proficiency is underestimated due to her immigrant status. This example demonstrates 
the prevalent societal attitudes towards individuals with minority ethnic backgrounds. 

Moreover, the role of the debriefing session in the excerpt is crucial. The debriefing session 
allows Molly to reflect critically on her experiences and the underlying racial dynamics. During 
the conversation, Molly began by explaining what had happened in the restaurant (line 1). The 
researcher then prompted her to further elaborate on her explanation by asking why she thought 
that had happened. This type of question served as a valuable tool to help learners consider the 
context in greater detail. Molly explained in line 6 why her friend prevented her from ordering 
food in the restaurant. She believed that her friend's preconceived notion about immigrants' 
language proficiency was the reason why she didn't allow her to order food. Molly explained 
the reason behind it and expressed how she negotiated the situation by raising her voice and 
proving herself a legitimate member of the community. Molly’s response worked as a paradigm 
for the language learners in the classroom. During reflection and debriefing sessions, learners 
addressed racism's detrimental effect on Molly, who expressed feeling like a disability. CRT 
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always stresses the importance of comprehending the context and mechanisms of racial 
discrimination.  

The excerpt above sheds light on how language can be used to discriminate against 
marginalized communities and how individuals from those communities deal with these 
challenges. It also emphasizes the importance of having a voice, resisting discrimination, and 
critically reflecting upon racial prejudices in everyday interactions. All these factors are critical 
in combating racial bias and promoting social justice.  

In addition, Amy, who used to work at a hospital in Brazil, moved to the US for better 
opportunities. She noticed that native English speakers lack patience during communication 
breakdowns. 
 

 
 
The above passage reveals Amy's experiences and mental state when interacting with 

people outside her immediate community. Amy’s statement “I cannot find people who have 
patience with me” indicates her frustration as she believed that no one had time to listen to her. 
Based on her observations, she concluded that "people do not have patience" (line 2). Amy saw 
herself as an outsider who was unworthy and incapable of fitting in with the target community. 
Learners who are positioned as inadequate or unworthy in a classroom or social setting may 
not feel valued or welcomed (Darvin, 2019). Narrative reflection and debriefing sessions in the 
language classroom provided a space for learners to critically reflect, monitor, and analyze 
their own and their peers' experiences. Amy compared her experiences to Molly's, noting that 
Molly received more patience from people. The debriefing session allowed Amy to think more 
critically about the event from various perspectives. She not only described what she faced but 
also realized that native speakers of English tend to avoid immigrant language learners if they 
fail to follow existing norms while speaking. This statement highlights covert discrimination 



Mahmuda Sharmin 

www.EUROKD.COM 

against non-native speakers of English, as native speakers often hold hegemonic ideologies 
about immigrants and reinforce power structures. The debriefing teaching strategy also helped 
language learners feel confident in broader contexts. The researcher suggested learners 'ask a 
question' if needed since asking questions can help learners negotiate meaning and ensure 
successful communication.  

CRT can be applied to understand how linguistic racism and societal power dynamics 
impact Amy. Amy's feeling of being an outsider is an example of systemic racism, where 
certain dominant groups hold power and set norms that implicitly exclude or disadvantage 
others. CRT would highlight how English speakers' avoidance of immigrant language learners 
perpetuates power imbalances. The use of narrative reflection and debriefing sessions also 
empowered Amy as she could critically analyze her experiences and understand those 
experiences with a broader societal context. Teaching strategies such as debriefing sessions, 
critical reflection, and encouraging questioning can scaffold and support language learners in 
a system inherently biased against them. 
 
Demonstrate the Knowledge in Real Life Context 
It is worth noting that in the real world, learners can apply the knowledge acquired from 
narrative reflection and debriefing sessions. For instance, Amy shared her experience of 
negotiating meaning by asking questions in a real-life situation where she encountered a 
language barrier because she did not understand the point. For instance, Amy mentioned, 
 

 
 

It is worth mentioning that when Amy asked the lady to repeat the question in line 7, she 
was demonstrating an example of Negotiation for Meaning. This term refers to the process in 
which two or more people who are communicating try to identify and resolve a breakdown in 
communication. Although it is rare for native speakers to repair communication breakdowns 
(Norton, 2013), Amy's willingness to ask a question showed her desire to communicate with 
the lady and resolve the issue. When Amy was unable to comprehend what the lady said, the 
lady gave her a perplexing expression. This expression was a form of feedback that helped 
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Amy understand that there was a language barrier between them. This sort of feedback is called 
a paralinguistic feature, which encompasses body language, gestures, and facial expressions.  
It is important to identify whether a communication breakdown is caused by linguistic or racial 
misunderstanding, considering the impact of societal power structures on interactions. For 
example, we can analyze the 'weird look' of the woman to determine if it was due to a language 
barrier or underlying racial prejudices affecting the conversation. Recognizing this, Amy knew 
the communication was unclear and immediately acted to repair the breakdown. Amy's 
initiative to ask a question to solve the problem is consistent with Kazemi & Kiamarsi's (2017) 
study, which found that advanced language learners often use cognitive strategies to 
comprehend meaning and solve problems. As stated in the excerpt, sharing real-life 
experiences can aid learners in comprehending the challenges they encounter, their root causes, 
and the ways to tackle them. Additionally, language educators can improve their ability to meet 
students' needs in the language classroom by acknowledging the consequences of different 
challenging situations. Genia, a Venezuelan economic analyst who used to work at a bank, 
came to the US with the aim of finding better opportunities. However, after her arrival, she 
found challenges in communication, leading to her enrolling in a language program. One of 
her narrative reflections showed how she negotiated meaning in a real-life context. 
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In the given excerpt, we can see that Genia struggled to understand the meaning of "fried 
and roasted chicken." She expresses her confusion by saying "What? I do not understand fried 
or what" (line 14). To help her understand, the person at the restaurant showed her a tray of 
fried and roasted chicken. This real-life example acted as a tool for Genia to grasp the meaning 
of the words. After seeing the actual fried chicken, Genia was able to repeat the words "fried 
chicken" and even expressed her liking for it by saying "Ha, okay, I liked fried chicken" (line 
16). This process of understanding a new idea is called "uptake." Geneia struggled to 
understand the meaning of 'fried and roasted chicken,' highlighting how language is deeply 
embedded in cultural context. The process of language learning uptake, as seen in Genia’s 
experience, highlights the need to tailor educational approaches for learners from diverse 
backgrounds.  

In the above excerpt, Genia displayed her agency, ability to negotiate meaning by asking 
questions, language awareness, and capacity to identify gaps in her language. Her interaction 
was vital in facilitating her lexical learning in this context. In the field of Second Language 
Acquisition, researchers have noted that when language learners struggle to communicate, they 
tend to shift their focus from meaning to solving the problem (White, 1987). When Genia faced 
difficulty during the conversation, she attempted to solve the problem, which helped her adjust 
the interaction and facilitate acquisition. Based on the above reflection and debriefing session, 
other learners and teachers can learn from her strategies to overcome language barriers and 
negotiate meaning effectively. Genia’s questioning agency is a critical aspect of Critical Race 
Theory, which emphasizes the empowerment of marginalized groups through their own 
agency. 
 
Multimodal Narrative as Scaffolding 
During their narrative writing activities in the classroom, students utilized photo modes and 
shared their reasoning behind selecting specific images. They also noted how the photo mode 
improved their language learning experience. For example, Molly included a picture of a story 
from the Bible in one of her narratives but did not describe the story in her written work. 
However, during the narrative reflection and debriefing session, she clarified why she had 
chosen the photo mode. 
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Figure 1 
Molly’s Written Multimodal Narrative 

 
 

Figure 1 is Molly's written story about her experiences at a Church language class. 
Although Molly included a photo from the Bible in her narrative, she did not provide a detailed 
explanation of the photo mode. However, during the reflection and debriefing session, she was 
able to think critically about the photo. It is worth noting that Molly and Amy both participated 
in the debriefing session. For example: 
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Molly explained the photo mode during the classroom discussion, allowing other 
participants to join and contribute to the conversation. This led to a new story being created, 
with the photo mode providing a vital message and visual representation of a story from the 
Bible. The single image contained a meaningful religious story, making learners think more 
deeply about it. The photo mode also provided more opportunities for language learners to 
speak in the classroom, with Amy adding information about a miracle in the Bible. The use of 
familiar modes like photos and texts positively influenced language learning, making it easier 
for learners to understand and explain the story. The implementation of photo mode 
significantly improved the learners' engagement and participation. The interactive visual 
representation of the Biblical story served as a common reference for all learners regardless of 
language proficiency. The photo mode also worked as a useful tool for understanding complex 
religious stories that may be difficult to comprehend through text alone.  

One of Molly's multimodal narratives included a photo depicting her real-life actions, 
depicting her growing agency through a combination of narrative writing and photo mode. For 
instance, in Figure 2, Molly presents another written multimodal narrative that displays her 
growing autonomy. 

The narrative shows a photo mode of her everyday habit of going to a coffee shop to test 
her English skills. By adding this photo, Molly confirms the authenticity of her narrative about 
buying coffee every day and her actions in the real world. Furthermore, the photo mode 
emphasizes her ability to order various types of coffee, showcasing her language development 
and agency. In her own words, "I gained autonomy. I can go wherever I want...I can 
communicate much better" (line 3), illustrating how this autonomy in language proficiency is 
vital for language learners to assert their agency in an English-speaking society. Molly uses 
visual representations of her daily habits, asserting herself in a space where language learners 
are often marginalized due to their language learning status. The findings resonate with 
Guzzetti and Wooten's (2002) work, suggesting that images and text complement each other in 
narrative representation.  
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Figure 2 
Molly’s Multimodal Narrative about Her Autonomy 

 
 

Molly's multimodal narrative illustrates how combining textual and visual modes can 
express personal growth, autonomy, and the practical application of language learning in 
everyday life. The purpose of visiting the coffee shop is not simply because Molly loves coffee, 
but rather it is a strategic move to monitor her language development. The act of ordering 
coffee demonstrates Molly's language skills, confidence, and independence as a language 
learner in real-world situations. Her account of visiting a coffee shop can be perceived as a 
metaphor for navigating a society where English proficiency is intertwined with societal power 
dynamics. 
 
Conclusion 
This study aimed to investigate the effectiveness of using debriefing strategies and multimodal 
narrative practices as pedagogical tools in the language classroom. The results showed that 
using these strategies in combination with narrative reflections of learners' experiences helped 
to develop learners' agency, facilitate negotiation of meaning, and confront linguistic racism. 
Narrative reflections revealed that learners often face challenges in non-institutional settings 
due to their appearance and the way they speak English. For example, one learner named 
Molly's friend assumed that she did not know how to order food in a restaurant because of her 
preconceived notion about immigrants' language proficiency. This implicit language ideology 
can lead to social withdrawal and mental health issues for immigrants, including depression, 
inferiority complexes, and suicidal thoughts (Dovchin, 2020).  
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However, debriefing teaching strategies supported learners in becoming aware of their 
inner strengths and feeling empowered. These strategies not only revealed the pattern of 
linguistic racism that learners may face but also facilitated their understanding of how to 
negotiate meaning and confront linguicism. Learners learned different strategies, such as 
asking questions, being willing to speak, and not feeling inferior, which they could demonstrate 
in real-life situations to negotiate meaning. For instance, one learner named Genia told the 
cashier at KFC that she needed to learn the difference between fried and roasted chicken. The 
cashier showed her actual fried chicken to illustrate the difference, facilitating communication, 
and demonstrating Genia's developed ability to negotiate meaning.  

Through narrative reflection and debriefing sessions, learners were able to better 
understand the power dynamics present in society and effectively negotiate meaning during 
conversations. Additionally, utilizing multiple modes in written narratives helped enhance 
learners' ability to present their ideas, ensure the validity of their narratives, and showcase their 
actions in the real world. Moreover, incorporating photo modes in writing and discussing 
linguistic and visual modes relevant to learners' everyday lives can facilitate language learning.  

Furthermore, individuals who are learning a new language desire acceptance, appreciation, 
and care from the dominant society, both in institutional and noninstitutional settings. Learners' 
personal experiences and identities should be taken into account in second language teaching 
to connect classroom learning with real-world language use (Norton, 2013). Considering these 
aspects, this study suggests that sociolinguistics is essential in acknowledging learners' lived 
experiences, empowering them, and fostering a democratic spirit. Therefore, it argues that 
language teachers should incorporate pedagogical tools, such as debriefing teaching strategies 
and multimodal narrative practices, to harness linguicism, develop agency, and negotiate 
meaning in the language classroom.  

In conclusion, this study underscores the importance of debriefing strategies and 
multimodal narrative practices in confronting linguistic racism and empowering language 
learners. These pedagogical tools not only address linguistic racism but empower learners to 
counter these challenges with confidence. The study's findings highlight the crucial role of 
sociolinguistics in comprehending and addressing the intricate interplay among race, language, 
and power in society. It proposes a language teaching approach that connects classroom 
learning with real-world applications. The study suggests conducting further research to deepen 
understanding of the interconnected nature of linguicism and its impacts. 
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