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Abstract

Research within English for Academic Purposes (EAP) often focuses on
textual analyses of specific linguistic features in written discourse to help develop
relevant pedagogic materials (Lillis & Scott, 2008). Because of the decontextualized
nature of these investigations (Dressen-Hammouda, 2013), calls have emerged for in-
depth investigations that give greater attention to the social practices surrounding
learners’ language use.

Focusing on oral presentations as a common academic genre for knowledge
dissemination, this study employs an ethnographically-oriented case study to examine
how eight year-five undergraduates in a Pharmacy College in Saudi Arabia engage
with seminar presentations. The study adopts a social view of literacy to explore its
complexity in this context (Barton & Hamilton, 1998; Pahl & Rowsell, 2006; Street,
1984). It also utilizes a social semiotic understanding of meaning-making to examine
the presenters’ communicative choices (Kress, 2010; Kress, Jewitt, Ogborn, &
Tsatsarelis, 2001; Leeuwen, 2005; Matusiak, 2013). Data for this investigation
includes semi-structured interviews with participants, observations of seminar
sessions, informal conversations with teaching and administrative staff and various
students in the college, artefacts’ collection and research journal.

Emergent themes highlight the complex practices involved in students’
development as professionals in pharmacy and the need to reconsider common EAP
understandings of English-language proficiency. While exploring how participants
address the demands of English-language use, the analysis highlights how these
multilingual learners engage with the full repertoire of their semiotic resources to
represent and communicate their knowledge. The study concludes by considering the
implications for EAP practice. It points out to the effect that a social account of
literacy may hold for teaching students in similar contexts. In addition, it calls for the
need to provide a deeper understanding of language learners’ needs which shape their

engagement with academic activities.
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Chapter 1 Introduction
1.1 Background: Researching English for Academic Purposes

With the increasing use of English as the main medium of academic instruction
around the world, there is a growing reliance on specialized language teaching
approaches, such as English for Specific Purposes (ESP) and English for Academic
Purposes (EAP) which aim to assist learners in learning English for particular need-
driven purposes. In relation to EAP, in particular, investigating how English is used in
academic contexts provides “direct insight into the ways scholars across the university
work, the kinds of knowledge they value and indeed the ultimate purpose of their
discipline” (Charles & Pecorari, 2016, p. 4).

EAP is a needs-driven approach to language teaching that works to recognize
and address language learners’ needs in different domains (Paltridge & Starfield, 2013).
According to Hyland (2006, p. 73), learners’ ‘needs’ represents “an umbrella term that
embraces many aspects, incorporating learners’ goals and backgrounds, their language
proficiencies, their reasons for taking the course, their teaching and learning
preferences, and the situation they will need to communicate in”. Understanding
learners’ needs allows EAP teachers and policy makers to tailor the objectives and
content of courses to the specific linguistic and disciplinary conventions that learners
need to identify and work with (Mansur & Shrestha, 2015). Investigations of these
needs, however, have been historically approached through textual-based analyses of
common genres and authors’ personal experiences and intuitions which were not always
built on sound theoretical grounds or clearly-framed research designs (Hyland, 2006).
They tended to prioritize linguistic and discoursal features of texts to train learners to
recognize, use and master these features. As a result, addressing learners’ needs was
largely associated with provision of lists of objective and translatable linguistic features
without much attention to the social contexts that underpin language use.

This perception of needs has had considerable influence on many EAP areas of
investigations, especially in genre studies which present one of the primary lenses
through which textual conventions associated with discipline-specific knowledge have
been examined within scholarly research. Focus within these studies has been mostly
directed towards written genres because of the common belief that mastery of writing
paves the way to academic success (Lillis & Scott, 2008). Furthermore, it reflects the
classical significance attached to written discourse in academia in relation to knowledge

dissemination and assessment. Spoken genres, such as oral presentations, seminars and



lectures, on the other hand, have not received equal attention despite their significance
and common use (Swales, 2004).
1.2 EAP in Saudi Arabia

Since the establishment of the first university in Saudi Arabia in 1957 (Smith &
Abouammoh, 2013), the use of the English language as the main medium of instruction
in departments that relate to science and technology in Saudi Arabia has been
consistently growing. Although many of the academic disciplines in Saudi universities
do not rely on English, such as the departments of Arabic, media and religious studies,
many departments use English as the main medium of knowledge dissemination and
communication among teachers and students. Most Saudi universities have
implemented comprehensive English language courses in their Preparatory-Year
programmes which are offered to all secondary school graduates, admitted for
university study. These programmes aim to develop the basic skills of writing, speaking,
listening and reading through usually implementing general English language teaching
agendas regardless of the specialized field that a student intends to join in the university.
These programmes, however, are rarely based on empirical investigations of learners’
needs (Al-Nasser, 2015). They tend to be operated under the common assumptions
described earlier which associate recognizing and addressing English language learners’
needs with identifying generic linguistic and discoursal features through reliance on
textual-based analyses and intuitions of policy makers and applied linguists (Hyland,
2006; Johns, 2013).

Research on English language teaching and learning in formal education,
especially in academic settings in Saudi Arabia generally aligns with a skill-based
understanding of literacy. This understanding is dominated by researchers’ “attempts to
‘fix” problems with student learning, which are treated as a kind of pathology” by
focusing on “surface features, grammar and spelling” (Lea & Street, 1998, p. 159).
These attempts reflect the normative stance dominant within EAP research around the
world which prioritize “at one or more levels of grammar, discourse or rhetorical
structure or genre — and on (or with a view to ) exploring how students might be taught
to become proficient or ‘expert’ and developing materials on that basis” (Lillis & Scott,
2008, p. 13).

Studies working to recognize the challenges and difficulties faced by English
language learners are very common in language research in Saudi Arabia. urRahman

and Alhaisoni (2013), for example, investigate the challenges that face English language



teaching in Saudi Arabia and offers some remedial suggestions to address these
challenges. Al-Khairy (2013) examines common problems in university students’
writings. Algahtani (2015) also examines the difficulties that Saudi language learners
face while examining their willingness to learn English. Within these studies, attention
is usually directed towards the writing skill more than other skills (e.g., Al-Khairy,
2013; Barnawi, 2016; Fageeh, 2011; Nash, 2016).

Focus within these studies on writing reflects a common tendency in this context
to correlate development in learners’ writing skill with their progress in academic
studies (Al-Nasser, 2015). Fewer studies direct their attention to other skills, such as
speaking and reading. Mousawa and Elyas (2015) suggest a programme to teach
presentation skills within an ESP programme. They examine the challenges that learners
face in engaging with communication skills in general and oral presentation skills in
specific to facilitate their success in language learning and build necessary skills for
future professional employability. Al-Mohanna (2011) examines classroom interaction
in English language teaching in public schools through classroom observation. His
qualitative study seeks to examine aspects of classroom interaction which hinder the
development of listening and speaking skills among language learners. Daif-Allah and
Khan (2016) use quantitatively and qualitatively collected data to examine the effect of
using extracurricular speaking activities on developing learners’ oral communicative
skills.

While the majority of studies are concerned with recognizing academic
conventions in order to highlight the challenges facing language learners and offer
suggestions to address these challenges, there are increasing attempts to examine
language learners’ practices. For example, Ababneh (2016) employs survey data to
examine the literacy skills and practices in English and Arabic among female
undergraduates. Barnawi (2016) examines how university students engage with
pedagogical practices imported from the United States in a writing class. He sheds
lights on the effect of these practices on transforming his own practices as an EFL
writing teacher and changing how students engage with writing classes. Alzubi, Singh,
and Pandian (2017) employ a survey to explore practices of autonomy among male
undergraduates in a Saudi university.

Most of the studies carried within this context in relation to language teaching
and learning tend to rely on quantitative methodologies which relies mainly on surveys
(e.g., Algahtani, 2015; Alzubi d., 2017; Javid, Al-Asmari, & Farooq, 2012; Liton,



2012). In contrast, qualitative methods do not seem to share that popularity. Exceptions
include Barnawi (2016) who employs a qualitative approach in his study to examine
how student-writers work around imported pedagogical decisions to suit their needs.
His study includes the use of teacher’s journal, students’ works and notes from teacher-
student conferences. Ababneh (2016) uses two survey questionnaires distributed to 200
third and fourth female English major students in order to explore the literacy skills and
practices of these undergraduates. She also utilizes her research notes and observations
to deepen her understanding of literacy among the participants in her study. Mahboob
and Elyas (2014) examine one of the textbooks used by the Ministry of Education to
teach English in Saudi Arabia to look for linguistic and visual indications of a Saudi
variety of English. Their textually-based analysis is supported by consulting linguists
and experienced Saudi teachers of English regarding their analysis and interpretation of
the collected data. Barnawi and Phan (2015) employ a qualitative case study approach
to examine how two Western-trained Saudi TESOL male language teachers utilize their
training to teach English and the effect of their use on issues related to knowledge
construction and pedagogical practices. Nazim and Hazarika (2017) use qualitative and
guantitative methods to examine how 40 teachers in the Preparatory-Year Programme in
a Saudi university perceive students’ linguistic proficiency in relation to ESP standards.

Despite this growing use of qualitative data to support quantitatively-collected
data within this context, there is a clear shortage of in-depth investigations of the social
contexts in which language learners engage with language. Many issues remain under-
researched, such as the social practices shaping learners’ use of the language, the
complexity of meaning making beyond language and identity construction among
learners. As far as learners are concerned, not much attention is devoted to learners’
voices and perspectives within the Saudi context. Overlooking learners’ perspectives
seems to echo traditional approaches to learning which consider learners as passive
recipients and views learning as a process involving knowledge transmission from
teacher to learners. These are usually examined through quantitative methods to infer
learners’ perspectives and practices without seeking to offer in-depth investigations of
their experiences.
1.3 Statement of the Research Problem

Undergraduate oral presentations represent one of the genres which have not
received adequate attention within EAP studies despite their growing use and

significance in academic contexts. In addition to socializing undergraduates into the



necessary knowledge associated with their disciplines (Morita, 2000), presentations are
also used to provide students with valuable opportunities to build and display their
knowledge and expertise (Hyland, 2009). In relation to language education,
investigations of oral presentations can be used by language educators to improve
instruction of oral communication for graduate and undergraduate students (Zareva,
2011a). Despite this importance, the current “somewhat limited and fragmentary”
research on spoken discourse within EAP practice has led to a situation in which spoken
genres such as undergraduate oral presentations are rarely explored (Evans, 2013, p.
196).

Available research on English-mediated oral presentations by non-native
speakers of English tend to focus on English-dominant contexts and formal settings
such as academic and conference presentations (e.g., Kim, 2006; Kunioshi, Noguchi,
Hayashi, & Tojo, 2012; Morton, 2009; Rowley-Jolivet, 2002, 2004). Few studies
examine oral presentations in other contexts (e.g., Brown & Adamson, 2014; Chou,
2011). The majority of available studies on academic presentations within EAP echo the
general preference among genre studies to prioritize linguistic features without in-depth
investigations of the social contexts in which genres are produced and used (e.g., Carter-
Thomas & Rowley-Jolivet, 2008; Chang, 2012; Ferguson, 2001; Lin, 2015; O'Boyle,
2014; Webber, 2005). Because of that, many aspects remain under-researched, leading
to fragmented understanding of how the use of academic presentations in disciplinary
fields can inform EAP practice. For instance, Chou (2011) warns that “other features of
oral performance, such as organization, exposition of professional knowledge, fluency
of phonetic and phonological appropriacy” are overlooked (p. 274). In addition, further
investigations are needed, not only to examine issues such as how presenters organize
their conference presentations, seminars or lectures, but also to explore the social
practices surrounding participants’ engagement with these activities (Charles, 2013).
These investigations are needed in all types of oral presentations, such as
undergraduates’ oral presentations as in this thesis.

1.4 Motivation for the Study

Around nine years ago, one of my sisters who was studying at the College of
Pharmacy asked for my help with an oral presentation she was preparing. Our
discussion was not limited to my expertise as an English language teacher and we
discussed different aspects that related to that presentation, such as organizing the

information, preparing the talk, choosing the visuals and writing the references.



Although I was intrigued by that experience, | did not connect it to possible topics for a
PhD thesis. My proposal for my PhD studies was for a quantitative study using corpus
tools to address writing errors among English language learners in academic settings.
The proposal echoed common trends in research in Saudi educational settings on
language teaching and learning. This proposal was, however, rewritten after I enrolled
in a course on digital literacies in the Department of Linguistics and English Language
at Lancaster University in which | was introduced to social accounts of literacy. This
course offered me a new perspective for examining how people use language while
engaging with reading and writing and reminded me of my experience with my sister.
As a result, | decided to adopt a social account of literacy and rely on qualitative
research methodology to examine how female undergraduates in pharmacy engage with
oral presentations.
1.5 Research Questions
Responding to the dearth of available research on oral presentations, this thesis employs
an ethnographically-oriented qualitative case study to explore how a group of year-five
multilingual, female undergraduates engage with English-mediated oral presentations in
pharmacy in a Saudi Arabian university. These learners are described as multilingual
because they rely on different linguistic identities to engage in this literacy event (Pahl
and Rowsell, 2006b). Within this thesis, these identities are not, however, approached as
being confined to participants’ use of English and Arabic as meaning-making systems,
but extend to include a range of available semiotic resources that learners draw on to
represent and communicate knowledge, establish themselves as active members in their
community and embrace their developing professional identities.
The study seeks to address the following research questions:

1. Which literacy practices do multilingual learners draw on while engaging

with oral presentations in pharmacy?

2. What available representational and communicational resources do these

undergraduates employ to make meaning while engaging in these presentations

and how?
To address these questions, the study employs a case study methodology with data
collection techniques that provide an ethnographic dimension to examination of
learners’ literacy practices and meaning making. These include observation, semi-
structured interviews, informal conversations, research journal and artefact collection.

This type of methodology aims to utilize available data to examine how learners engage



with their seminar presentations. Rather than continuing the current trends of looking at
the linguistic and discoursal features of oral presentations, examination of
undergraduates’ engagement in this genre as a social practice offers a more in-depth
understanding of what it means to learners to make presentations within this specific
context. Furthermore, attention to these resources “allows a move away from imagining
languages as clear cut identities” (Busch, 2012, p. 507) to examine language as one of
the resources that make up the semiotic repertoires which learners rely on to make
meaning.

1.6 Research Design

Two interrelated, theoretical angles are employed to address these questions:
New Literacy Studies and Social Semiotic Multimodality.

1.6.1 New literacy studies

I look at the social practices that underlie learners’ engagement with this genre
by relying on the New Literacy Studies (NLS) to examine how learners engage with
literacy, i.e. reading and writing, as a social, contextualized practice (Barton &
Hamilton, 1998; Pahl & Rowsell, 2006b; Street, 1984). Contexts shape the meaning of
literacy for people as they use and integrate it in their lives to achieve their goals.
Considering that people “read and write specific sorts of “texts” in specific ways” which
are “determined by the values and practices of different social and cultural groups”
(Gee, 2010, p. 11), NLS represents a shift from the long-held educational approach
underlying examination of learning as a cognitive process in individual minds towards
examination of the social interactions that shape and are shaped by peoples’ engagement
with reading and writing.

This view of literacy is relevant for this investigation considering the prevailing
research trends within EAP studies which prioritize examination of decontextualized
linguistic features of texts. Despite the importance attached within EAP to identifying
these features and introducing them to learners, calls have emerged around the world to
reconsider the extent to which the use of English in universities goes beyond mastering
the code or structure of the language to include the complexity of academic practices
and skills that learners are expected to engage with in their fields. In contrast to the
current, prevailing investigations of oral presentations, drawing on a social account of
literacy allows me to examine the social practices which the participants in this study
draw on to engage with their presentations in pharmacy. As a study informed by

available research on needs analysis and genre studies, paying attention to social



practices surrounding the use and production of oral presentations represents an integral
aspect of understanding how English is used in this context.
1.6.2  Social semiotic multimodality

Although social accounts of literacy are usually concerned with examining
people’s engagement with written texts, many texts are shaped by the incorporation of
various modes to represent and communicate meaning (Pahl & Rowsell, 2012). In this
case study, an essential aspect of examining the social practices underpinning
undergraduates’ engagement with oral presentations lies in exploring the ways through
which meaning is made. While EAP is understandably associated with linguistic
instruction, the need to examine how language learners represent and communicate
knowledge beyond language in academic contexts is increasingly brought to light. A
growing number of studies examines the dynamics of meaning making, especially those
related to science and technology (e.qg., Jaipal, 2010; Kress et al, 2001; Matusiak, 2013).
In the same way that examination of linguistic features is highlighted as a significant
aspect of understanding genres within EAP, investigation of the various semiotic
choices that learners incorporate and foreground within their texts is equally significant
because it paves the way for in-depth understanding how knowledge is represented and
communicated in diverse genres.

As “[g]ood control of genre involves an understanding of how different modes —
visual, written and oral- interact” (Parkinson, 2013, p. 167), it is only reasonable to say
that exploring how learners engage with any genre entails the need to examine how such
interaction takes place. This is particularly relevant for a social understanding of literacy
as in this study because meaning involves social and subjective designs that appear in
the various semiotic choices people embrace for their communicative purposes (Kress,
2010). To examine how learners make meaning in their presentations, | draw on the
interdisciplinary approach of multimodality which refers to “the coexistence of more
than one semiotic mode within a given context” (Gibbons, 2012, p. 8). The study of
multimodality involves investigation of modes or semiotic means that people rely on to
communicate with each other (Jewitt, 2009b). Within an English-mediated setting,
looking at meaning making beyond language helps to broaden research agenda within
EAP practice beyond the prevailing dominance of textually-based analysis of genres. In
terms of analysis, current research on multimodal meaning making tends to echo

textually-based genre studies through demonstrating preference for examining



multimodal texts as stand-alone products while overlooking the social contexts
surrounding production or meaning makers’ views and experiences.
1.7 Significance of the Study

I consider my study significant within the field of language learning because of
the gap in the literature that it attempts to address. The study focuses on English-
mediated oral presentations as an independent genre which, despite its increasing use
and established significance in academic settings, has not received adequate attention in
EAP research. The qualitative methodology and theoretical framework adopted in this
study promises in-depth examination of the literacy practices that shape learners’
engagement in this genre. They also bring to light the complexity of meaning making
surrounding learners’ engagement with this genre in which language functions as one of
the semiotic modes available to learners. These aspects provide valuable insights on the
complexity associated with using English as the main medium of instruction in similar
settings in which engagement with English goes beyond knowledge of grammatical
structures and specialized vocabulary to include an ability to incorporate it with other
semiotic resources according to learners’ disciplinary demands, contextual constraints
and personal interests. Investigating this engagement paves the way to explore
significant issues in this account of literacy, including how learners develop
membership within their community and establish relevant identities. The methodology
adopted for this thesis allows learners’ voices to be heard to shed light on issues that
could have been challenging to explore otherwise. These include learners’ social
practices that surround production and use of oral presentations in this community and
the wide range of motivated semiotic choices they resort to use to make meaning in
their presentations.

The study also draws attention to the need to broaden research tools used in EAP
research in this context. In contrast to the commonly-adopted quantitative methods used
to examine language teaching and learning in Saudi educational settings, this study
employs qualitative data-collection techniques to develop the in-depth investigation of
social practices needed to address the research questions. Use of qualitative methods
facilitates the study’s attempt to move beyond the prevalence of decontextualized
textual analyses and ground language pedagogy in deep investigations of specific
literacy events. Through these methods, the study questions long-held assumptions in
relation to issues such as professional practice, identity construction and language

proficiency which impact how issues of language teaching and learning are approached.



At the same time, the study contributes to EAP studies through the way it
addresses methodological challenges associated with using qualitative methods, such as
photographs and videos in this all-female context. Although these methods represent
common choices in research investigating literacy and multimodal meaning making, the
study works to address the specific cultural sensitivities that shape their use in this
community and resorts to use other methods that are considered to be contextually more
appropriate.

1.8 Outline of the Thesis

Chapter 2 describes in detail the theoretical framework employed in this thesis.
It is divided into four sections: EAP and social practices, meaning making, developing a
professional identity and oral academic presentations in EAP. | start this chapter with
providing an overview of EAP research on needs analysis and genre analysis because
they inform this study. I also look briefly at the challenges associated with traditional
approaches to literacy and the significance of adopting a social account of literacy and
what it can offer to address the research questions in this thesis. I, then, move to discuss
the study of meaning making within EAP and the need to move from a linguistic-based
understanding to adopt a multimodal approach that pays attention to meaning makers’
choices of semiotic resources. Discussion will focus on social semiotic multimodality to
highlight the specific concepts governing this approach, the relation between
investigations of multimodality and literacy and the status of multimodality within EAP
research. Then, I consider closely available research on identity construction where |
explore two interrelated theoretical angles: community of practice and issues of identity
and investment. These angles are explored because of the insight they provide on
examination of participants’ engagement in oral presentations and their meaning
making. The chapter is concluded by considering available research on oral
presentations in academic settings as an independent genre. Discussion will highlight
how this case study relates to available research and what it can offer to EAP practice.

Chapter three discusses the research methodology adopted in this study; case
study. It also looks at the setting of this investigation, how access has been obtained and
an overview of participants. The chapter also discusses the data collection techniques
used and highlights some of the challenges that | faced while collecting the needed data.
I also briefly discuss how data analysis has been approached. The chapter is finally

concluded by discussing issues of trustworthiness and rigour.
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Chapters 4, 5, 6 and 7 present the analysis. Chapter 4 examines the context in
which this investigation is situated through describing the College, the classroom and
the course. Particular attention is given to relationships among members of this
community and the significance they attach to participation in this event. Chapter 5
examines closely four major themes underpinning learners’ engagement in oral
presentations. These include undergraduates’ efforts to stand out among their
colleagues, the resources used to make oral presentations, the effect of prior experiences
and the role played by rehearsal and practice. Chapter 6 looks at the semiotic choices
surrounding slideshow design and speech which were highlighted by participants.
Chapter 7 examines the textual choices shaping two of the slideshows displayed within
the observed presentations. These choices are considered through social semiotic
multimodal analysis which highlights the meaning makers and their textual productions
as motivated signs. Chapter 8 concludes the thesis by summarizing the major findings
discussed earlier. It also discusses methodological and pedagogical implications of this
investigation. The chapter concludes by discussing limitations to this study and

suggestions for further research.
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Chapter 2 Literature Review

2.1 Introduction

In this chapter, | will review the literature that informed this study in relation to
my research questions. Although this investigation is not carried within an English-
language classroom, it is relevant to EAP because it examines how year-five students
engage with English-mediated presentations in this academic setting. The chapter is
divided into four sections. Because of the common use of quantitative studies to
examine issues around language learning and teaching in Saudi Arabia, | start my
discussion by surveying available literature on needs analysis and genre studies to set
the grounds for how this study contributes to pedagogical research in this context
through qualitative studies that seek to offer in-depth examination of learners’
engagement with literacy and meaning making. | use this discussion to highlight the
gaps that this study seeks to address and pave the way for my discussion of the
theoretical framework upon which this study is built. | focus on the New Literacy
Studies as the angle through which social practices surrounding learners’ engagement
with reading and writing are approached. Then, | move to consider how meaning
making has been examined within EAP which has been traditionally considered as a
linguistic-based practice. Then, | examine two interrelated theoretical aspects which
inform the investigation in this study. These include membership in a community of
practice and identity construction. These aspects are closely related to examination of
learners’ literacy practices and their meaning-making decisions. The chapter is finally
concluded by looking at the status of oral presentations as an independent genre within
EAP.
2.2 EAP and Social Practices

EAP is concerned with providing learners with access to recognize and embrace
the communicative skills and competences they need to function effectively in relation
to disciplinary knowledge and practices (de Chazal, 2014). Interests in these skills and
competences, however, tend to be translated into concerns with textual production in
terms of the linguistic and discoursal features of which texts consist without much
attention to social practices that surround their production. Motivated by beliefs that
EAP’s mission lies in identifying and addressing learners’ needs through introducing
them to thorough linguistic analyses of academically-valued texts in their disciplines,
two major areas of investigation within EAP inform this thesis: needs analysis and

genre studies. | start this section by offering a brief view of research within these areas.
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After that, I look at NLS as the theoretical angle adopted to examine the social practices
that surround learners’ engagement with oral presentations. | will briefly consider
traditional approaches to literacy to introduce NLS and discuss its contribution to
educational research in EAP.

2.2.1 Needs analysis

EAP has been described as a needs-driven practice since its early beginnings in
1980s (e.g., Charles, 2013; Charles & Pecorari, 2016; Flowerdew & Peacock, 2001;
Hyland, 2006). As a regular and ongoing component within language teaching and
learning programmes (e.g., Dudley-Evans, 1998; Hutchinson & Waters, 1987; Hyland,
2009; Munby, 1978), needs analysis is conducted to gather essential information needed
to inform pedagogical materials in language classrooms (Brown, 2016). A key feature
in many of the available definitions of needs analyses in the literature is the importance
of offering clear, systematic and theoretically grounded criteria for collecting the needed
information to build trustworthy understanding of learners’ needs. This understanding is
used to tailor the objectives and content of language courses according to the specific
linguistic and disciplinary conventions that learners are required to identify and use
(Mansur & Shrestha, 2015).

Different approaches have surfaced over the years to understanding what
learners’ needs are and how they should be collected and analysed. Early analyses were
concerned with target situation analysis (TSA) in which learners’ needs were identified
in relation to the target situation that learners were expected to encounter (Chambers,
1980; West, 1994). TSA worked to identify the lexical and syntactic features of the
language that need to be highlighted for course design (Cowling, 2007). Studies
adopting a TSA approach drew on a variety of resources to understand these features
that shape the target situation, including register studies to identify lexical and syntactic
features of written texts (e.g., Barber, 1985; Halliday, MaclIntosh, & Strevens, 1964;
Herbert, 1965), rhetorical studies which investigate the relation between grammatical
features and the rhetorical purposes shaping texts (e.g., Berman, 1975; Lackstrom,
Selinker, & Trimble, 1973; Malcolm, 1987; Selinker, Trimble, & Trimble, 1976; D. A.
Smith, 1984), and genre studies (e.g., Bhatia, 1993; Swales, 1990).

Another approach appears in present-situation analysis (PSA) which examines
learners’ needs through exploring the gap between what learners know and what they
should know by the end of their language courses (Richterich & Chancerel, 1980).

Needs in this approach were often combined with terms such as lacks and wants. Rather
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than focusing on listing linguistic items, PSA aimed to identify what learners have to do
to acquire the language in their contexts (Widdowson, 1981). Task-based analysis
presents a more relatively recent approach to needs analysis which describes the target
tasks needed by specific groups of learners through investigating the specific activities
that students are likely to encounter in their education and employment (Long, 2005b).
By drawing upon domain experts’ input rather than intuitive views of linguists and
teachers as in previous approaches to needs analysis, this type of analysis represents a
step forward to explore the dynamic qualities of target discourse and provide
contextualized data on target tasks (Long, 2005a).

Analyses within these approaches tend to be shaped by a skill-based view of
needs at the macro level, highlighting linguistic features in relation to writing mostly
(e.g., Jones, 1991; Paltridge, 2002; Ramani, Chacko, Singh, & Glendinning, 1988;
Starfield, 2004; Swales & Feak, 1994; Tang, 2012). Examination of learners’ needs in
relation to other skills tend to be under-researched, such as reading (Holme &
Chalauisaeng, 2006), listening (e.g., Ferris & Tagg, 1996; Flowerdew & Miller, 1997;
Stoller, 2001) and speaking (e.g., Hoekje, 2007; Wozniak, 2010). Despite the vital
contribution of these approaches, their focus on associating learners’ needs with
provision of objective and translatable lists of linguistic features has been questioned in
response to calls for grounding learners’ needs in a deeper understanding of the social
and discursive practices that surround their use of language (Starfield, 2010).

Although linguistic features form an integral part of academic discourse which
learners need to recognize and grasp, these calls point out that linguistic features should
not be highlighted at the expense of other equally significant aspects of learners’
experiences in academic contexts. These aspects form an integral part of understanding
the competences and skills expected from learners in academic settings and offer,
therefore, an invaluable insight on understanding their needs. Available needs analyses
rely on various sources and methods to gather subjective and objective information
(Richards & Schmidt, 2010). Quantitative and qualitative methodologies are
increasingly adopted to support a broadening understanding of needs, such as
interviews, observations, case studies, language tests, learner diaries and questionnaires
(e.g., Belcher & Lukkarila, 2011; Brown, 2009; Evans, 2010; Flowerdew, 2013; Ho,
2014; Kassim & Ali, 2010; Long, 2005a; Robinson, 1991; Swales & Feak, 1994).

Rather than carrying on with the common association between learners’ needs

and linguistic features, this thesis adopts a broader understanding of needs in English-
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mediated activities that takes into account the social practices surrounding how learners
engage with oral presentations. These practices shape and are shaped by learners’
experiences in their discipline and as such, recognizing and analysing these experiences
facilitate our understanding of language in use and can inform and support language
pedagogy with situated understanding of what learners need to recognize and adopt in
this context.

2.2.2 Genre analysis

One way to address learners’ needs lies in supporting EAP instruction with
“detailed analyses of the types of academic texts that students produce in diverse
disciplines” (Molle & Prior, 2008, p. 542). Examination of academically-valued texts
reflect scholarly work in genre analysis which represents one of the primary lenses
through which texts have been examined and taught within EAP. Because genres are
formed to fulfil specific, situated purposes (Tardy & Swales, 2014), they function as
“community resources which allow users to create and read texts with some assurance
that they know what they are dealing with” (Hyland, 2015, p. 33). In addition to using
these genres to understand the communicative events in which they are used (Swales,
1990), genre analysis is believed to assist in improving learners’ writing and speaking
skills (Kostova & Shamonina, 2014).

Three major approaches shape the study of genres in EAP. The first approach is
associated with the North American Rhetorical Genre Studies (RGS) which understands
genres as dynamic and changing social actions (Miller, 1984). Examination of these
actions facilitates our understanding of textual productions and the cultures in which
genres are produced and used (Bawarshi & Reiff, 2010). The second approach perceives
genres as “a staged, goal-oriented social process” (Martin & Rose, 2008, p. 7) and
springs from the Australian work employing systemic functional linguistics (SFL).
These genre studies, often referred to as the Sydney School, provide detailed
descriptions of the linguistic and discoursal features of texts to facilitate explicit
teaching of their construction. The third approach is associated with ESP work on move
analysis (e.g., Bhatia, 1993, 2004; Swales, 1990; Swales & Lindemann, 2002). Move
analysis perceives genres as communicative events “characterized by a set of
communicative purposes identified and mutually understood by the members of a
professional or academic community in which it regularly occurs” (Bhatia, 1993, p. 13).

While deciding the what, why and how associated with organization of discourse forms,
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these purposes are achieved through rhetorical moves which represent prototypical
organizational structures specific to their social context.

Genre studies within EAP are typically concerned with written discourse mainly
because of the importance that is attached to writing in academic practice in relation to
knowledge dissemination and assessment. In higher education, these studies have
examined various topics such as medical journal editorials (Giannoni, 2008), attitudes
among multilingual scholars of medicine towards writing research articles (Martin, Rey-
Rocha, Burgess, & Moreno, 2014), publication practices of academics (McGrath, 2014),
introductions in master’s theses (Samraj, 2008), academic genres in university
classrooms (Molle & Prior, 2008), corpus-based research into student writings in higher
education (Nesi & Gardner, 2011), stance-neutral formulations in introductory chapters
in PhD theses (Sawaki, 2014), expression of stance in undergraduate students’
coursework writing (Lancaster, 2016) and presentations of claims in published
academics and students’ master theses (Basturkmen, 2009).

In contrast, fewer studies have addressed spoken genres such as seminars,
lectures and presentations in university. Available studies on these genres discuss
issues, such as, examining if-conditionals in conference presentations, research articles
and editorials (Carter-Thomas & Rowley-Jolivet, 2008), the use of questions in
academic lectures (Chang, 2012), investigation of conditionals in spoken medical
discourse (Ferguson, 2001), the effect of different discourse communities on spoken
genre in an architecture degree (Morton, 2016), the use of modifiers in seminars and
interactive lectures (Lin, 2015), personal pronouns in spoken academic learner discourse
(O'Boyle, 2014), the use of computer-mediated practice to improve learners’ speaking
proficiency and its effect on learners’ willingness to engage in communication
effectively (Buckingham & Alpaslan, 2017) and interactive features in scientific
conference talks (Webber, 2005).

Genre studies tend to prioritize identification and examination of linguistic and
discoursal features of genres as stand-alone products without considering the social
contexts in which these products emerged. Although approaches to genre analysis
within EAP share a general recognition of the significance of social context in the
creation of texts (Charles, 2013), this recognition has not always resulted in thorough
investigations of the contexts or social practices surrounding genres in specific literacy
events within educational settings. Swales (1990), for instance, warned against

superficial approaches to genres that limit analysis to examination of grammatical and
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lexical features of texts and ignore the contexts in which they are created and used as
communicative tools in specific discourse communities. Increasing interests within EAP
continue to emerge calling for the need to examine the social contexts surrounding
genres’ production and use to understand how they are organized and what it means for
learners to engage effectively with any genre (Morton, 2016).

Examination of the social context and practices that underpin genre production
and use can be used to raise learners’ awareness of disciplinary and genre practices
beyond the boundaries of language classrooms (Hardy & Friginal, 2016). It is usually
carried out through combining different approaches and methodologies. For example,
Molle & Prior (2008) draw on RGS and ethnographic methods to examine academic
genres in different disciplines and shed light on the variety, hybridity and multimodal
nature of academic genres. They specifically call for adopting a genre-based needs
analysis to take account of the specificity of genres produced by students. Working
within an SFL-informed socio-semiotic approach, Martin and Rose (2008) examine the
complex relations between visuals and texts in science to highlight the need to consider
all the modalities within any instance of communication. Nesi and Gardner (2011) rely
on SFL and ethnographic methods to examine the writing tasks that students encounter
in tertiary education in order to highlight the importance of noting the variation in
response among students’ writings in relation to the disciplinary requirements they face.
Bhatia (2004) employs ethnographic methods to understand the tension existing
between written discourse in the real world and discourse associated with educational
texts. Lee (2009) also investigates the effect that the size of audience has over academic
lecture introductions in relation to the rhetorical and linguistic features they employ.

To accommaodate this increasing attention to the social contexts within which
genres are produced, calls have risen within research on language teaching and learning
to conduct more ethnographically-oriented studies that seek to provide in-depth
contextualized understanding of diverse settings in specialized language research, such
as ESP and EAP. According to Dressen-Hammouda (2013, p. 509), more studies are
needed to examine how “non-native speakers of English learn to navigate and manage
the communicative imperatives of interacting in situated settings”. While this would
help to investigate what students do with reading and writing, it would also pave the
way to develop better teaching materials in language classes. By highlighting the

disciplinary demands associated with literacy and the increasingly varied genres in the
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academy nowadays, these investigations can be used to examine significant aspects of
learners’ needs (Hyland, 2009).

This thesis does not aim to offer a linguistic analysis of oral presentations as an
independent genre, but it is informed by the growing calls within genre studies to move
“from looking at language use, in general, to the use of language in specific settings and
in specific genres” (Paltridge, 2013, p. 347). It examines learners’ engagement with
English-mediated presentations in a specific literacy event. Rather than focusing on the
rhetorical and linguistic features of this genre, analysis in this case study explores the
social practices that underpin learners’ engagement in pharmaceutical presentations. In
the next section, I discuss NLS as the theoretical angle employed in this thesis to
examine these practices. | look first at how literacy had been traditionally examined in
educational research and what a social account of literacy offers to examine how people

engage with reading and writing.

2.2.3  Traditional approaches to literacy

Traditional views in literacy research have associated literacy with the technical
skills of reading and writing (Graff, 1995), placing it within “a cognitive psychological
approach in which attention is paid to individual development along a carefully traced
trajectory” (Marsh & Larson, 2005, p. 4). This view has a long history within the field
of education and is still dominant in many contexts, including the Saudi educational
context. Street (1984) describes this approach as the autonomous model of literacy in
which identifying specific code systems is associated with characterization of literacy as
a measurable and transferrable activity. The ability to use these systems according to
pre-defined rules determines whether a person is considered literate or not. In
educational settings, those who fail to adhere to the required and valued skills will be
considered underachieving and in need of remedial solutions to fix their problems.

Because attention within this understanding of literacy is usually preserved to
people’s engagement with specific, highly-valued types of reading and writing, many
everyday activities which involve reading and writing are ignored (Papen, 2005). While
this understanding is important in terms of facilitating how acquisition of basic skills is
assessed, it ignores the impact that engaging with reading and writing has on learners;
not only in terms of access to the functional and technical skills of reading and writing,
but also in terms of the social practices that surround its use among people (Street,

1995). Such understanding fails to take note of the various ways through which learners
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engage with reading and writing that extend beyond language and written texts in
formal settings.

Approaches to language education within specialized language teaching in
general and EAP in particular tend to align with the autonomous model of literacy.
According to Paltridge and Starfield (2013), pedagogies within ESP have been geared
towards identification of commonly-employed literacy skills and linguistic features
within educational and professional contexts. This tendency, which is associated with
common approaches in genre and needs analysis discussed earlier (See 2.2.1 and 2.2.2),
is based on the assumption that identifying lists of skills or linguistic items and training
students to master these lists will lead to higher level of literacy and linguistic
competence among language learners. Reading, speaking, listening and writing are
treated as discrete skills that are often taught separately and are usually considered
through decontextualized examination of learners’ command of linguistic features in
these skills.

Considerable challenges surround an exclusively skill-based understanding of
literacy. A psychological model of literacy, for example, fails to pay attention to the
considerable variety of activities in which people engage while reading and writing
beyond formal schooling. These include everyday situations in which people use
literacy not only in different ways but also for different purposes (Papen, 2005). In
addition, as people continuously face new situations and unfamiliar codes and
expectations, they use reading and writing to respond to these situations in different and
innovative ways (Barton & Tusting, 2005). Similarly, students’ participation in
academic activities in higher-education institutions is shaped by new types of
information, emergent genres and situated, disciplinary norms and expectations.
Although it is unlikely that students in higher education have considerable problems
with the coding and decoding skills of reading and writing, their involvement in reading
and writing within academic activities is mediated by other situated factors that are not
always foregrounded in academic research.

2.2.4  Examining literacy as a social practice

In contrast to traditional approaches to literacy, social accounts of literacy view
literacy as “an activity, located in the space between thought and text” (Barton &
Hamilton, 1998, p. 3). Rather than dismissing traditional views that consider literacy as
a psychological and cognitive ability, social views of literacy have come to appreciate

the relation between cognitive understanding and sociocultural perspectives in
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understanding human behaviour and capabilities. This understanding of literacy began
in the 1980s and is generally associated with the New Literacy Studies as one of the
most influential approaches which views literacy as a social practice that can only be
understood in relation to specific social and cultural contexts (Barton, 1994; Barton &
Hamilton, 1998; Gee, Hull, & Lankshear, 1996; Pahl & Rowsell, 2006b; Street,
1993).These studies highlight the need to go beyond the functional values of reading
and writing in order to understand what literacy means for people and how it is used.
Encouraged by the continuously growing discussion of the low literacy levels which
dominate public discourses (Lankshear & Knobel, 2003), researchers draw on a variety
of disciplines, such as social anthropology, psychology and language studies to examine
how people of different ages and cultural backgrounds engage with literacy.

Scribner and Cole (1981) for instance, have investigated the uses of literacy
among the Vai people in Liberia who use three scripts to engage with literacy; English
in formal schooling, Arabic for learning the Koran and an indigenous Vai script used for
personal purposes and financial transactions. Each of these scripts is associated with a
specific context that has its own expectations, norms and requirements. Through
describing their participants’ engagement in literacy, Scribner and Cole point out how
literacy functions as a communicative tool that people use to accomplish specific goals
in their cultural and social everyday lives without being directly related to cognitive
ability that divides people according to what they can or cannot achieve. Arguing
against the overemphasis that exists in long-standing and more conventional views in
which literacy is seen as a cognitive ability, the authors describe literacy “as a set of
socially organized practices which make use of a symbol system and a technology for
producing and disseminating it” (p. 236). They also note that formal education does not
necessarily dictate how people engage with their everyday activities as, according to
their observations, people often make use of higher cognitive skills, such as abstraction,
memory and communication beyond formal schooling. For example, they point out that
while schooling may improve learners’ ability to verbally express themselves, it does
not necessarily impact their ability to carry out specific tasks in better ways compared to
learners who do not have access to formal schooling.

Examination of the various purposes for which people use literacy represents a
major area of investigation among social accounts of literacy. In his ethnographic study
of literacy in a village in the northern part of Iran, Street (1984) examines the role

literacy plays in villagers’ engagement in commercial transactions. These villagers draw
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upon practices they have been exposed to in their education within the traditional
Maktab schools which introduce learners to phonemic codes of religious scripts written
in Arabic. The villagers build on their school-based knowledge and skills to develop
new practices that serve their goals, including writing bills, keeping record books and
skimming to retrieve needed information. Two models of literacy are described in
Street’s study: autonomous and ideological. The autonomous model views literacy as a
neutral technology, independent of the context in which it exists. Literacy is, thus, seen
as a transferrable set of value-free skills that people either have or lack. The ideological
view, on the other hand, questions this skill-based understanding of literacy and stresses
the importance of seeing literacy in terms of the uses and values that people attach to it
in different contexts. These, according to Street (1984, p. 180), represent “part of a
complex ideology, a set of specific practices constructed within a specific infrastructure
and able to be learned and assimilated only in relation to that ideology and
infrastructure”. It is important to note, however, that Street’s classification of these
models is not meant to draw clearly-cut lines between the conceptual grounds behind
each model. While the basic, technical skills form the essence of schooled
understanding of literacy, Street’s fieldwork highlights the situated uses of literacy and
examines their effects on people’s lives.

These situated uses of literacy affect how people engage with formal schooling.
This has been highlighted by Heath (1983) in her prolonged ethnographic study in
which she compares the literacy and language practices of three different communities
in the Piedmont Carolinas in the United States: Roadville (a small white working class
community), Trackton (a small black working class community) and Townspeople
(black and white mainstream middle class). She examines how language use at home
and school by members of these communities in different ways and the effect that these
ways have on how young children are initiated to literacy in their communities and
schools. She points out, for example, how the shared set of cultural values and linguistic
practices among Townspeople, such as engaging in bedtime stories and elaborate
description and discussion of events, have successfully prepared their children to
participate in accepted practices in schools. At the same time, Heath notes that the same
success was not observed among the other groups because of the distance that exists
between home-based practices and school-promoted values of Roadville and Trackton
children which impact children’s schooled-experiences with learning language and

literacy.
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One of the significant issues in Heath’s investigation appears in her views on the
potential benefit that improving practitioners’ knowledge and understanding of
children’s involvement with language and literacy in their homes can have on
educational practices. Her discussion of “how teachers’ knowledge of children’s ways
with words enabled them to bring these ways into their classrooms” (p. 343) has been
highlighted through exploring teachers’ willingness to build on knowledge of children’s
literacy background in order “to build a two-way channel between communities and
their classrooms” (p. 354). Although Heath’s discussion was directed towards young
children’s literacy and language practices, her suggestions are relevant to learners of all
ages and all backgrounds, including those working within higher-education institutions.
These suggestions, for example, echo the assumptions upon which needs analyses are
built in which pedagogical materials are supported by identifying what learners need to
know to participate successfully in language classrooms.

In addition to examining the common uses of literacy and their relation to formal
schooling, social accounts of literacy seek to explore the different meanings and levels
of signficance that people attach to reading and writing in their everyday lives. Barton
and Hamilton (1998) examine the everyday literacy practices of a local community in
the northwest of England, tracing how individuals use literacy in their everyday lives
according to their ‘ruling passions’ which dictate the importance of literacy in these
contexts. The concept of ‘ruling passions’ helps to explain how people’s interests in
reading and writing differ from one another and these interests shape and mediate their
literacy practices. Despite the role that these personalized interests play in dictating how
people engage with reading and writing in their lives, Barton and Hamilton note that
these interests are often overlooked in formal education practices in which attention is
directed towards measurable skills rather than situated uses of literacy.

These key studies among others have marked the emergence of what has been
considered at their time to be a new approach to the study of language and literacy. This
is not only in terms of exploring the social practices that surround people’s engagement
in literacy, but also in the methods adopted to carry out these investigations. All of these
studies were carried out through ethnographic investigations which entail prolonged
engagement in research sites (Street & Leung, 2010). These investigations employed
qualitative tools such as interviews, observations, photography and document collection
to provide a deeper understanding of how people use literacy and what it means to them

in specific contexts.
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2.2.4.1 Literacy events and literacy practices

Two analytic concepts are frequently identified within NLS: literacy events and
literacy practices. Literacy events refer to “any occasion in which a piece of writing is
integral to the nature of the participants’ interactions and their interpretative processes”
(Heath, 1983, p. 50). The term itself is seen as a descriptive one to refer to what can be
seen, observed, documented and recorded while observing how people engage with
literacy (Papen, 2005). It facilitates researchers’ ability to describe how people use
reading and writing for specific purposes that differ from one context to another.
Examining literacy events sheds light on the cultural patterns and social practices that
shape and are shaped by people’s engagement in these events (Street & Lefstein, 2007).
While literacy events are observed within particular situations as empirical units of
analysis, literacy practices are inferred from the way people engage with these events as
they “are shaped by social institutions and power structures, and influenced by
nonvisible elements, including social relationships, values, ways of thinking, skills, and
structured routines and pathways” (Matusiak, 2013, p. 1579).

Literacy practices refer to “the general cultural ways of utilising written
language which people draw upon in their lives” (Barton & Hamilton, 2005, p. 7). They
include the social conceptions of literacy that participants hold and draw upon to engage
meaningfully in any literacy event (Street, 1995). Understanding of literacy practices in
any social context involves exploration of regular activities, habits, aspirations,
identities, expectations, demands, challenges, values, concerns, regulations and
relationships. This requires researchers to bring to light people’s views and accounts of
their engagement in any literacy event to explore the underlying social practices that
shape the specific meanings of literacy. Events and practices exist in an interrelated,
complex relationship with texts. This relationship needs to be examined as a whole to
explore what literacy means in any context. According to Barton and Hamilton (2005,
p. 9), literacy “is best understood as a set of social practices; these are observable in
events which are mediated by written texts”.
2.2.4.2 Investigating literacy in academic settings

As new disciplinary fields and technological advances continue to emerge while
increasing numbers of students from different backgrounds join universities and engage
with evolving and challenging academic norms and practices (Hyland, 2006), increasing
number of scholarly research within EAP attempts to investigate this complexity to

broaden the support offered to language learners in tertiary education. Within academic
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contexts, social accounts of literacy are mostly associated with the ‘academic literacies’
approach which builds on the principles of NLS and embraces calls within EAP to
move beyond its traditionally-devoted attention to decontextualized analysis of texts. It
represents a move forward from the ‘study skills’ and ‘disciplinary socialization’
approaches which generally work within a technical understanding of literacy and
knowledge in academic education (Lea & Street, 1998). In contrast to these approaches,
the ‘academic literacies’ approach calls for the need to highlight the social practices that
student writers who come from diverse backgrounds draw upon to participate in
different disciplinary fields with the aim of identifying the conventions, norms and
expectations that underlie academic practice. A common understanding of literacy in
higher-educational policies is usually associated with students’ “ability to read and write
the various texts” in university (Spack, 1997, p. 3). In contrast, the ‘academic literacies’
approach questions such understanding because it challenges “assumptions of student
deficit” while calling for academic institutions “to be made more accessible to a diverse
student body” (Paxton & Frith, 2014, p. 172).

Reflecting the common perception that literacy within higher education involves
an extensive use of formal writing (Thesen, 2001), this approach focuses on the ways
students engage with written assessed texts that mark them as members of their
academic communities. Text production in this approach represents a complex process
that cannot be understood through looking solely at texts without considering their
makers and the contexts surrounding their production. In addition to exploring “how
power and authority are experienced locally in relation to identity” (Curtis & Gillen,
2017, p. 3), textual practices are examined to highlight the richness of meaning-making
in academia and the effect of the socio-political contexts in which students engage (Lea,
2004).

By focusing on issues, such as the construction of meaning in written texts and
the nature of power relations between teachers and students, the ‘academic literacies’
approach claims to offer a transformative agenda to the study of students’ writings
(Murray & Nallaya, 2014). This agenda contrasts with the common normative agenda
of EAP studies in which language research is equated with identifying linguistic
features in academic texts and training students to recognize and employ these features
(Lillis & Scott, 2008). In addition, this agenda moves away from identifying problems
and fixing them in students’ writings to providing in-depth understanding of learners’

experiences with text production and use. An integral part of this agenda lies in the
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academic literacies work to “provide diverse students access to academic practices in
ways that utilize and value their resources” (Huang & Archer, 2017, p. 63). While the
majority of research adopting the academic literacies approach focus on assessed
writing in academic settings, increasing studies extend their research interests to include
topics, such as lecturers’ everyday writing (Lea & Stierer, 2009), multimodal
composition (Huang and Archer, 2017), disciplinary teachers’ engagement with student
writers (Tuck, 2012), digitally-mediated literacy practices (Coleman, 2012, 2016),
examination of non-textual elements to provide holistic understanding of students
experiences with text production (Richards & Pilcher, 2018), investigating research
productivity among academics (Nygaard, 2017) and the benefit of examining
disciplinary knowledge in relation to exploring academic literacy practices (Clarence &
McKenna, 2017).

To address the research questions in this thesis, | adopt a social account of
literacy to examine learners’ engagement with reading and writing in English-mediated
pharmaceutical presentations within this academic setting. Without seeking to fit within
the transformative agenda that shapes works within the ‘academic literacies’ approach,
my analysis in this thesis focuses on exploring the literacy practices that surround
learners’ engagement in this event. | also examine the social practices that shape and are
shaped by learners’ meaning-making decisions.

2.3 EAP and Meaning Making

Social accounts of literacy look at texts as effective tools that mediate how
people read and write (Barton and Hamilton, 1989). Although the original reference to
texts within NLS has been associated with written genres, increasing attention is given
to examine how people engage with other types of texts (Pahl & Rowsell, 2012). These
texts rely on a variety of communicative systems that must be examined to explore the
literacy practices that shape how people read and write. The principles of NLS
acknowledge people’s use of various semiotic resources to represent and communicate
knowledge while reading and writing. This incorporation is specifically valuable within
educational contexts because of the benefit that recognizing the promoted literacy
practices and meaning-making choices can offer to understand knowledge
dissemination and communication (Bartlett, 2008).

Research on learning in educational settings has been traditionally approached as
a generally linguistic process that perceives the use of language as the only or major

way to represent and communicate knowledge (Kress et al., 2001). Despite the
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traditionally-institutionalized significance of language in literacy policies and research,
an unquestionable focus on language threatens to ignore other semiotic tools that
learners engage with and employ to represent and communicate knowledge. Attention,
thus, needs to be paid to how people utilize different semiotic resources for their
purposes. In contrast to the dominance of studies investigating print-based shapes of
literacy, a growing body of research highlights the need to examine how learners engage
with literacy through multiple shapes of meaning making (Cope & Kalantzis, 2000). In
this section, I will look at multimodality as the theoretical angle | adopt to examine
meaning making in this thesis. 1 will discuss its definition, theoretical assumptions and
approaches to meaning making. I will then discuss social semiotic multimodality as the
approach adopted within this case study. The section will be concluded by considering
research on multimodality in relation to EAP.
2.3.1 Multimodality

As an interdisciplinary approach, multimodality is concerned with “approaches
that understand communication and representation to be more than about language, and
which attend to the full range of communication forms people use - image, gesture,
gaze, posture and so on - and the relationships between them” (Jewitt, 2009a, p. 14).
Multimodality represents an inherent aspect of people’s communication with each other
(Matthiessen, 2007). People of all ages regularly use different communicative forms for
different purposes as they move from language to gesture to drawing to posture and
other forms to communicate with others. This use, however, has not received adequate
attention to examine the role that each form plays within the meaning-making process
(Kress, 2010). Language has always been the focus of research investigating meaning
making in general and literacy in particular for understandable reasons as learning is
generally perceived as a process carried out through language. Yet, as people
increasingly rely on a variety of communicative tools and as they continue to come into
contact with new ways to communicate with each other, a focus on language alone
becomes threatening to provision of deep understanding of meaning making. This is
because communicative forms do not only affect the surface shape of meaning, but also
impact the underlying meanings in any instance of communication. They represent
specific choices which reflect social and subjective designs that come to life through the
specific semiotic choices people embrace (Bezemer & Kress, 2008, 2015).

Four theoretical assumptions underlie investigations of multimodal meaning

making as a general field. First, meaning making is too complex to be reduced to the
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use of language alone without consideration of other modes that people rely on (Jewitt,
2009b). Because a material can only be considered as a mode when people use it to
make meaning while interacting with each other, engaging in the processes of
identifying, using and understanding modes requires consideration of the dynamic and
contextualized practices surrounding meaning making in various settings and that
includes recognizing the semiotic resources that people use in addition to language.
Language is, thus, perceived as one of the modes that people rely on, in addition to
others, for representation and communication “as part of complex sets of
interconnecting forms of human semiosis” (Christie, 2005, p. 3).

The second assumption relates to how modes in any instance of representation
and communication work together to make meaning. Since “no text can exist in a single
mode” (Kress, 2000a, p. 187), modes are usually combined in specific arrangements
described as ‘multimodal ensembles’ (Kress, 2010). Because each mode in these
ensembles has a specific function and serves specific purposes, “the meanings in any
mode are always interwoven with the meanings made with those of other modes co-
operating in the communicative ensemble” (Jewitt, 2013, pp. 251-252). Any attempt to
examine meaning making, thus, requires recognition of how meaning within
multimodal ensembles is constructed and arranged using different modes (Jewitt, 2008).
Examination of the complex interrelationships which exist between modes in
multimodal ensembles is essential to highlight the communicative work assigned by
meaning makers to each mode individually and in combination with other modes.

The third assumption is related to the status assigned to meaning makers in
studies of multimodality. As people engage in the dynamic process of meaning making,
their agency as active sign makers is highlighted. According to Jewitt (2009b), the role
that people play in orchestrating meanings through the specific choices they take to
make meaning is emphasized within multimodal approaches to meaning making. Sign
makers are seen as designers whose design and orchestration of meaning making is
mediated by factors, such as their interests, contextual constraints, modal affordances
and aptness of resources (Bezemer & Kress, 2015).

These assumptions are relevant to the investigation in this case study.
Considering the semiotic resources that presenters rely on to make their presentations is
essential to support my examination of the literacy practices that underlie
undergraduates’ engagement with English-mediated presentations in pharmacy. Despite

the traditional status attached to language within EAP research as the most basic and
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important means of communication, ignoring other semiotic resource which interact
with language within multimodal ensembles that learners produce and engage with may
lead to a fragmented understanding of meaning making in educational research.
Research needs to open up to the full repertoire of communicational tools that learners
rely on to make meaning in any instance of communication to understand the
construction of meaning within multimodal ensembles and explore how language is
used with other semiotic choices by meaning makers. Understanding these aspects
paves the way for a deeper understanding of learners’ experiences with disciplinary
demands in this context and can thus be used as an access point to improve our

understanding of learners’ needs in this context.

2.3.2  Social semiotic multimodality

For this study, a social semiotic approach to multimodal meaning making is
chosen to address the research questions in this thesis. The origin of this approach
springs from Halliday’s (1978) theoretical view that language represents a semiotic
system or “a conventionalized coding system, organized as sets of choices” in which
choices are understood in relation to the other potentially possible choices which were
not taken (Eggins, 2004, p. 3). Building on this theory, Kress and van Leeuwen (1996)
extend the principles of SFL to explore how meaning is multimodally constructed. Their
work, however, represents what Jewitt describes as “a looser reading of Halliday” that
seeks to highlight “people’s situated choice of resources rather than emphasizing the
system of available resources” to present detailed descriptions of meaning making

(20093, p. 29).

2.3.2.1 Basic concepts
Three basic concepts underlie how this approach understands meaning making: modes

and resources, context and sign-makers.

2.3.2.1.1 Modes

Modes represent the materials through which meaning is conveyed. A mode is
“a socially and culturally shaped resource for making meaning” (Bezemer & Kress,
2008, p. 171). However, Jewitt (2009a, p. 22) notes that “in order for something to “be a
mode” there needs to be a shared cultural sense of a set of resources and how these can
be organized to realize meaning”. Modes entail regular features and organized patterns

of use which have come to existence through culturally regular uses in specific contexts
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(Kress, 2003). They are investigated because they serve as indications of the sign-

makers’ selective choices and interests.

2.3.2.1.2  Semiotic resources

Within multimodal ensembles, meaning makers can choose to highlight certain
resources over others depending on their needs, contextual demands and available
affordances (Bezemer & Kress, 2008). According to van Leeuwen, semiotic resources
represent

the actions, materials and artifacts we use for communicative purposes

......... together with the ways in which these resources can be

organized. Semiotic resources have a meaning potential, based on

their past uses, and a set of affordances based on their possible uses,

and these will be actualized in concrete social contexts where their use

IS subject to some form of semiotic regime (2005, p. 285).
Semiotic resources, therefore, are never static or fixed (Kress, 2010). For example,
writing as a mode is associated with resources, such as font, colour and size. Meaning
makers can choose to foreground or background some or all of these resources to make
meaning.

Because the process of sign making is always subject to the availability of
semiotic resources and to the aptness of the resources to the meanings that the sign
maker wishes to realize, semiotic resources are investigated to describe their potential
for making meanings; how they have been used in the past, how they are used now and
the possibilities they carry for future use (van Leeuwen, 2005). For instance, Bezemer
and Kress (2008) investigate a corpus of learning resources in secondary school
materials in science, maths and English from 1930s and 1980s, highlighting how the use
of particular semiotic resources have changed within learning materials over time.
Investigation of semiotic resources is pedagogically relevant because it can pave the
way for “the articulation of principles applicable in the development of learning
materials and environments” (p. 193). In addition to the valuable insight that examining
changes among semiotic resources in educational materials can provide into our
understanding of the situated nature of meaning making, the authors point out that it can
also inform our understanding of “unused affordances of modes and media, which may
not be apparent to sign makers” (p. 193). For this thesis, examination of the semiotic
resources that learners choose to foreground or background provides invaluable insight

on their experiences and literacy practices in this event. While learners work within
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disciplinary demands and requirements, their chosen resources help to explore what

they consider significant for their meaning making.

2.3.2.1.3 Context

Context represents a key concept within this approach because it helps to
illuminate the particular choices that people take while representing and communicating
meaning. According to van Leeuwen (2005, p. 4), a context “may either have rules or
best practices that regulate how specific semiotic resources can be used, or leave the
users relatively free in their use of the resource”. Attention to contexts in investigations
of multimodal meaning-making highlights the subtle ways in which meaning makers
relate to specific contextual norms, expectations and demands of representation and
communication in terms of embracing, manipulating or resisting situated norms and
practices of meaning making. The importance of context is already acknowledged in
social accounts of literacy which understand people’s engagement with reading and

writing as situated practices.

2.3.2.1.4 Meaning makers

Another significant aspect of this approach lies in acknowledging the agency of
meaning makers. Bezemer and Kress describe meaning makers as an integral part of
“the plethora of factors that make up the environment” and shape the process of
meaning making (2015, p. 8). By noting that each mode in a multimodal ensemble “has
been developed into articulated semiotic systems made up of networks of interlocking
options or alternatives”, meaning makers are acknowledged as active agents in terms of
the distinctive choices that they make in order to use “the most apt and plausible
signifier for the expression of meaning in a given context” (Kress et al., 2001, p. 15).
They engage in a complex and elaborate process of design or the “intentional
deployment of resources in specific configurations” to serve their purposes and project
their active role in shaping the materials needed to make meaning (Kress, 2000b, p.
340).

Looking at meaning makers as active agents is relevant to the social
understanding of literacy adopted in this case study to examine participants’
engagement with oral presentations. Despite the general tendency within EAP research
to consider genres as “dynamic, flexible, and open to change in response to community
members’ needs and contextual changes”, there is a general recognition that genres are
shaped by “differing degrees of choices and constraint” which learners need to

recognize and address to participate successfully in their disciplinary communities (Lee,
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2016, p. 99). In this way, investigating how learners make meaning requires attention to
all their choices whether they comply with or violate the common norms and
conventions they face. These choices shape and are shaped by their social practices
while reading and writing and are therefore relevant to address the research questions in

this thesis.

2.3.3  Multimodality and social practices in educational research

Although examination of multimodal meaning making within educational
research tend to focus on younger learners, interests are growing in examining students’
semiotic choices within higher levels of education in which learners’ engagement in
meaning making is mediated by their use of English as a second and foreign language
(e.g., Nesi & Gardner, 2011; Roozen, 2009; Tardy, 2005). Studies, however, tend to
examine learners’ semiotic choices by focusing on texts without much attention to their
production practices thorugh which they have come to represent and communicate
knowledge. Weiss (2014), for instance, examines the health-promotion materials
produced by medicine undergraduates through considering how they communicate their
knowledge in multimodal forms. While her examination focuses on analysing the
produced materials, the analysis excludes the text makers and draws exclusively on her
personal expertise as a medical doctor, a health sciences teacher and a social scientist to
examine the semiotic choices that text makers project in their brochures. Textually-
based explorations which overlook meaning makers’ accounts of their semiotic
practices and decisions threaten to offer fragmented understanding of the processes of
meaning making among learners. Within genre studies, the negative impact of this
fragmented understanding has been pointed out in relation to understanding how
English is used for text-production (See 2.2.2). Exploring multimodal meaning making
can enrich genre studies within EAP with a more in-depth understanding of how
knowledge is represented and communicated in academic settings. Because genres are
not always based on language alone, looking at semiotic choices in terms of textual
structure and the practices of meaning making is invaluable to understand what genres
are, how they are constructed and how they are produced and used.

Within multimodal ensembles, modes and semiotic resources serve different
purposes and identifying them can enrich educational research. In science classrooms,
for instance, learning has been described as “a multimodal process drawing on image,
action, and linguistic resources each of which does far more than illustrate the meanings

realised through speech or written language” (Jewitt, Kress, Ogborn, & Tsatsarelis,
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2000, p. 328). In line with research which calls for the need to investigate learners’
needs to inform pedagogical plans and address these needs, recognizing learners’
semiotic choices can be used to draw attention to preferred specific modes or
combination of modes in different contexts. These can be used to help learners
“replicate production practices as they are lived, used and understood in the workplace,
in the home and on the street” (Pahl & Rowsell, 2012, p. 29). While writing is a
traditionally preferred form of communication and assessment in academic settings, it is
important to recognize that other semiotic forms are used in academic disciplines. Such
recognition is detrimental to learners’ progress because their achievement is not only
measured by being able to master linguistic codes needed to read and write, but also by
being able to engage effectively with available and valued forms of representation and
communication which differ from one genre to another. As norms and expectations
differ from one discipline to another, learners are required to expand their semiotic
repertoires of meaning making to establish themselves as active insiders in their
communities.

For this thesis, | look at seminar presentations as multimodal ensembles which 1
examine through focusing on participants’ accounts of their experiences with using
language and slideshow design to represent and communicate their knowledge. These
are significant not only to understand the social practices that underpin their
engagement in this event, but also to highlight the meaning-making decisions that shape
these presentations. The two theoretical angles used in this thesis are closely connected
and, in fact, they complement each other. The use of a multimodal approach to meaning
making in this case study extends our understanding of literacy in educational settings
beyond learners’ mastery of technical skills associated with reading and writing to
include the examination of how learners engage with “a set of social practices related to
a set of signs which are inevitably plural and diverse” (Archer, 2006). This examination
is vital to address the research questions in two significant ways. First, a focus on
language alone will miss significant semiotic choices in multimodal texts which employ
different semiotic resources. Second, in the same way that decontextualized
linguistically-based textual analyses within needs analysis and genre studies have been
questioned, the social practices that surround multimodal text production should also be

examined and highlighted.
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2.3.4 Multimodality in ESP/EAP

Attention to meaning making beyond language has been around for some time
within ESP/EAP research. Examples include Dubois (1980) who examines how
presenters design their slides in biomedical conference papers. As their slides contain
different semiotic means to support meaning making, Dubois points out how some
presenters rely on their slides for communicating their knowledge while others preferred
to place the greater responsibility on their audience to understand combinations of
language, visuals, photographs and other means. Shalom (1993) also examines
presentations within an ecology conference to explore how writing, visuals and talk are
used. Working within a language-socialization frame, Johns (1998) investigates how an
undergraduate is apprenticed into the norms and conventions of an economics class in
relation to the student’s independent visual note-taking and its effect on her learning and
engagement with activities such as writing and taking exams. Rowley- Jolivet (2002)
investigates the different types of visuals used within a conference and their functions.
Molle and Prior (2008) conduct a genre-based needs analysis and highlight out how
students in three different disciplines appropriate multimodal meaning making as an
essential element in undergraduate genres. Dressen-Hammouda (2008) examines how a
geology student’ textual practices have helped him to engage with complex semiotic
frameworks while doing field work. Roozen (2009) examines a student’s engagement
with fan art and fiction across different activities and the use of this type of art to
prepare for a graduate examination in English.

These increasing interests in examining multimodal choices were hardly
translated into dominant research focus or concrete decisions within EAP pedagogic
practices. First, concerns with written genres continue to dominate EAP teaching and
learning materials and practices, reflecting a language-focused agenda. Research
questions, thus, continue to be framed within traditional language theories which tend to
be geared to investigating written genres due to their importance in maintaining and
extending academic growth. Moreover, these questions and interests show a biased
preference towards analysis of texts as stand-alone products without seeking to
understand the social practices behind their production or use (Belcher, 2006). In
relation to ESP/EAP studies, examining multimodal meaning-making is consistent with
the theoretical grounds in specialized areas of language teaching which originally
developed as a reaction to the perceived inadequacy of general language teaching that

did not seem to address learners’ interests or needs. As fields such as ESP and EAP
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developed to face “conceptualizations of a general English language competence”, their
understanding of language teaching and learning continues to grow beyond a linguistic-
based framework to include “a notion of language as more heterogeneous, dialogic, and
situated, as a mosaic of registers and genres organized around specific domains of social
practice-disciplines, professions, workplaces, recreation, home, and community/public
life” (Prior, 2013, p. 519). Variation, thus, is seen to be an integral part of language use
that needs to be addressed in language pedagogy.

This variation surfaces in the semiotic choices that language users engage with
to make meaning which Prior (2009) describes as a “routine dimension of language in
use” (p. 27). In other words, as scholarly research increasingly acknowledges the
complexity and multiplicity of meaning making, language teachers and researchers face
the responsibility to develop their understanding and treatment of multimodal meaning
making in order to assist learners in developing their communicative competence which
includes language, but is not restricted to it (Royce, 2002). This responsibility is even
highlighted in academic settings in which understanding “the multimodal nature of
meaning-making in academic apprenticeship and professional life” is essential in order
to “better prepare our students for their current and future academic and professional
life” (Guo, 2004, p. 215).

In relation to genre analysis within EAP, there is a tendency to restrict the
definition of multimodal texts to digitally-mediated texts, such as blogs, web pages and
emails (Nickerson & Planken, 2009). This tendency is even heightened by a focus on
examining the structural design of these texts as decontextualized products. Although
many of the emerging investigations of multimodality within ESP/EAP claim to seek a
deep understanding of multimodal meaning making, “analyses have focused attention
almost exclusively on texts, screens, and semiotic objects” while practices behind the
production or use of these texts “are almost always inferred from, or imagined off, the
pages, screens, and three-dimensional objects under analysis as opposed to being
described through observational and ethnographic attention to the dynamics of situated
semiotic activity” (Prior, 2013, p. 524). Texts continue to be approached as stand-alone
products to examine their structures. While textually-oriented investigations are
important to understand how texts are constructed and train the students consequently to
produce them according to specific features and regulations, examining the practices
surrounding multimodal text production is needed to explore “the scope, complexity,

and pervasiveness of multimodal practice” (Shipka, 2013, p. 12).
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2.4 Developing a Professional Identity

Engaging with oral presentations in this thesis requires undergraduates to
develop their professional identity to participate successfully in this event. While they
are still participating as students under formal assessment, their participation is shaped
by their attempts to identify and align with the professional community they are
studying to join after graduation. To explore issues of identity, | draw upon two
interrelated concepts. First, I discuss the concept of ‘community of practice’ as a
window through which participants’ membership in their community is examined.
Then, I look at what the concepts of identity and investment offer to understand the

construction of identity among participants in this study.

2.4.1.1 Community of practice
The concept of communities of practice is closely linked to investigations of
social practices in learning because they associate learning with the social context in
which it takes place. Communities of practice are defined as “the basic building blocks
of a social learning system” (Wenger, 2000, p. 229). Looking at learning as a social
process, a community of practice is characterized by three dimensions: mutual
engagement, a joint enterprise and a shared repertoire.
1. Mutual Engagement: Members of a community of practice “sustain dense
relations of mutual engagement organized around what they are there to do”
(Wenger, 1998, p. 74). This engagement paves the way for similarities and
differences among members of the community in a way that brings to light how
each member contributes to their community in specific and complementary
ways.
2. A Joint Enterprise: Members of a community of practice engage collectively
in specific, meaningful activities. However, “[t]heir understanding of their
enterprise and its effects on their lives need not be uniform for it to be a
collective product” (p. 79). In other words, their joint enterprise is shaped by
outside conditions and their responses to these conditions which are not
necessarily uniform. It, thus, creates grounds for creativity and sometimes
unpredictability in members’ contributions to their community.
3. Shared Repertoire: As members of a community of practice engage in a
specific enterprise, they make use of “routines, words, tools, ways of doing
things, stories, gestures, symbols, genres, actions, or concepts” that form the

repertoire of the community and distinguish it from other communities (p. 83).
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Although these elements have established meanings within every community,

they are, at the same time, open to new uses when needed.

Learning in a community of practice represents “an interplay between social
competence and personal experience” (Wenger, 2000, p. 226). In this interplay,
competence in a community of practice is associated with a member’s ability to
appropriate successfully the three dimensions above. Personal experience, on the other
hand, represents a member’s engagement in practice which does not necessarily align
with the concept of competence in the community. Learning in a community of practice
entails a member’s ability to move forward with his or her practice in a way that allows
them to claim control over social competence in their community. It starts with
legitimate peripheral participation through which newcomers begin on the fringe as they
learn from more knowledgeable and experienced members of the community (Lave &
Wenger, 1991). Through this process, a learner is given the opportunity to develop
gradually and assume more central and knowledgeable roles within the community in
order “to be trusted as a partner .... To have access to [a shared] repertoire and be able
to use it appropriately” (Wenger, 2000, p. 229).

Putting in our minds that learners engage with their communities of practice
gradually through a socialization process, there is an ongoing and inevitable interplay
between the practices that learners bring with them to their communities and the
practices they are required to recognize and embrace. Examination of this interplay is
significant to understand learning within a community of practice because “[f]or
individuals, it means that learning is an issue of engaging in and contributing to the
practices of their communities. For communities, it means that learning is an issue of
refining their practice and ensuring new generations of members” (Wenger, 1998, pp. 7-
8). As members engage with the practices of their community, they shape and are
shaped by their communities. They are, thus, seen as active agents and not passive
members in their community.

The concept of ‘community of practice’ is relevant to explore the development
of professional identity among the participants in this study. According to Duguid
(2005, p. 113), members in this type of community “need not just acquire the explicit
knowledge of the community, but also the identity of a community member” to be seen
as active members. As students engage with pharmaceutical oral presentations and work
with other members in this community, their work to develop as learners and

professionals exceed the pharmaceutical knowledge they have acquired over the years
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to include the ability to assume the identity expected from them in this literacy event.
Assuming this identity was associated with practices, such as adopting an appropriate
stance that conveyed sympathetic and non-judgmental attitude towards patients while
presenting. Another practice appeared in demonstrating deep knowledge of alternative
medications that took into account medications’ prices in relation to patients’ financial
abilities. This identity is closely related to what is considered to be acceptable practices
in reading and writing and what is seen as successful meaning making. As professional
identity develops in relation to other members, rather than individually, investigation of
how members interact with each other represent an important aspect of their experiences

with literacy and meaning making.

2.4.1.2 Identity construction

Participation in a community of practice depends on members’ ability to engage
and suspend their identities in a way that allows them to engage in new practices,
embrace new identities and position themselves differently in relation to other members
of the community (Wenger, 2000). According to Duguid (2012), members of a
community of practice do not only establish their membership through acquiring the
community’s knowledge and practices, but also through developing an identity that
would distinguish them as members of their community. Within educational settings,
issues of identity are brought to light “as students go about forming and maintaining
social relationships” in their communities (Preece, 2018, p. 10).

Examining issues of identity surfaces regularly in social accounts of literacy
(e.g., Barton & Hamilton, 1998; Heath, 1983; Pahl & Rowsell, 2006b). Considering
identity as “the filter through which we present ourselves to the world” (Pahl &
Rowsell, 2012, p. 119), investigation of issues of identity connects people’s personal
world with the social context with which they engage. Identity can be defined as “the
way a person understands his or her relationship to the world, how that relationship is
constructed across time and spaces, and how the person understands possibilities for the
future” (Norton, 2013, p. 4). In this way, identity is not a fixed or stable position
adopted by a person. It is rather constructed over time as people go on with their lives
and interact with others.

Two theoretical constructs within studies of identity and language learning have
been examined and are of relevance to this case study: investment and imagined
communities. The construct of investment has been proposed to complement the

psychological construct of motivation (Peirce, 1995). According to Norton and Toohey
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(2011, p. 415), this construct “seeks to make a meaningful connection between a
learner’s desire and commitment to learn a language, and the language practices of the
classroom or community”. It highlights the relation between language learners’ identity
and their commitment to learning which is dependent on their relation to the language,
community and their desire to learn. This construct calls for reconsidering the
importance given to motivation to determine the nature of language learners’
engagement in their learning because high motivation among learners is not necessarily
transferred to actual achievement in language learning.

The construct of investment is built upon economic metaphors (Bourdieu, 1991;
Bourdieu & Passeron, 1977). Bourdieu and Passeron (1977) use the term ‘cultural
capital’ to describe how different classes and groups in societies are characterized and
distinguished by their knowledge, credentials and modes of thought whose cultural
value is situated and dependent on their use and value within the social group. For
Norton, the construct of investment

signals the socially and historically constructed relationship of learners

to the target language and their often ambivalent desire to learn and

practice it. If learners ‘invest’ in the target language, they do so with

the understanding that they will acquire a wider range of symbolic

resources (language, education, friendship) and material resources

(capital goods, real estate, money), which will in turn increase the

value of their cultural capital and social power (2013, p. 6).
Acquiring these resources sharpens learners’ awareness of themselves and shape their
desires towards learning in a way that connects their memories of the past with their
hopes for the future too (Norton & Toohey, 2001).

Examining the construct of investment allows researchers to acknowledge the
changing nature of language learners’ identities which combine the different valued
assets of the social context and the individual targets and positions that shape learners’
engagement in their society. It recognizes the complex and changing identities of
language learners whose development is closely connected to the interaction between
the social context that learners find themselves in and the personal challenges they face
(Norton & Toohey, 2011). Moreover, this construct is relevant to explore learners’
agency and active participation. According to Kramsch (2013, p. 195), Norton’s

EAN13

understanding of ‘investment’ “accentuates the role of human agency and identity in
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engaging with the task at hand, in accumulating economic and symbolic capital, in
having stakes in the endeavor and in persevering in that endeavor”.

The concept of investment has been widely used in applied linguistics research.
It was originally connected to examination of immigrants’ engagement in North
American settings (e.g., McKay & Wong, 1996; Norton, 2013; Skilton-Sylvester, 2002)
with increasing studies examining identity and its relation to language learning around
the world (Mutonyi & Norton, 2007; Norton, 2015). Angélil-Carter (1997) employed
the concept to examine literacy in academic settings. She points out that ‘investment’
“can usefully be broken down from its broad idea of investment in a target language
such as English to investment in literacies, forms of writing or speaking .... discourses”
(p. 268). She also notes that examining learners’ investment in literacy “is historically
constructed and inextricable from relations of power in the wider society” (p. 269)
because it can facilitate or hinder learners’ ability to embrace new discourses. Similarly,
Norton (2015) notes how acknowledging and recognizing “the value of the linguistic or
cultural capital learners bring to the classroom—their prior knowledge, home literacies,
and mother tongues” can “impact the extent to which learners will invest in the
language and literacy practices of their classrooms” and therefore mediate their
participation in their communities (p. 380).

The second theoretical construct is related to imagined communities and their
associated imagined identities. Imagined communities refer to “groups of people, not
immediately tangible and accessible, with whom we connect through the power of the
imagination” (Norton, 2013, p. 8). These reflect the communities that learners aspire to
join and the identity options that they may embrace to join these imagined communities.
As Norton and Toohey put it, “[a]n imagined community assumes an imagined identity”
(2011, p. 415). The construct of imagined community holds specific importance within
Wenger’s view of communities of practice who associates learning within the
community with active participation in the community’s activities and engagement with
other members within the community. At the same time, Wenger points out that
imagination can provide a valuable source of community membership for learners
because it gives rise to the significance of specific imagined communities (1998). These
imagined communities are as real as the real communities in which learners are
involved on a daily basis and may even have a stronger effect on learners and their

attitudes towards language learning (Norton, 2013).
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Within literacy studies which examine issues of identity, Gee’s concept of using
‘Discourses’ with a capital ‘D’ as an ‘identity kit’ has been widely used. According to
Gee, Discourses refer to

distinctive ways of speaking/listening and often, too, writing/reading

coupled with distinctive ways of acting, interacting, valuing, feeling,

dressing, thinking, believing with other people and with various

objects, tools and technologies, so as to enact specific socially

recognisable identities engaged in specific socially recognisable

activities (2015, p. 171).
Gee’s description shows that there is more than language at stake to assume a specific
identity. For people to display a specific identity, there is a series of decisions and
positions they need to take and adopt in order to assume specific identities within their
social groups. Because Discourses are closely connected to the “distribution of social
power and hierarchical structure in society” (P. 179), they appear as ideological stands
that are not easy to resist or question among members of the community. Their power
lies in the consequences that may occur with a person’s inability or unwillingness to
assume the specific Discourses that s/he needs to relate to. Failing to display valued
Discourses within a community can set the person as an outsider and prevents them
from participating fully in designated activities.

Both concepts of community of practice and identity are relevant to this
investigation. Examination of the literacy practices that underpin undergraduates’
engagement in oral presentations and the semiotic choices they take to represent and
communicate knowledge requires attention to how the participants in this study relate to
the community they belong to and the community they aspire to join in their profession.
It is also important to examine how participants in this event relate to the requirements
and norms that shape oral presentations in a way that addresses their position as learners
and developing professionals. These issues are integral to address the research questions
because they shape and are shaped by how learners engage with oral presentations in
this English-mediated setting.

2.5 Oral Presentations in EAP

Oral undergraduate presentations represent one of the genres which have not
received extensive attention within EAP in comparison to research on written genres.
This is despite the fact that undergraduates’ engagement in this genre is often seen as an

essential part of students’ development in higher education as they are expected to
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search for information and use their presentations to provide evidence of their
developing knowledge and growing experience. Available research on speaking skill
has pointed out some significant issues which are relevant to this thesis. Considerable
attention, for instance, has been devoted to examining the value of a native-like accent
in specialized language teaching. Early approaches considered a native-like accent as
the norm that learners should be taught and encouraged to follow. Having a non-native
accent was believed to disadvantage learners, hinder their engagement with their
surroundings and question their ability to assume the cultural and symbolic capital
needed for successful engagement with language learning (Kubota and Chiang, 2013).

Concerns with learners’ inability to attain a native-like accent have been usually
associated with investigations of English-speaking contexts. These views came under
attack in later approaches with studies beginning to point out that absence of a native-
like accent does not necessarily hinder learners’ engagement with using the language.
The significance attached to developing a native-like accent among learners was
questioned because of the increasing awareness among scholars that it is more likely for
second language learners to use the language with non-native speakers. For these users,
developing their competence as language users was more important and relevant than a
native-like accent (Feak, 2013). Learners’ practical needs came to be appreciated as the
major drive to assess the value of a speaker’s accent and its effect on speakers’ use of
the language and interaction with others.

Competence came to be associated with the functional uses of language that
allow learners to communicate efficiently with others in different environments
regardless of their accent (Barrett & Liu, 2016; Mauranen, Hynninen, & Ranta, 2010).
As a result, learners were encouraged to focus on their communication needs rather than
to attempt to develop and adopt the standards of a native speaker who may not even be
available in their context as in this thesis (Charles, 2007). An example appears in
Lima’s (2016) quantitatively-driven examination of the relationship between Chinese
learners’ foreign accent and comprehensibility in oral presentations within an American
academic setting. Her study points out that not only there was no correlation between
presenters’ accent and comprehensibility, but also that accent had no considerable effect
on how Chinese speakers were assessed by their Chinese and non-Chinese audience.

In terms of learners’ level of education, available research on English language
learners’ oral presentations is mostly concerned with advanced levels of proficiency

within formal settings such as academic and conference presentations (e.g., Kim, 2006;
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Kmalvand, 2015; Kunioshi, Noguchi, Hayashi & Tojo, 2012; Morton, 2009; Rowley-
Jolivet, 2002). Studies on oral presentations have covered a variety of topics, such as
analysis of linguistic features (e.g., Ferndndez-Polo, 2014; Kao & Wang, 2014; Zareva,
2011a, 2016), investigation of differences between presenters’ performance in L1 and
L2 (Hincks, 2010), apprenticeship into oral academic discourses (Morita, 2000; Zappa-
Hollman, 2007), the relation between written discourse and talk (Webber, 2005), needed
skills and difficulties in academic listening and speaking (Kim, 2006), comparing
between native and non-native presenters (Rowley-Jolivet, 2002), investigating
multimodal literacy and numeracy practices among international students (Alyousef,
2013), comprehensibility and liveliness in non-native student oral presentations and
analysis of moves (Kunioshi et al., 2012). Less attention is devoted to younger and less
advanced L2 speakers. Gwee and Toh-Heng (2015), for example, examine high school
students’ engagement with video review of their oral presentations in formal and
informal settings.

Many of the available studies on oral presentations have been concerned with
second/foreign language speakers operating within contexts in which English is used as
a lingua franca “which is with an international study body for an international audience”
(Barrett & Liu, 2016, p. 1252). Other studies have also begun to examine this genre in
other contexts. For example, Brown and Adamson (2014) explore the perspectives and
expectations of a group of Japanese faculty in English-medium content classes in a
Japanese university. They highlight the effects of local academic norms on EAP
classroom practices within a variety of activities, including oral presentations. In
Taiwan, Chou (2011) examines learning strategies used by French major college
students while engaging with group and individual oral presentations, and the effect of
these strategies on the development of speaking skills among these learners.
Baumgarten (2016) adopts a longitudinal study design that examines the use of
multiword sequences among second language users in their oral presentations. In
addition to using quantitative surveys, the author relies on qualitative interviews and a
socially grounded perspective on second language learning to examine learners’ habits
of language use and socialization patterns.

In relation to examination of multimodal meaning making, there is currently an
acknowledged limited availability of data on students’ multimodal texts in higher levels
of education (Levy & Kimber, 2009; Matusiak, 2013) with few studies examining the

multimodal nature of texts within oral presentations. For example, Rowley-Jolivet
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(2002) examines the use of visuals in conference presentations to support
comprehension and compares these visuals to the published proceedings of the
conference in order to assess their use in these two different genres. Tardy (2005) traces
the expression of disciplinary knowledge and individuality among multilingual graduate
student writers in an American university through vocabulary, structures, visuals and
colour choices while highlighting the opportunities that coordinating PowerPoint slides
with talk provides for presenters that may not be available in written genres. Zareva
(2011b) also examines what novice international graduate student presenters consider to
be effective PowerPoint slides and compares their views with expert views in relation to
organization, style and typography as essential elements of design. Morell (2015)
examines the use of verbal, written, non-verbal materials and body language in
multimodal academic discourse of oral presentations. This examination aims to explore
how effective communication can be enhanced among multilingual academics using
English as a Lingua Franca. Zhao and Van Leeuwen (2013) investigate the effect of
using PowerPoint as a semiotic technology in cultural studies lectures and their
pedagogic effects. Zhao, Djonov and Van Leeuwen (2014) adopt a multimodal social
semiotic approach to understand the relation between semiotic technology and its use
through close examination of slideshows, PowerPoint as a software and PowerPoint-
supported presentations.

Current investigations attempting to examine multimodal meaning making in
oral presentations tend to remain faithful to the prevalent EAP traditions of textual
analysis, focusing on texts as stand-alone products with minimum investigations of the
situated nature of their production. Despite the potentially pedagogic benefits associated
with textual analysis, we need to support this type of analysis with thorough
examination of how these texts come to existence. Available studies, however, tend to
overlook the importance of highlighting the sign-makers’, i.e. learners’ perspectives and
experiences in how they engage with their presentations. This tendency has led to a
considerable gap in our understanding of the multimodal practices that learners draw
upon to participate in this activity and the multimodal nature of academic presentations,
especially in scientific disciplines in which meaning making is classically
acknowledged to utilize different modal choices (Kress et al., 2001).

Within ESP/EAP traditions, the practices underlying multimodal meaning
making are often inferred from texts rather than through empirical in-depth

investigations (Prior, 2013). There are many reasons that have led to this status in
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relation to the limited range of research on oral academic presentations as an
independent genre. Methodological issues are especially challenging. We cannot ignore
the difficulty associated with video/audio-recording and transcribing spoken genres and
the complexity involved in managing the data involved in this type of investigation
(Hyland, 2009). Furthermore, researching practices that surround literacy requires
ethnographic methodologies that may not be acceptable or accessible in some contexts,
especially where literacy is associated with a skill-based understanding of reading and
writing without acknowledging the use of other semiotic means or recognizing its
situated nature and implications on the learners. In addition, ethnographic methods may
not be seen as appropriate or acceptable within hard-to-reach contexts in which cultural
and religious sensitivities shape people’s engagement with their daily lives, including
educational practices. These issues are relevant to this study and will be discussed in the
next chapter as | describe the methodological choices taken to answer the research
questions in this thesis.
2.6 Chapter Summary

As EAP research interests continue to grow, there is an urgent need to
reconsider some of its well-established and taken-for-granted concepts. In this chapter, |
explored theoretical concepts which are relevant to address the research questions in this
thesis. These include the need to support the growing understanding of learners’ needs
with a broadening agenda that takes into account the social practices learners engage
with in valued literacy events. In addition, I looked at research within genre studies and
the attention that has been given to texts as stand-alone products and the social contexts
in which genres are produced and used. In this regard, | discussed the use of the new
literacy studies to examine the literacy practices in this event that shape presenters’
engagement with oral presentations and social semiotic multimodal approach to
examine meaning making in this study. The chapter also looked at the interrelated
theoretical concepts of community of practice, identity, investment and Discourses to
examine the development of professional identity among learners. The chapter was
finally concluded by surveying available literature on oral presentations as an
independent genre and examining the gaps in the literature that this thesis attempts to
address. In the next chapter, | will examine in detail the methodology adopted to

conduct this study.
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Chapter 3 Methodology
3.1 Introduction

In this chapter, I will discuss the research methodology used in this thesis. The
chapter first starts by an overview of qualitative case study research. The discussion will
also include a description of participants in the study and how access to the research site
has been obtained. After that, I will discuss the data-collection techniques I have relied
on and the analytic framework | followed to analyse the collected data. The chapter is
concluded by discussion of some of the challenges that | faced and how | attempted to
enhance the rigour and trustworthiness of this study.

3.2 Paradigm

This study is underpinned by an interpretivist paradigm which understands
reality as socially constructed. According to Glesne,

The ontological belief that tends to accompany interpretivist traditions
portrays a world in which reality is socially constructed, complex, and
ever changing. What is of importance to know, then, is how people
interpret and make meaning of some object, event, action, perception,
etc. These constructed realities are viewed as existing, however, not
only in the mind of the individual, but also as social constructions in
that individualistic perspectives interact with the language and thought
of the wider society. Thus, accessing the perspectives of several
members of the same social group about some phenomena can begin
to say something about cultural patterns of thought and action of that
group (2011, p. 8).

I relied on a case study approach, employing ethnographically-oriented
qualitative research methods to explore how Year-five female undergraduates at a Saudi
Arabian university engage with oral presentations in pharmacy. This exploration
examines the literacy practices that underpin undergraduates’ engagement in this event
and highlights the specific semiotic choices they draw upon, in addition to language, to
represent and communicate disciplinary knowledge. The use of ethnographically-
informed qualitative methods is appropriate for this study because of their relevance to
social accounts of literacy in which

[t]he principal empirical methodology inherent in an ideological model
of literacy is that of ethnography, involving both observation of the

practices surrounding the production of texts — rather than focusing
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solely on written texts — as well as participants’ perspectives on the

texts and practices” (Lillis & Scott, 2008, p. 11).
These methods facilitate the examination of how learners engage with a specific literacy
event in this academic setting, considering their perspectives and experiences while also
highlighting how this engagement is socially situated in this context and how meaning
is multimodally made.

However, an ethnographic perspective was adopted, in contrast to undertaking an
ethnography, in order to take “a more focused approach (i.e. do less than a
comprehensive ethnography) to study particular aspects of everyday life and cultural
practices of a social group” (Green & Bloome, 1997, p. 183). According to Mackey and
Gass (2005, p. 169), the value of ethnographic approaches is undeniable “when not
enough is known about a context of situation”. This is especially important in this study
with the scarcity of research that offers in-depth description of the social context in
educational settings in relation to language teaching and learning in Saudi Arabia. As
Heller puts it,

[flundamentally, ethnographies allow us to get at things we would

otherwise never be able to discover. They allow us to see how

language practices are connected to the very real conditions of

people’s lives, to discover how and why language matters to people in

their own terms, and to watch processes unfold over time. They allow

us to see complexity and connections, to understand the history and

geography of language (2008, p. 250).
For my study, I relied on data-collection tools which would allow to provide in-depth
exploration of this case. These tools include observing the seminar sessions, engaging
with different members in this community through recurrent and informal
conversations, participating in one of the practice sessions that presenters held to
rehearse their presentations and collecting relevant and accessible documents. | used
these tools to familiarize myself with the research site and familiarize members of this
community with who | was and the purpose of my study, aiming to establish myself in
this community in accordance with available and accessible data.
3.3 Case Study

A qualitative case study approach is adopted to answer the research questions

stated earlier (See 1.4). The term refers to empirical investigations of particular

phenomena within their real-life context (Yin, 2003). Case study research has been
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described by some qualitative researchers as a method on its own “typically useful for
answering ‘how’ and ‘why’ questions” because of its exploratory nature that allows
close interaction with participants (Stewart, 2014). It has also been described as a
research strategy that “involves an empirical investigation of a real phenomenon”
(Robson, 1993, p. 146). As a qualitative approach, it is associated with in-depth
investigation that employs qualitative techniques to collect data and examine the case.

Case study research is characterized by a “a focus on the unit of investigation —
rather than on the methodological execution of a particular set of methods” (Stewart,
2014, p. 147). According to Stake (1998), this type of research requires approaching a
clearly bounded and integrated system in which the working parts show consistency and
order in the behavioural patterns of its participants. Because the system under
investigation is bounded, case study research tends to be small in scale. Early case study
research was connected with ethnographical studies of remote cultures. In these studies,
researchers relied on prolonged engagement in research sites to provide detailed
descriptions of these cultures (e.g., Malinowski, 1913). This prolonged nature of
engagement continues to represent a key aspect of case study research without being
confined to conducting full ethnographies.

In terms of data collection tools, case study research is flexible because it allows
the use of tools, such as observation, interviews and document collection (Glesne,
2011). This flexibility paved the way for researchers in many disciplines, such as
economics, history, politics and education to rely on case study research and address a
wide range of topics and problems. Using different research methods, however, need to
be appropriately planned and set to suit the topic under investigation (Stewart, 2014;
Yin, 2003). Case studies are differentiated through the particular methodological
choices that researchers take in relation to what is put under investigation (Stake,1998).
This thesis is linked with ethnography because of its use of research methods commonly
associated with ethnographic research tools. These include observation, interviews,
research journal and artefacts collection (Table 3.1). These methods do not stand
independently of each other, but they are used together to develop a better
understanding of the case by examining different angles of the literacy event under
investigation.

3.3.1 Challenges in case study research
Despite its flexibility and appropriateness to investigate a wide range of topics,

case study research raises considerable concerns in relation to the issue of
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generalization. Since it is often linked with small-scale investigations, such research
aims at providing in-depth investigation of the case and exploring its uniqueness
through highlighting the distinguishing characteristic features that set the case apart
from others (Simons, 2009). Rather than attempting to generalize from a specific and
unique case study, the researcher aims at understanding the case as deeply as possible.
Communicating this understanding, in turn, requires attention to the fine details and
special features that make a case different or unique. Despite the fact that generalization
may not be possible in relation to other cases in other contexts or even in the same
context, Yin (2003) points out that case study research is potentially useful in providing
the grounds for generalizability when taken to address issues of theoretical concepts. It
enables researchers to approach their research interests and sites without being closely
framed by previously-formulated assumptions that usually shape and govern
quantitative research. Case study research, thus, entails an element of discovery and
open-mindedness, consistent with the nature of qualitative research.

Although case study research aims at providing in-depth and detailed
investigation of particular social phenomena, it is not possible for any research to
understand all aspects of a case regardless of how small or focused it is in scale.
Researchers are rather advised to be transparent in their works by aspiring to offer
detailed analysis of specific aspects of the case that relate to the purpose of the research.
As Stake (1998) recommends, choices in case study research are rather strategic and
should be stated clearly for the reader to appreciate the analysis. While maintaining that
“not everything about the case can be understood”, Stake notes that the researcher
should focus on deciding what needs to be highlighted and the reasons for doing that (p.
93). It is indeed these strategic and particular choices that give case study research its
value which “lies in its ability to draw attention to what can be learned from the single
case” (Schram, 2006, p. 107). This is even apparent in the final report through which a
case study is presented which tends to offer detailed description of the case (Glesne,
2011).

Though a case study may not be applicable to other cases or contexts, it can be
used to shed light on different aspects of the social phenomenon under investigation and
develop our understanding of it. For my thesis, | aim to explore how year-five female
undergraduates engage with seminar presentations in pharmacy. Focus will be directed
towards exploring the social practices that underpin their engagement in this event and

the semiotic choices they highlight. As this thesis is informed by a situated
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Table 3.1 Data Collection Instruments

Data Collection Data Length Frequency
Instruments
Observation  Detailed observational fieldnotes Each seminar  Once weekly

written during each of the three
observed seminar sessions

session lasts
between 120-

(1 observed 17
presentations

(Appendix A) 180 minutes  distributed
across 3
seminar
sessions).
Participant | was invited to attend the practice The practice  Once

Observation  session organized by the presenters

session lasted

participating in the second seminar around 90
session to rehearse their presentations. minutes.
| kept detailed notes about this session
to record how presenters finalized
their preparations before presenting in
front of the course convenor, what
their priorities were and their
relationships with each other
(Appendix B).
Semi- Audio-recorded interviews with 8 Each Six presenters
Structured undergraduate presenters interview were
Interviews (Appendix C). lasted around interviewed
60 minutes once while
two were
interviewed
twice each.
Informal Short, informal conversations with 10-15 Throughout
conversations different members of this community, minutes the study
including teachers, undergraduates
and administrative staff. | wrote what
| remembered from these
conversations within the research
journal at the end of each of the days |
visited the College.
Research | kept a journal in which | wrote my Throughout
Journals reflections and memos from the study
observations, interviews, conversations
and collected documents
(Appendix D).
Artefacts Samples or screen prints of relevant Throughout
Collection materials: the study

Online Course description

(Appendix E)

Participants’ presentation slideshows
Course guideline (Appendix F)
Course evaluation form (Appendix G)
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understanding of literacy, the investigation provides an in-depth exploration of literacy
practices in this event which may not be generalizable to other events, but can be used
to offer valuable insights at learners’ engagement in similar events and contexts.
3.4 Setting and Participants
3.4.1 Setting

In Saudi universities, separate campuses are assigned for male and female
students. This case study was conducted in the College of Pharmacy within the female
students’ campus in one of the major universities in Saudi Arabia. In this university,
male and female campuses are not usually located near each other except for campuses
assigned for medically-related colleges which are adjacent to each other. Many teachers
and trainers work in both campuses and benefit from this adjacent location in
facilitating their movement between classes and labs. Observations of seminar
presentations took place in the assigned year-five classroom in the College of
Pharmacy. Semi-structured interviews were conducted in one of the available and
unoccupied offices in the College.
3.4.2 Participants

Eight presenters volunteered to participate in this study. The participating
presenters volunteered through the year-five group leader to participate in the study
(Table 3.2). These presenters were all residents in the same city in which the university
is located except for Rahaf who came from the northern region of Saudi Arabia to study
her bachelor’s degree after finishing high school in her hometown. All presenters joined
the College of Pharmacy after they finished their Preparatory-Year Programme
immediately except for Fatin who joined the College of Medicine first. After studying
there for one year, she transferred to the College of Pharmacy because of her growing
interest in pharmaceutical sciences.
3.5 Data Collection

Aiming to explore the literacy practices that underpin participants’ engagement in

seminar presentations, there is need to utilize available research methods to explore the
social practices and meaning-making decisions that surround representation and
communication of knowledge among participants. This qualitative case study employed
ethnographic methods to collect the data, including observation, interviews, research
journal and artefacts collection to explore “the cultural meanings and beliefs the

participants attach to their activities, events, and behaviours” (DOrnyei, 2007, p. 130).
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Table 3.2 Overview of Participants' Presentations

Participant  Title of presentation Topic
Salwa Canagliflozin A newly-approved drug to treat kidney problems in relation to
type 2 diabetes.

Maram Obesity Types, causes and health risks associated with obesity.

Samya Counterfeit Medicines Awareness Problems associated with fake drugs.

Fatin Poly Cystic Ovarian Syndrome A common syndrome among females.

Rahaf Trichotillomania A rare hair-pulling disorder.

Hind Treatment and Prevention of Chemotherapy Treatment of nausea and vomiting resulting from chemotherapy
Induce Nausea and VVomiting treatment.

Lamar Onychomycosis Fungal infection of nails.

Layla Opioids Dependence A neurobehavioral syndrome associated with prolonged opioids

addiction.
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However, an ethnographic perspective was adopted rather than a full ethnography
which takes “a more focused approach (i.e. do less than a comprehensive ethnography)
to study particular aspects of everyday life and cultural practices of a social group”
(Green & Bloome, 1997, p. 183). According to Mackey and Gass (2005, p. 169), the
value of ethnographic approaches is undeniable “when not enough is known about a
context of situation”. This is especially important in this study with the scarcity of
research that offers in-depth description of the social context in female educational
settings in relation to language teaching and learning. As Heller puts it,
[flundamentally, ethnographies allow us to get at things we would
otherwise never be able to discover. They allow us to see how
language practices are connected to the very real conditions of
people’s lives, to discover how and why language matters to people in
their own terms, and to watch processes unfold over time. They allow
us to see complexity and connections, to understand the history and
geography of language (2008, p. 250).

3.5.1 Access

Access to the research site was obtained through two stages. The first stage
occurred in 2014 when | emailed the Vice Dean for Graduate Studies and Scientific
Research in the College of Pharmacy to gain initial approval to visit the College,
introduce myself and conduct the study. The ethics Application forms in Lancaster
University and the host university were prepared before the course took place.

The second stage started with my first visit to the female campus in the College
on October 20™. | met the Vice Dean of the College of Pharmacy for the female campus
and provided her with a list of all the forms regarding my study and introduced myself
as a researcher and a teacher in the Preparatory-Year Programme at a different campus
in the university. These forms included Lancaster University ethics approval forms
(Appendix H), an overview of the research project (Appendix I), identification letter
from the scholarship provider (Appendix J), information sheet for presenters (Appendix
K), information sheets for teachers (Appendix L), consent form for presenters
(Appendix M) and consent form for teachers (Appendix N).

Gaining the Saudi institutional approval to conduct this study required more
time than was originally anticipated because a new Vice Dean for Graduate Studies and
Scientific Research was appointed by the time of my visit to the College which required

me to reintroduce myself and the study. Additionally, the depth of the study was
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affected by students’ mid-term exams which took place during my stay. Furthermore,
some of the teaching and administrative staff, including the course convenor, were
involved in the College’s work to acquire official accreditation during my data-
collection period. Despite my two-month stay in the site, the necessary approvals were
only obtained by the end of the first month. Because of that, | was only able to attend

the last three seminar sessions of the course (Table 3.3).

Table 3.3 Participating Presenters

Seminar session  Date Number Number of
of presenters
presenters in volunteering to
session participate
1 November, 111" 6 4
2 November, 18" 6 3
3 September, 16" 5 1

After obtaining the required permission from different departments, | contacted
the course convenor who had been previously informed of my presence and the purpose
of my visit. | was invited to attend my first seminar session and provide him with hard
copies of all the forms | had already emailed to the Vice Dean. The teacher advised me
to contact the year-five group leader and seek her help with finding out where and when
the sessions would take place. I arranged a meeting with the group leader to introduce
myself and the purpose of my study and ask for her help to contact and recruit
presenters. She offered to work as a connection between me and the presenters and ask
for volunteers after each seminar session. Her assistance was invaluable because many
of the presenters wore face veils during their presentations, making it difficult for me to
recognize them afterwards.

I had a brief meeting with the course convenor before attending my first seminar
session on November, 11", | discussed the purpose of my study and its relation to
English language teaching. The course convenor was particularly concerned with
ensuring that students were well-informed of the study and its purpose before asking for
their participation. He also discussed with me how I intended to protect participants’
privacy. Before the beginning of the session, he introduced me to the students and
encouraged them to cooperate with me as much as they could. At the end of the session,
the course convenor left the classroom after calling me to introduce myself and explain
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my study. | gave a brief description of the project and distributed copies of the overview
of the project, information sheets and consent forms which contained my contact
information. The information sheets and consent forms were offered in English and
Arabic to ensure maximum understanding of my project and its purpose. Two other
sessions were attended on November 18" and December 16™.

The group leader arranged for me to meet nine volunteering presenters, but | was
able to meet only eight presenters as one of the students did not attend the scheduled
interview and declined to schedule another one. Two presenters agreed to participate in
a second interview which helped me to discuss my initial understanding of the collected
data. Before each seminar session, the presenters usually held a practice session in the
morning which lasted from 8:00 am to 10:00 am in which they rehearsed their
presentations in front of each other. The presenters of the second session asked me
through the group leader to attend their practice session. The request seemed to be
encouraged by my work as an English language teacher. They asked for help with
editing their slides and revising their language. Five students participated in that session
and only one of these students volunteered to participate in the study afterwards.

3.5.2 Data Collection Methods

3.5.2.1  Observation

Observation provides a prolonged engagement in research sites in order to
investigate the micro-and macro-contexts in which participants operate (Watson-Gegeo,
1988). Within the available time, I followed the advice offered by Richards, Ross, &
Seedhouse who point out that “researchers should immerse themselves in the relevant
social world in order to develop a rich, situated understanding of it and of how it is
constituted through its members” (2012, p. 33). They also note that any understanding is
always contextualized and situated and should go beyond the surface appearance of
things because researchers are required to explore “not only what is far from obvious to
a casual observer but what may be hidden from the members themselves” (p. 33).

Two types of observation were employed in this thesis (Thomas, 2011). The first
one was structured observation in which | identified specific types of behaviour that
were relevant to my investigation including actors, activities, events and time (Spradley,
1980). The second type was unstructured observation through which | attempted to
immerse myself in the research site as much as possible to “watch informally (but
methodically) in and among recording important facets of what is happening” (p. 165).

Both types were important for my study because they allowed me to explore different
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aspects of participants’ engagement in this literacy event. Within each seminar session, |
kept detailed fieldnotes that described elements such as the spatial organization of the
classroom, how each session started, how presenters initiated their presentations, what
students in the audience were doing during these presentations, how the course
convenor’s feedback was initiated and how seminar sessions were concluded. At the
same time, my fieldnotes attended to aspects of this literacy event whose significance
emerged as [ immersed myself in the research site, such as students’ movement at the
back of the classroom during seminar sessions, students’ comments on their colleagues
while they were rehearsing or presenting and the interactions between different
members of this community.

My observations beyond the seminar sessions were geared towards the physical
setting in the College of Pharmacy where | looked closely at the corridors and other
classrooms in which the year-five students informally worked together to make,
rehearse and discuss their presentations. Following Silverman’s note with regard to the
benefit of observational data to understand how organizations are structured, | used my
observations to examine how students interacted with each other and with the teaching
and administrative staff (2014). Moving around the College allowed me to become a
familiar face among members of this community. This created a sense of familiarity and
trust among students towards my presence in the College which I believe encouraged
participants to take part in my study.

I stand by the suggestion that “in a sense, all social research is a form of
participant observation, because we cannot study the social world without being part of
it” (Atkinson & Hammersley, 1994, p. 249) (emphasis in original). My participation in
the research site was informed by my position as an insider and outsider in this case
study. | was an insider in terms of being a teacher in the same university in the
Preparatory-Year Programme at a different campus. | was able to relate to many of the
experiences and challenges they described. My expertise as an English language teacher
proved invaluable to bring me closer to students in the College. The practice session
which I was invited to attend through the group leader enabled me to offer help to
students that related to my expertise as an English language teacher (See 3.5.1).
Furthermore, participating in that session helped me to note some relevant aspects that
would have been inaccessible otherwise. For example, this session highlighted how
presenters prioritised the challenges they faced to prepare for their presentations. | was

also frequently approached by different students from different year groups in the
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College throughout the study period who were seeking advice not only in relation to
working on their assignments, but also improving their English language skills while
some students were asking me about my experience with studying abroad.

Writing the observational fieldnotes was challenging, especially since | was not
an experienced qualitative researcher. The suggestions and advice given by the
ethnographers in Walford (2009) were particularly useful because they provided
examples of how ethnographers approach the writing of their ethnographic fieldnotes
and address challenging issues around them. | found two issues to be particularly
challenging: a) the potential impact of writing these notes on participants while they
were presenting and b) recording detailed and condensed notes of these scientific
presentations.

Because outsider observation is often associated with assessment and evaluation
in the Saudi educational context, I relied on the explanations provided in the
information sheets and my informal conversations with different members of this
community to mitigate the potentially disruptive nature of my presence as an outsider
during seminar sessions. With this in mind, | did not feel comfortable about writing
down my observations during the seminar sessions because | was afraid that | would
distract the presenters while they were presenting. As a result, I chose to physically
locate myself at the back of the classroom where the observed seminar sessions took
place. While this location restricted my ability to take note of significant aspects of the
event taking place at the front of the class, the loss was offset by minimizing any
negative effects of my presence as an outsider observer and allowed me to write my
notes in a way that would not distract any of the presenters.

In relation to the content of these notes, | wanted to include as much as | could
within my observational fieldnotes to facilitate my examination of this literacy event.
My notes were not always organized and at times appeared as lists of disconnected
sentences and bulleted points. After each seminar session, | would go to the office
which I was offered to conduct the interviews and sit to add to my notes, while my
memory was still fresh, the points that | could not record immediately. This was also
helpful for highlighting the issues that required my participants’ help in understanding
my notes. The content of my observational fieldnotes was also impacted by the
scientific nature of these presentations. Because | had not worked in the College before
and | was not familiar with the content of the observed presentations, | relied on

students’ help to clarify unclear technical details in my fieldnotes. For example, the
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elaborate, scientific nature of some topics was challenging for me and | could not
always understand what presenters or the course convenor were saying. | worked
around this issue, by asking students to explain during our interviews the points that

were not clear to me.

3.5.2.2  Semi-structured interviews

While observation offers invaluable outsider’s perspectives, interviews highlight
insiders’ perspectives to enhance the ethnographic orientation of this study. According
to Heller (2008, p. 255), interviews provide explanatory data which support observation
and “connects practices to people’s accounts of why they do what they do”. They are
used as “a source of witness accounts.....and as supplying evidence about informants’
general perspectives or attitudes” (Hammersley, 2006, p. 9). Within a situated
understanding of literacy, participants’ accounts shed light on common cultural norms,
feelings, attitudes, identities and relationships (Street & Lefstein, 2007).

For this study, participants’ accounts were invaluable to examine the literacy
practices they drew upon to participate in this event. While interviews provide deep
“insights into people’s experiences, beliefs, perceptions, and motivations” (Richards,
2009, p. 187), they represent interactional tools whose use cannot be separated from
those involved in making them (Edley & Litosseliti, 2010). | approached interviews in
my study as a “a co-constructed social exchange” (Dornyei, 2007). In addition to
providing participants with an opportunity to describe their experiences and challenges,
these interviews helped me to continuously examine and understand my observational
data throughout the study period. The interviews were audio recorded and were mainly
conducted in Arabic because participants tended to use their native language to
communicate beyond their studies. In addition to the fact that conducting the interviews
in English was not essential to address my research questions, | believe that
communicating in Arabic in this study allowed the participants to engage in these
interviews and describe their experiences without the limitations that may result from

communicating in an additional language.

3.5.2.3 Informal Conversations

Short, unrecorded conversations were conducted with different members of this
community, including the year-five undergraduates, undergraduates in other year
groups, the course convenor, some members of administrative staff in the College and

teachers of other subjects. These were carried out throughout the study period mainly
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around the year-five classroom, the library and the Vice Dean’s office. I used these
conversations to familiarize myself with the College and its organizational structure and
members. These conversations were also useful to familiarize members of this

community with my presence and my study and its purposes.

3.5.2.4  Research journal

| kept a journal of my daily reflections and memos to record “ideas, reflections,
thoughts, actions, reactions, conversations and so on” (Thomas, 2011, p. 164).
Considered as “representing the personal side of fieldwork™ (Spradley, 1980, p. 71), |
used my research journal to continuously reconsider my earlier assumptions and
understanding of this event. In addition to keeping track of my developing
understanding of the case, my notes also played an important role in shaping my

interviews and conversations with members of this community.

3.5.2.5  Artefact collection

To support this investigation, | collected a number of relevant documents from
the year-five group leader. These documents shed illuminating light on the topic under
investigation and they included the course online description (Appendix E), the course
guidelines (Appendix F) and the course evaluation form (Appendix G). Because these
documents serve as “objects or symbols inscribed by a collective attribution of
meaning” (Bartlett, 2008, p. 35), examination of their use and their meaning among the
participants of this study shed light on the situated nature of literacy in this case. They
supported my understanding of the event and informed my interview guides.
3.5.3  Notes about data collection

As this case study adopts a social account of literacy, it utilized data collection
methods commonly used in this type of research. There were, however, other methods
which, albeit their increasing use in scholarly research on literacy and multimodality,
were not available in this case study. Research studies associated with literacy tend to
increasingly employ photographic data because of their potential benefit in examining
social practices surrounding literacy events (e.g., Dickie & McDonald, 2011; Janks &
Comber, 2006; Mandleco, 2013). They can facilitate discussions of literacy practices
among participants (Mandleco, 2013). Photographic and video data also support
observation of physical settings within research on multimodality (Nicholls, Mills, &
Kotecha, 2014). Specific details of multimodal ensembles are, therefore, documented in

educational research in a way that provides valuable evidence to support investigations
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of meaning making (e.g., Bezemer, 2008; Hood & Forey, 2005; Littleton, Twiner, &
Gillen, 2010; Querol-Julian & Fortanet-Gémez, 2012; Roth, 2000; K. S. Tang, 2013).
Examination of meaning making in classrooms often include data containing “a mixture
of video recordings, field-notes, materials and texts used during the interaction,
participant interviews, and possible policy documents and other texts” which are
relevant to the object of study (Bezemer & Kress, 2008, p. 7). This variation of data
serves to capture the intricate details needed to carry out in-depth analysis of how
people represent and communicate knowledge and interact with each other.

In this case study, however, use of video and photographic data was not
available for a number of reasons. First, cultural and religious sensitivities of this all-
female setting eliminate the possibility of capturing participants’ images because
publicizing photographic images of females tends to be considered as an unacceptable
behavior. This is true even though sharing personal photographs among close friends
and members of family is a common practice among Saudi women. | did not ask the
participants in this case study to participate in collection of photographic or video-taped
data because it could indicate disrespect towards societal norms and common
conventions and could, therefore, hinder my ability to gain participants’ trust and
conduct this study.

Secondly, the university’s regulations regarding taking photographs within its
campus state clearly that taking photographs of people, premises or equipment is
prohibited. Photographic images for research purposes, therefore, were clearly outside
what was allowable in this context. Although the College of Pharmacy regularly
organizes many educational events, such as summits, workshops and seminar
presentations and often document students’ participation in these events using
photographs in the university’s website and sometimes in local newspapers, these were
considered acceptable practices because of the formal nature of these events and the
official status of the University.

Putting in mind that “sensitivity to the local culture and setting and the
appropriateness of different types of equipment is a key consideration” in deciding the
data-collection tools needed to conduct any research (Nicholls et al., 2014, p. 263), |
relied on research instruments that were accepted by the participants in this community
in order to gain their trust and encourage them to participate. While | was able to rely on
audio recordings in interviews with participants, | wrote detailed observational field-

notes during the presentations. Despite the fact that note-taking has its limitations
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including researchers’ inability to write and record all classroom activities at any given
moment, notes have served as useful data sources within qualitative research. In
addition, although digital documentation would have contributed to the depth of
investigation within this case study, examination of literacy practices requires
researchers to “not only account for the materiality of texts, that is, the way they look,
sound and feel, but also have an understanding of who made the text, why, where and
when” (Pahl & Rowsell, 2006a, p. 2). | worked to achieve this within my study by
utilizing available data to orient the investigation towards observations of social
practices while highlighting participants’ perspectives.
3.6 Data Analysis

While qualitative research aims to develop understanding of social phenomena
in detail, it is not limited to describing social phenomena alone. Qualitative
investigations work to move beyond “naming and classifying what is out there” to
“understand the patterns, the recurrences, the whys” (Miles & Huberman, 1984, p. 67)
(emphasis in original). It attempts to move from surface description of what is observed
to try to discover how experiences are linked and how they form patterns that need to be
explored and examined in order to come up with potential explanations. To analyse the
collected data, I relied on the framework suggested by Spencer, Ritchie, Ormston,
O’Connor, and Barnard (2014) for thematic analysis. This framework aims at
“discovering, interpreting and reporting patterns and cluster of meaning within the data”
(p. 271). This framework consists of two key processes: data management and
abstraction and interpretation. These processes are interrelated and they serve to
enhance the trustworthiness of qualitative investigations.
3.6.1 Data management

This stage started with the need to establish a clear system for storing and
retrieving collected data. Accordingly, the data for each of the participating presenters
were kept in a separate, labelled computer folder, including the audio-recorded
interviews, interview transcripts, presentation slides and observational fieldnotes. My
research journal, notes on informal conversations and collected documents were kept in
a separate folder. Interviews were first transcribed in Arabic following a general
transcription scheme (Appendix P) in which the aim was to preserve participants’
original talk and document what is relevant to the research questions in terms of

exploring the literacy practices and semiotic choices that surrounded participants’
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engagement with oral presentations. | relied on a general transcription system which is
partly modified from King and Horrocks (2010).

All the interviews were transcribed and analysed, but they were only translated
into English when used for presentation in this thesis. Translation aimed “to respect and
maintain the features of spoken speech such as changing direction in mid-sentence and
repeated use of words, short phrases, or interjections speakers might use while gathering
their thoughts” in order to maintain the natural fluidity of participants’ talk in Arabic
(Santos, Black, & Sandelowski, 2015, p. 139). My aim originally was to remain faithful
to the original syntax of participants’ talk in order to produce translated extracts which
could be described as visually similar to the original. This, however, did not prove
appropriate because it threatened to jeopardize the naturalness of participants’ talk.

As a way to address this issue, | relied on a process of forward translation to
translate the employed extracts from Arabic to English and on backward translation to
translate those extracts from English back to Arabic to insure better representation of
participants’ original talk. When a literal translation was not possible, | attempted to
provide a detailed explanation of the word that highlighted its meaning and contextual
significance. I followed the authors’ suggestion to move back and forth between these
types of translation because “constant refinement of translated material allows for a
more nuanced set of meanings” and therefore, provides deeper support for qualitative
analysis of the collected data (Santos et al., 2015, p. 139). In addition, this constant
refinement also helped to avoid basing the analysis on translated extracts that
background participants’ original talk and would thus, threaten to jeopardize the link
between participants’ language and their cultural identity (Temple & Young, 2004).

Transcribed interviews were imported into NVivo for coding with the audio
records to remain grounded into the original data by connecting the audio files with
interview transcripts. Because the use of the software to coordinate audio files with
Arabic transcripts proved challenging, this connection was not carried out for all the
interviews. Although initial stages of analysis were carried out using NVivo, | was not
able to continue to use the software due to eyesight-related health problems. I supported
my original coding and analysis with manual coding and arranging of the collected data.
While this has required me to spend more time to manage the collected data, | do not
believe that it has negatively impacted the quality of the research. In addition to the fact

that using computer software has not been an integral part of qualitative research among
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researchers in the past, | believe that the size and type of collected data could be
manually approached without the need for digital processing.

As for coding, the first codes were descriptive to provide the necessary
familiarization needed to begin exploring the data. The data was, then, recoded on
different occasions in multiple times in order to “group similarly coded data into
categories or “families” because they share some characteristics” (Saldafia, 2013, p. 9).
These coding and recoding processes helped to familiarize me with the data and to set
the grounds to construct an initial framework of analysis in relation to the research
questions and the purposes of this research by grouping peoples’ views and accounts of
experiences into major headings and subheadings (Spencer et al., 2014).

3.6.2 Abstraction and interpretation

The second stage in this framework was signalled by working to bring to light
the main themes in this case and address the research questions (Spencer et al., 2014).
This was achieved by in-depth description of the social phenomena and developing
detailed categories that would portray the range of views and perspectives the data
offered in relation to each theme and subtheme. The initially-coded data, thus, were
further pushed so that analytic properties were developed and examined in order to
explore the social practices that underpin participants’ engagement with literacy in this

event and their meaning-making decisions.

3.6.2.1 Analysing social practices

To examine the social practices that participants drew upon to engage with
seminar presentations, | first built my understanding of the event in terms of what was
happening before, during and after the presentations. | also divided the slideshows of
each observed presentation into their constituent stages as | will further explain in
Chapter 7. These divisions aimed to provide “an organized, compressed assembly of
information that permits conclusion drawing” (Miles & Huberman, 1984, p. 10). Using
each stage as a unit of analysis, data from different methods were assembled and
examined to explore the social practices presenters drew on to engage in this event and
the semiotic choices that presenters highlighted while describing their meaning-making
decisions.

Investigation of these divisions was separately carried out in relation to each
presenter. Analysis was, then, compared across participants to gain a better
understanding of the similarities and differences that exist in how these presenters

engaged with their experience in this event and offer a detailed descriptive framework
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to support the analysis of this case study. As interpretation of qualitative data is
“coloured by .... previous and current personal, social, and cultural experience”
(Bazeley, 2013, p. 4), | believe that my experience as a language teacher in the
Preparatory-Year Programme in the same university has had a significant effect in
shaping how I approached this case study and the analysis of the collected data while
working to ground findings in data-driven evidence. For verification, permission from
the participants was obtained during my first interview to contact them after completing
an initial analysis in order to seek any needed data and verify my understanding of the
collected data and my analysis. Two of the presenters have agreed to participate in a

second interview while others have been contacted through text messages and emails.

3.6.2.2 Analysing multimodal meaning making

The methodological constraints that resulted from my inability to use
photographic and video data impacted my examination of the semiotic choices that
participants took to represent and communicate knowledge. Analysis of multimodal
meaning making will focus on the semiotic choices associated with speech and
slideshow design. In relation to speech, | focus on the social practices that shaped
participants’ use of this semiotic mode. Analysis of slideshow design will focus on the
use of layout, writing and visuals which will be examined through the descriptive
framework offered by Kress and van Leeuwen (1996, 2006). Kress and van Leeuwen
(2006) explore the semiotic resources mediating the use of visuals in contemporary
western culture by building on SFL classical concern with ideational, interpersonal and
textual metafunctions of linguistic texts and extending their use to the study of various
visuals. For Kress and van Leeuwen, visuals “involve two kinds of participants,
represented participants (the people, the places and things depicted in images) and
interactive participants (the people who communicate with each other through images,
the producers and viewers of images)” (2006, P. 114). They employ different
terminology to consider the simultaneous meanings previously introduced in SFL. They
use ‘representational’ instead of ideational, ‘interactive’ instead of interpersonal and
‘compositional’ instead of textual. Each of these meanings employs specific resources
to convey different aspects of meaning in visuals. While the authors’ framework entails
elaborate terminology, | will only draw on specific semiotic resources which appear
relevant to the purpose of this thesis.

Representational meaning is concerned with how represented participants are

depicted in visuals whether they are things, concepts or human beings. Two patterns
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describe these participants. First, narrative representations portray participants in terms
of what is happening between them, usually by employing a line that connects the
portrayed participants or as Kress and van Leeuwen call it a ‘vector’. Second,
conceptual structures appear in visuals in which the connection between the represented
participants is not based on the presence of a vector.

Interactive meaning is concerned with how visuals establish relations between
represented participants and viewers. These relations are realized through choices in
contact, distance and point of view. Contact refers to how a participant is shown looking
directly or indirectly at the viewer where a direct gaze from a frontal angle is seen to
suggest a form of demand from the viewer while the indirect look associated with an
oblique angle suggests an offer of information to the viewer. The angles through which
the represented participant in a visual is shown to the viewer is significant to explore
possible meanings and effects. According to Kress and van Leeuwen, the “difference
between the oblique and the frontal angle is the difference between detachment and
involvement” (2006, p. 136). Distance is concerned with how close a participant in the
visual appears to the viewer through the employed ‘size of frame” which ranges from
close-up to medium to longshot portrayal. Point of view refers to the angle through
which the represented participants appear to the viewer and its implied suggestions of
power and control.

Compositional meaning is realized through resources, such as information value,
framing and modality. Information value of a visual is suggested by how elements of a
semiotic entity are placed in relation to each other and the meaning potential associated
with specific placements. For example, Kress and van Leeuwen connect a left-right
placement of visual elements with a ‘given-new’ structure of information in which
‘given’ reflects what is already known by and shared with the viewer while the ‘new’
represents a challenge for the viewer in terms of being problematic and contestable
(Jewitt & Oyama, 2001). Top-down placement of elements correspond to a meaning-
potential of ideal-real in which the ‘ideal’ could potentially refer to “idealized or
generalized essence of the information” while the ‘real’ is connected with presenting
“more specific information ....more practically oriented information ....or more real
information” (p. 148). Elements can be also placed in a central-marginal position to
indicate elements’ significance.

Framing realizes compositional meaning in a semiotic entity through portraying

participants as visually connected or disconnected in relation to each other. Different
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techniques are used to frame participants in visuals, such as the use of space and
colours. Compositional meaning is also realized through modality which as a concept
originated in SFL accounts to refer to “the truth value or credibility of (linguistically
realized) statements about the world (Kress & van Leeuwen, 2006, p. 155). According
to van Leeuwen (2005, p. 160),
Modality’ is the social semiotic approach to the question of truth. It
relates both to issues of representation — fact versus fiction, reality
versus fantasy, real versus artificial, authentic versus fake — and to
questions of social interaction, because the question of truth is also a
social question —what is regarded as true in one social context is not
necessarily regarded as true in others, with all the consequences that
brings.
Visual modality can be looked at through examining specific gradable modality markers
or parameters, including colour saturation, colour differentiation, colour modulation,
contextualization, representation, depth, illumination and brightness (Kress & van
Leeuwen, 2006; van Leeuwen, 2005). These markers “may be amplified or reduced to
different degrees, resulting in many possible modality configurations” which “cue
viewers’ judgements of modality, of ‘as how real’ images (or parts of images) are to be
taken” (van Leeuwen, 2005, p. 167).
van Leeuwen points out that there are four kinds of visual modality (p. 168-170):
1. Naturalistic modality is the most commonly known form of modality in
which “the more an image of something resembles the way we would see that
something if we saw it in reality, from a specific viewpoint and under specific
conditions of illumination, the higher its modality” (p. 168).
2. Abstract modality is common in scientific and modern art contexts in which
“visual truth is abstract truth”. Truth is dependent on how “an image represents
the deeper ‘essence’ of what it depicts” and how “it represents the general
pattern underlying superficially different specific instances” (p. 168).
3. Technological modality is concerned with how “visual truth is based on the
practical usefulness of the image. The more an image can be used as a blueprint
or aid for action, the higher its modality” (p. 168).
4. Sensory modality “is used in contexts where pleasure matters” and it is
“realized by a degree of articulation which is amplified beyond the point of

naturalism, so that sharpness, colour, depth, the play of light and shade, etc.
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become — from the point of view of naturalistic modality — ‘more than real’” (p.

170).

Despite the above classification, these types do not exist in isolation from each other.
Visuals are likely to employ different modality configurations according to the needs of
the meaning maker.

3.7 Trustworthiness and Rigour

While quantitative research is usually assessed through sophisticated statistical
tests, qualitative research is often attacked because of its naturalistic approaches towards
the study of social phenomena (Silverman, 2014). Qualitative researchers are often
faced with questions concerning the validation of their findings and claims. For this
thesis, | relied on triangulation, respondent validation and comprehensive data treatment
to increase trustworthiness and rigour in this study. Triangulation is useful in qualitative
research that adopts an ethnographic stance because it helps “to validate claims and
discover inconsistencies that require additional investigation” (Heigham & Sakui, 2009,
p. 100). According to Denzin and Lincoln, triangulation “is best understood as a
strategy that adds rigour, breadth, complexity, richness and depth to any inquiry” (2000,
p. 5). Different methods, researchers, theoretical frameworks and/or various types of
data are used to “to open up a more complex, in-depth, but still thoroughly partial,
understanding of the issue” (Tracy, 2010, p. 844). This is particularly useful in case
study research because it helps to offer explanations for a variety of questions, such as
when, how, why, with whom...etc. depending on the context (Heller, 2008).

There is, however, considerable debate within scholarly literature regarding
whether triangulation provides a reliable means to check the validity of data or simply
supports analysis with a deeper understanding of the case (Lewis, Ritchie, Ormston, &
Morrell, 2014). Calls have been made to warn against attaching unrealistic or
unfounded expectations to the use of triangulation as a technique to increase the validity
and rigour in qualitative research. Regardless of the type of triangulation a researcher
adopts, Silverman (2014), for instance, warns against being caught in a web of
collecting different types of data rather than examining the contextualized and situated
nature of qualitative data and social interaction. In other words, while triangulation is
commonly described as the most taken-for-granted provider of trustworthiness and
rigour within qualitative research, assessing the validity of any research study should

exceed mere accumulation of sources and different types of data.

66



In this thesis, | consider triangulation to be invaluable to address the research
questions. Interview-based data supported my understanding of data collected through
other methods. While none of the employed methods could stand alone to pave the way
for addressing the research questions in this case study, all were considered to be
integrated in a way that allows a better understanding of the social phenomena under
investigation and facilitates provisions of a deeper description and further analysis. This
IS because each source facilitates access to understand specific angles and aspects of the
case. In addition, triangulation enhances the credibility of any analysis through
providing firmer grounds for the analysis. Because of the further insight provided
through triangulation, conclusions are, thus, offered with more confidence (Patton,
2002).

In addition to triangulation, respondent validation is often described in research
methodology as an effective way through which researchers can check the validity of
their conclusions. As checking with participants can be beneficial “as yet another source
of data and insight” (Fielding & Fielding, 1986, p. 43), it helps to keep the data
grounded in the context in which they emerged. For this thesis, respondent validation
has particularly helped me to repeatedly consider my understanding of this event which
I documented in my observational fieldnotes. It also allowed the presenters to elaborate
on their experiences and explain ambiguities. In this way, it helped to “provide further
information to help interpret findings or suggest further analytical paths” (Lewis et al.,
2014, p. 358). This was particularly useful in examining the representation and
communication of knowledge in this case. Because | was not a member of this
community, I relied on participants’ explanations of their meaning-making decisions to
explore the creation of multimodal ensembles in their presentations. These explanations
highlighted their positions as meaning makers and provided invaluable access to
understand how language is approached in these presentations in relation to other modes
and resources.

The third strategy adopted in this case study to enhance its trustworthiness and
rigour is related to comprehensive data treatment in analysis which works to incorporate
all available data in in order to pave the way for a detailed analysis that can be revealing
and trustworthy for readers (Silverman, 2014). Putting in mind that there is always a
possibility for other types of analyses within any qualitative study (Spencer et al.,
2014), the significance of comprehensive data treatment is brought to light within

qualitative research in which the number of participants is limited or researcher’s

67



involvement has been affected by contextual constraints as in this case. For this thesis,
the adopted analytic framework introduced earlier requires going back and forth
between the different stages of data analysis which allows continuous questioning of
findings in light of the theoretical grounds and analytic tools shaping the analysis and
discussion.

It is important to note, however, that “explanations in qualitative research are
usually framed as conjectures about why something came about, rather than as accounts
of deterministic causes” (Spencer, Ritchie, O'Connor, Morrell, & Ormston, 2014, p.
332). No matter how careful we are to incorporate different sources and perspectives
that help us to explore and examine social phenomena, all what we can offer is our own
inferences of the human condition as it is constrained by contextual demands and
limitations and our own values and backgrounds. Because this thesis views reality as
“fundamentally mind-dependent: it is only knowable through the human mind and
through socially constructed meanings, and no reality exists independently of these”
(Ormston, Spencer, Barnard, & Snape, 2014, p. 4), | approach my investigation
believing that qualitative research can strive to offer grounded understanding of human
behaviour and interaction, rather than absolute judgements and fixed perceptions.

3.8 Chapter Summary

In this chapter, I discussed the research methodology adopted to conduct this
case study. The next four chapters will be dedicated to analysis. Chapter four describes
the context in which seminar presentations were carried out. Chapter five examines
some of the social practices shaping participants’ engagement in this event. Chapter six
offers an overview of the semiotic choices in the observed presentations which were
highlighted by the participants in this study. Chapter seven examines how two of the
participants designed their slideshows to represent and communicate meaning according
to contextual demands, disciplinary norms and personal interests. Chapter eight
concludes the thesis by discussing the major themes of this investigation, the
methodological and pedagogical implications of this study, limitations of the research

and recommendations for further research.
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Chapter 4  The Literacy Event: Exploring the Context

4.1 Introduction

This thesis explores the literacy practices that underpin students’ engagement in
seminar presentations. It understands literacy as socially situated within a specific
context. In this chapter, 1 will examine the context in which this event is situated. | will
start by examining the College, the classroom and the course. | will also consider the
significance that the participants in my thesis attached to seminar presentations.
Looking at year-five students as members in a specific community of practice, I will
conclude the chapter by examining the relationships between different members in this
community. Because these relations have a considerable effect on shaping participants’
engagement in this event, I will focus on students’ relations with administrative and
teaching staff, with the course convenor and with each other.
4.2 The College

Within the female campus in the university, the College of Pharmacy is located
next to other scientific colleges. It consists of two large buildings. Offices of the
administrative and teaching staff and most of the classrooms and labs in the College of
Pharmacy are located in one building. Other classrooms shared with other colleges are
located in the other building which provides direct access between the male and female
sections in the College. This direct access is beneficial to facilitate male and female
teachers’ movement between campuses when needed to carry out teaching duties or to
attend official meetings. Because this building was located in the female campus,
students, administrative and teaching staff did not normally wear their hijabs, i.e.
Islamic hair cover. When a male teacher had teaching duties in the building, his visit
was organized and coordinated by the group leader of the class he was teaching who
was responsible for informing everyone in the floor so that they could wear their hijabs.
Some would wear their nigabs, i.e. face veils while others choose to leave the
surrounding area. In the College of Pharmacy, one student in each class is chosen by
other students to be their group leader. For year-five students, the group leader was
chosen when they first joined the College in their second year in the University and she
had continued to serve as a leader of her group since then. The group leader played an
important role in facilitating students’ engagement with their studies in the College in
general and with seminar presentations in particular. Her responsibilities included
coordinating communication between teachers and students in relation to lectures,

exams and training in hospitals. For the event that was the focus of this research, she
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was responsible for issues, such as recording students’ absences, informing students of
any change in their schedules, arranging presentations alphabetically, ensuring that there
were no repeated topics among her colleagues, providing presenters with copies of
evaluation forms before their presentations and collecting these forms to hand to the
teacher after the end of their seminar sessions.

Buildings in the university have central air-conditioning which usually creates a
noticeable contrast between the low temperatures inside and the usually hot weather
outside the buildings. The effect is apparent in students’ preference during breaks to
stay inside in the corridors and even in classrooms when they are not used for teaching.
There are four small snack stands scattered throughout the buildings, in addition to two
considerably larger cafes which are usually busy throughout the day.

The students join the College of Pharmacy after they finish the Preparatory-
Year Programme which takes place in a different campus in the University (Figure 4.1).
In this programme, students who specialize in scientific fields in their secondary
education study a range of subjects, including English, Chemistry, Physics, Biology,
Communication Studies, Religious Studies, Maths, Statistics and Information
Technology. At the end of this year, students are directed towards colleges depending
on their preferences and grades. Students who join the College of Pharmacy are
introduced to basic medical sciences in their second and third year. In their fourth and
fifth year, students study practical medical and pharmaceutical sciences. Subjects are
administered by five departments: Pharmacology and Toxicology, Pharmaceutics and
Industrial Pharmacy, Pharmaceutical Chemistry and Natural Products, Clinical
Pharmacy and Alternative Medicines.

Students are required to join two training programmes at the end of their third
year and fourth year during summer holidays in which they train in hospital departments
under the supervision of medical and administrative staff who are requested to write
reports regarding students’ practice, learning and development. Before they graduate,
students are also required to undergo an internship programme in which they enrol in
five clinical rotations in hospitals in their sixth year. Each rotation is concerned with a
different department in which students work closely with medical staff in hospitals and
interact directly with patients. During these programmes, students are usually requested
to make formal presentations to their supervisors and colleagues on patient case studies
which they encounter during their training or on specific medications that relate to their

training.
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Preparatory-Year

Programme
College of
Pharmacy
| | | |
Year-Two Year-Three Year-Four Year-Five Year-Six
: - - : Practical Medical Practical Medical Clinical Rotations
Basggié\:llﬁgslcal Basé:((::i é\ﬁl‘gg;cal and Pharmaceutical and Pharmaceutical in Hospital
Sciences Sciences

Figure 4.1. Progression of studies within the College of Pharmacy
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Students in the College graduate after they finish their internship in their sixth
year and take an oral assessment which covers their studies in the College. Although
the exam’s result is not included in the students’ GPA, it is described in the College’s
website as an indication of their knowledge, an evaluation of the effectiveness of their
training and education and a way to prepare for their residency if they work in
hospitals after graduating. At the end of their six-year study in the university, students
graduate with a bachelor PharmD degree. However, to work in hospitals, graduates
need to undergo a two-year residency programme in a hospital. Other work
opportunities are available for students, such as pharmaceutical companies,
pharmacies and laboratories. Academic career opportunities are also available for
those with exceptionally high grades.

4.3 The Classroom

The classroom in which seminar sessions took place was a large, rectangular
room (Appendix O). The room contained fixed seats, organized into two rows divided
by a space in the middle allowing students to move around the room. The classroom
was used by year-five students for most lectures, except when they had lab session in
the other building. There were two doors in this classroom used by the students which
led to the same corridor on the first floor in the College. However, after the course
convenor entered the classroom through the front door, students usually confined
themselves to using the back door.

A large desk was located at the front of the classroom with a desktop
computer. Behind this desk, there was a large white board with three whiteboard
markers which were not used during my observations. A PowerPoint Screen was also
available but was not used during the observed sessions as presenters displayed their
slideshows on the whiteboard. Next to the front door by the wall, there were empty
shelves. Under these shelves, there were boxes of A4 paper on the floor, which were
usually filled in the early morning by the group leader with copies of tutors’ hand-
outs. The students collected their copies throughout the day, telling the year-five
group leader if any extra copies were needed.

When the course convenor entered the classroom, he always sat in one of the
middle chairs on the left side of the second row at the front of the class. None of the
students sat next to him or in the row behind. For my observations, | chose to sit at the

back row of the classroom. Throughout the presentations, different students would sit
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by the computer to aid presenters with their PowerPoint slideshows. Once the
presentations started, the lights were turned off. They were only turned back on when
presenter finished her presentation and the teacher started discussing the presentation
with each presenter. Movement never stopped throughout these presentations as
students entered and left the classroom quietly during the presentations because they
were late, needed to go to the toilets or even to get snacks or coffee within the ten-
minute break which usually took place near the middle of seminar sessions. This
movement, however, did not seem to disturb any of the observed presenters.
According to one of the presenters, this was part of their seminar training highlighted
by the course convenor to prepare them for similar disturbances in conferences and
professional seminars in hospitals.

4.4 The Course

In this section, | will describe Pharmacy Seminars 2 (PS2) which represents
the setting of this investigation. | will start by offering an overview of the course
objectives. | will, then, discuss two types of documents which represented integral
components in this course. The section is finally concluded by examining how the
participants in this study described the significance of the course.

PS2 was run by the Department of Clinical Pharmacy in the College and
offered to year-five pharmacy students. It was preceded by Pharmacy Seminars 1
(PS1) which was offered to year-four pharmacy students. Both courses were taught by
the same male professor whose visit to the female campus was coordinated through
the group leader. PS1 was offered to year-four undergraduates in the College to
introduce students to the basics of academic presentations. The first half of PS1 served
to introduce students to the principles of public speaking, including aspects such as,
verbal and nonverbal communication, organization, audience, language and style. The
second half of the course was reserved for students’ presentations. Each student was
required to prepare and give a short presentation which lasted from three to five
minutes. In these presentations, students were allowed to choose from a variety of
topics that did not necessarily relate to medical topics. Some of the chosen topics
included fashion, creativity, sea life, and body language. In these presentations,
presenters were allowed to use eye-catching semiotic choices to design their
slideshows, including animated and still visuals and variations in colour and font of

writing because of the general nature of their themes. Although the course convener
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allowed these uses in PS1, students recalled that he pointed out that these choices
would be considered inappropriate for more formal and professional presentations as
in PS2. Each student made one presentation. However, some of the students described
being allowed by the course convenor to have a second go at the end of the term
because they were not satisfied with their performance. Although most students
described the teacher’s assessment during PS1 as tolerant and flexible, having a
second chance to present was highly appreciated. For these students, being able to
make a second presentation was viewed as an opportunity to improve their images and
performances in front of their colleagues.

PS2, on the other hand, was offered to year-five students in the College and it
aimed at examining students’ abilities to give longer and more specialized academic
presentations. According to the course description (Appendix E), the year-five
seminar represented

a continuation of Pharmacy Seminar I. This course was designed to

provide the students with an opportunity to integrate and apply the

multiple components of their knowledge of basic pharmaceutical

science to present a formal seminar on a patient case studies or

analysis of pharmacy practice problems.
Each presentation was expected to last from seven to nine minutes and was carried out
in English. The presentation was followed by a thorough discussion with the course
convenor that usually lasted around fifteen minutes. The course convenor and
presenters regularly mixed Arabic with English while discussing the presentations.
Students were required to choose medical topics that demonstrated their
pharmaceutical knowledge. Each student had only one opportunity to make her
presentation which students believed was due to the longer duration of their
presentations and detailed nature of the teacher’s feedback to students in PS2.

Seminar sessions took place every Tuesday at 10:00 am. Each session lasted
around two hours and there were usually five or six presenters per session. Students’
participation was alphabetically organized according to a schedule previously-
prepared by the group leader. The leader prepared a schedule of the presentation dates
and handed it to the course convenor at the beginning of the semester. In addition to
setting the date and order of seminar presentations, the schedule was also used to

ensure that no topics were shared or repeated among presenters. A student was only
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allowed to change the date of her presentation in exceptional circumstances after
seeking the course convenor’s direct permission. If her request was accepted, she was
required to trade her presentation slot with another presenter so that not to affect the
arranged timing.
4.4.1  Course guidelines

During PS1, students were given a detailed handout explaining the basics of
formal presentations that were relevant to their participation in PS1 and PS2
(Appendix F). Students described how the course convenor explained the principles of
public speaking while highlighting the differences between giving general and
specialized presentations. He explained thoroughly each point in the handout and
supported his explanation with examples from his experience as a teacher. According

to Maram,

e Al Gy OIS s A8 s Jaadily cJuaiills 4ie oS5 5 sheets Ll
Ay Sl 58 Loy OIS 6o g gun IS ) Talall (51 Ua
He gave us sheets and talked about them in detail, in detail even
how to stand. He even gave examples about students, what they did

wrong, he would tell us from his own experience.

The teacher’s explanation and instructions enabled students to differentiate between
what was allowed and what should be avoided to make successful presentations.
This explanation was surrounded by a tolerant atmosphere in PS1 that

appeared in how the teacher reacted to students’ presentations. According to Fatin,

LI Jsiy oS ¢ Al Jlay 5 (a8l S Lo s 4 iST e g oaie (S s ) 2l

JS 5 5 M (s ¢ 13 (s o) ) G e
last year, he had plenty of time because he did not discuss our
presentations and he did not ask questions about the content. He just
said “I liked the presentation but in the beginning, you did this, you
did that” and things like that.

Rather than being asked to explain and defend their choices, the teacher’s feedback in

PS1 was offered in the form of comments, pointing out the positive and negative
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aspects of their work. He did not seem to expect the presenters to follow the norms
and conventions he introduced immediately and that was appreciated by presenters
because it allowed them to build deeper understanding of what they needed to do to
make successful presentations in a more tolerant and relaxed atmosphere without
worrying about receiving negative criticism from the teacher and losing their grades.
Although the students were given copies of these guidelines, they did not seem
to consult the handout when preparing their presentations in PS2. They rather relied
on their notes and recollections of the teacher’s explanation and directions which
shaped many of the decisions in their PS2 presentations. Use of PowerPoint, for
example, was one of the aspects which were highlighted in the course guidelines
(Figure 4.2). Its use among participants, however, was shaped by their recollections of

the course convenor’s instructions.

T IVTOR G o UTIIIatIC StateTITeIIe,
D. Refer to the intr. (excellent way to give your speech psychological unity.

Tips for preparing the conclusion

= Be creative in devising a conclusion that hits the heart and mind of audience.
- Malke it relativ rief ur introduction.
- cave anything in your conclusion to chance. it out in detail.

When yvou use PowerPoint

A. In writing the text you can do the following:
1- Use Yellow — Blue — Whit or black colors...... world standard.
2- Use size 18 (font) or higher.

3- 9 to 12 lines as maximum in each slide.

Figure 4.2. Reference to PowerPoint in course guidelines

According to Hind,

& sias 5 LllE 0l 5l 8 « PowerPoint ¢ s« <S PowerPoint <as Llac|
s 5aaYU 1S Gl a5 el sud) LA dgany Le sa olull 8 iy |y W ghaas
oY) sl
He taught us how PowerPoint is done, he said “girls, some colours
are forbidden, don’t use them”. There are things he doesn’t like,

dark backgrounds and yellow or red colours.

There were, however, many practices associated with PowerPoint use which extended

beyond the ones suggested in the guidelines above. As students repeatedly spoke
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about compositional practices which they considered essential to make acceptable
slideshows and professional presentations, their attention was directed towards the
teacher’s explanations and instructions presented in class more than the list of rules
and instructions offered in the course guidelines. They were aware that there were
many essential textual practices associated with slideshow design that were not
clarified or even pointed out in the handout. Minimal use of writing on slides, for
instance, appeared to be a major concern among presenters. For many of them, the
reference to maintain 9 to 12 lines on each slide was described as “too much” (Figure
4. 2). Although they recognized the possibility to include more writing, they rarely did
because it seemed inconsistent with the teacher’s repeated warnings to them against
overcrowding their slides with writing. Within the observed presentations, it seemed
acceptable among presenters to keep that number of lines for displaying lists and
bulleted points, such as symptoms or references while detailed explanations were kept
at minimum and were often distributed across slides.

In spite of the considerable time spent in PS1 to explain and elaborate on the
course guidelines, participants did not consider these guidelines as a rigid blueprint for
successful participation in this event. They approached them in terms of the course
convenor’s explanations, instructions and advice which were used as reliable criteria
to make their presentations successfully and ensure a positive assessment.

One important comment regarding Hind’s quote above is her use of ‘girls’ to
refer to female students in the College. Rather than describing or addressing students
as ‘students’ or ‘female students’, the student often used and were described as ‘girls’.
Similarly, male students were described and addressed as ‘boys’ rather than ‘students’
or ‘male students’. The use of ‘girls’ represented a common practice in daily contacts,
such as lectures and casual conversations that seemed to reflect the observable
familiarity and close relationships among students and this also extended to how
teachers and administrative staff addressed and spoke about students. The more formal
‘students’ or ‘female students’ was usually used in official documentation,
conferences and workshops.

4.4.2  Evaluation Sheet

The evaluation sheet was another stable document that was consistently used

in PS2. The sheet showed a table which was divided into four major elements,

including Introduction, Main Point, Conclusion and Delivery. These elements were
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also divided into sub-points which was each assessed against a score of 10. Each
presenter had a copy of this sheet in which she wrote her name and university
registration number and handed it to the course convenor before presenting in PS2
(Appendix G). The teacher returned the sheet to the presenter after discussing her
work and writing down the presenter’s grade in each point. Although he did not
include written comments on presenters’ work, students used this form to find out
their overall grades and understand how their work had been assessed in each point.
After each session, the group leader collected the sheets from the presenters and gave
them back to the teacher. Presenters attached considerable significance to the
evaluation sheet and that appeared in how they discussed their evaluation sheets with
each other after seminar sessions.

In addition to its use to record presenters’ grades, many presenters used this
sheet as a quick checklist before presenting because it provided a concise list of the
main points that they were assessed for as presenters. Salwa, for instance, used the

sheet to ensure that she paid adequate attention to each point.
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Researcher: Do you use this sheet while preparing?
Salwa: Yes, for example the attention, how | am going to
achieve it, even the introduction so that | get the

attention point. For credibility, I put the websites to
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achieve credibility. The overview I need to put the
points | am going to talk about.

Researcher: This is the outline you put at the beginning?

Salwa: Yes ((reading the sheet)) the organization, how to
move from one point to another, how | would control
myself, how I put things in order. Clarity means | talk
about a topic that is clear for everyone, they would
understand what | am saying, it needs to be put in a
simple way. He taught us the conclusion could be a
summary and we can also put something emotional,
something powerful to finish my presentation. Also,
we speak at the end of the presentation with a lower
voice so that | would let the person know that | have
finished.

Researcher: Aha, prepare him for it?

Salwa: Yes, the vocal variety, how | can attract attention.

Considering the sheet as a representation of a concise outline of the basic elements in
slideshows in PS2, Salwa looked at each point in the sheet in terms of the teacher’s
prior explanation and instructions in PS1 which helped her to recognize what was
prioritized in this event and how it could be achieved.

Other participants did not look at the evaluation sheet in the same light.
Maram, for example, used it as a quick checklist to finalize her preparation for the
presentation without attaching considerable significance to its use as a documentation

of assessment.
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Maram: I look at it and read it quickly to see the rules which
| must follow.

Researcher: Do you follow them carefully?

Maram: No, I don’t focus on them. I don’t even check the
grades to see where I lost grades. I didn’t even see it

today. | asked him how much did I get? Just tell me.

In Maram’s case, the evaluation sheet was used because it was an official document in
this event that presenters were required to keep. Relying on her recollections of the
teacher’s explanation of the guidelines in PS1 (See 4.4.1), she did not focus on the
sheet as an outline to be closely followed for a successful presentation. What seemed
to be more interesting was her approach to the sheet’s use as a record of assessment.
Within the observed presentations in this event, the course convenor discussed
presenters’ work by giving comments and asking questions after each presentation. He
did not announce presenters’ grades except when a presenter received a full grade on
her presentation. Because most presenters found out their grades through the
evaluation sheet, the sheet was integral to the structure of this literacy event that
presenters looked up to. Its significance was apparent in students’ talks with each
other after their presentations when they showed their sheets to each other and
discussed the grades they received. Rather than following this common practice,
Maram did not wait to look at her sheet to find out her grade. Instead she asked the
teacher at the end of his feedback about her grade, giving the sheet a subsidiary
position that was not as prioritized as it was with most presenters.
4.4.3 Significance of seminar presentations: participants’ views

Beyond the official purpose of PS2 introduced earlier (See 4.4), participants
considered participation in seminar presentations essential for their education and
development for a number of reasons. For many of these students, engaging in
seminar presentations helped them to develop essential academic skills in the College.

Salwa described how the course introduced her to basic skills, including
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how I look for information, how I read, how I find out information,
the way | search (.) so even if we make presentations in other
courses, our performance will be better (.) I don’t say something
wrong. | must understand what | am talking about. He taught us that
when you are informing people, people will adopt your information.
It is not appropriate to tell your opinions to people. You need to
point out that this is your personal opinion. What do | want from
your personal opinion? What is true? Tell us your opinion. How do

you put your opinion? Say this is my opinion.

For Salwa, participating in seminar presentations paved the way to access significant
skills, such as searching for information, assessing the quality of her search and
recognizing the difference between scientific information and personal opinions.

Engaging in seminar presentations was associated with specific expectations
and requirements that presenters needed to recognize and embrace to develop their
identity as professionals. The skills that they had access to in this literacy event in
seminar presentations were not only confined to representation and communication of
scientific knowledge, but also entailed a recognition and appreciation of the need to
enhance their accountability as professionals. Engaging in this course sharpened their
awareness of the need to assess the quality of their presented information and provide
their audience with credible information to establish themselves as trustworthy and
accountable professionals. Their responsibilities entailed their ability to differentiate
between their positions as individuals entitled to have their personal opinions and their
developing statuses as professionals whose ethical responsibilities required them to
assess their performance in relation to its impact on the audience.

For other students, the benefits of participating in seminar presentations
extended to other studies in the College. Layla, for example, described the
significance of this course in terms of its relevance to their future responsibilities

beyond this event.
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This course is good why? Because last year in the first term, he gave
us the basics, but you will have to present afterwards your
graduation project, present in conferences and next year, you will
have a case presentation in the internship programme almost every
week so you need this, but it will not be like this where the others
are all pharmacists. There will also be doctors, nurses and
supervisors on patients’ cases, so you need to learn how to be

professional in what you do.

Layla valued the course because it introduced her to the basics of giving formal
presentations. These basics were needed in other events in which making
presentations was associated with specific requirements and expectations that this
course helped them to identify and address. It paved the way to develop a professional
image that was important not only to perform in front of their colleagues in this event,
but also to work among professionals from other fields in more challenging contexts.
Participating in this event was also significant for participants’ future work in

hospitals after graduating. According to Samya,

> W lgudi dida o) 8 dia (& JS 8 4aliaila)  presentation
Uiy 5oy il ) (jlsic Lgaling ol oLud¥) 5 ¢ LYl jlgw gling ol g
SST s i, hospital A 8 clada W 5385 je ge dalpall Ual 55) La pad
ok (o Sy OS¢ danall 458 sdiegy (mg JS ) 8 ) gSall Calall
e pharmacist = s« « clinical pharmacist (s (i) (eald 4558
we need presentations everywhere, even in the job itself when we
work. We need to have persuasive skills and these things. We need
these skills so that people can listen to us, especially that as

pharmacists, we do not have a lot of authority in hospitals. It is the
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doctor, the physician who has authority. They marginalize
pharmacists a bit, but now they understand to some extent what it

means to be a clinical pharmacist, not an ordinary pharmacist.

Despite the fact that colleges of pharmacy have been established in Saudi Arabia for
some time, many students talked about feeling unappreciated in comparisons to
physicians in hospitals. They described how they were often considered as
pharmacists whose role was confined to pharmacies rather than doctors of pharmacy
whose academic and professional qualifications allowed them to be directly involved
with patients and assume responsibility in patient care in hospitals. Samya drew on her
experiences in PS1 and PS2 because she believed they would facilitate her ability to
develop persuasive skills that she needed to empower her as a Doctor of Pharmacy
and address her future professional responsibilities successfully.

Even for students who were not interested in working in hospitals after
graduating, working on their seminar presentations promised a potentially positive
impact on their careers. Maram who was planning to work in a pharmaceutical

company after graduating found the course to be particularly relevant for her plan.
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It is very useful in companies. The most important thing is make my
personality strong. | can talk. So when you stand here, you are ready

and you know you are ready.

The skills and knowledge she had access to allowed Maram to develop as a competent
speaker. In addition to learning the basics of making academic presentations, it
developed her ability to trust her preparation and ability to talk and communicate with
others. These were essential skills for working in pharmaceutical companies in which
she needed to demonstrate her authority and confidence while interacting and working
with other employees.

In addition to these academic and professional benefits, presenters considered

seminar presentations significant for personal and social reasons. According to Lamar,
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it is beneficial not only in scientific and educational skills. I think
the presentation is more useful in your social life. It allows you to
have (.) to break the barrier of fear. You know this is really

important. This is the thing that forces you to break away from fear.

Breaking away from fear of speaking in front of others was a common issue among
participants who repeatedly highlighted how managing stress, fear and anxieties
associated with public speaking represented a major challenge they needed to address
while making their presentations. As this course represented a required component of
their year-five studies, its obligatory nature was appreciated by presenters as a way to
face their challenges. This was also highlighted by Hind who described how working

on this presentation allowed her to address her fear of speaking in front of others.
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The most important thing for me is that it makes me face the
audience in a way. | mean it decreases a little bit the fear although |
get really scared ((laughing)) and so when | present in front of my
friends, it is different from being in the middle of an audience like
this. | feel it is a bit scary. To be honest, the most important thing is
that it decreases this fear. It gives you confidence. | mean for me, in
the course, | do not like to participate. | mean if it is optional, |
wouldn’t frankly do it. If he made it optional, I wouldn’t have
participated. There are things that I feel they have to force me like

this to feel that I am facing the cannon and let’s go.
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Hind identified the difference between speaking in front of her close friends and
publicly presenting in front of a larger audience as in this course which included the
teacher and other year-five students. She appreciated the mandatory nature of the
course because it forced her to face her fear of public speaking and shyness. Although
these challenges were not comfortable to face and address and entailed extensive work
and thorough preparation, being put in a situation in which they were required to
present in front of others was seen as an opportunity to attend to these fears,
demonstrate to others their preparation, knowledge and hard work and develop
confidence in their ability to participate in this event.

In their accounts above, participants pointed out the significance of seminar
presentations for them which moved beyond the official purpose of this course.
Learning basic academic skills represented an essential aspect of this significance.
Others included sustaining their image among other professionals and addressing
personal challenges.

4.5 Exploring Relationships in the College

The interactions between the members of this relatively small community
represented one of the significant aspects that shaped how presenters engaged with
this literacy event. In this section, | will focus on three types of interactions in this
community. These types included examinations of students’ relations with
administrative and academic staff in the College, with the course convenor and finally
with each other.

451 Students’ relations with administrative and academic staff

The students’ interactions with administrative and academic staff in this event
represented one of the first issues that drew my attention and | took note of in my
research journal. There was a noticeable warm atmosphere surrounding these
interactions that was accompanied, at the same time, by a formal and respectful
attitude among members in this community towards each other. I noticed this
atmosphere during my first visit to the College while | was waiting to meet the Vice
Dean. At that time, | noticed how the Vice Dean’s secretary’s office was usually filled
by students who were asking to meet the Vice Dean for a variety of reasons which
included their studies in the College and training in hospitals. Some of these students
requested to make appointments while others needed to meet the Vice Dean as soon as

possible. Unlike the more distant and rigid relationships I am used to in some of the

85



other Colleges in the university, the attention given to students by working staff was
particularly interesting. Even during the mid-term exams in the College which took
place near the middle of my stay to conduct this study, members of staff were
repeatedly checking on students before and after exams. They asked students about
their exams and encouraged them to continue to work hard to graduate successfully.
These observations were also echoed in participants’ accounts as they
described their experiences in the College and how they found the atmosphere that
surrounded their interactions with administrative and teaching staff to be quite the
opposite of what they were expecting before joining the College. Rahaf’s experience
in the College, for example, contrasted considerably with her brother’s experience.
Before joining the university, Rahaf’s brother studied engineering at the same

university, but he did not have positive memories of his university studies.
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My brother studied engineering here. Before | came to study here, he
told me “Rahaf there are doctors, Rahaf be careful with them, some
doctors do this, do that”. But here I saw something completely
different. When 1 tell him, he is shocked. Why? | feel teachers here
are aware you will become, I don’t know, I think so, you will
become a doctor. You will face people. It doesn’t work to belittle
you all the time, you feel that, even with other doctors not only this
teacher. They keep telling you all the time that you matter, you are

someone important.

Despite her brother’s warnings which were grounded in his memories of studying in
the university, Rahaf built on her own experience in the College to form a more
positive opinion. Associating teachers’ attitude towards students with the nature of

their studies and future responsibilities, Rahaf looked at that attitude and the
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atmosphere it created in light of its impact on her confidence and its relation to her
professional development.
Similarly, Layla contrasted her experience with her sister’s experience in a

different college in the same university.

Ohiie Sy eyl gl La Aal oy 405 L o guia gall Y (IS La dglad) 8 Ll
Lo ial ¢ ial glie Gl 5 & suia sall Caguiil Laany ) A5l andll calds g0
Db 51 (Sa8 A Lol ladie S8 L8 daalall i a5 g dlginnee JSU (o gl
OIS Ui Cun Lals s ) (5030 La sy 50 80a) 5 5 e b i3 Bl 5 A clalaa
i) Gual (1) LS oLV (gl 4l Ccu€ (S 1aS liind Lol Calida ¢ guia gall
S osiSa e ol an i Jiaiuae JATAa) a2 g am gally aigh i) SN Juadl
QAL 5 AS dmalad) @lila jo () 585 Gl o (255 0 e JSIB He CulS D) 513 A
e e Ot ued gl i
I didn’t pay attention to this at the beginning. I didn’t frankly pay
attention to this in my second year, maybe because | just joined the
department. | noticed that the following year. Also, because of my
sister, my sister doesn’t know how the dean of her college looks
like, yes, she joined the university before me. She was always telling
what happened with her, a teacher told them off, another teacher did
that, but when I came it was completely different. Maybe that’s why
| paid attention to these things (.) I think your sense of belonging to
the College is better if you take care of this issue. Frankly, I think it
is impossible for my sister to go back to say hi or talk to a doctor she
used to hate. It is really bad to have your university education

depressing, and it takes time: four, five years of your life.

While Rahaf associated teachers’ treatment of students with its impact on their
confidence and professional development, Layla focused on its effect of enhancing
their feelings of belonging in their community. She appreciated the atmosphere in the
College because it allowed her to enjoy her university experience and it nurtured her
feelings of belonging to this community which was not available to her sister. In

contrast to her sister who did not even know what the Dean of her college looked like,
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Layla studied in a community in which students directly interacted with administrative
and academic staff in a way that was shaped by mutual respect and appreciation.

The effect of the positive atmosphere described by presenters above extended
beyond the development of positive feelings and experiences in the College. It
appeared in how students relied on seeking help from different teachers to engage
with academic tasks in the College. In relation to PS2 in particular, presenters asked
regularly for help from different members of staff to prepare their presentations. Hind,
for example, consulted one of the other teachers in the College to support her
discussion of chemotherapy-induced vomiting and nausea. Because her status as a
student did not allow her to visit any hospital and directly examine the effects of
chemotherapy on patients, Hind consulted one of the other teachers whose clinical
experience in patient care provided her with this type of information to understand
how treatment was applied in hospitals. Reaching out to seek help from other teachers
in the College was also helpful to students to choose and prepare their graduation
projects.

In this section, | examined how students described their relations with the
administrative and academic staff in the College. These were shaped by positive
feelings that nurtured students’ feelings of belonging in their community, sustained
their self-confidence, helped them to develop as professionals and encouraged them to
interact with other professionals.

45.2  Students’ interactions with the course convenor

Students’ interactions with the course convenor had a considerable impact on
how they engaged with seminar presentations. These interactions echoed the general
atmosphere in the College described in the previous section, but were not only centred
around seminar presentations. | observed many instances in which the course
convenor engaged students in decisions related to their studies. For example, he
regularly consulted them to coordinate lecture times with their mid-term exams. In
addition, he frequently discussed the College’s attempts to gain accreditation with
students. In these discussions, the teacher asked for students’ opinions and
suggestions, clarified the need for accreditation and explained the potential impact
such a move could have on their academic qualifications and professional practice.

Engaging students in these discussions encouraged students to view themselves as
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active members in their community whose input and opinions were sought, listened to
and valued.

Participants were particularly appreciative of the course convenor’s sharing of
his experiences as a teacher and as a student with them. As a teacher, his explanations
of the course guidelines in PS1 and his feedback to presenters in PS2 were associated
with what he had observed over the years among students he taught (See 4.4.1). These
were not seen by students as stories told to fill up time. They were rather cherished
and appreciated because they paved the way for a better understanding of the
requirements and expectations that they needed to recognize and embrace to
participate successfully in this event. From these experiences, students learned about
the need to pay attention to issues such as, avoiding overuse of decorative images,
searching for new and innovative topics, deepening their knowledge of the local
context and rehearsing their presentations extensively.

The course convenor’s experiences as a student were also significant for
students because they provided them with a promise of hope that it was possible to
overcome their difficulties and address the challenges they faced. The teacher told
students about the challenges he faced and how he managed to overcome these
challenges which included improving his English language skills, learning the basics
of formal presentations, establishing himself as a professional in pharmacy and
building connections with other professionals in their field. Students drew on and
appreciated these experiences to imagine more positive possibilities for themselves.

Fatin used the teacher’s experiences to assess her own ability to succeed.

bl (I (5 ud aray LS T 53S0 jpemy g ey 538y 58 13)
if he can succeed and become a doctor, | can also do anything |

want.

Fatin’s view was specifically related to the difficulties she faced with speaking and
improving her English language skills. She enrolled in language courses, watched
English TV shows and listened to English songs, but her language did not improve in
the way she was hoping. Yet, she did not give up because there was hope that she
could survive these challenges after graduating, improve her language skills and do

whatever she wanted to do, just like the teacher. This view was inspired by the course
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convenor’s recollections of the extensive efforts he needed to exert to improve his
English, study abroad and attain a PhD. Fatin’s concerns with the demands of total
reliance on English while presenting were overwhelming, but listening to the teacher’s
experiences created hope that made her challenges appear manageable.

The course convenor had a considerable impact on students’ engagement in
this event. In addition to the academic skills and knowledge that he introduced
students to, participants appreciated his attempts to involve and broaden their
engagement in the College. They built on his experiences as a teacher to improve their
work, familiarize themselves with disciplinary norms and conventions and enhance
their belonging to this community. His experiences as a student were also significant
because they provided a promise of hope for students as they imagined the possibility
of overcoming their challenges and achieving their goals.

45.3 Students’ relationships with each Other

Another significant type of relationships in this community appeared in
students’ close interactions with each other which had developed since they joined the
College. There were two dimensions to these interactions: mandatory and voluntary.
Many of the academic activities and tasks in the College of Pharmacy required
students to work in groups, rather than individually. These included assignments,
presentations and lab experiments. At the time this study was conducted, the year-five
students were divided into groups to prepare and work on their graduation projects
which were to be presented in the following year. Their work included dividing the
workload among members of each group, searching for information and planning how
to present their projects. Groups would regularly meet throughout the day whenever
they had free time and they regularly stayed late after finishing their lectures. Working
in these groups required them to coordinate their efforts to ensure making a successful
project and attaining a positive assessment.

Working in groups exceeded the mandatory tasks and activities in the College
in which they were required to collaborate with each other. It also appeared in a wide
range of activities and tasks in which students provided support and offered assistance
to each other voluntarily. In relation to this event, although seminar presentations did
not require students to work in groups, participants’ accounts highlighted the impact
that students had on each other. These moved beyond the closed-circuit of year-five

students to include students in other year groups, including students who had already
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graduated. These relations shaped participants’ engagement with seminar
presentations in diverse ways. They surfaced, for example, in the help they provided
for each other to choose their topics, prepare their presentations and anticipate the
teacher’s feedback.

Hind described how she relied on senior students’ help to prepare her PS1
presentation. As PS1 and PS2 were both usually taught by the same course convenor,
relying on senior students and their experiences allowed students to benefit from their
advice and experiences. That advice assisted the presenters in many aspects, such as
choosing topics that would be approved by the course convenor and fit within the
expectations and requirements identified in this event.
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We used to ask for their opinion before they left. We were in year
four and they were in year five. We miss them now, they left, they
used to sit with us and help us, ((imitating her friends)) “the teacher
won’t be impressed with this topic, he won’t like it, this topic is

interesting”.

Reaching out to her more experienced colleagues was a valuable resource for Hind to
facilitate her work in PS1. Although choosing a topic for their presentations in PS1
did not represent a considerable challenge for students because of the general nature
of topics and the flexible assessment criteria, presenters’ reliance on colleagues’
feedback and assistance reflected their desire to perform well and showed the deep
impact they had on each other. The help that senior and more experienced students
offered additionally facilitated the anticipation of the course convenor’s feedback and
paved the way for a more positive assessment. These were important issues for
presenters and they provided invaluable access to understanding and embracing some
of the norms and conventions associated with seminar presentations. Beyond the
course guidelines and the course convenor’s explanation and instructions, students’
assistance and feedback were appreciated and were later missed as students moved on

with their studies and lost part of the support system that having senior students in the
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same College presented. This assistance, however, was carried on as year-five
students assisted and cooperated with year-four students in seminar presentations and
other academic tasks. For them, in the same way they benefited from other students’
experiences, it was part of their educational responsibility to help and support less
experienced students and new comers to the College.

In addition to relying on senior students’ help, participants also relied on help
from their year-five colleagues to improve their preparation and performance before
presenting in front of the course convenor. This was especially evident in their
reliance on each other’s’ feedback on different aspects of their presentations,
including topic choice, presentational skills and slideshow design. Layla, for example,
described how her focus on preparing her presentation and slideshow design did not
leave her considerable time to rehearse the presentation individually or with her
colleagues. To compensate for this, Layla asked one of her colleagues to listen to her
present on the day of her presentation. Although she was confident in her preparation,
seeking her colleague’s help offered her a better opportunity to work on her

presentation and improve her performance.
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she told me “you were fast”, she told me “you were fast”. Then, then
she told me about, there was something I forgot about, I don’t know
if you paid attention when | said the names of the drugs, | said the
doctors prefer (xx). I said that and I didn’t elaborate. When |
finished, she told me “you didn’t tell me why they prefer”, so she

was great.

Layla appreciated and embraced her colleague’s comments because they drew her
attention to aspects that she missed while preparing her presentation. They allowed
her to assess and review her presentational skills and the content of her presentation in
relation to the presentational norms and conventions in PS2 by anticipating the

teacher’s feedback and offering Layla an opportunity to create a better presentation
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that aligned with the teacher’s expectations. She worked on the pace of her talk and
included the illustrative information suggested to her and avoided the potentially
negative comments that would have been given by the teacher.

The significance that presenters attached to their colleagues’ views and
comments was not only related to their search for and appreciation of colleagues’
feedback. Participants also highlighted how studying and working with other students
closely in this small community created considerable concerns among them about how
they were perceived by their colleagues. These concerns appeared sometimes to
outweigh the positive impact of their colleagues’ assistance, comments and advice.
The close relationships described earlier which encouraged presenters to seek their
colleagues’ help and nurtured their reliance on each other were not embraced by all
presenters. Some students described their relations with each other, not in terms of
how close they grew over the years or the extent of help they provided to each other in
relation to academic tasks and responsibilities, but rather in terms of their concerns
about how their familiarity with each other would put them in situations in which they
were judged. Making a mistake, being confused or hesitating while presenting were
not only avoided because of the impact on their assessment, but also because they
would create a bad reputation to presenters that may not be easily forgotten afterwards
in this small community. Although students generally relied on collaborating with
each other to prepare for their presentations in this event, many were concerned with
their ability to embrace and convincingly project the image of a successful presenter
who was in total control of the complex demands within this event.

An example of this view appeared in Lamar’s description of her experience in
the university. Lamar described herself as a high-achieving and confident student who
looked forward to and enjoyed participating in workshops, conferences and other
academic activities. Lamar’s description of her experience, however, brought to light
her concerns over the image she projected to her colleagues, the impact that her work
had on them and the reputation she created for herself in this community. To prepare
her PS2 presentation, Lamar relied on her colleagues’ assistance to seek their
feedback and rehearse her presentation. Yet, she considered her colleagues’ feedback
and comments to be an unavoidable source of concern and stress because, albeit the
vitality of their assistance, they put her under pressure associated with feeling judged

and worrying about not appearing as competent as she wanted to be.
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She compared her experience in PS2 with a previous short presentation she
made in her first year in the university. Like many other presenters, Lamar described
presentations in the Preparatory-Year Programme as more manageable and easier to
make and perform because they were shorter, less demanding and were usually carried
out in Arabic. There was, however, another reason that made her look back favourably
at that early experience. She found it specifically easier to manage because of the
nature of her audience at that time who consisted of colleagues she did not know well
and was not likely going to see them again after the end of the course when students

finished their Preparatory-Year programme and moved into different colleges.
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Lamar: I was speaking in front of people I don’t know. All of
them weren’t really my friends. | saw them only in
that class, unlike those here. It makes a difference if
you know the people or not.

Researcher: Which is better?
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Lamar: When you don’t know them.

Researcher: When you don’t know them is better?

Lamar: Yes.

Researcher: Ah, | thought it was going to be the opposite. Why

iIs that? Explain it for me.

Lamar: Because when you don’t know them, you feel it is
OK. Even if you make a mistake or get confused, bye,
bye, you won’t see them and you won’t know
anything about them. Unlike when you know them,
your topic will remain in their heads and they will
always remember you with this thing. Yes, it will
remain in their minds. And by the way if you ask
anyone what every girl did, they will immediately tell
you because it is stuck in their heads and they will
continue to remember what you said (.) It will be
stuck in their heads and they will always have this
idea of you that you did not do well. I think it’s
possible, I don’t know, I feel if I speak in front of
people I don’t know, it is better. For me, if you don’t
know the people, it is better in everything, to avoid

their judgement and opinions.

For Lamar, the absence of close and intimate relations with colleagues in the
Preparatory-Year studies empowered her. The pressure of sustaining a specific image
or creating a positive reputation was not present in that presentation because her
engagement with colleagues was almost momentary and paused no long-term effects
on her studies or career. This differed considerably when she joined the College of
Pharmacy because their education was focused around developing as professional
pharmacists within a relatively-small community.

As students had been working closely with each other since they first joined the
College, their growing familiarity did not only result in creating strong and close
relations that allowed them to develop their trust and confidence in each other. It was

also associated with concerns about how they were viewed by their colleagues. Fear of
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being judged or seen as incompetent or less efficient represented real concerns that
shaped their views of themselves and others. Lamar’s sense of relief which
accompanied her Preparatory-Year presentation came into sharp contrast with the
impact that her regular contact and familiarity with her colleagues in the College was
creating for her. It was true that their collaboration facilitated their engagement in this
event and other academic tasks, but the resultant familiarity created real concerns and
fears of being judged as incompetent presenters and professionals.

In this section, | looked at the relationships that connected students with each
other in this community. Whether these relationships reflected the mandatory tasks
they were required to work on or the voluntary help they provided for each other,
participants generally appreciated their colleagues’ help and feedback which helped to
facilitate their engagement in seminar presentations. At the same time, these
relationships were associated with fears and concerns among students regarding their
reputation and image as professionals among other members in this community.

4.6 Chapter Summary

This chapter was dedicated to describe the context that surrounded seminar
presentations. The description attended first to the physical setting in the College of
Pharmacy and the classroom in which seminar presentations took place. 1 also
described the year-five PS2 and its connection to PS1. Description highlighted two
important types of documents that shaped students’ engagement in this event; the
course guidelines and the valuation sheet. | also examined the significance attached to
seminar presentations by the participants in this study. The chapter was concluded by
paying special attention to the relationships surrounding students’ interactions with
administrative and academic staff, the course convenor and each other.

The analysis in this chapter highlighted the special status that students attached
to the teacher in this event which exceeded his official position as convenor of the
course to include the deeper impact he had on presenters. To engage with their
presentations, participants drew on their teacher’s instructions, explanation, advice
and experiences to navigate through the responsibilities they faced in PS2. These were
also relevant to how participants employed the official documents in PS2 which they
understood in different ways. Although the course guidelines detailed the set of rules
and norms that they needed to adopt to make successful presentations, presenters

depended on their recollections of the teacher’s explanations of these rules. Their use
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of the evaluation sheet exceeded its original purpose as a detailed record of
assessment to include employing it as a quick checklist to ensure that they paid
attention to the aspects on the sheet they were assessed for.

The chapter also highlighted how the participants in this study valued seminar
presentations for different reasons. Engaging in these presentations provided them
with access to essential academic and professional skills that they needed to facilitate
their studies in the university and prepare for future responsibilities after graduation.
The mandatory nature that shaped participation in seminar presentations was
particularly appreciated because it forced students to move beyond their comfort zone
and encouraged them to face their fears and address their challenges.

Special attention was dedicated in this chapter to explore the relationships and
interactions that connected students with the administrative and academic staff, the
course convenor and each other. These relations seemed to be geared towards
enhancing students’ feelings of belonging to this professional community in which
they were appreciated, valued and listened to. They were also required to act and think
like active members in their community in terms of supporting each other and learning
from others’ experiences. Yet, at the same time, the analysis clearly pointed out that
this community was not unified and problem-free. Although students relied on each
other’s support, assistance and feedback, their close contact with each other and its
resultant familiarity and intimacy had considerable negative impact on students which
was manifested in the concerns they developed towards the image and reputation that
coloured how they were perceived by their colleagues. They were not only worried
about attaining positive feedback and high grades from their teacher. They were
equally worried about how their colleagues looked at them and assessed their skills

and performance.
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Chapter 5  Engaging in Seminar Presentations
5.1 Introduction

In this chapter, | will discuss four major themes highlighted through examining
participants’ accounts of their experiences in seminar presentations. These themes
reflect the decisions that presenters prioritized while preparing and making their
presentations. They also reflect how participants related to the norms, conventions and
expectations that shaped the making of presentations in this community. | will first start
by discussing the attention that participants paid and the efforts they exerted to stand out
among their colleagues. Then, | move to consider the various resources that presenters
relied on to make professional presentations. After that, I look at how participants’
previous experiences in PS1 shaped their engagement with PS2. The chapter will be
concluded by discussing the role that extensive rehearsing and practice played in
participants’ engagement in this event.

5.2 Being Different

For year-five students, PS2 was a course framed by specific conventions and
expectations to which they were introduced in PS1. Working within this frame was
challenging and required considerable efforts, but it was considered as a guarantee to
successfully participate in this event and attain positive feedback from the course
convenor. Presenters’ attention to this frame, however, did not mean that their
presentations were identical or similar to each other. In fact, participants often talked
about the need to stand out among their colleagues in this community. Efforts to stand
out resonated with their recollections of the course convener’s call to them in PS1 to
offer presentations in which they could “be different” and “make a difference” among
their colleagues.

Being different was vital for making a successful presentation, but it was
interpreted by participants in different ways. Some presenters connected it to their topic
choice and their ability to provide their audience with new information. Salwa, for
example, attached considerable significance to choosing a topic through which she

could offer new information to her audience.
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This year | began looking for a topic in the summer holidays. | began
to think: what is a good topic? Because he taught us to choose a topic
that makes a difference which means that | need to bring a new topic.
Even if it is an old topic, | say new information. I say it with

interesting information. | was worried about bringing a good topic.

For Salwa, it was not necessarily important to choose a topic that was not heard of
before as long as she was able to bring something new to her audience and enrich their
knowledge. She made her presentation about a drug that was recently approved in the
United States at the time and was not yet introduced in Saudi Arabia.

Her choice was acknowledged as a good topic and was even rewarded by the

course convener’s positive feedback after finishing her presentation when he told Salwa

Buas dala e

you taught me something new

Although Salwa answered the teacher’s questions and addressed his comments
successfully, she was particularly proud of the teacher’s comment above because it
acknowledged the value of her choice and the success of her judgement and showed his
approval of her decision. She was not only able to inform her colleagues, but she also
informed the teacher whom she looked up to and worked to follow his instructions.

Within the observed presentations, the course convenor repeatedly drew
students’ attention to the need to build their audience knowledge and enrich their
experiences. Making a seminar presentation extended beyond collecting and sharing
information to ensuring the quality of what they presented. Salwa’s choice addressed
this need not only because of this common expectation, but also because it reflected her
understanding of how to stand out among other presenters. The success of her decision
was evident through the impact it created on the course convenor whose
acknowledgement of Salwa’s work and comment on her choice indicated the efficiency
of her efforts to be different among other presenters.

For other presenters, being different was not necessarily related to bringing new
information or choosing a new topic. Standing out among their colleagues was rather
associated with the choices and decisions they took while making their presentations.

Fatin, for example, described her topic, i.e. Poly Cystic Ovarian Symptoms (PCOS) as a
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common, medical syndrome that had been discussed before in seminar presentations in
other year groups. She believed, however, that PCOS represented a good topic choice
because it was a common and serious health issue that affected many women in the
society. As professionals in pharmacy, presenters had a responsibility to discuss
common health issues because of their impact on people. For Fatin, standing out and
being different in this community was not dictated by the newness of the topic. It was
rather associated with having an individual touch in making her presentation that

distinguished her work from other presentations and allowed her to stand out.
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In my opinion, a good presentation should be as the teacher said “be
different”. This is the base how | chose my topic. Maybe another girl
chose it five years ago. Diabetes for example (.) everyone makes a
presentation about diabetes. What is the difference between this and
that? so what is it? As he says be different. Be yourself. Be yourself,

so | talk about diabetes my own way. | say it in my own way.

Being different for Fatin entailed the need to ‘be herself’ and to present herself as a
unique individual whose choices were different from other presenters. She designed her
presentation in a way that manifested her understanding of how to be different and fit
with her desire to assert her individuality.

Two specific design choices indicated Fatin’s work to be different from other
presenters. First, she was the only presenter within the observed presentations to use a
video to explain the development of PCOS. Videos in this community were generally
described by students as efficient and supportive tools for creating successful

presentations. Lamar described them as

ol acxi L) ST g
one of the main things which support presentations
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Lamar’s view was commonly embraced by the participants in this study who expressed
their admiration of presentations which employed videos successfully. Despite this
common admiration, few presenters actually incorporated videos in their presentations
because they considered their use to be challenging and potentially problematic.

According to Layla,

& technical problems s Si Ul Jaisy L Jlaia) 5 Jaidy Jlaia) gdl)
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Aaldd gl
videos may or may not work. | hate technical problems that happen
with them and you will lose grades because of them, and you will also
be held accountable if they do not work properly, and also it won’t

look good in front of the teacher.

Although students considered videos as a useful and informative tool to support seminar
presentations, only two presenters used videos in this event. | was able to observe one,
i.e. Fatin and | was told about the other by Lamar. The efforts required to incorporate
any video in a presentation presented a serious challenge because it was not an easily-
achieved goal to display the video while explaining it thoroughly and incorporating it in
the presentation smoothly. There was a considerable risk that a video may not work
properly with the rest of the slideshow. There were also concerns that a presenter may
not be able to coordinate explanation of the video with other sections of her
presentation. Although presenters had no control over all the potential problems that
may occur with using videos, it was their responsibility to manage videos efficiently if
they decided to include them because the course convenor held them accountable
towards every decision they took in the making of their presentations.

With this common view of video use, Fatin was the only one among the
seventeen observed presenters to include a video in her presentation. During the second
practice session that | was invited to attend, Fatin approached me to ask for help with
revising the accuracy of her language while explaining the video. When I interviewed
Fatin after the presentation, she described to me how she used a video in her year-four

presentation, but without much success.
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The video was over and I wasn’t done yet. This happened to me and |
went to the screen to show them what was going on. | tried to speak
faster with the video, but it is with time too and it is more difficult,
and that’s why the girls don’tuse it (............ ). Maybe because the
video doesn’t have anything written, most girls are scared to say all
the talk. Maybe | will forget the talk. With the video, you need to be
connected to the talk and (x) how you present with the video. It
doesn’t work to explain in one side and the video in another and the
timing too, if the video is over and you didn’t finish talking, you
won’t look good. It is finished and you are not (........... ). A video
makes things easier because it allows me to explain better to people.

Fatin’s experience with using a video in PS1 was not a positive one because she could
not coordinate its use successfully with the rest of her presentation. The difficulties she
faced with managing her time and connecting the content of the video with her speech
reflected some of the common concerns with video use among her colleagues who
viewed videos as challenging tools not only because they affected presenters’
performance and assessment, but also because they could potentially affect the
professional and competent image that presenters worked hard to create and maintain
while presenting. Fatin, however, challenged common fears of videos among her
colleagues and her negative experience in PS1 and used a video in PS2 to bring the
special touch she aspired to offer in her discussion of this common topic within a
community whose members admired, but feared and avoided the use of videos in
presentations. In addition to the fact that she found the video to be informative and
helpful to her audience to understand the topic, defying common fears and concerns

provided her with a way to be different from other presenters.
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Fatin’s attempts to stand out were also evident in the unique colours she chose
for her slideshow. In contrast to the other observed presenters who usually relied on
light-coloured backgrounds with a mixture of black and blue writing, she chose dark
blue for the background of her slides and a mixture of white and different shades of

pink for her writing (Figure 5. 1).
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I don’t like light colours. I like colours which are (.) [ don’t like things
like light blue. I like the thing which is different. | chose black not
black, dark blue, and the purple because my topic was more feminine,

related to girls, so | chose pink this purple.

Combination of a synthetic orally active esirogen and progestin:

Drugs:

Polycystic ovarian syndrome drospirenone/ethinylestradio (Yasmin)
(P C OS) : oral fablet (3 mg drospirenone/0.03 mg EE).

cyclicallyfor 21 days followed by 7 days of rest.

Figure 5.1. Colours in Fatin's slideshow

The colours Fatin chose reflected her personal preferences which contrasted
considerably with commonly-used and expected colour choices in this community. The
dark background echoed her personal preference for dark colours while drawing on the
socially common association of shades of pink with females created a sense of harmony
between the content of her presentation and its form.

Fatin believed that these specific choices in colour enhanced the appearance of
her presentation because they appeared to her to be logical and justifiable. These
choices, however, were not favourably viewed by the course convenor who, rather than
considering her choices as acceptable indications of individuality, considered them as
violations of common expectations and norms within PS2 which other presenters

followed and embraced to ensure a positive assessment. Unlike other presentations in

103



which feedback and comments were given only after the presenter finished presenting,
the course convenor commented on Fatin’s colour choice before she started her
presentation. As soon as the lights were turned off before the beginning of her
presentation, the dark colours of her slides made the classroom appear too dark
compared to the other observed presentations. Although | could not hear everything the
teacher said at the time, I heard him saying that the colour was too dark. I noticed a
similar reaction by some of the students at the back of the classroom where | was

sitting. These students described the colour of Fatin’s slides to be

&= annoying
And

G4le 5 s« “uncomfortable and dark”

Although Fatin was aware that her colour choices deviated from the common
textual choices in this community and she was advised by some of her colleagues to
change the background colour in her slideshow to adhere to the teacher’s instructions
and follow common textual practices, she did not change them. For her, these choices
allowed her to express her individuality, show her personal preferences and demonstrate
her deep understanding of PCOS as a female-related health issue without negatively
affecting the quality and content of her presentation.

Maram also deviated from common norms and expectations in PS2 and that
appeared in her conclusion which differed from other presentations. Presenters in this
community usually concluded their presentations by summarizing the main points of
their topic while displaying their summaries in a separate slide at the same time (Figure
5.2).

Summary:

Counterfeit medicines pose a threat to the nation's health

and may leads to therapeutic failure or drug resistance

Counterfeiting medicines has a direct negative impact on economy
and consumer.

Figure 5.2. Samples of presenters' concluding summaries
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Other presenters concluded their presentations through highlighting the main points of
their discussions. In her presentation on obesity, Maram offered a detailed discussion of
the topic, including definition, causes and types. She also discussed available chemical
and surgical treatments to address obesity. She concluded her presentation with
highlighting what patients needed to do to treat obesity and she used two slides to
support her talk (Figure 5. 3). The first slide in Maram’s conclusion stated that ‘there is
no magic pill, only hard work, dedication and consistency’ while the second slide listed
four healthy habits to ensure achieving and maintaining a healthy weight. These
included ‘healthy eating, drinking water, sleeping well and working out’. In contrast to
the detailed discussion of treatment that Maram offered and the wide range of available
treatments of obesity, Maram’s concluding speech and slides focused on what patients

can and should do, rather than the medical treatment that can be offered to help them.

ot
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Figure 5.3. Maram's concluding slides

At the end of her conclusion and before thanking her audience, Maram recited a verse

from the Holy Quran:

((peidy 125 58 o3 o 2500 Y 0 )
((Indeed, ALLAH will not change the condition of people until

they change what is in themselves))?

After that, she thanked her audience while displaying the references she used. The
course convener started his discussion with Maram by thanking her first and then, he

immediately commented on the use of the verse and described it as

! Surat AL-Ra’ad, 13: 11
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irrelevant and inappropriate

He questioned the appropriateness and relevance of the verse to a professional
discussion of obesity and pointed out that the verse had a spiritual meaning that was not
applicable in this professional context. Maram defended her choice by pointing out that
she used the verse because it indicated patients’ responsibility towards their condition.
She also pointed out that the verse supported her belief that change cannot be achieved
unless we start by changing ourselves. Discussion of the verse did not last for long as
the teacher asked Maram to examine the meaning and uses of the verse and report her
findings in the following seminar session. In my opinion as an observer, the teacher
seemed to reject the judgmental stance that was implicated in Maram’s use of this
qur’anic verse to refer to patients. While developing compassion and empathy towards
patients was one of the issues that year-five students repeatedly described as integral
aspects of their professional practice especially when interacting with patients, the verse
was used in a way that contradicted this aspect.

When | talked to Maram after her presentation, she explained to me that she
chose that verse because she believed that patients suffering from obesity needed to
change their unhealthy habits and life styles to overcome their problems. She was
surprised by the teacher’s comments because it focused on an aspect of her presentation
that he did not normally pay attention to in other presentations. The verse seemed to her
to be a safe choice since other presenters used qur’anic verses to introduce and conclude
their topics, but the teacher did not comment on any of them. Because she had already
offered a detailed discussion of the topic, she expected the teacher’s feedback to focus

on the treatment she discussed, rather than her conclusion.
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He commented on the verse, | did not expect that. | was ready for him

to ask about the medication itself.
Her surprise was even enhanced by the reasons behind her choice of the verse. She

considered the verse to be an effective, stylistic choice that enhanced her conclusion

without negatively impacting the content of her presentation. It represented a special
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touch that she relied on to avoid repeating her talk like other presenters who offered

summaries of the main points in their presentations.

¢ summary . summary oS bl e g o LAl A8l ual s U
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| felt this was the best way to conclude. If you see, most of the girls
used a summary. A summary? ((speaking in a sarcastic way)) |

didn’t want a summary. | felt it was boring to repeat what you said.

This was her way to stand out among her colleagues which she appreciated because it
was different from what seemed to her to be boring and repeated conclusions. Her focus
on offering something different did not put into account how her choice impacted her
discussion, her position as a professional in pharmacy and how it would be received by
the course convenor.

Successful participation in seminar presentations required presenters to follow
common norms and expectations. At the same time, presenters were expected to find
out possible and acceptable ways to stand out and be different from each other. It was
part of their professional training to fit within their community while attending to the
course convenor’s call to ‘be different” from each other. In this section, | traced some of
the ways through which the participants in this study attended to that call. While some
worked to ground their attempts to be different in the conventions and norms they were
introduced to in PS1, others challenged these norms in a way that reflected their
interests and priorities. Their decisions and choices were not always positively assessed
by the course convenor whose feedback was shaped by the extent of presenters’ ability
to balance their personal interests with the expectations and requirements in this event.
5.3 Building Deep Knowledge

To make successful presentations, presenters were required and expected to
build deep knowledge of their topics that was not limited to what they presented and
shared with their audience. In this section, I will examine the resources that presenters
employed and benefited from to build their knowledge and prepare their presentations
which included books, journal articles, specialized websites, pharmacists and social

networking sites. Discussion will also explore what each of these resources provided to
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participants to make their presentations and some of the challenges they faced in using
these resources.

53.1 Books

Participants in this study highlighted their use of books to search for information when
they discussed statistically common medical issues. To prepare for her presentation on
PCOS, Fatin relied on extensive reading of books during her three-month summer
holiday which she spent abroad. Despite the relatively short duration of presentations in
this event which lasted between seven and nine minutes, Fatin needed to read
extensively not only to develop her understanding of the topic, but also to prepare for
the course convener’s feedback which presenters regularly described as unpredictable

and challenging.
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| read a lot, a lot. You know may be the presentation was short, but
| read a lot. | spent a long time reading because | was away in the
summer. | would go out for a walk and | had books with me and |
would read and read about this syndrome especially because I don’t

know what he would ask.

Books offered access to the basic, scientific content related to their pharmaceutical
practice, especially in relation to common health issues as in Fatin’s topic. Specialized
books, however, were not always available. Presenters’ tight schedules did not always
allow them to go to the library in the College whenever they needed. This was
especially highlighted when presenters spoke about major references which they were
not allowed to take outside the library.

Moreover, books did not always include the information that presenters needed
to prepare their presentations. The extent to which books were used was highly
determined by the nature of the topic. When presenters chose new or less common
topics, books did not always provide the needed information. Salwa, for example, faced
that difficulty while preparing her presentation. She did not always have enough time to

go to the library while attending lectures and laboratory sessions, preparing academic
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tasks and working on her graduation project. Time, however, was not the only issue that

affected her use of books.
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I don’t rely heavily on books because they take a long time, and
also it is a new drug. There was a new book that was available in
a new copy, a new edition but I couldn’t find my drug. I found

the previous one.

Because she made her presentation about a recently approved drug in the United States,
Salwa could not find the needed information in the books she consulted. Instead, she
found information about a relevant previous drug which she used to deepen her

understanding of the topic without referring to it in her presentation.

5.3.2 Journal articles

Journal articles were regularly used by presenters in this event through the
specialized services offered by the Central Library in the University to provide up-to-
date information that they could include in their presentations. This was especially
significant for including recent studies related to their topics which was considered an
important feature in good presentations in PS2. Despite students’ consistent use of
journal articles within the observed presentations, participants did not pay much
attention in their accounts to this resource in comparison to the attention they devoted to
describe the other resources they employed. When they talked about journal articles,
their accounts were often connected to their recollections of another course in the
College in which they were trained to search for, recognize and employ reliable journal
articles in their field.
5.3.3 Specialized websites

Specialized websites represented a consistently-used resource for presenters in
this community. They relied on websites, such as the Food and Drug Administration
(FDA), Saudi Food and Drug Administration (SFDA) and World Health Organization
(WHO). Samya, for example, built her discussion of counterfeit drugs mainly on these

websites because they provided the information she needed.
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When | started searching, | looked in Google, the traditional way to
know which websites were interested in these things. When | looked,
my friend told me that these things relate of course to FDA , and she
told me what to focus on while searching, FDA in USA and in Saudi
Arabia so | looked in both.

Samya started her search by consulting Google which represented a basic and accessible
source that many students used to understand their topics in initial stages of preparation.
To move beyond general knowledge and deepen her understanding of the topic, she
moved to international and local specialized websites, following her colleague’s advice
who showed her where and what to search for.

Salwa also consulted the official website of the drug she was discussing. In
addition to the information she offered in her presentation, Salwa drew on the
information in the website to examine the potential use of the drug in the Saudi context.
She took note of the drug’s price without including that information in her presentation.
This was a common practice within the observed presenters who, in their attempts to
prepare ahead for the course convenor’s thorough feedback, highlighted the importance
of knowing the price and local availability of any drug they included in their
presentations. While the course convener did not always ask about this aspect, it
represented an integral part of students’ preparation of their presentations and it
reflected one of their main responsibilities as professionals in pharmacy.

In the discussion that followed Salwa’s presentation, the course convenor asked
her about the price of the newly-approved drug in the United States and what she
thought it would cost in Saudi Arabia. She responded to the teacher’s query by giving
the requested information without hesitation. She also pointed out that she expected the
medication to be expensive and she gave a close estimate of the price in Saudi Riyals,
based on her knowledge of its price in the United States.
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He asked me about the price and | read it was expensive. This was a
bad thing for the medication. It is new and expensive so how will the
patient take it? .......... He asked me about the price, available in
Saudi? Unavailable? How is the price in Saudi? How is the price
abroad? Is it expensive? Cheap? So one can even ask a logical
question. Do you think people will be eager to use this medication?
One needs to put in his mind that it is expensive. It is possible the
number of people taking it will not be many because not everyone’s
financial condition allows them to, so it broadens our understanding in
terms of pharmacology and in terms of how I will deal with others

socially.

In addition to knowing the price of the drug which she expected to be asked about by
the teacher, Salwa extended her information to consider patients, what they could afford
and how an expensive drug would affect them financially. These were significant
aspects that she considered to be integral part of her professional practice and ethical

responsibilities as a doctor of pharmacy.

5.3.4 Pharmacists

Presenters were expected to connect their knowledge to their local context by
including information such as, localized statistical information, available treatment and
its cost. Because that knowledge, however, was not always available in books, journal
articles or even websites, pharmacists represented an invaluable source of help to
presenters because they enabled them to ground their search in the community in which
they were going to work. They also enabled presenters to move from the theoretical
knowledge that books, journal articles and websites provided and the situated use of
their pharmaceutical knowledge in relation to patients. Maram, for example, found
information about treatment of obesity in the United States easily because of their
availability. This was not the case, however, when she examined obesity treatments in

the Saudi context because she identified a gap between what was offered to patients
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through official and authorized channels and over-the-counter medications that patients

resorted to use to treat their problems without medical prescriptions.
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Maram:  You must bring in what’s in America. Any information
that relates to America is plenty and available and
credible. When you come here, you need to make sure of
everything. Even if you notice when a drug is approved in
America, OK is it approved here? Available in the
market?
Researcher: And how much?
Maram:  And how much, off course, why would I discuss
something abroad? Why don’t I talk about what we have?
| wanted him to ask me which drugs are available here. |
would have told him that | went to a pharmacy but I
couldn’t find anything here except one drug in Saudi

Arabia.

Their responsibilities included recognizing the application of that information to their
local surroundings. She needed to assess the information she found online and examine
its credibility in Saudi Arabia. Knowing available and approved medications in the
United States was essential for presenters in this community, but it was not enough.
Consulting a pharmacist allowed her to fulfil that responsibility and enabled her to build
deeper understanding of the topic.

Lamar also consulted a pharmacist to ask about some of the drugs she discussed
in her presentation on Onychomycosis. She wanted to examine available medications in
Saudi Arabia and compare what was available internationally to what was offered to

patients in the Saudi market.
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When | read about the medications, | went to the pharmacy because |
first wrote the names of the medications down and went to the
pharmacy and I asked him “what medications do you use to treat
onychomycosis?”. He got me all the medications. He showed them to
me and | took photos of them and | asked him about the drugs were
available in Saudi. I mean the ones I looked up from my search and he
gave me an idea whether they are here or not. And the doctor actually
asked me these questions, whether the medications | mentioned were
available or not. This thing was really beneficial to me.

Like Maram above, Lamar was aware that knowing what was available internationally
was essential, but she was equally expected and required to build her knowledge locally.
Consulting local pharmacists provided essential information for these presenters whose
attempts to balance their position as students under assessment and as developing
professionals required them to establish firm connections with pharmaceutical practice

beyond their classrooms.

5.3.5 Social networking sites

Social networking sites including Twitter, Instagram and YouTube were also
commonly used among presenters to make their presentations. Although these sites
were not considered as academic resources, they provided invaluable information to
presenters that were relevant to their professional practice and could not be accessed
otherwise. Lamar, for example, used Twitter to check official accounts of
pharmaceutical companies which were advertising new medications for onychomycosis.
She also used Instagram to find out what patients suffering from onychomycosis were
posting about their conditions. Both uses were essential for Lamar to discuss her topic
and overcome some of the difficulties and challenges that presenters faced while
preparing their presentations. Finding out available medications was not always

accessible through official channels such as, FDA and SFDA because they needed to
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find out new medications at the time even if they were not yet approved. They were also
required to check over-the-counter medications that patients were seeking without
medical prescriptions. They were also required to check how these medications were
used which was not easy considering that these presenters had no direct contact with

patients.
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I began to look there. | began to look in all social networking websites
even in Instagram because | found people putting before and after,
before they get treated and after they get treated. And even in Twitter
while I was searching, | found they put new drugs which treat these
things. So | looked everywhere, not only articles and Wikipedia and
these things, no | looked everywhere even in Instagram and Twitter.
These things, | didn’t really put in my mind to search there but I
thought let me look .......... I found photos of people before and after
treatment in Instagram. This thing was useful to me. I did not use
them, but it gave me the impression that | put photos of treatment,
photos of before and after so that they can see how it was before
treatment and after treatment.

As students, presenters were not yet allowed to go to hospitals and interact with
patients. Lamar used Twitter to identify newly approved drugs and examine official
accounts of specific treatments in her presentation. Instagram, on the other hand,
allowed her to bridge the gap between her theoretical knowledge of the fungal infection
and the practical knowledge associated with examination of and interaction with

patients by looking at the infection from patients’ views. Although she did not make any
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reference to either sites in her presentation, they both shaped how she approached her
discussion and made her presentation. In addition to deepening her knowledge of
available treatments and patients’ symptoms, Lamar was inspired to include in her
slideshow visual illustrations of the infection before and after treatment that she

extracted from more scientifically-oriented resources (Figure 5. 4).

Clinical Photograph: Complete Cure Anacor

Before Treatment Week 52
(KOH¢Cll re +) (KOH - cu re -)

l "Hmul

Subject in Study 302 treated with tavaborole solution, 5% x 48 wks

Figure 5.4. Treatment photos in Lamar's

YouTube videos were also frequently used as a major resource in this event.
Hind relied on YouTube to develop her understanding of the use of a specific type of
patches to treat chemotherapy-induced nausea and vomiting. Although Hind mentioned
the patch briefly as one type of available treatments, she watched a YouTube video to

develop detailed understanding of the patch, including its use and how to pronounce it

accurately.

Dbaialy il ¢ 48 phll oS ulaa Lo Ul G csla (1S3 5 Ledant (i Ll < i)
| sidaty (oS aged 93 LS (..., ) Lealsdis e 5 Sl e clelall oS 5 Lgdans (8
L suaa patch J latt il (oS s ¢ daguaac o
I watched them how we put the patches, yes it was good, but I did not
put the method. I got briefly where we put them and how many hours
and for how long and when we take them away (.......... ) Also you
see them how they pronounce correctly, precisely, even how she says

the name of the patch accurately.

Although Hind did not include all the information she learned from the video in her

presentation, they were essential for her preparation because they enabled her to deepen
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her knowledge of the topic in a way that facilitated her ability to prepare for the
teacher’s feedback while enhancing her confidence at the same time.

Rahaf also relied on YouTube videos to develop her understanding of the
emotional and physical impact of trichotillomania on patients. In addition to the fact
that Rahaf, like other presenters, had no direct contact with patients, trichotillomania
was a rare disorder that she did not study about in the College and was not previously

known by her colleagues.
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I looked into YouTube to see how they suffered. They were all
foreigners. | saw them to feel how they suffered. | am not
exaggerating but | was tearful. They are suffering and you know how
a woman feels about her hair. | felt then oh my God what is this?

Like other presenters, Rahaf used a range of resources to prepare her presentation, such
as books, journal articles, and specialized websites. The YouTube videos, however,
were particularly highlighted in her account because they allowed her to observe how
patients were describing their symptoms and suffering. Encountering these stories
affected Rahaf’s engagement with her topic and the making of her presentation. In
addition to developing her knowledge of the topic, it helped her to develop a personal
connection with patients at a stage of her professional development in which she had
access to considerable knowledge in her field, but without any direct contact with real
patients. That personal connection was reflected in Rahaf’s presentation as she extracted
and displayed still images from one of the YouTube videos she watched to textually
highlight patients’ suffering in her slideshow which will be examined within discussion
of multimodal choices in the next chapter (See 6.2.3).

Successful engagement with seminar presentations was associated with
presenters’ ability to build deep knowledge of their topics that required them to employ
a wide range of available and accessible resources, such as books, journal articles,
specialized websites, pharmacists and social networking sites. These resources enabled

them to explore different angles of their topics that were not confined to what they
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included in their presentations and shared with their audience. They were also
invaluable to enhance presenters’ understanding and knowledge of their topics.
5.4 Drawing on Previous Experiences

When participants described their experiences in preparing and making their
seminar presentations, their accounts often highlighted the influence that their previous
experiences in school and the university had on them. Among these experiences,
participation in PS1 was particularly emphasized because of the impact it had on
participants’ view of themselves and their approach towards their PS2 presentations.
Because both courses were taught by the same teacher and taken by the same group of
students, the challenges shaping participants’ engagement with seminar presentations
were not very different despite the differences between the two courses in terms of
timing, requirements, expectations and assessment. In this section, I will examine how
two presenters; Samya and Rahaf reflected upon their engagement with PS1 and how
that engagement shaped their approach to PS2. | will start first by looking at how
Samya drew on her PS1 negative experience to participate successfully in PS2 and
develop new understanding of some of her long-held assumptions about language and
success in academic studies. After that, | will examine how Rahaf built on her PS1
positive experience to restore her self-confidence and ignite her faith in the professional
decisions she took.

54.1 Samya

Samya described herself as a high-achieving student throughout her studies at
school and since she joined the College. She regularly participated in activities in which
she was required to make presentations and speak in front of others. Her participation in
these activities was positively assessed by her teachers, colleagues and most importantly
by herself because she was able to address the requirements in these activities
successfully. She considered these activities to be easily approachable and manageable
because she was allowed to use Arabic in addition to English to prepare and execute
them. While participating in these Arabic-mediated activities in school and College
enabled Samya to develop a keen sense of self-confidence and personal achievement,
her feelings changed when she presented in PS1 which she recalled with

disappointment.
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It was a bad experience (.......... ). When | came to present, | was
shocked. I was scared and my voice was really shaking. Even the
doctor when he asked me a simple question, I did not expect him to
ask me, | was scared and confused and | forgot some words and the
grammar was wrong and everything. And also the doctor did not give
me a full mark so | was really upset. This made me work harder and |
said next year, God’s willing, it will be better, so this thing
encouraged me because I don’t like to lose (.......... ) and | knew what
the obstacle was, the language. | knew this was the obstacle and | said

I need to fix it. Next year | will be much better.

Samya was disappointed in her performance because it did not match her previous
successful experiences and did not step up to her expectation of herself. In contrast to
her previous performances as a confident and competent speaker, she felt defeated by
her shaking voice, inability to engage effectively with the teacher’s questions and
failure to attain a full grade on that presentation as she used to before.

In her attempts to understand and move beyond that negative experience, Samya
embraced common views among her colleagues and attributed her difficulties to poor
English-language skills. While previous experiences allowed her to use Arabic that
seemed more manageable and less demanding and offered her a sense of control and
ownership, she felt constrained in PS1 because she was required to rely totally on
English while presenting. This was a commonly expressed view among students in this
community because many students believed that total reliance on English hindered their
ability to engage effectively and successfully in seminar presentations.

To address her difficulties, Samya took specific actions that would enable her to
fix and overcome her problems and challenges. She took a one-month evening language
course while still studying in year-four and a three-week summer course at the British
Council which she hoped would help to improve her speaking skills because she
believed that
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The nice thing is that for a person to be able to speak in English about
everything, whether English in the everyday life and also the medical

field, things like diseases and so on.

Like many of her colleagues, Samya believed that being able to speak English fluently
and accurately beyond their studies was a guarantee of success in their studies and
academic tasks. If a student was able to rely on English to talk about general topics and
communicate effectively with others, it was generally assumed that she would be able to
extend that ability and speak about any topic with ease, including specialized topics in
pharmacy. Without good speaking skills, their ability to engage successfully with

seminar presentations was jeopardized, doubted and seriously questioned.
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| joined an institute for a month in year four because | know I can do
anything but the language is preventing me, it is the obstacle standing
in my way and also and also in year four we participated in the
Scientific Summit in the university and I really wanted to present the
poster, but also the language was the thing that stood in my way.
Because of that | had a serious problem and | had to fix it, and | took a
course in my summer holiday in Ramadan at the British Council. It
was four weeks, it was really good. It did not change my level, but the
teacher who taught us said “you will not become like Angelina Jolie in
three weeks, but you will know your weaknesses and strengths, you

will know how to develop them”
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Samya’s memories of her PS1’s presentation were connected to another disappointing
incident in the same year in which her English language difficulties prevented her from
demonstrating her knowledge and skills. She worked with a group of her colleagues at
the annual Scientific Summit organized by the College of Pharmacy to make a poster
which she wanted to present on behalf of the other members in the group. Because the
presentation of the poster had to be carried out in English, however, Samya had to give
up her desire and another student in the group who was more fluent in English made the
presentation. Recalling that experience with disappointment, Samya’s belief that
English represented the real cause behind her challenges and difficulties grew firmer.
She considered the language courses she took as a first step to address her difficulties
and recognize her strengths and weaknesses. Although she was aware that these steps
may not create dramatic changes in her ability to use English within such short period,
taking these steps offered her a sense of control and relief that she was working to
address her challenges, develop her language skills and ensure a better performance in
PS2.

Despite her strong belief that her difficulties with English were to blame for
poor performance in PS1, Samya’s reflection on that experience brought to her attention
other aspects beyond language that were equally important to participate successfully in
seminar presentations. It drew her attention to a range of expectations and requirements
that were not necessary in other previous activities, but were highly valued in this

literacy event.
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when | come to present here, | must practice before and learn how to
say the words, how to say the talk correctly because if a student
mispronounces especially drugs or a well-known word, if she says it

wrong, the doctor will stop her and tell her it is wrong.

She became aware that participating in this event entailed specific requirements and
expectations which she needed to recognize and embrace. Successful participation in
seminar presentations was not only about being fluent in English. It also entailed the

need for extensive rehearsing and practice. It also required presenters to pay attention to
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accurate pronunciation of medical terms because this was one of the aspects that the
course convenor prioritized in his feedback. These aspects did not seem necessary to
Samya before in Arabic-mediated activities which did not seem as demanding as
seminar presentations. In addition to the general relief associated with being able to mix
English and Arabic, these activities were often associated with flexible assessment
criteria that students felt they were able to meet easily. Seminar presentations, on the
other hand, were shaped by specific requirements and expectations that were not
previously-known to students and were only brought to their attention after participating
in PS1.

Drawing on her experience in PS1 did not only help Samya to recognize the
expectations and requirements in this event. It also shaped how she viewed herself in
relation to other students whom she admired because their English language skills

surpassed hers.
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Maybe we are all equal in the grades and the final performance, but
we differ a lot in the efforts that each one of us exerted depending on
her level in English. My friend, she is really excellent in English. She
works hard on that. She didn’t practice as much as we did, us, the
middle class ((laughing)) and she said “I didn’t practice only two three
hours”. Frankly, she messed up a bit and she said “I was so confident I
didn’t practice a lot” and she got confused and forgot. She said that
practice doesn’t need three, four days or a week, two weeks. It needs a
few hours before the presentation. We told her no. People’s abilities
are different and it depends on your English, but I believe that we can

do anything if we work hard to improve ourselves.
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To make a good presentation and engage successfully in this event, Samya was aware
that she needed to exert considerable efforts to rehearse and practice her presentation.
She initially associated the need for these efforts with her weaknesses in English
because she believed that other students who were more fluent in English did not have
to work very hard at preparing their presentations. Her view, however, changed as she
observed closely her friend whose English was excellent, but did not perform well in
her PS2 presentation. Although Samya strongly believed that it was easier for her friend
to approach and manage the task at hand, she was surprised at the quality of her friend’s
performance. Listening to her friend as she attributed her poor performance to lack of
thorough preparation and adequate practice, Samya developed a new perspective
towards language and its role in seminar presentations through which language no
longer appeared as the only factor that determined the quality of a presenter’s work.
Adequate preparation and extensive practice were equally essential to address the
needed expectations and requirements and engage successfully in this event.

These provided a promise of hope that it was possible for Samya and other ‘middle
class’ students to be as successful as the others whose English appeared to give them an

advantage that was not available to weaker students.

5.4.2 Rahaf

Rahaf described herself as an outgoing, confident and high-achieving student.
She had always liked participating in school activities in which she worked with other
students and presented in front of different people. In school, Rahaf enjoyed
participating in educational and social activities. At the same, her high grades and
outgoing personality allowed her to establish good relations with teachers and students.
She also received many awards in her school and also at a national level from the
Ministry of Education. Unlike the other participants, she came from a small town in the
northern region in Saudi Arabia where she studied till she finished school. She moved
out of her hometown and travelled to the city in which this study was situated to study
pharmacy because the university in her hometown did not offer that specialization. She
was not the first in her family to move to this city because her brother and two of her
sisters chose to study in this city because of the University’s reputation.

When she first joined the University, Rahaf described feeling scared and out of

place among other students in this big university.
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When | came here, | said no, how can | fit here (.) it was a scary

world, seriously!

In relation to other students in the Preparatory-Year Programme, Rahaf felt that she was
looked at as the girl coming from a village or a small city that was not heard of before
and could not be compared to the new, big city in which she was going to do her
university degree. Her feelings of self-confidence and achievement were questioned and
shaken because she was no longer seen as a high-achieving, popular and sociable girl as
she used to before in school.

These feelings continued even after she joined the College of Pharmacy. Most of
her colleagues belonged to the same city while she was the only one who came from a
small town that none of her colleagues heard of before. She was not comfortable with
how her colleagues thought of her because she felt that none of them appreciated her or
realized what she was capable of. She continued to work hard and excel in her studies.
She also established good connections with other students, but her feelings of being
different, alienated and unappreciated, however, did not disappear completely.

Though she consistently attained excellent grades since she first joined the
College, Rahaf’s view of her experience in PS1 was not related to the full grade she
received from the course convenor, but rather to the impact that her presentation made
on her colleagues and the effect that the teacher’s positive comments played on her
status in this community. When she made her PS1 presentation, Rahaf was not
concerned about her performance, topic choice or language accuracy. She was more
concerned with reversing the image that was attached to her as a quiet and ordinary girl
and replacing it with admiration and appreciation not only for her presentation, but also

for her as a person.
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Researcher: So what was your biggest challenge when you made your
presentation? You told me before that standing in front of
the girls was a challenge?
Rahaf: Yes, to make them convinced with me, you know when |
came here, it was frankly difficult because the girls were
looking at me as if I come from (.) they consider it a
village, but it is not a village (.) to have people look at you
like this, I did not see myself in this way, for me this
presentation was like come and see who | am (.) Come and
see who | am. When | presented and talked and I will
never forget in year four, the girls, they know that | was
funny and a good speaker, but they considered me quiet.
But when | presented, without exaggeration, the girls were
talking about me, the entire day, the whole week till the

teacher came the following week.

Although Rahaf rejected her colleagues’ views of her as the girl who came from
a small village, she made her year-four presentation about her hometown. None of her
colleagues were impressed with her choice at the time because they did not think her
choice represented a good and impressive choice for a seminar presentation. They
advised her to choose a more interesting and popular topic, but she decided to ignore
their comments and suggestions and insisted on her choice. She used her presentation to
present to her audience the information that she wanted them to know in relation to her
hometown. She talked about its size, history and tourist attractions, hoping that she
would create a different representation of that small town among her colleagues. At the
same time, Rahaf was working to change how her colleagues viewed her. Making that
presentation represented a way for her to stand out, draw attention to who she was and
reverse her colleagues’ views towards her.

Contrary to her colleagues’ earlier warnings and expectations, the course
convenor was exceptionally impressed by Rahaf’s topic and performance and he gave

her a full grade.
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The doctor was really impressed in the beginning, he kept saying

“smart and clap your hands for her”

Her colleagues were also impressed by her performance because it allowed them to see
a different side of her personality that they did not notice before. It made them see
Rahaf through the perspective that she was hoping people would see her through as an
outgoing, confident and competent presenter.

Reflecting on that experience, Rahaf was encouraged to draw on her PS1
experience to approach her PS2 presentation in a similar way. She decided to continue
challenging her colleagues’ views and chose a topic that they did not approve of.
Contrary to the prevailing tendency in this community to choose statistically common,
medical issues to ensure availability of resources and references, Rahaf made her
presentation about a rare hair-pulling disorder which did not appear as a good choice to
her colleagues. In addition to its rarity, students advised Rahaf to change the topic
because their pharmaceutical knowledge played a secondary role in its treatment in
comparison to psychological treatment. For them, the disorder did not seem to be a
medically urgent issue compared to other more serious health issues that could be more
helpful in displaying their scientific knowledge in pharmacy.

Despite their arguments, Rahaf ignored her colleagues’ suggestions and insisted
on choosing an issue which, despite its rare occurrence, seemed to her to be appropriate
for a discussion in a professional context. As a professional, she believed that her
responsibility extended to address any health issue to relieve patients’ suffering. The
degree to which their pharmaceutical knowledge was needed for treatment did not
appear as a valid criterion for choosing a topic or ignoring another. Her choice was
risky, but the confidence that was created by her year-four presentation and the reaction
it created encouraged her to choose what she believed to be effective and appropriate.
While discussing her hometown in PS1 aimed to inform her colleagues and challenge
their prior views, her PS2 choice reflected her desire to continue challenging her
colleagues’ views. Her concerns with their views of her seemed to have vanished
because she was no longer in the same situation she was in before in which she needed
to draw their attention to who she was and what she was capable of. She proudly

pointed out that
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The girls tell me about things. | am not convinced with them frankly

Rahaf built on her experience in PS1, the teacher’s reaction and her colleagues’
acknowledgment to continue to embrace her own judgement and decisions.

In this section, | examined how students’ experiences in PS1 shaped their views
of themselves and their approach towards PS2 presentations. | described how Samya
built on her negative experience to develop her understanding of her abilities and the
requirements and expectations in this event. | also described how Rahaf built on her
positive experience in PS1 to continue embracing her decisions, challenge common
views among her colleagues and restore faith in her abilities. Exploring these accounts
highlighted the powerful impact that PS1 had on students not only because it introduced
them to the basics of making professional presentations, but also because it provided
them with an invaluable opportunity to engage with and reflect upon their experiences
and attend to their own challenges and concerns before approaching their PS2
presentations.

5.5 Rehearsing: Bringing the Presentation to Light

Whether they were rehearsing individually or with their colleagues, rehearsing
and practicing their presentations was described as a key component of engaging
successfully in this event. They approached their presentations as staged performances
which were managed through extensive rehearsing and practicing. Fatin, for example,
rehearsed her presentation by herself and in front of different members of family
members and colleagues to learn the details of her discussion and control the
weaknesses she was concerned with in her performance. She hoped to make a
successful presentation through which she could impress her teacher and colleagues, but
she felt constrained by her shyness, anxiety and the need to rely totally on English while
presenting despite her good understanding of the topic and its details.
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At first | practiced by myself, and then | used the mobile phone and
video recorded myself. | practiced in front of the mirror, and then in
front of my brothers, because they are the kind of people who laugh at
people, so | worked with them first so that | can work. When | first
presented, the moment | started, they started ha ha ha ((mimicking
them)) and | started mmmm aaaa and they were making fun of me,
asking what are you up to? What are you up to? and laughing. |
finished with them, | practiced with the girls I sit with, there were a lot
of aaaa, and I practiced more. Then, | went to mom, mom, I didn’t
practice with dad because my relationship with dad is not very serious,
maybe if | see dad, | will laugh immediately, but mom no. Mom, | am

very serious with her. She is the closest to the teacher’s personality.

The attention that Fatin paid to the content of her presentation did not match the
attention she devoted to controlling and managing her performance. This was an
important issue for presenters in this community because a presenter’s confidence and
attitude while speaking and addressing her audience was vital for determining whether
her presentation would be considered successful or not. For Fatin, her shyness and
tendency to avoid speaking in front of others threatened to jeopardize her hard work and
efforts to make a successful presentation. Fatin’s focus on rehearsing her presentation
was understandable considering her experience in PS1 which was described earlier (See
5.2). She recalled her year-four experience with disappointment because of her
performance, rather than the informational content of her discussion. It was not
surprising, therefore, that Fatin worked to rehearse her presentation in front of a wide
range of viewers to improve her performance and control the weaknesses she was
concerned with.

A similar perspective was highlighted by Rahaf who also prioritized the
importance of rehearsing her presentation in front of a wide range of audience.
Although Rahaf was a confident and outgoing student and expressed no concerns
regarding English language use in her presentation, she attributed the full grade she

attained in her PS2 presentation to the benefit of extensive practice.
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If I hadn’t rehearsed, it would be great if | took forty or fifty. Practice
makes a difference that | stand and listen to my voice and people look
at me and someone would do this and another would do that, no, no |
must practice. | must look at eyes. At home, | brought them together
and 1 would talk and look at their eyes and when I look at their eyes, |

get a bit confused.

Rahaf valued her rehearsal attempts because they allowed her to interact with real
audience, prepare herself for their diverse reactions and monitor her performance before
the actual presentation. This was especially relevant considering the never-stopping
movement in the classroom during presentations described earlier (See 4.3) which
echoed the general atmosphere shaping professional seminars in hospitals in which
attendants are not restricted by a specific time to attend or leave a presentation.

In addition to addressing their concerns and managing their performance,
presenters also rehearsed their presentations with their colleagues to gain access to
valuable feedback that helped them to work on problematic aspects of their work and

improve their presentations before presenting in front of the course convenor.
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Researcher: Ok, when you attend each other’s’ presentations, what
kind of feedback do you provide for each other?

Hind: We first comment how she was like, how she presents.
For example, we tell her if she was monotone, if there
are words she mispronounced, we tell her. And then we

try to ask her. We anticipate the doctor’s questions and

ask her.
Researcher: So here you impersonate the teacher?
Hind: Yes, we try to dig questions from under the ground, not

simple questions from the presentation. We try like this.
Researcher: So for you, it was easy? | mean was it difficult? When
you went through, you practiced with your friends and
they asked you questions, how did you feel about their
questions?
Hind: On the contrary, | told the girls ask. Even if she asked
me a question that I don’t know, I wrote it immediately.

I would research, go back and look for it.

Students’ feedback to each other served many purposes. It helped with working at their
presentational skills, language accuracy and pronunciation. It was also useful to
anticipate the course convenor’s feedback which represented a source of concern for
students because it was not always predictable.

Managing their adherence to the required timeframe in these presentations was
also one of the major advantages that practice facilitated for presenters. It reflected the
course convenor’s repeated warnings for students that falling short of or exceeding the
assigned seven-to-nine timeframe would lead to students’ losing grades. This was
highlighted in the practice session | was invited to attend before observing my second
seminar session in which the presenters who participated in that session were
particularly concerned with maintaining the required timeframe. Most of them were
worried that they would exceed the nine minutes and students who attended the session
offered presenters a variety of suggestions to address their concerns, such as eliminating

parts of their speech, increasing the pace of their talk and shortening their slideshows.
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Layla, for instance, was able to control the length of her presentation in this way.
She used her rehearsals to deepen her understanding of the topic and make her

presentation in a concise form.
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Unfortunately, | was so concerned with understanding the topic, |
spent a long time collecting the data and organizing it, so practicing
was intermittent and | did not focus on rehearsing my presentation. |
feel that | was a bit unjust to the topic in practicing, but yesterday |
didn’t come to college and I also spent two days practising. When [
first started, | would spend twelve thirteen minutes, but now you can

see seven minutes.

As Layla rehearsed her presentation within the two days preceding her presentation, she
maximized her understanding of the topic, developed her ability to control her
performance and reconsidered the compositional design of her slideshow in a way that
enabled her to reduce the time she needed for presenting her work. An example of this
appeared in her discussion of the withdrawal symptoms associated with prolonged drug

abuse (Figure 5. 4).
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Layla: You know I first put points, not even points (.) It was a
very boring table, a very big one all of these signs and

symptoms look how many they are, maybe around 20
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or 25 symptoms written and listed. When | was
rehearsing, every time | saw it, | hated it

Researcher :  You didn’t like it?

Layla: Yes even if you look at it, frankly it wasn’t comfortable
to the eye, a lot of writing (.) But this slide shows less
symptoms, not all of them, the ones which (xxx), not all

the 25 but the most important ones.

These symptoms include:

LA X

Cold shakes, Chills and Fever-fike Mood swings. Anxiety and
depression.

sweating. symptoms
‘D
Bone pain. Diarrhea,

Vomiting Insomnia,

Figure 5.3. Withdrawal symptoms in Layla's slideshow

Rather than presenting the symptoms in detail, Layla decided to focus in her speech on
the most important symptoms. Her decision was visually manifested in her slideshow
through moving from a detailed written list to offer a minimized and more selective
display of visuals with brief written captions. These changes allowed her to adhere to
the required timeframe and manage discussion of this aspect in her presentation.
Presenters in this community considered rehearsing their presentations vital to
their success. It represented an indispensable aspect in their engagement in this event
that was highly valued in the same way participants valued their efforts to prepare and
make their presentations. They practised and rehearsed their presentations to achieve
various goals, such as addressing their concerns and challenges, maintaining control of
their performance, seeking valuable feedback on their work and managing their time

while presenting.
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5.6 Chapter Summary

In this chapter, | examined four major themes that emerged while exploring
students’ engagement in this literacy event. The chapter shed light on how participants
worked to stand out among their colleagues. | also looked at how and where participants
searched for and arranged needed information to make their presentations. Participants’
search for information moved beyond the issues they presented and shared with their
audience to develop in-depth understanding of their topics. The chapter also highlighted
how presenters’ engagement in this event was shaped by their year-four experiences
which had a considerable impact on how they viewed themselves and how they related
to common norms and expectations in this event. The chapter was finally concluded by
discussing participants’ efforts to practise and rehearse their presentations and the
benefits that these efforts provided.

The analysis in this chapter highlights the need to move beyond a skill-based
agenda to investigate how presenters engage with English-mediated presentations.
Looking at this literacy event through a social account of literacy brings to light the
complexity entailed in participating in this event that was not confined to presenters’
knowledge and mastery of a list of linguistic features and rules. Knowledge and mastery
of the language appeared as one of the aspects that presenters needed to take control of
to participate efficiently in this event. They also needed to recognize and embrace a
range of social practices through which they could claim their active membership in this
community and assume the identity of competent presenters.

Successful participation in this event entailed the need to recognize and embrace
a set of complex and interrelated expectations and requirements that surrounded
participants’ engagement with seminar presentations. Although presenters recognized
the rules and conventions that they needed to follow to make successful and
professional presentations, making a professional presentation did not entail automatic
application of specific conventions and norms. Presenters worked hard to stand out and
distinguish themselves from their colleagues through diverse choices which they needed
to appropriate according to the norms and conventions in their community. Whether
these choices were related to their topics, slideshow design or the organizational
structures of their presentations, presenters were held accountable for these choices
which were questioned in terms of their effect on the presenters’ image, their impact on

the audience and the professional nature of their presentations.
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As presenters worked to address the expectations and requirements in this event,
they needed to build deep knowledge of their topics that exceeded what was presented
and shared with their audience. In addition to preparing for the course convenor’s
feedback, presenters worked to develop deep understanding of their topics to enhance
their self-confidence before facing the audience and enable them to create a professional
image for themselves to convince others with their work, knowledge and the value of
their topics. A significant aspect of building deep knowledge appeared in participants’
attempts to ground their presentations and situate their knowledge in the local context.
If a presenter was speaking about a drug, she was expected to know all relevant
information, such as availability, use and price in the Saudi market. If she was
discussing treatment plans, she was required to present an informed idea about their
availability and the nature of these plans in Saudi hospitals. Even when presenters spoke
about statistical occurrence of a disorder or a syndrome, they were asked about relevant
statistics in Saudi Arabia.

Another important aspect that was highlighted in this chapter is the rule that
participants’ experiences in PS1 played in their approach to participation in PS2.
Whether their experiences entailed positive or negative memories, these memories were
powerful enough for presenters to draw upon and learn from. These experiences
encouraged presenters to reflect upon themselves as students and professionals. They
were useful, for example, to question the long-held and taken-for-granted signficance
attached to English language proficiency in this community. While it was common in
this event to describe high proficiency in English as an essential factor to successfully
participate in seminar presentations, presenters’ experiences in PS1 highlighted other
expectations and requirements whose significance appeared at times to outweigh
English language proficiency.

Among the extensive efforts that presenters exerted to prepare their
presentations, rehearsing their presentations was particularly highlighted because it
allowed presenters to maximize their understanding of their topics, manage their
weaknesses, enhance their preparation and maintain control of their performance.
Presenters’ awareness Of the significance of rehearsing and practice grew as they
realized that searching for, representing and communicating scientific knowledge
represented vital aspects in this event, but they were not enough. Presenters prioritized
the need to maintain control of their performance to appear as competent speakers and

knowledgeable professionals.
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Chapter 6 The Presentation as a Multimodal Ensemble

6.1 Introduction

In this chapter, | examine presentations as multimodal ensembles in which
presenters rely on the interaction of speech, gesture and slideshow to achieve specific
communicative purposes (Zhao et al., 2014). Examination of multimodal meaning
making in this study will focus on the semiotic choices associated with slideshow
design and speech. This focus addresses the methodological constraints that | faced
while conducting this study (See 3.5.7). My inability to use photographic and video data
to document how presenters represented and communicated knowledge while
presenting required me to focus on examining the semiotic modes and resources which
were accessible through interview data, observational notes and artefact collection.
Framed by a social semiotic multimodal perspective to explore how presenters make
meaning in their presentations, the chapter looks at presenters’ semiotic choices as
“traces of a sign-maker’s decisions about the expressions of the meaning that she or he
wishes to make in a given context” (Jewitt and Kress, 2003, p. 278). It examines the
semiotic resources that participants highlighted through their accounts to trace the
design criteria which shaped their semiotic choices. The chapter also examines the
functions that these choices served and the challenges that participants faced to
represent and communicate knowledge. Samples of participants’ semiotic choices are
offered and examined whenever possible.
6.2 Slideshow Design

The slideshows represented an indispensable component in seminar
presentations in this event. Each of the observed presenters incorporated a PowerPoint
slideshow within her presentation. Slideshows served different purposes in this event,
ranging from supporting verbally-communicated issues to offering and conveying
specific meanings exclusive from the presenter’s speech. Each slideshow formed a
multimodal ensemble in which specific semiotic choices were made to support the
presenter’s needs and interests. These choices are significant because they shed light on
how presenters worked to establish themselves as knowledgeable professionals while
maintaining their membership in this community through situating their texts within the
common textual practices in this event. Unlike other courses in the College in which it

was common for PowerPoint-supported presentations, especially those produced by
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teachers, to have hard copies of slideshows printed and distributed for later revision and
study, the slideshows in this course were short-lived because their use was restricted to
seminar sessions. Putting in mind that slideshows in this event did not represent
standalone texts, the semiotic choices in these slideshows must be considered in relation
to the context in which they were grounded and the presenters who designed and
orchestrated their use within their presentations. In this section, | examine the semiotic
choices which were highlighted in participants’ accounts in relation to layout, writing

and visuals.

6.2.1 Layout

Layout refers to the overall appearance of slides. It is concerned with the
semiotic choices adopted by presenters throughout their slideshows to convey a
professionally appropriate and consistent appearance. Investigating how presenters
conveyed that appearance through their slideshows is significant in this study because it
represents one of the ways through which presenters worked to establish themselves as
competent professionals. | will first start by examining the design criteria which
presenters considered essential to create an appropriate appearance to their slideshows. 1
will also look at samples of presenters’ work to examine how they addressed these
criteria. Then, I will consider the challenges that presenters highlighted while designing

the layout of their slideshows.

6.2.1.1 Design criteria for layout
Three design criteria were identified in relation to layout among participants, including

formality, readability and coherence.

6.2.1.1.1 Formality

Formality was described as an essential feature in creating appropriate layout
structure in seminar presentations. Presenters employed diverse ways through which
they could create a formal slideshow. These were mostly connected to avoiding
decorative images, animated cartoons and sharp colours, such as yellow and orange.
Samya connected formality with choosing a blank background for her slides (Figure
6.1).
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Samya: For the design of the slides, | was thinking, | thought about

bringing a shape of a drug in the design, but all the things
which | found, that were really nice, were not unfortunately
free, and I don’t have a credit card, so | looked for
something that is for free and I found this. It doesn’t have
any shape on it, but I thought it looked formal.

Researcher: What do you mean by formal?

Samya: It doesn’t have any images, cartoons and things like

that. It looks formal.

The percentage of counterfeit
— in local market.

* Definition

* The extent of the problem of counterfeit drugs

* Effects of these drugs on health and the economy
* The percentage of counterfeit drug in local market

* How to detect the counterfeit medication
* How to protect yourself from counterfeit drugs

Figure 6.1. Formality in Samya's Layout design.

Samya used a blank background with no images because it reflected her understanding
of what a formal slideshow should look like. Because she could not obtain a design that
contained images relevant and appropriate to her topic, relying on a blank background
in which two colours were consistently used throughout the slideshow created an
appearance that she considered appropriate for her aim.

Colour choice was another way through which presenters conveyed formality in
their slideshows. Lamar, for example, relied on a light blue background because it

helped her to meet the teacher’s instructions and attain a better assessment.
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Lamar: In the beginning, | chose purple, but then I felt no, it is
very dark. He may say it is inappropriate because he
gave us standards for colours.

Researcher: Ah, so you reconsidered them?

Lamar: Yes, | chose light blue. These things, the details, maybe
you say they are OK, but no, it is exhausting for a person
to try as much as possible to do the thing that complies
with the doctor’s expectation.

Researcher: Ah, with the standards he gave you?

Lamar: Yes, | feel things, formal things, for example some girls
put colours like yellow. You feel it was really disturbing
to the extent that you don’t want to follow and read.

Researcher: Ah, so you think this is affecting you as an audience?

Lamar: Yes, for example if there is someone who did her
slideshow and her colours were organized, cool, and so
on, you feel your eyes are comfortable and you want to
see. You want to read and listen. The more organized a
slideshow is, the more you want to see. It attracts your

attention more.

Lamar changed from a purple background to a light blue one because of the potential
impact of these colours (Figure 6. 2). The change reflected her concern with the course
convenor’s reaction to her choice and showed a calculated decision to follow the

teacher’s instructions to create a good slideshow. At the same time, Lamar’s decision
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was motivated by its potential impact on the audience who could be encouraged to
follow a presentation through the semiotic choices that a presenter took to design the
layout of her slideshow. These choices were not looked at as decorative choices to
create a better looking appearance for their slideshows. They were rather seen as
effective and supportive means to help the audience look at, follow and understand

these professionally-oriented slideshows.

Onychomycosis Onychomycosis

DONE BY: DONE BY:

Figure 6.2. Colour change in Lamar's slideshow.

The change in Lamar’s slideshow from one colour to another reflected her interests as a
meaning maker. Looking at such a choice as a challenge, Lamar struggled between her
first choice with which she was convinced and what appeared to be a safer and more
appropriate choice. That struggle was resolved by her decision to embrace the course
convenor’s instructions to which they were introduced in PS1. For her, colour choice in

slideshows
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. safe side
depends on the personal taste of every girl. Look, I first put this
purple, and | was convinced with it, and | liked it, but when | came, |
felt that I was taking a risk, and I would lose grades. Let’s be on the

safe side.

Lamar’s final choice addressed her priorities which were oriented towards addressing
the teacher’s instructions and attaining a positive assessment. Her choice contrasted
considerably with Fatin’s colour choice which | discussed earlier (See 5.2). While

Lamar prioritized her need to follow the teacher’s instruction to stay on the ‘safe side’,
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Fatin embraced the risks associated with deviating from common textual norms because
she saw in her colour choice an opportunity to stand out among her colleagues. Though
both presenters recognized the design criteria that related to colour choice, each one
addressed colour choice differently in response to her own priorities and needs. In
Lamar’s case, the affordances offered through the blue colour allowed her to attach a
formal layout to her slideshow which she believed was essential for a successful

performance in this event.

6.2.1.1.2  Readability

Readability was associated with presenters’ work to offer slideshows that were
easily understandable and followed by their audience. Presenters relied on a range of
semiotic choices to create a readable layout in their slideshows. Simplicity played a

major role in this aspect. According to Salwa,
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the most important thing is for the slides to be simple, and the writing
is clear, and the background is clear. It should be practical more than
overcrowded, and it should have the important visuals, things which
should have visuals (....... ) one should not put a lot of writing on the

slide. If you talk and people read, it would distract them.

Simplicity was associated with avoiding overcrowded slides, providing clear
background, choosing visuals selectively and minimizing the use of writing. These were
all features that Salwa believed were vital to make a professional slideshow and were
carried out in her slideshow through specific semiotic resources (Figure 6. 3).

Salwa employed a white background with writing carried mostly using black
font while different shades of red and bold black font were used to foreground subtitles,
bullet points and numbers. Variation of colour served as a guide to the audience to
recognize the significance of these elements. In slides 4 and 15, Salwa’s belief in
avoiding overcrowded slides was manifested through the available white space which
dominated the slide in comparison to writing. In slide 12, writing increased
considerably and spatially dominated the slide, but it was arranged within three

rectangular frames which seemed to organize the appearance of writing and avoid
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displaying an overcrowded slide. Salwa was also concerned with selective use of
visuals. In slide 11, she used photographs of the drug she was discussing without adding
any writing, except for the writing included in the medication containers. In slide 15,
she chose to display only one visual while she was discussing contraindications,
precautions and recommendations related to her topic. Because the visual showing a
man undergoing a dialysis session attended to only one of the written elements on the
left side of the slide, it appeared to reflect Salwa’s view on selective use of visuals in

Obijectives Available products:
« Date of approval .
= Mechanism of action and Usage. bfpo’(
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+ Side effects. “\ SRy
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= Advantages and clinical studies. e (canaglifiozin) (canaglifiozin)
= Recent news. | > Tablets [ Tablets 1]
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2- severe renal impairment and in patients on d TE >
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Y
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mLiminuta /1.73 m2): 100 mg once daily 2-diabetic ketoacidosis
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sheuld net be initiated.

Slide 12 Slide 15

Figure 6.3. Salwa's work to maintain readability in her slideshow.

Presenters also relied on colour choice to create slideshows that were easily read
and followed by their audience. Within the observed presentations, specific colours
were commonly used and preferred because they were seen as formal and appropriate to
a seminar presentation. White and light shades of blue and grey were commonly used
for slide background while black was usually preserved for writing on the slides. Blue
and red were also used to highlight important points in writing. These were not only
preferred because of their association with formality in a scientific presentation, but also
because presenters believed they were effective tools in pointing out salient features in
their slideshows. According to Rahaf who was not supportive of choosing a lot of

colours in slideshows (Figure 6. 4),
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Colours I was not (.) if you see my slides, the screen was white. Do
you understand what I mean? I don’t like using a lot of colours, but
you know, | only used blue and red in some formal things to make you
catch the words. While I was talking a lot, you would be able to catch

a word or two.
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Figure 6.4. Colours in Rahaf's slideshow.

Like Salwa above, Rahaf associated a blank and white background with a simple, direct
and practical appearance appropriate for this setting. She employed a white background
for her slides with black font for the writing while highlighting salient points through
using a mixture of blue and red with plain and bold font. In addition to her belief that
these were formal and appropriate colours in this context, her choices were motivated
by a desire to help the audience to recognize important points in the slideshow while

listening to her.

6.2.1.1.3 Coherence

Coherence refers to presenters’ work to establish links between the multimodal
ensembles they offered in their slideshows and the purpose of their presentations (Zhao
et al, 2014). These links supported their efforts to establish themselves as professionals
and extended their previously-discussed attempts to deepen their knowledge and situate
it within their professional context (See 5.3). Presenters employed different semiotic
choices in their slideshows to establish these links without jeopardizing their efforts to
create formal-looking slideshows. One way to create these links appeared through

consistent use of specific visuals in the background of their slides. These visuals were
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not used for their decorative impact, but rather because of their relevance to the topics
under discussion. Hind, for example, included an image of medication containers in

seven slides out of the nineteenth slides she displayed in her presentation (Figure 6. 5).

ia e gibla 5 eall gaa (55 S8 gliie Ledaal Hpa 4 12
Sl slides ) aaai s I col Aialll
o= s chemotherapy 3 W b 5 o ) (bl lemaai ¢35 cia
C e se
Hind: | put some visuals for the appearance, like this one I put
on the side of the slide.
Researcher: Ah, you mean the basic design of the slides?
Hind: Yes, the basic design yes. It doesn’t mean anything, just
links to chemotherapy and that’s it. It doesn’t have

anything.

The glass containers in Hind’s slides appeared in different positions and sizes as part of
her slides’ background. For Hind, these visuals were not used to illustrate or explain
specific points in her discussion. They created a special atmosphere which enabled Hind
to visually orient the slideshow towards her discussion of chemotherapy.

» Serotonin (5-HT3) receptor antagonists : Treatments and Prevention

Th 15 be one of the most effechve classes of anfemets
drugsinthe ion of chemotherapy i vomiting . The three main drug classes used in the
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‘Working by inhibition the action of serotonin by blocking: — Neurokinin-1 receptor antagonists.
the 5-HTS receptors both in peripheryand in CNS . ) }k
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7 ' L o | =
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Figure 6.5. Background in Hind's slides.

Maram also relied on colour choice because of the connections it created with

her professional practice in hospitals (Figure 6. 6).
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Blue, I don’t know I felt it is medical, modern, I don’t know, this is
how I felt. | felt that this shade of blue has something to do with the
atmosphere of hospitals.

BMI — mass(kg)

I . N 2
(height(m))~
BV range — kg/m?
Very severely underweight less than 15

= Severely underweight from 15.0 to 16.0
Underweight from 16.0 to 18.5
Normal (healthy weight) from 18.5 to 25
Overweight from 25 to 30

Obese Class | (Moderately obese) from 30to 35

Obese Class Il (Severely obese) from 35 to 40
Obese Class Il (Very severely obese) over 40

Figure 6.6. Shades of blue in Maram's slideshow.

While other presenters looked at colours in terms of their use to create formal-looking
slideshows, Maram’s use of different shades of blue in her slideshow was motivated by
the association it offered with medical practice in hospitals.

In this section, | discussed three criteria that presenters believed were important
to design an appropriate layout in their slideshows. Formality, readability and coherence
were essential features to create a successful slideshow which supported presenters’
attempts to establish themselves as professionals and help the audience follow and
understand the presented topics and navigate through the displayed slideshows.

6.2.2 Writing

Writing represented one of the essential semiotic modes that presenters included
in their slideshows. In this section, I will first discuss the design criteria that shaped
presenters’ use of this mode and the functions that writing was used to serve. | will also
examine the challenges that presenters faced to use writing and how they addressed
these challenges.
6.2.2.1 Design criteria for using writing

Presenters associated their use of writing with the teacher’s call to them in PS1

to minimize written texts on their slides. According to Salwa,
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the teacher criticizes the girls who put a slide full of writing, and they
read it because OK, you read and | read, so where is the challenge in

educating me!

In addition to participants’ recollections of the teacher’s instructions, overloading slides
with writing was one of the issues that the course convenor repeatedly highlighted in his
feedback to presenters within the observed presentations. Since making seminar
presentations was associated with presenters’ ability to stand out and demonstrate deep
knowledge of their topics (See 5.2 and 5.3), excessive use of writing threatened that
ability and raised questions about presenters’ efforts to project successfully the identity
of competent presenters because it gave the impression that the presenter was reading
her slides, rather than presenting her topic actively.

This was even true for presenters who relied on writing extensively, but did not
read their slides while presenting. During the second observed seminar sessions, |
attended a presentation in which the presenter received positive feedback from the
teacher regarding her topic choice, preparation and performance. The course convenor,
however, expressed his disapproval of the appearance of the presenter’s slideshow
because of the presenter’s extensive use of writing. Although the presenter defended
herself by pointing out that she did not read the writing on her slides, the teacher
insisted that it was not acceptable to fill slides with writing even if the presenter was not
going to read from her slides.

In addition to the teacher’s instructions, presenters avoided extensive use of
writing in slideshows because of its potential negative impact on the audience. There
was a common belief in this community that overfilling slides with writing would lead
to the audience reading the slides rather than listening attentively to the presenter.

According to Rahaf,

el 1 da) peay 8 <oy e JSI) lie WOSH S glasi Lo )" LG ) giSal) LIS
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the doctor told us, he told us “don’t put all the talk down so that
everybody can read it”. Frankly, this is the right thing. | attended
presentations and | would see the writing. It is true the voice was nice,
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but between me and you, I couldn’t help it, I would look at the writing

and read it.

Presenters were warned against filling their slides with writing to avoid preoccupying
the audience with reading the text rather than listening to the presenter and following
the presentation attentively. Fatin, for example, recalled a presentation by one of her
colleagues in which the presenter relied extensively on writing. Although Fatin was
impressed by her colleague’s American accent, fluent speech and confidence, she was
critical of the appearance of her slides because it did not help her to follow the

presentation.
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she spoke quickly and I didn’t understand anything. The slides were
full, the slides were all writing. I don’t like that (.) even with teachers
when they give us lectures, I don’t like it when the teacher writes

everything.

For Fatin, economical, selective and controlled use of writing represented a useful tool
for her to navigate through the presentations she attended and understand their content.
This tool was jeopardized in her colleague’s presentation because it did not offer the
needed assistance to follow the discussion and understand the presenter’s fast pace of

speech.

6.2.2.2 Uses of writing
As a semiotic mode, writing was used to serve specific purposes.

6.2.2.2.1 Recording key information

Writing was used to record information which was considered essential for
understanding the discussion in seminar presentations, such as definitions, symptoms
and treatment. These were displayed through condensed structures and specific fonts
and colours to foreground salient information which aimed to guide presenters while

presenting and facilitate audience ability to understand the presented information.
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6.2.2.2.2 Supporting presenters and audience

As a semiotic mode, writing, was not only significant because of the
informational content it conveyed. It was equally essential because of the support it
provided to maximize presenters’ control and management of their performance. This
was particularly highlighted by presenters who were overwhelmingly concerned about
the possibility of forgetting parts of their speech. This was the case with Hind who
considered writing as a rescue tool to manage her presentation. She was concerned with
the possibility of forgetting part of her speech, confusing ideas and losing control of her
performance. These concerns were partly caused by her shyness and fear of public
speaking. At the same time, she was not confident with her English language skills
because she did not consider them to be reliable enough to assist her if she forgot any

part of her presentation while presenting.
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Frankly, it is very difficult, very difficult because when you prepare at
home, you learn the talk, but with confusion, if you forget one word, |
feel the rest is forgotten. | feel with fear, yes, it is difficult and frankly

that’s why we write.

Regardless of the extensive efforts that presenters exerted to prepare and rehearse their
presentations, their concerns with forgetting their talk and being confused represented
real threats that could be even worsened by fear and stress while presenting. For Hind,
writing represented a tool that supported her memory, allowed her to manage her
performance and most importantly provided a safe resource that she could turn to when
needed.
6.2.2.3  Challenges in using writing

Making a successful seminar presentation in this community did not only mean
engaging in a process of collecting trustworthy information and presenting it. It was
also seen as a display of knowledge, a proof of professional skills and a manifestation of
rigorous preparation. Presenters’ efforts to address these expectations were seriously
questioned by using extensive writing in slideshows. They were expected to make

presentations through which they worked to stand out among their colleagues rather
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than just collect and present information. Overreliance on the semiotic mode of writing
in slideshows threatened a presenter’s ability to fulfil that expectation and raised doubts
about her preparation and performance. In addition to the negative impact of
overloading their slides with writing on presenters’ ability to project the identity of
competent professionals in front of their audience, it was also believed to have a
negative impact on the audience ability to follow and understand the presentation.

To address the general agreement in this community on the need to limit use of
writing in slideshows, minimization of writing was approached differently by
presenters. Many presenters supported their performance by writing down the main
points of their presentations in a small note which they kept in their hands and consulted
occasionally while presenting. This was an acceptable practice in front of the course
convenor as long as the presenter did not resort to reading directly and extensively from
this note. Other presenters relied on their slideshow design to manage their use of
writing in a way that allowed them to write information they considered necessary for
their performance and audience understanding without violating the textual expectations
that related to writing. PowerPoint animation was particularly common within the
observed presentations to distribute information across slides. Hind, for instance, relied
on PowerPoint animation to organize her discussion of the phases of chemotherapy-
induced nausea and vomiting (Figure 6.7). Because of her concerns that she would
forget parts of her speech, she included all the needed, basic information in her
discussion of the phases, but worked to distribute the written information across five
slides to ensure her ability to remember each phase while avoiding to cram all the
information in one slide.

In this section, I looked at how writing was used as a semiotic mode within
slideshow design in seminar presentations in this event. Writing represented an
indispensable mode whose use, was framed by specific expectations and conventions
that presenters needed to address to make a good slideshow and perform well. In
addition to recording salient information on slides, writing was used to support
presenters” memory and facilitate their control over their presentations. Writing was
additionally prioritized because of its considerable impact on the audience in terms of
helping them to follow the presentation and understand the discussion.
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Figure 6.7. Distribution of writing in Hind's slideshow.

6.2.3 Visuals
Visuals represented another indispensable mode in slideshow design in this

event. Presenters’ use of this mode was connected to the course convenor’s instructions
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which encouraged them to rely on visuals in their slideshows more than writing.

According to Hind, the teacher

M osa sha ¢ slide ) siai Y Gl W Ji cJiady 4 ) eall Cang
likes images. He prefers. He says “girls do not overload the slide with

writing, put visuals”.

Compared to his warnings against extensive use of writing and its negative impact on
presenters and audience, the course convenor encouraged students to use visuals
extensively. | start my discussion in this section with examining the design criteria that
shaped presenters’ use of visuals as a semiotic mode. Then, | move to consider the

functions that visuals served to achieve in slideshows.

6.2.3.1 Design criteria
The use of visuals in slideshows was shaped by specific criteria.

6.2.3.1.1  Appropriateness to context

In comparison to the considerable flexibility that surrounded how students
designed their slideshows in PS1, slideshow design in PS2 was shaped by specific
expectations and requirements. Presenters were required to choose visuals that were
appropriate to their professional community and would support their efforts to
demonstrate in-depth pharmaceutical knowledge to the course convenor and their
colleagues. Various types of visuals were used, including charts, diagrams, photographs
and drawings to represent and communicate knowledge. Decorative visuals and
animated cartoons were avoided because they jeopardized the professional nature of
these presentations, confused the audience and threatened presenters’ ability to appear

as competent professionals (See 6.2.1).

6.2.3.1.2 Appropriateness to audience
In addition to employing visuals which were appropriate to their professional
context, presenters’ use of visuals was also constrained by the extent of their

appropriateness to the audience. According to Salwa,
SR 5 Ay (i sea Dl i ¢ Cpalla ) aladS duulie (5S5 a5 ) peall

Visuals must be suitable to the people you are addressing, for example

people who get scared or who are disgusted.
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To make a successful presentation, presenters needed to consider the nature of their
audience while designing their slideshows to choose visuals that their audience would
find acceptable and appropriate.

In her discussion of obesity, Maram pointed out that the number of women
affected by obesity was considerably larger than men. In her slideshow, however, she
relied on photographs of obese men more than women which she believed was

necessary because of the male teacher in the course (Figure 6.8).
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If you notice, I avoided putting photographs of women and things like
that (.) 1 mean part of the body has to be exposed. So if | put female
(.) although photographs of women with obesity are considerably
more common, so | did not choose female. | chose photographs of

male and | only used decent photographs.

Figure 6.8. Photographs of male patients in Maram’s slideshow.

Although visuals showing female patients were more relevant to her discussion, Maram
felt that she could not choose these visuals because of the male teacher whom she
prioritized over the majority of her female-only audience. In addition to choosing
visuals showing obese men more than women, she included decent photographs in
which patients’ bodies tended to be covered. Despite the fact that her presentation was
situated within a community of pharmacists whose professional practice entailed

coming into contact with all types of scientific visuals, it seemed that Maram
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approached this aspect of her slideshow design as a student under assessment rather
than a professional.

Layla’s use of visuals was similarly constrained by the nature of her audience
(Figure 6. 9). She was concerned about the effect of the severity of the visuals she
needed to use to discuss the diagnosis and assessment of opioids dependence in her
presentation. Her concerns, however, were directed towards the effect of the displayed

photographs on her colleagues.
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One of the things which they examine is the needle mark. It is frankly
the lightest thing I felt I could display so it won’t emotionally distress
the girls (...... ) You are talking with an audience that consists of
females only, females and young. Maybe if | give it to doctors in a

big conference, | can show them photographs which are more severe.

» Substance use history provided by the
patient

» Results of the physical examination
» Investigations

S

Figure 6.9. Photographs of needle marks in Layla’s slideshow.

Despite the scientific orientation of seminar presentations in this event and presenters’
efforts to explain and illustrate their topics in a professional manner, their semiotic
choices were constrained by the audience they were addressing. In her discussion of
diagnosis and assessment of prolonged drug abuse, Layla employed two photographs
that attended visually to one of the points listed in writing on the slide. Although she
could have included more visuals to explain other aspects in the slide, she chose
photographs of needle marks because she considered them to be milder and more
appropriate to her young, female-only audience. She anticipated what her audience

would like, accept and approve of in this event and she addressed that expectation
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through using these specific visuals. At the same time, Layla’s current choices did not
dim her awareness that addressing a more professional audience as in a conference
presentation would require and allow her to choose visuals through which she could

address the requirements of her topic without reservations.

6.2.3.2 Uses of visuals
Visuals were used in seminar presentations to achieve different purposes.

6.2.3.2.1 Explaining scientific content
Participants used visuals to explain and illustrate their topics. According to

Layla, visuals represented
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explanatory tools, you don’t even need the writing. They are enough

to explain and understand the information better

As a powerful semiotic tool in seminar presentations, visuals were used at times instead
of writing to support their discussion and help their audience understand and follow the
presented information.

Presenters employed visuals to support their explanation in different ways.
Fatin, for example, explained the symptoms of PCOS through combining speech,
visuals and writing (Figure 6. 10). The visuals, however, were particularly significant
because they helped her to bridge the gap between common understanding of some of

these symptoms and their scientific meaning in relation to her topic.
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There were a few symptoms that if [ don’t put any visuals, it would be

OK. Like acne, it is OK, people know it, but the last one I didn’t know
what it was. (xxx) We took it, a black thing, but what is it? It turned

out to be people who have dark spots on the skin of their necks. Many
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women have this, but it isn’t because she doesn’t take care of herself.
It is hormones that cause this (.......... ) so this photograph is of a
woman, look at her neck, so I used it, so that they can understand.
Also, thin hair at the forehead, some girls may not understand, so | put
it, so they don’t need to read the text. It is among the symptoms, thin

hair, acne and so on.

Fatin placed greater significance on using the visuals to explain ‘acanthosis nigricans’
as a symptom commonly misunderstood by people. Instead of associating patients who
suffered from this symptom with poor personal hygiene habits, Fatin used the visual to
bring to light the symptom as a physical problem associated with PCOS. The written
captions in the table were secondary in importance because of the illustration provided
by the visual illustration which Fatin relied on to enable her audience to understand the

symptoms without necessarily needing to read the captions.

Symptoms of PCOS:

==

S
o

Figure 6.10. Visual illustration of symptoms in Fatin's slideshow.

Although she was concerned with specific symptoms that she believed were not
previously known by her audience, she adopted a consistent design in which each visual
in the table was accompanied by a brief written caption to explain the symptoms. These
choices were important in this event because of the seven-to-nine timeframe that
presenters needed to follow which did not leave adequate time for explaining lengthy
writing on slides. In this way, visuals represented practical and helpful solutions that
saved presenters’ and audience time and facilitated presenters’ work to represent and
communicate knowledge.

Visuals were also useful to explain aspects of knowledge that were not
commonly highlighted by presenters within the observed presentations. This appeared

in Rahaf’s slideshow in which she used photographs to introduce her presentation on
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trichotillomania and raise awareness among her audience of patients’ plight and
suffering. While preparing for her presentation on the rare hair-pulling disorder, Rahaf
noticed that her colleagues did not consider the topic to be important enough for a
seminar presentation. In addition to its statistical rarity, most of her colleagues had not
heard about trichotillomania before and did not consider it as a serious medical issue in
comparison to other serious health issues, such as kidney and heart diseases. Because
she believed that this reaction posed a considerable threat to how the audience would
respond to her presentation, Rahaf introduced her topic with a story of a real
trichotillomania patient that she watched on YouTube. She supported her speech about
the patient with displaying five photographs across two slides that she extracted from
the YouTube video she watched (Figure 6. 11).

Figure 6.11. Photographs in Rahaf's introductory slides.

Rahaf’s use of photographs in her introduction was significant in comparison to
how other presenters introduced their topics. Rather than following the common textual
practices in this community to use medically-oriented visuals to introduce their topics,
Rahaf offered a photographic display of trichotillomania to highlight the impact that the
disorder has on patients. To introduce her topic to the audience and gain their attention,
Rahaf employed a series of semiotic choices that were not commonly used in designing
introductions of slideshows in this event. She chose a real story and offered the patient’s
name and briefly described how this patient was transformed by trichotillomania from a
healthy child to a sick adult. Combining the story with the visuals in Rahaf’s
introductory slides deviated from the common norms and expectations in seminar
presentations which tended to adopt an impersonal and distant approach towards
patients. The photographs that Rahaf extracted from the video showed the patient first

as a healthy child, surrounded by family and friends. In these photos, the child was
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shown through a frontal angle that helps to initiate audience involvement with the
represented participant in the photographs. When Rahaf moved to describe the effect of
trichotillomania on the woman in the following slide, she employed visuals that showed
the patient alone with the symptoms visibly clear on her appearance. The oblique angle
through which the woman was shown in these slides created a sense of detachment
between the represented participant in the photograph and the audience. This sense of
detachment was appropriate for this context because it echoed professional practices in
health care which presenters had towards their patients in terms of identifying health
problems, examining physical symptoms and offering appropriate treatment. As a child,
the patient seemed to be a happy, normal child surrounded by family and friends. As a
grown-up, on the other hand, the patient was shown alone and she was no longer
looking directly at the audience. It was rather the audience who were looking at and

examining the patient.
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Researcher: Why did you start it with a story? | saw your

colleagues starting with the title or an outline. |
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also saw people starting their presentations with
statistics.

Rahaf: A lot start this way.

Researcher: You started with a completely different thing.

Rahaf: Yes, because there are topics that don’t need that.

There are topics that | cannot start with an
outline. They don’t know what it is. I come and
say like 60% have this, 30% have this, but what is
it? Most of the girls didn’t know what it was.
When | was rehearsing and practising, only two
said they heard about it. The rest were shocked
that it was really a disease. They thought it was a
psychological issue.

Researcher: Mmm a psychological thing?

Rahaf: Yes, they thought it was nonsense, a trivial issue.
No, it isn’t like that. This is a disease and really a
lot of people suffer from it in Saudi Arabia and
there are no statistics about it.

Researcher: And that’s why you had to bring a story?

Rahaf: Yes, so that they can feel it and get affected, no,

no, that’s impossible, oh my God, that’s why.

Although other presenters showed interests in exploring and understanding emotional
and personal aspects of their topics, only few of them attempted to bring these aspects
to light within their presentations. Unlike commonly depersonalized displays of
patients’ symptoms in other presentations, Rahaf’s photographs aimed to bring to her
audience a story of a real patient which were used to bridge the gap that Rahaf identified
between what she considered to be a serious disorder and her colleagues’ attitudes
towards the topic. Rahaf’s use of visuals to change her colleagues’ attitude and inform
them was not surprising, considering the importance that presenters attached to their
colleagues’ views of their presentations. She needed to attract the audience attention and
trigger their sympathy and understanding towards trichotillomania patients to make a
successful presentation. These photographs additionally allowed Rahaf to address

aspects of meaning that could not be safely communicated otherwise without sacrificing
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the professional nature of her presentation. Despite their deviation from common textual
practices in this event, Rahaf’s introductory story and its accompanying photographs
received a positive reaction from the course convenor who commented positively on the
story and praised her companionate attitude towards patients, but he advised her to
combine the effective impact of the story and the visuals with the statistics she
presented near the end of her presentation. While discussing the presentation with
Rahaf, the teacher told Rahaf that combining the story with the statistics was important
to enhance the impact of the story and ground her presentation within the norms and

conventions of professionally acceptable presentations in this community.

6.2.3.2.2 Establishing credibility
A common textual practice among the observed presenters appeared in
displaying the logos of the websites they consulted to prepare their presentations while

introducing their topics (Figure 6. 12). According to Salwa,

OsSs Oldie Lladl 8 (L, Yo & saadl & references dbls cus
e A A Ul 3 (FDA 8 o (B dl) 5 oy Ll sl lie ccredibility
.Credibility 0S8 oS cu 8 el old @5 Ul s il glaall
| put the references at the beginning and at theend (........... ).At the
beginning for credibility so that when a person sees it, they will see
that I looked in the FDA. Then, all my information that will come

later, I can trust you. You read thoroughly so it provides credibility.

Presenters used this display as an evidence of their knowledge, an indication of their
efforts and an invitation to their audience to trust the content of their presentations. It
represented a way to address the course convenor’s call to students in PS1 to rely on
credible and trustworthy resources to make their presentations.

Within the observed sessions, the course convenor commented only on the
display included within Lamar’s slide below in which she included the Wikipedia logo
which he described as an inappropriate resource in this context. There were, however,
many other presenters who relied on similar general websites, but none of them referred
to any of these websites in their slideshows. They included logos which were directly
related to their pharmaceutical practice, such as Medscape, FDA, SFDA and Ministry of
Health which reflected presenters’ attempts to establish themselves as professionals in

pharmacy and align to common views of what was considered as academically and
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professionally acceptable resources. Social networking sites, such as YouTube,
Instagram and Twitter which I described earlier represented significant resources for
other presenters who relied on them to make their presentations without referring to
these sites within their slideshows (See 5.3.5). Presenters appeared to adopt a selective
approach towards the logos they included in which their awareness of the general and
non-specialized nature of these websites prevented them from including these resources

in their slideshows.
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Figure 6.12. Display of logos in seminar presentations.

6.2.3.2.3 Supporting speech and writing

Presenters also used visuals to support the semiotic modes of writing and
speech. In addition to using visuals to explain and illustrate specific information, visuals
were also used to enhance the meanings communicated through other semiotic modes.
Samya, for example, employed a drawing in her introductory slide to support the verbal
explanation she used to introduce her discussion of counterfeit drugs. When Samya
started preparing and rehearsing her presentation, she noticed how her colleagues found
it difficult to follow her presentation because they were not familiar with the technical
term ‘counterfeit’. They asked her to translate the word while she was rehearsing her
presentation and they also advised her to offer easier and more accessible alternatives
within her presentation that would help them understand and follow her discussion. To
address her colleagues’ comments, she designed her introduction in a way that
combined speech, writing and a visual drawing to illustrate the meaning of counterfeit
drugs (Figure 6. 13). Samya looked at the drawing in terms of the general atmosphere it
provided to introduce her topic.
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There are some visuals used for their appearance because they let you
join in the atmosphere, like this visual, I wasn’t going to talk about it.
It is just an introduction, but | put it so that it conveys to the person

the importance of the topic or danger.

Unlike the common use of snakes in medical fields as a representative symbol of
pharmaceutical extraction of medication, the snake displayed in Samya’s introductory
slide highlighted the universally acknowledged and harmful nature of snakes. Although
she did not refer to the drawing while introducing her presentation, she counted on the
drawing’s ability to create an atmosphere of threat and danger that helped to

thematically orient her audience to the hazardous effect of counterfeit drugs.

"People don’t die from couNTERFEIT
DRUGS . | {[IK:

carrying a fake
handbag or wearing a
fake t-shirt. They can
die from taking a
counterfeit medicine.”

FoWara Zucker, ASSIStant Director General Br
Heam Techology 300 Pranmaceuticale 2t
WO

Figure 6.13. Introductory slide in Samya's slideshow.

6.2.3.2.4 Attracting audience attention
Presenters also relied on visuals to gain the audience attention and increase their

engagement in the presentation. According to Salwa,

safin | iy I ad sl Jeadl ) o€ visual 058 G o2 Lale 3 JBE < Lage s
Al i Ul 3 e Jass a3 ils | 23S 208 IS LK glide ) oS Le Js ¢
A0S (058 Lo Ja ST S g aad gl ae b jgaall S5 U T ENENp. g Y0
e anl gl el o) i (s il S

He taught us, he said to us that when things are visual, they will be

better for the person who is following. It will attract more, instead of
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having the slide full of words, words, words. A person would be
bored. There is nothing to attract my attention, to make me focus
............ Visuals help a person to focus more, instead of having it all

in words for a person to read and read. One will be bored.

Effective use of visuals was seen as a sign of success in seminar presentations to
represent and communicate knowledge. This use also extended to the potential impact
that visuals have on helping the audience understand and follow these professional

presentations.

6.2.3.2.5 Conveying confidence

While extensive use of writing in slideshows was discouraged because of its
negative impact on presenters and their audience, presenters in this community were
highly encouraged to rely on scientific, pharmaceutically-relevant and professionally-
oriented visuals. In addition to facilitating the discussion of their topics, relying on
visuals was seen as an indication of presenters’ advanced linguistic and presentational

skills. According to Hind,

Lo (8" sa sha o slide ) siad ¥ i " Joiy cJuady g8 ) gaall gy 53S0l
olad | 8 pea e 8 le Ll slide ) (AN ¢ gudy LA el oLd Lo iy Al £LS
IS Al 58 ) pem itkaa L S L 550 cong ¢ pllday (o)) B peall £ 0
G | Ll e A8 5 58 o) ) sganll aad GlS ey Mol 3 A8 e ) ¢
o 5 s daald
The teacher likes images. He prefers. He says “girls do not overload
the slides with writing, put visuals”. Ma sha Allah?, there were some
girls, ma sha Allah, weren’t afraid that they forget so you would find a
slide that consists of a visual. She would go on about explaining the
image ((laughing)). He enjoys that. He likes that a lot. He says “the
more visuals you put and the less writing you use, you convey more
confidence”, as if you are conveying to the audience Oh this one is
self-confident. She understands her topic and she can speak fast.

2 ‘Ma sha Allah’ is a commonly used Arabic phrase among Muslims which indicates praise and
admiration to the topic of conversation while acknowledging and recognizing God’s grandeur and grace.
In Islam, this phrase is used to protect the person admired from the evil eye which may result from envy
and greed.
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Being able to include and explain visuals in their slideshows without the need for
extensive writing to support them enabled presenters to appear as confident and
competent speakers. For Hind, and many of her colleagues, this was not an easily
unproblematic goal to achieve. Hind admired presenters who were comfortable with
displaying visuals and explaining them without any writing to read or consult.
6.3 Speech in Seminar Presentations
As a semiotic mode, speech is connected with linguistic and paralinguistic

features that speakers employ to represent and communicate knowledge. While
linguistic features enable speakers to “articulate and connect the chosen words and
syntactic structures that make up the meanings they wish to express”, paralinguistic
features, such as tone and intonation entail features, such as speakers’ “attitude towards
the topic and the audience; their intention of affirming, exclaiming or questioning; their
emphasis on key words or ideas, etc.” (Morell, 2015, p. 140-141). Examination of these
features pave the way for a better understanding of how they contribute to multimodal
meaning making. In this study, engaging with speech was generally described as the
most challenging aspect in preparing seminar presentations. In this section, I will look at
the design criteria that shaped presenters’ use of speech and the functions it served
within seminar presentations. The section is concluded by examining the ways through
which presenters managed the challenges associated with using this mode in seminar
presentations. Because of the methodological constraints that | faced while conducting
this study (See 3.5.7), my examination of this mode will be based on interview data and
observational notes. Although these instruments provide data that miss the intricate
details of using this mode in seminar presentations, they shed light on this mode as a
motivated sign by focusing on what presenters prioritized in using this mode.
6.3.1 Design Criteria for Using Speech

Participants in this study associated their use of speech with specific criteria
which they believed were necessary to use this mode efficiently to make their
presentations. These included pronunciation, grammatical accuracy and a native-like
accent.
6.3.1.1 Pronunciation

Considerable attention was devoted to accurate pronunciation in this event,
especially of medical and scientific terminology. In fact, when students talked about

English language use and the challenges associated with total reliance on English to
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make their presentations, they often focused on pronunciation more than any other
aspect. It required them to rehearse and practice extensively to ensure that they were
able to pronounce words correctly. Participants described how the course convenor was

particularly strict with accurate pronunciation of scientific terminology, especially in
relation to drugs and medications.

e S e sl S 3 aal o language ek o3 dsh
& hlel (Kan 43 50Y) A L sead (saxy S8 pronunciation )
Ll o) ki 2SS
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Hind: The first thing is the language. This is the most important
thing. The doctor also focuses so much on pronunciation
especially in medicines. | can make mistakes in speech.
My pronunciation could be wrong

Researcher: But in medications, it is not acceptable?

Hind: Not acceptable. | lost a grade because | have mistakes in
some words (.) It was not allowed, forbidden because you
pronounce a medication incorrectly, one letter is wrong,
we will think it is another medicine. He always focuses on
medicines and even if girls, if she mispronounces a
medicine wrong, he corrects it for her. While she is

speaking, he corrects the name of the medicine.

Considering the fact that the course convenor’s feedback within the observed seminar
sessions was typically given after the end of each seminar presentation, inaccurate
pronunciation represented an exception to that consistent practice. This exception
represented a threat that caused presenters to loose grade in the same way that Hind

above lost a grade because she mispronounced names of drugs in her presentation.
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Inaccurate pronunciation of medications and treatment was avoided because of
the potentially devastating consequences that may result from a mispronounced formula
or prescription. They associated accurate pronunciation not only with making a good
seminar presentation, but also with their professional responsibility in pharmacy.
Although preparing for these presentations did not involve direct contact with patients,
the possibility of mistaking one medication for another due to mispronunciation and the
potentially negative impact of such mistakes highlighted accurate pronunciation as an
integral feature of their use of speech.

The course convenor’s immediate feedback on inaccurate pronunciation
questioned the quality of presenters’ work and preparation and threatened their efforts to
attain positive assessment. Moreover, a presenter’s ability to accurately pronounce
medical terms, especially medications and treatments had a considerable impact on her

image as a successful professional. According to Salwa,

(padd o ) cue i) Gl CaS ALK Cajrg ()5S a Y AllS J s o e 2al 4l
e 10 and Jsiy
One cannot come and say a word, she needs to know how the word is
pronounced. It is shameful for a person to come and say the name of
the drug in the wrong way.

The accuracy of pronunciation exceeded the potential harm it may cause to patients to
its impact on presenters’ views of themselves as professionals. It was equally significant
for how they viewed themselves in relation to other members. Salwa’s use of the word
“cue” (shameful) carried a mixture of meanings in Arabic connecting inappropriateness,
shame and repulsiveness. Because the word’s use is usually associated with socially
inacceptable behaviour, its use by one of the participants in this event brought to light
the impact it created on a student’s image among other members in this community. In
this case, inaccurate pronunciation represented a source of shame that distorted a
student’s image as a presenter and a professional in relation to other members in her
community.
6.3.1.2 Grammatical accuracy

Unlike the attention that was given in participants, accounts to accurate
pronunciation described above, grammatical accuracy did not attract similar attention.

Presenters managed this aspect of their speech by adopting the grammatical structures
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they came into contact with through consulting scientific resources, seeking help from
more competent language users and adequately rehearsing their presentations before
they presented in front of their teacher and colleagues. Minor errors, such as subject-
verb agreement and adjective-adverb differentiation that did not impact presenters’
ability to communicate with their audience were not pointed out by the course convenor
and presenters were not preoccupied by them during their practice sessions or actual
presentations. Within the seventeen observed presentations in this case study, the course
convenor commented on the accuracy of language structures in only two presentations
in which presenters struggled with basic sentence structures in a way that affected the
smoothness and intelligibility of their talks.

6.3.1.3 A native-like accent

The accent in which English was spoken represented an important aspect of
speech for many students in this event. Speaking with an American or a British accent
was particularly valued because it was seen as an evidence of a speaker’s mastery of
English language skills. If a presenter spoke English with an American or a British
accent, she would be seen as a competent language speaker who was in control of using
English competently and successfully. A native-like accent represented a socially
significant issue among Saudis because it was often seen as an indication that the
speaker has been in private education in school. In Saudi Arabia, private school
education is mainly sought because of the focus it provides on nurturing English
language skills among learners to provide them with an advantageous head start in
university studies and professional practice afterwards. A native-like accent was also
considered as an indication of the social and financial status of speakers. There was a
common assumption that such accent meant that the speaker was rich and has travelled
around the world.

Fatin, for example, believed that an American accent was indispensable for a
good and convincing performance. Although she received a positive feedback on her
presentation, she repeatedly expressed her dissatisfaction with her English language
skills during our interview. When | asked about what she wished to improve in her
language, she particularly highlighted the accent which she considered as a hard-to-
reach goal that was not available to her despite the long years she spent studying
English in private education before joining the university. This view was also extended
to how she assessed her colleagues’ performance in terms of their accent more than any

other aspect.
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Fatin:

Researcher:

Fatin:

Researcher:

Fatin:

Some girls I know them, they are not very good in
English, but when she presented, she spoke English
well.

How? What do you think happened?

Yes how? Maybe if I didn’t know them and I heard
them, | would say this girl is not even Arabic. Some
girls were that good.

What do you think the reason for this? Especially for
those you described their language as not very good?
Some people have English, but don’t have the accent.
Some people have. | see this with my two brothers.
They have the same level. They are twins, it is the
same, but one has the accent. When he speaks, | tell
him that he sounds like he has an American mother or
something. My other brother no, they speak well, they
are twins, it is the same, but the other one does not
have the accent. He says he can’t say it like the other
one. Girls who are like that, who have the accent, it is

very good.
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An American accent seemed to be a separate and independent asset in relation to
English language proficiency. As students worked together for years since they joined
the College, they recognized each other’s weaknesses and strengths, especially those
related to English language skills. Fatin assessed her colleagues’ presentations in terms
of the accent they were able to project. Her prior knowledge of their limited abilities
with English contrasted considerably with her surprise at their American accent while
presenting which made them appear capable of speaking English as if it was their first
language. In the same way Fatin perceived her American-accented brother with
admiration, she admired students who had that accent because they seemed to her to use
English in the right way. For these students, having the accent was u« S “good” because
it conveyed competence and mastery over the language.

The attention given to a speaker’s accent was not connected to other aspects of
language use, such as grammatical accuracy and pronunciation, the extent of presenters’
efforts or the content of their presentations. In fact, an American or a British accent
seemed sometimes to outweigh the value of other aspects associated with speech in
these presentations and that appeared in how they viewed their colleagues and assessed
their presentations. Lamar, for instance, expressed her dislike towards one of the most
successful presentations within the observed seminar sessions because of the presenter’s
accent. Despite the fact that the presenter received a full grade and a positive feedback
from the course convenor, Lamar expressed her disapproval of that presenter’s work

because of her accent.

B 5 el glaa ladic dl oL Lo oo (R cAay yu 8 ye S 5 A 3 e (g 3l OIS
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Her English was really bad and she was so fast, but she had
information, and she has read really well. Her knowledge made the
teacher overlook her English, and he gave her a full mark because she
knows the information, she knows the dose, she knows the price, she
knows everything as if everything she has read was in her mind, but |

don’t agree with that.
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In one of our informal talks, Lamar spoke about the importance of having an American
accent because it was easier on the ear to hear and it showed that a speaker was able to
speak English fluently and accurately. Although Lamar acknowledged the presenter’s
in-depth knowledge and thorough preparation, she assessed her colleague’s performance
in terms of her accent, rather than her ability to use the language to carry out the task in
a comprehensible way. It did not matter to Lamar that the presenter was not struggling
with grammatical accuracy or comprehensibility in her talk, the presenter’s performance
was judged by Lamar in light of her accent. Lamar’s belief in the significance of accent
was strong enough to the extent that she believed the teacher did her colleague a favour
by concentrating on other aspects of her presentation and overlooking her accent.

This overemphasis on the value of accent appeared also in students’
dissatisfaction with their own language skills. Throughout this study, different students
approached me to ask about tips that I recommended as an English language teacher to
improve their language skills. I noticed that many of them were asking about their
desire to change their accents because they wished they could speak English, as they
framed it,

) il s
as if it is my original language

They wished to have an American or a British accent because they believed it was a
prestigious asset among other members in their community. It did not matter to them
that their current knowledge of English enabled them with adequate preparation and
practice to use the language according to their needs to communicate comprehensibly
with others and attain good grades in their studies. The accent was vital to claim the
status of a proficient English language speaker and project the image of a competent and
professional presenter which they valued and aspired to attain.
6.3.2  Uses of Speech

Presenters considered preparing their speech as the most challenging aspect in
seminar presentations. They used this semiotic mode to articulate their knowledge while
using visuals and writing as supportive tools. Although visuals were at times used to
convey specific meanings independently of verbal articulation, speech represented the
major mode through which they represented and communicated their knowledge. In

addition to communicating scientific content, students’ ability to control and utilize the
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semiotic mode of speech in accordance with common values in this community
appeared to be equally important to its content.

Governed by the immediacy that surrounded its production and reception,
presenters prepared and rehearsed their speech ahead to maximize control of their
performance which seemed as important as the content of their speech. Control of this
mode, however, was not easily achieved by all presenters who seemed to share a
common concern regarding their ability to use speech effectively while relying
exclusively on English. I have previously pointed out the common belief in this
community which considered proficient use of English as a guarantee of success in
seminar presentations (See 5.4). Throughout my stay at the College, students often
described their experiences with preparing for their presentations through pointing out
that

il dals sl the most important thing is the language
and

Litia Jidid ) 8 elY) 2 430 Janguage is the base in our presentations

While, according to students, mixing English and Arabic was a common practice
in many of the other courses and activities in the College of Pharmacy, Arabic was only
used in seminar presentations when presenters discussed their work with the course
convenor. It was not, therefore, surprising to hear the year-five students speak about the
significance attached to having an excellent command of English as a prerequisite to
successful engagement in this event.

6.3.3 Managing the Mode of Speech

Considering the significance attached to speech as a semiotic mode and the challenges
associated with its use in this context, presenters managed their use of speech through
relying on specific practices.

6.3.3.1 Regular contact with scientific materials in English
Presenters’ regular contact with scientific materials in English represented a
major source of assistance to prepare their speech and make their presentations.

According to Maram,

L2l Alaad) 1 L)) Y onn i 1 padAA dllae closai SLSH i (5 L 2a

LSS 1S adA ¢ text o
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After you read, the same words just stick in your mind. You
unintentionally say the sentence you take from the text. That’s how
you remember it.

Regular contact with English through reading, attending lectures, studying and watching
videos allowed presenters to adopt many of the phrases and sentences they came into
contact with which facilitated their ability to construct their speech. This was especially
highlighted by presenters who were not confident or comfortable with using English
beyond their disciplinary studies. For Salwa, the benefits of this regular contact was
invaluable to manage her PS2 presentation in comparison to her presentation in PS1
which she described as more challenging.

in o=da Ua) oY cmas o 50 S scientific 4 culall Ll o 5l
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Salwa: The scientific part was not really difficult because we
already know it in general. We understand the written
materials, but the challenge was when | did the
presentation last year. It was completely different. We
had to say it in English. The words were a bit difficult, |
had to translate. | had to know the grammatical rules so it
was because my topic was different, but here it is much
easier.
Researcher: You mean that you don’t worry about the language as

much now because it relates to your studies?
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Salwa: Yes because that presentation was different from what |
was accustomed to, but it depends. Some girls speak
English in their personal lives so it is not a challenge for
them. It is different for someone who speaks English. For
me, I don’t have anyone around me speaking English so
the ‘circus’ was a challenge for me, but if I give it to
someone who watches movies and has somebody
speaking English with them, it depends on the person

herself.

Unlike many other students who described their PS1 presentations as easier and
less stressful, Salwa found her year-four presentation challenging because of the nature
of the topic which represented an unfamiliar territory in relation to using English. In
contrast to how she was used to discuss, read and study about pharmaceutically-oriented
topics using English in the College, making a presentation about the ‘circus’ in PS1 in
English was different. It required a different type of vocabulary knowledge that Salwa
did not have access to at the time. Though it was common among presenters to look at
year-five presentations in terms of the extensive efforts they required and the meticulous
assessment criteria they entailed, Salwa’s description above sheds light on one of the
personal challenges that made her describe the year-four presentation as more
challenging and demanding. Her unfamiliarity with the nature of the topic was only one
aspect of that view. She was equally focused on her inability to relate to the topic by
discussing, researching and approaching it in the same way that was available in the
making of her pharmaceutically-oriented PS2 presentation.

Although many presenters wished to improve their English language skills, their
current command of English seemed efficient and appropriate in relation to their
previously-prepared and well-rehearsed presentations in PS2. Discussing their work
with the course convenor, however, represented a different challenge because their
regular contact with English scientific materials did not necessarily offer them the
support they needed to engage in that discussion efficiently. Discussing their work with
the teacher often involved the need to explain their choices and elaborate on the content
of their presentations beyond their prior preparation and sometimes beyond even the
boundaries of their topics. In this way, using English to prepare their presentations and

using it to engage in dialogue represented different challenges. According to Salwa,
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My English is not really perfect, but because we have a presentation,
we practiced. We tried to pronounce the words correctly, work on the
grammar, but maybe as a conversation, a long conversation a bit
because we are mostly scientific, regardless of how we try in other
things. May be it is less when it is scientific. This is what made us
know what to talk about because we studied all of it, so we know how
to pronounce this and talk about that and we understood, so it had an
effect what we were talking about.

Regular access to scientific language in English and through preparation may
have facilitated presenters’ ability to make their previously-prepared and well-rehearsed
presentations in English, but it did not have the same impact on their ability to discuss
their work with the teacher. Many presenters highlighted the gap they felt existing
between their search and use of information in their presentations and their concerns
regarding their ability to attend confidently and successfully to the course convenor’s
feedback. Although this feedback was triggered by the content of their presentations, it
was common for this feedback to extend beyond the boundaries of their topics by
requiring presenters to elaborate on presented issues, justify their choices and assert

their knowledge.

6.3.3.2 Year-five colleagues
Presenters also relied on help from their colleagues who were more proficient in
English to prepare their speech and the writing on their slides. Samya explained how

this helped her to compose her talk.
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Samya: First, the things that | bring, the talk that | write, these
require me to sit down to work on them. This is unlike
the parts I bring from a website, | put it down,
summarize it and put connectives in it and work on it and
the rest remains as it is.

Researcher: You mean the talk that is like definitions and things like

that?

Samya:  Yes, things which I bring from the website have very
simple adjustments. They don’t take time. I only
summarize, but these I brought pictures. I mean they don’t
explain them in the website, so | go later sit down and
write all the words and then | go and show it to one of my
friends or someone else who is good in English to see if
there are mistakes in grammar or something like that.
Then, after | make sure the sentences are correct, they
originally came from me, so it is easy to say them. Even if
| forget the talk, 1 will not forget these sentences because

they are easy for me, because I chose easy words.

Samya divided the construction of speech in her presentation into two parts. The
first reflected the common practice among presenters to extract parts of their speech
from scientific materials, such as definitions, lists of symptoms and statistics. These did
not require much alteration as presenters worked to combine phrases and words,
incorporate them within the body of their presentations and rehearse them afterwards.
The second part was more challenging because it related to preparation of issues which

required presenters to construct talk from scratch as in elaboration of points or
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description of visuals. In Samya’s account, construction of speech started with her own
work, but was supported later by consulting more proficient speakers of English who
helped her to connect different sentences, eliminate any possible errors. These
consultations did not threaten the originality of her work as a professional presenter
because they represented a secondary, but invaluable supportive step to her own

preparation and choice of words and structures.

6.3.3.3 Arabic
Another significant source of support in constructing their speech appeared in
presenters’ accounts of how Arabic, i.e. the native tongue of the participating presenters,
played an effective role in facilitating their engagement in this event in two significant
ways. As presenters worked to prepare for their presentations, they often came across
new and unfamiliar scientific information. Some of this information was challenging to
absorb and presenters needed to understand it before incorporating it in their
presentations. Many of the students spoke about accessing Arabic books, websites and
YouTube videos to familiarize themselves with new ideas and challenging concepts.
According to Maram,
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You know there are things I didn’t understand. They are complicated
in English, so I go and read them in Arabic and | translate them in my
way, in my way. | would use simple things, simple to reach out to my
friends because | know how to reach out to them because our language
is almost the same. | mean there are many things where | go to Arabic
references where the scientific language is very complicated here. |
read them in Arabic and then | just know what scientific stuff I am

going to use.

Arabic materials provided a useful tool to access complicated aspects while
preparing their presentations. Presenters believed that successful participation in
seminar presentations moved beyond what was offered to the audience to building deep
knowledge of their topics to maintain the confidence needed to present and prepare for

the potentially thorough feedback ahead. Consulting Arabic resources was, thus, valued
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because it provided the presenters with a valuable opportunity to facilitate that in-depth
understanding of their topics. In addition to understanding their topics, presenters also
incorporated the information they accessed in Arabic in their presentations. Their
knowledge of each other and their regular contact with scientific materials in English
made it possible for them to extract the needed information from Arabic sources,
coordinate it with materials derived from English materials and present it in English in
accordance with the needs of their audience.

Arabic also played a major role in facilitating presenters’ engagement with the
course convenor’s feedback. Considering that many students were not comfortable with
speaking English beyond prior preparation, Arabic served as a communicative tool to
enable presenters to discuss their presentations with the teacher. According to Fatin,
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It is enough that the presentation is all in English, but the discussion

make it in Arabic because he sometimes asks about things that are not

related, are not related to the topic.

The potentially thorough and unpredictable feedback in this event made Arabic
appear as a rescue mechanism that enabled presenters to discuss their work. It appeared
to liberate presenters from worrying about using English beyond their previously-
prepared work by providing them with a highly valued opportunity in this community to
elaborate on their work and explain their choices while addressing the course
convenor’s comments. For many, this opportunity was invaluable because it allowed
them to maintain the confidence and control needed to perform successfully in this
community. By setting them free from worrying about communicating in English only,
Arabic allowed them to focus on comprehending the content of their explanation and
manage their performance in a way that saved the professional and competent image
they strived to create and maintain.

In this section, I looked at the social practices surrounding speech as a semiotic
mode in seminar presentations. The chapter highlighted the significance attached to
accurate pronunciation because of the course convenor’s attention to this aspect and the
association created between this aspect and the professional responsibility and image

that presenters aspired to create and sustain. Attention was also given among the
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students to presenters’ ability to project an American or a British accent. While accurate
pronunciation was managed through practice and consultation of relevant resources, the
accent represented a harder goal to achieve that was highly valued among students.
Discussion also highlighted the means through which presenters managed the
construction of their speech. These included regular contact with scientific materials in
English and employing help from more proficient colleagues. Arabic also surfaced as a
major source of support to manage talk in terms of deciphering complex and unfamiliar
information while preparing their presentations and engaging effectively with the course
convenor’s feedback after each presentation.

6.4 Chapter Summary

In this chapter, | examined the semiotic choices that surrounded participants’ use
of slideshow design and speech to represent and communicate knowledge. Examination
explored the design criteria that shaped how these choices were used, their purposes and
how presenters managed these choices. Looking at these choices was essential to
examine presentations as multimodal ensembles. They highlight how presenters’
engagement in meaning making was not haphazard or meaningless. While presenters
tried to fit within the expectations and requirements that surrounded the making of
presentations in this event, they worked to fit their choices within their own priorities
and the requirements and expectations they identified to make their presentations.

The analysis in this chapter looked at oral presentations as a multimodal genre in
which presenters employed different semiotic choices in slideshow design and speech to
represent and communicate knowledge. Although speech was initially and commonly
described as the most important and challenging aspect in making their presentations,
participants’ accounts revealed the complicated position of language in seminar
presentations. Language was a major and challenging mode to employ and control, but
it was not the only mode that presenters relied to make meaning. Other modes and
semiotic resources were used to represent different layers of meaning that could not
have been explained through language alone. Presenters relied on these modes and
resources to explain and illustrate their topics, establish themselves as competent

professionals and create an appropriate atmosphere in their slideshows.
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Chapter 7 Meaning Making in Slideshows: Exploring Semiotic Choices
7.1 Introduction

In this chapter, | focus on the semiotic resources associated with layout, writing
and visuals which were employed in the slideshows designed by Lamar and Layla.
Because texts represent “traces of people, contexts and implied practices” (Pahl and
Rowsell, 2012, p. 38), these choices provide insight into the compositional processes
underlying their design. They also draw attention to the active agency of presenters
whose meaning-making decisions shed light on their identities as presenters and
professionals in this literacy event. | focus my analysis in this chapter on the slideshows
designed by Lamar and Layla because of the different orientations that each presenter
shows through specific semiotic choices towards the making of meaning in her
presentation to position herself as a professional in pharmacy. Both presenters recognize
and embrace the textual norms and expectations that shape slideshow design in this
event. At the same time, their semiotic decisions reflect how each presenter worked
around these norms and expectations to establish herself in this community. While
Lamar appears to identify with her membership as a student under assessment in her
current community in the College, Layla seems to invest in her future practice as a
doctor of pharmacy who needs to attend to challenging health issues in her society
professionally.

To facilitate the analysis of semiotic resources, each slideshow is divided into
stages. The division reflects the functions that each section of slides serves in the
presentation (Eggins, 2004, p. 60). Within the observed presentations which discussed
medical issues, such as diseases, syndromes and disorders, slideshows were usually
divided into four stages and each of these stages consisted of common, recurrent
elements (Table 7.1). Variation, however, occurred among the observed presenters in
how they displayed these elements. For example, while some presenters displayed the
logos of the websites they consulted in combination with the outlines of their
presentations, others dedicated a separate slide for these logos. Another variation
appeared in the placement of statistical occurrences of diseases as some presenters
chose to show statistics near the beginning of their slideshows while others displayed
them after the discussion of treatment. These textual variations among presenters
demonstrated their active agency as meaning makers. Decisions regarding which
elements to be used and where they should be placed in slideshows shed light on what

meaning makers consider to be essential for successful participation in this literacy
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event and how they carried out their understanding. Examination of agency in this
chapter extends the discussion in the previous chapter which explored how participants
approached their use of speech and slideshow design in this event. This use was
mediated by participants’ efforts to adhere to common norms and expectations while
working at the same time to address their interests and sustain their images as
professionals.

In this chapter, | start my examination of slideshows by considering how the
presenter authoring each slideshow chose her topic and how she approached the design
of her slideshow. After that, I examine the semiotic resources that were employed
within the stages of each slideshow. The chapter concludes by discussing what the
multimodal analysis of these slideshows offers to examination of literacy practices

surrounding students’ engagement in seminar presentations.

Table 7.1 Stages in Slideshows in PS2

Stages Constituent Elements

First Stage Setting-up the Presentation Title
Logos
Outline

Second Stage  Introducing the Topic Definition
Causes
Types
Symptoms
Mechanism of Action
Risk Factor
Statistics

Third Stage Discussing Treatment Diagnosis
Available Medication

Prognosis

Fourth Stage  Concluding the Presentation Summary / Concluding Statement
References

Thank you
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7.2 The Meaning Maker: Topic Choice and Slideshow Organization
To examine the semiotic choices taken within the two slideshows, | will first examine
how each presenter described her topic choice. Presenters’ accounts provided insight
into their needs and interests which impacted the semiotic choices in their slideshows.
7.2.1 Lamar

Lamar was the second presenter in the second observed seminar session. She
chose to discuss onychomycosis; a common fungal infection affecting nails. Her
PowerPoint slideshow consisted of twenty-four slides (Appendix Q) and it followed the
common organizational pattern presented earlier (Table 7.2). For her, choosing a topic

was not easy.
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From the beginning of the year, | put in my mind more than one topic,
| asked my sister and my friends for suggestions. They suggested
many things. When | began researching and looking at YouTube, I
found this topic. I noticed how common it was and how many people
were suffering from it, so | considered it as one of the available
options (.) Then, I began to think: which topic was more suitable and
which topic can | talk about? (........ ) There were some nice topics,
but the timing was short, I mean three, four minutes. That won’t be
enough, so | cancelled them. Then, I thought about this topic as it suits
everything, and it was suitable with time. I also knew that I could talk
about it without the teacher asking me questions that | cannot answer.
I was in control of the topic and also the time was suitable, around

seven minutes.
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Lamar had several topics to choose from based on her sister’s and friends’ suggestions,
in addition to her own search. Her final choice responded to the practical requirements
that shaped this literacy event. Presenters were expected to choose topics which they
would be able to discuss satisfactorily within the seven-to-nine mintue timeframe.
Moreover, they needed to maintain full control of their topics in a way that would
enable them to engage efficiently with the course convenor’s feedback. Compared to
her early choices, onychomycosis represented an effective choice because it helped her

to attend to the strict timeframe and the course convenor’s feedback.

Table 7.2 Distribution of Elements in Lamar's Slideshow

Stages Constituent Number of

Elements Slides

First Stage Setting-up the Title
Presentation Logos
Outline

Second Stage Introducing the Topic Definition
Causes
Types
Symptoms
Risk factor

R e e T T = R SN S SN

Third Stage Discussing Treatment ~ Outline

[EEN
[EEN

Available
Treatment

Prognosis

Fourth Stage Concluding the Summary

Presentation Reference

[ = S R SN

Thank you

7.2.2 Layla

Layla was the fourth presenter in the last observed seminar session. She chose to
discuss drug abuse and specifically focussed on opioids dependence. In discussing this
topic, Layla was more interested in considering its effect on her audience because of the
course convenor’s advice to students in PS1 to consider her audience interests and

provide them with beneficial and informative information.
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We studied about topic choice last year, to see the topic, is it
important for the listener? Will it make a difference in their lives? It is
important that the topic you are offering makes a difference. Look for
a topic that concerns health conditions, that is important for the

society because we serve the society at the end.

Layla had a clear view of how a presenter was able to make a difference through her
presentation. For Layla, presenters should use their topics to recognize and address their
society’s needs because it was their ultimate responsibility as pharmacists to serve the
communities in which they worked. Layla’s note about pharmacists’ responsibilities
echoed the many societal campaigns organized by the Ministry of Health to educate the
public about crucial health issues. Similar campaigns were carried out within the
University by different Colleges, including the College of Pharmacy, through which
staff and students worked to alleviate awareness regarding issues, such as fighting
diseases and promoting safe use of drugs. Within my informal talks with students, many
considered participation in such campaigns as part of their professional responsibilities
which included knowledge of medicinal dosages and working to improve and promote
better quality of health care in the community. This consideration appeared in Layla’s
presentation as she chose a socially and medically significant topic and supported her
choice with detailed pharmaceutical knowledge.

For Layla, opioids dependence represented a significant issue in the society

which, albeit its significance, was not well-understood.
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I know a lot of people they have addicts, but they are hiding them. |
just heard about a person with the same condition and they are
refusing to admit him into a hospital because they don’t want people
to know. But your catastrophe will get bigger. First, the condition will
get worse, he will go to crime, he will take money from you, he will
steal, perhaps in a state of unawareness, he will hurt someone and the
problem will get bigger (.......... ) | chose the topic because | want
them to understand that the addict is not a human being who is, | mean
a sinner, went astray, did this, no. He is a sick person at the end so

(xxx) they should treat him as a medical case.

Layla believed that substance abusers were not seen as patients who needed and
deserved medical treatment. They were rather seen as weak individuals lacking strength
of will and sinners deviating from the moral teachings of Islam who, therefore, deserved
punishment rather than sympathy, assistance and medical treatment. They appeared
stigmatized and were often considered as sources of shame that needed to be hid away,
rather than acknowledged and properly treated. Layla believed that without proper
treatment, drug abusers could commit serious crimes against themselves and others. She
aimed to use her presentation as a way to transform the common negative view in the
society that associated drug abusers with sinners and wrong-doers to a more positive
and compassionate image as patients who needed medically appropriate treatment. By
working to generate awareness of this issue, Layla’s work was placed within the
expectations that shaped professional practices in their field and required them to
promote health care in society.
In addition to the socially judgmental attitude towards drug abusers that Layla
described above, she faced a similar attitude among her colleagues.
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When I discussed it with the girls, ((she imitates her friends)) “Oh,
God I don’t like these topics”. Everyone says “We don’t want to hear

something like this. We don’t want to know”.
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Presenters in the College often described the need to avoid repeated topics and look for
uncommon and new topics to stand out among their colleagues. In addition, they
searched for topics that would gain the course convenor’s approval and their colleagues’
admiration. Despite the significance of drug abuse as a health issue, Layla’s colleagues’
reaction towards her choice was not encouraging. They considered it as a depressing
issue that many believed was untreatable. Other presenters spoke about the effect of
their colleagues’ views on their topic choices and how they avoided topics which their
colleagues found disturbing or unacceptable. Rather than changing her topic in reaction
to these views, Layla built on her colleagues’ views which seemed to echo the social
attitude described earlier and organized her presentation accordingly.

Layla’s PowerPoint slideshow consisted of twenty-seven slides (Appendix R).
The last three slides of Layla’s presentation, described as ‘coda’ in this analysis, were
used after she concluded her presentation and started discussing her work with the

course convenor (Table 7.3).

Table 7.3 Distribution of Elements in Layla's Slideshow

Stages Constituent Elements Number of Slides

Setting up the Presentation Introductory Display
Title
Outline / Logos

Introducing the Topic Definition
Opioids Dependence
Brain Reward Pathway
Physical Dependence

Withdrawal Symptoms

Discussing Treatment Introductory Display
Diagnosis

Available Treatment

Concluding the Presentation ~ Concluding Statement
References
Thank you
Coda

W Rk R RN PR WRr R DNR R R RN

182



7.3 Semiotic Resources in Slideshows

Slideshow composition in this event represented a continuum of semiotic
choices that ranged from maintaining faithfulness to common textual practices to
deviating from common norms and expectations. Both Lamar and Layla recognized and
worked within the textual practices that they needed to attend to in their work to make
an effective slideshow (See 6.2). Both presenters, however, showed distinctive variation
in their use of semiotic resources to signal and highlight their interests and personal
preferences. | start this section by examining how Lamar and Layla described their
approach to design their slideshows. Then, I will analyse the semiotic choices in each of
the stages in the examined slideshows. The analysis aims to point out the variation of
choices that exists between both slideshows and explore the functions that these choices
serve in relation to presenters’ work to establish themselves as competent professionals.
7.3.1 Designing the slideshow: Presenters’ approach

To examine the semiotic choices in each slideshow, | will first examine how
each presenter described her approach to design her slideshow. I look at what each
presenter said about her preferred semiotic choices and how she planned her use of
available choices.

Both Lamar and Layla designed their slideshows in a way that reflected what
they believed would support their efforts to make a good presentation. Lamar’s
approach to designing her slideshow was shaped by a strong focus on identifying and
following the norms and expectations in this event. She believed that the success of any
presentation did not only depend on the type of information that presenters offered to
their audience. Slideshow design was equally important to maintain the audience

attention and create an effective presentation.
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| feel preparation, colours, visuals and these things can encourage a
person to follow your topic or discourage them. Some people care
only about the information that the presenter offers, but I feel that
form and content are both important (........ ) When you do something,
it has to be according to rules. You must address specific
requirements. For example, if one wants a driver licence, his eyesight
needs to be suitable. If one is going to work as a pilot, a specific
height and weight is required. There are specific requirements to make
the work complete. There are things in presentations that seem
simple and you may think they don’t make a difference, but they do
make a difference (......... ) I mean for example if there is an outline,
I may not want to hear the definition, the types, | want to hear the
treatment. So you put in your mind that this person will talk about
treatment in this section. It is OK not to focus till he starts talking
about treatment.

Success of seminar presentations depended on the selected semiotic resources within
slideshows which could mean the difference between acceptance and rejection from the
audience. The significance that Lamar attached to these design criteria extended beyond
her studies in the College. In our informal talks, Lamar described how her opinion of
many famous speakers in the campaigns organized by the University in general and the
College of Pharmacy in specific had changed as she began to pay close attention to their
slideshows. What she used to consider to be visually effective in some of the most
popular speakers’ slideshows came to be reconsidered as textually disorganized and
professionally inappropriate after taking PS1 and PS2. Lamar believed that the rules and
norms they were introduced to in the course provided access to the necessary practices
needed to establish their professionalism and communicate successfully with their
audience.

She looked at seminar presentations as a formal task through which she could
establish her professional knowledge and practices by recognizing and employing the
textual demands and expectations in this event. Without recognizing and adopting these
rules in designing their presentations, presenters’ contributions would not meet the
professional expectations underlying this event. At the same time, Lamar’s interests

were also directed towards receiving a positive assessment from the teacher on her
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work. Earlier in the previous chapter, | discussed how Lamar changed the background

colour of her slides to ensure a better assessment and stay on ‘the safe side’ (See 6.4.1).
Layla, on the other hand, approached her slideshow design by prioritizing her

personal preferences and what she considered to be effective in communicating with

others.

o sl ol Lailad dnand (o Guanl (25 o sl Ll ¢ 1 3W) da 5ol 4y dpadis U
3% jyea oail S pall JLEAE SN e STl 1) (85 peally i A glae
LI () B0l 8 e e a5 ) guall it 5l oSN (B e (i o) (i iy
lic riul (Saa Ul ax (e 58 cuda 3 i Lapa 5 5SS S je shaay il Lagla
8 i) 1S Glie ¢ gl i€ KGOS ghaay gl il (., ) 1A Qa5
SN SN 8 L
| am basically a visual person, so when | see something, it is better
than to hear it. | always prefer to communicate information through a
visual rather than through talk or writing. For choosing visuals, |
wanted effective visuals. | mean even if you lost track of the talk or
got bored, the visual will get you back (........ ) I noticed that some
girls would put a lot of writing and they didn’t say much. OK I can
seriously ignore you and read (......... ) Some girls put a lot of writing.

I didn’t like it, so I avoided writing a lot as much as | could.

As a ‘visual person’ who believed that visual communication was more effective than
speech or writing, she believed that a good presentation depended on effective visuals
and avoidance of extensive writing in slideshows. This attitude was associated with her
own dislike towards presentations in which slideshows were filled with lengthy writing.
Like many of her colleagues, Layla believed that overloading their slides with writing
jeopardized their status as professional speakers and presented a serious threat to their
success (See 6.2.2). In addition to distracting the audience, extensive use of writing
indicated that the presenter was reading her slides rather than properly presenting her
topic. A presenter would, then, seem dispensable as the audience could resort to reading
the slides instead of following the presenter attentively as she spoke.

Although Lamar and Layla believed in the impact that proper use of visuals have
on creating effective presentations, they both approached their slideshows design in

different ways. Lamar prioritized the need to follow the identified norms and
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expectations in seminar presentations while Layla associated her approach with her
personal preferences and reaction to other presentations. In the following section, | will
examine the semiotic choices that Lamar and Layla employed in their slideshows. | will
highlight their explanation of these choices and how they related to their design
approaches and interests.
7.3.1 The first stage: Setting up the presentation

In both slideshows, the first stage served to launch and prepare the ground for
the topic. It introduced the title of the presentation, the name of the presenter, the outline
of their talks and the logos of the websites consulted to make the presentation (Table
7.4). It was also common among the observed presenters to include introductory slides
at the beginning of their slideshows that showed medically relevant visuals. Both Lamar
and Layla employed the basic elements in this stage of Title, name, logos and outline.
Lamar used a separate slide for each of these elements. Her decisions reflected her
belief above that a successful presentation should employ a well-composed slideshow in
which each element is clearly placed to aid the audience to follow the presentation.
Layla, on the other hand, employed additional slides to design the first stage. While she
worked within the assessment criteria of slideshow composition in this event, her
compositional decisions were shaped by her aim to gain viewers’ attention while
addressing her priorities, i.e. alleviating common understanding of drug abuse as a
medical issue and addressing societal attitudes towards it. To achieve her aim, she used
two introductory slides at the beginning of her slideshow before displaying the title of
the presentation in which she employed semiotic choices that deviated from other
presenters in this community.

Layla’s first slide displays an Islamic prayer written in Arabic, placed in the
centre of the slide and written in classical calligraphy.

"o ) Cpes ) il "
“In the name of Allah, most gracious, most merciful”.

The writing represents a common prayer among Muslims that is believed to pave the
way for a successful and blessed completion of any task. It is usually recited before
reading from the Holy Qur’an and before the beginning of any activity, such as eating,
studying and working. In this community, almost all the observed presenters started
their presentations with verbally reciting this prayer. Layla, however, was the only one

showing this prayer in writing.
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The second slide in Layla’s slideshow shows an extract from a local Arabic
newspaper centrally positioned and surrounded by eight photographs. The extract
consists of a written Arabic text which reported the arrest of a drug smuggler by Saudi
local police who arrested him for smuggling heroin in his abdominal cavity. The extract
contained two visuals: the first shows the smuggler wearing the traditional Saudi outfit
for men, with his eyes covered, and the second shows an x-ray of heroin-filled
intestines. The photographs surrounding the extract related to issues of drug abuse

including, shape, use and distribution of drugs.

Table 7.4 First Stage: Setting up the Presentation

Slide Lamar Slide Layla
1 1
Onychomycosis

2 2
) oA
XTKIREDIO: % Drugs.com

Medscape I UpToDa te

3 3
Outlines:
= Definition 0 p i 0 i d S
* Causes
* Types Dependence

= Symptoms

= Risk factor

* Treatment By
= New approved drug PharmD Student
* Prognasis

4 Qutline :

+ Definition
+ Brain Reward Pathway
H

» Withdrawal Symptoms
» Diagnosis & Assessment
+ Treatment :

-Bunavail Latest approved drug

Although using visuals in introductory slides was not an uncommon practice
among the observed presenters, the semiotic choices in the first two slides in Layla’s

slideshow do not present opioids dependence as a pharmaceutical issue. The
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central/marginal positioning of elements in the second slide attaches prominence and
salience to the newspaper extract, drawing attention to their content which highlights
the topic as a legal issue. Furthermore, the semantic reference within the Arabic text and
the surrounding visuals offer coding orientations associated with a complex composite
of modality configurations that combine the naturalistic photographs and abstract x-ray
to provide a specific representation of opioids dependence as a social and legal issue,
rather than a medical one.

Contrary to the common and more expected reliance on scientific visuals that
serves to offer an abstract sense of reality consistent with scientific display of
information (Kress and van Leeuwen, 1996), the visuals in slide 2 in Layla’s slideshow
offer different representations of reality which address the needs dictated by Layla’s
interests, societal attitude towards her topic and the textual demands of the course. The
X-ray represents the scientific angle that cannot be seen with the naked eye while the
photograph of the drug smuggler offers a realistic proof, supporting the content of the
news report. The surrounding photographs, on the other hand, merge photographic
presentation of drug-related issues with the technological illustration of relevant
information that show the viewers what drugs look like, how they are distributed and
how they are used. This complex visual saturation of modalities in slide 2 serve to
foreground the topic as a legal and social issue. Commenting on this slide, Layla, noted
that

a3l el 5adl el coS Ul G Alad) 8 el i la o3 aal

Alggla ) 5D 8 Ll seiny gl o3 aal g )5l 5 A gilal) JSLEAD
the most important thing here is to attract attention at the beginning. 1
just wanted to point out the crimes that happen because of them and
the legal problems and types. The most important thing is that they
pay attention to what | am going to say.

For Layla, gaining her viewers’ attention and acknowledgement of the value of her topic
were major goals which she worked to achieve in this stage through specific semiotic
resources. Although she rejected the common view that associated drug abuse with
crimes (See 7.2.2), she drew on that common association to introduce her topic.

Slide 2 bridges the move from the Islamic prayer in the first slide to the textually

common start of seminar presentations in Slide 3. While the Islamic prayer offers a
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visually written documentation of a common oral practice to start seminar presentations
in this community, it also serves to pave the way for the combination of visuals and
writing in slide 2. Because of the connection created between the topic and its legal and
social impact in slide 2, the religious connotation associated with the Arabic text in first
slide appears to mitigate the shock that may be caused by the second slide.

In this stage, both presenters included in their slideshows the common elements
that constituted the first stage in seminar presentations. Although it was not uncommon
among the observed presentations to use introductory slides at the beginning of
slideshows, these slides were usually medically- and pharmaceutically-oriented to
support discussion of health issues. In contrast, Layla designed her introductory slides
in a way that deviated from common textual practices. Rather than introducing opioids
dependence as medical and health issue, Layla employed combinations of visuals and

writing to introduce drug abuse as a social and legal issue.

7.3.2 The second stage: Introducing the topic

The second stage in seminar presentations in this event was used to offer
essential information on the topic before discussing treatment in the following stage.
Though there was some variation within slideshows regarding which, how and where
elements were placed in this stage, elements usually included definition, causes,
mechanisms of action, symptoms, types, risk factors and statistics. The second stage in
Lamar’s slideshow consists of five slides while Layla’s consists of six slides (Table
7.5). The considerable difference in semiotic choices between the two slideshows noted
earlier continues to surface in this stage too.

The second stage in Lamar’s slides starts with visuals that rely on an abstract
representation of reality to explain the topic. It includes the microscopic image in slide 4
and the magnifying effect of the drawing in slide 5. Both slides indicate what cannot be
seen by the naked eye and what is only available through advanced medical
examination. The visuals in these slides do not seem to offer specific, detailed
information, but they serve to support the presentation through the atmosphere they
create. In slide 4, the toenail is magnified to show where onychomycosis occurs while
in slide 5, the microscopic image shows dermatophytes as one of the causes of this
infection.

Slides 6 and 7, afterwards, move from scientific abstractness to the everyday
appearance of the infection through the photographic display of the affected nails. These

offer a naturalistic representation through which the audience could see what the
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infection looks like. In slide 6, the photographs are accompanied by the scientific
terminology in the captions. The photographs in slide 7 offer visual illustration of the

underlined words in the text.

Table 7.5 Second Stage: Introducing the Topic

Slide Lamar Slide Layla

4 5

Definition Is a neurobehavioral syndrome
characterized by the repeated compulsive seeking
or use of an opioids despite the adverse social,

= It's a fungal infection of nail .
psyct ical and physical consequences.

* This condition may affect: toenail or fingernail. YOUR BRAIN ON DRUGS

P 2N,

* Butit’s more common in toenail .

Causes

1-Dermatophyte
in 90% of cases is is caused by

2- Yeast ",\‘ § 8"
ﬁ-_ N4 e
Candida albicans. »-)),- !

3- non dermatophytic moulds.

Types

Symptoms

*The most common symptoms of a fungal nail infection

are thickening and discoloration of the nail.

* As the infection progresses the nail can become brittle,

and easy to break.
* Foul smell.

* psycosocial problems.

Risk factor

1- Aging ( it more common in adult older than 60 yo ).
2- Nail fungus tends to affect male more than female.

3- Other risk factors include diabetes and conditions
contributing to poor peripheral circulation.

These syngtems indude
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190



The visuals in this stage in Lamar’s slideshow play an illustrative role with
writing appearing to carry the core of meaning making. In addition to total reliance on
writing in slide 8, the visuals used in the other slides within this stage do not match all
the writing. With the exception of illustrating the types in slide 6, the meaning potential
of Lamar’s visuals attend to only some of the written points. In slide 5, the microscopic
image illustrates the first cause only while in slide 7, the visuals attend to the meanings
of ‘thickening’, ‘discolouration’ and ‘brittle’ while other highlighted words are not
visually illustrated.

Layla’s slides in this stage, on the other hand, employ complex multimodal
configurations. She started with an abstract representation in slide 5 which shows the
internal changes caused by drug abuse in the brain. In slide 6, two photographs illustrate
the physical changes in patients’ appearances caused by the syndrome. The photographs
show a substance abuser whose direct gaze at the viewer demands attention. Putting in
mind that this presentation was situated within a community of professionals in
pharmacy whose responsibilities included interacting with patients, recognizing
symptoms and planning treatment, the slide reflects that responsibility through
highlighting the visually physical effects of the syndrome on patients. Because these
effects could only be noticeable through direct contact with drug abusers, the
photographs offer a move from understanding opioids dependence as a mental, out-of-
sight health issue in slide 5 to a physically observable illness in slide 6.

Slide 7 offers a move back to scientific representation through the abstractness
of the diagrams explaining how addiction develops. The diagrams provide a practical
guide to the audience to understand the internal, gripping effect of substance abuse on
the brain. This guide is further developed in slide 8 as three drawings are displayed
through PowerPoint animated motion that Layla used while presenting. Each drawing
shows a black head against a light-coloured background with texts written in white and
yellow arrows to refer to the increasing dominance of opiates. These drawings illustrate
how prolonged drug abuse gradually affects and leads the brain to prioritize the need to
have opiates in comparison to what non-abusers prioritize, such as school, reading and
family. Use of common words, such as ‘food’, ‘school’ and ‘sleep’ and their gradual
appearance serve to move the discussion from the abstractness of scientific
representation in slide 7 to a visually simpler explanation of the internal changes in the
brain. Its simplicity is derived from the absence of complex details in the drawings, the

use of common words and the limited use of colours.
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In slide 9, a single, centrally positioned drawing is placed under the title to
illustrate the physical dependence caused by drug abuse. It shows a medium-shot,
oblique drawing in which muscles and bones in the patient’s body are exposed. The
position of the body suggests excruciating pain, heightened by the red points and the
white circles which draw attention to affected areas. This drawing explores a different
aspect of the physical effect of drug abuse. By showing the full body kneeling down and
suffering from pain, the visual provides a different angle to explore the impact of drug
abuse and its effect on patients. The body represents a drug abuser, but it is different
from the photographs in slide 6 which introduce the audience to a specific patient
gazing at them. The identity of the patient in slide 9 is backgrounded and it is his/her
suffering that is emphasized. The semiotic choices in this slide align with scientific
discussion because they offer a generic representation of patients that “probes beyond
the visual appearance of things” (Kress & van Leeuwen, 2006, p. 158).

This stage in Layla’s slideshow is concluded by slide 10 which supports her
discussion of withdrawal symptoms that drug abusers suffer from if they attempt to stop
taking opioids. The symptoms are shown as a series of circles with brief written
captions beneath each of them. | have discussed earlier how Layla changed the design
of this slide after practicing and rehearsing her presentation (See 5.5). The changes were
triggered by her discomfort with how the slide looked like before. The symptoms
represented an essential feature of making a good presentation as in the other observed
presentations in which symptoms were always discussed in detail. In comparison to the
previously displayed visuals, the drawings in slide 10 are considerably smaller in size,
larger in number and far less detailed. Their composition and use with written captions
moved beyond naturalistic representation of symptoms among patients. The symptoms
are shown through minimum colour saturation where two shades of blue are employed
in each drawing. At the same time, the drawings do not contain background details
which can be associated with offering generic and typical representation that aligns with
the nature of scientific discussion. Displaying the symptoms in this way could be seen
as an indication of the designer’s work to address the required textual practices in this
community in which all presenters are expected to discuss the symptoms in their topics.
At the same time, the specific design in this slide does not highlight the symptoms in the
same way that previous visuals in this stage have been brought under focus.

As a designer, Layla employed semiotic choices which prioritized what she

considered important to communicate with her audience. In line with her belief that
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visuals are more expressive than speech or writing, Layla varied her use of visuals in a
way that defined drug abuse as a serious medical issue. The semiotic choices employed
in this stage show how patients are affected at different levels. Mental and internal
changes are explained in slides 5 and 7 while slide 6 allows the audience to see the
extent of visible changes in a patient’s appearance. Slide 8 highlights the social impact
of drug abuse on patients as it assumes control of their lives and hinders their ability to
function effectively in relation to social interests and responsibilities. Slide 9 highlights
patients’ pain and containment.

Layla’s visuals were organized to develop understanding of opioids dependence
in a way that supported the scientific definition with a more in-depth exploration of the
syndrome and its effect on patients. According to Layla,

I o ) B gegdy anlinl Ul Al 8 ey ad e Apalal) Cudaa Dlad) 8 Ul
Sish il saas e lie 3 pe g Al B U Gl 1 8 Jla 3 1 (a8 ¢ jane
brain J f4 Aixuhay se bl Gl sl aefia 3Y (L) oS RS Gl i)

sdie e L 5 (1 eyl ¢ JSYL ey calaly Siisnie IS J 5l | yuai srie
el Uil 38 gl sl S U (L )drugs YY) 5 OSY block
IS (6 o sola Lo Jaliy (5 5 se disease 2> (s crestrictive

At the beginning, | put the scientific visual because it was a definition,

but at the end, | want them to understand how destructive this thing is,

how this happened to this human being. I told you it was a mental
disease, but then I want to show you how this human being changed

GO ) you need to understand that this human being is not himself.

Why? His brain changed. He used to think about his family, his

children, food, drink, but he gradually blocked everything except

drugs(....... ) 1 wanted to show to what extent this disease is
restrictive and a real disease. It isn’t that he deserves what he gets or

something like that.

Making her viewers understand the diverse changes caused by the syndrome and their
devastating effects on patients was a priority for Layla. In order to materialize this
priority in her slideshow, Layla drew on semiotic choices that highlighted different

aspects of the topic to pave the way for a more sympathetic attitude.
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Though both presenters aligned with common textual practices to compose the
second stage in their slideshows, they used available semiotic resources differently to
highlight what they considered essential. They differ first in the coding orientation they
create through specific representations of their topics. Another difference appear in the
information value associated with how visuals are placed in relation to writing. Lamar’s
slideshow tends to place writing and visuals in a left/right position. Although in visual
grammar left/right position corresponds to the values of given/new, their use in Lamar’s
slides seem to deviate from these values. First, the visuals only attend to some of written
texts. Second, while the visuals in slide 7 illustrate some of the written symptoms, the
visuals in slides 4 and 5 do not seem to explain the written texts independently. They
appear to serve a somewhat decorative function that keep the discussion visually
oriented towards each slide’s theme. Layla’s slideshow, on the other hand, shows more
variation between central positioning of visuals, left/right and top/down placement of
visuals and writing. This variation seems consistent with Layla’s design of this stage
because it echoes the different angles through which drug abuse was defined.

In relation to writing, both Lamar and Layla employed specific semiotic choices.
Lamar used black, bold font for slide titles while explanatory texts were written in black
with blue reserved for highlighting important points in writing. She also used bold font
for highlighting key words in some slides. Layla used orange, bold font for writing the
titles of slides which corresponded to the outline she displayed in the beginning of her
slideshow in slide 4. Explanatory writing was offered in black with important points
highlighted using bold, black font.

7.3.3 The third stage: Discussing treatment

The third stage represents the core of slideshows in this event. In addition to the
fact that the number of slides in this stage is considerably larger than in other stages,
this stage represents the most important part of seminar presentations, i.e. discussing
available treatment. Presenters paid particular attention to this section in their
presentations because it was associated with their studies and training as professionals
in pharmacy. Their knowledge of medical issues and relevant treatment was seen as an
indication of their professional abilities to address the requirements of their jobs.
Moreover, although the course convenor’s feedback was not restricted to any specific
aspect of seminar presentations, it often focused on the discussion of treatment within

each presentation. To look at the semiotic choices shaping this stage within Lamar’s and
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Layla’s slideshows, | will divide this stage into three sub-stages. | will look separately

at how discussion of treatment was initiated, offered and concluded in each slideshow.

7.3.3.1 Initiating discussion of treatment

Within the observed presentations, presenters often began their discussion of
treatment by offering a single slide, displaying a brief list of available treatments which
will be discussed in detail afterwards. For this sub-stage, Lamar and Layla employed
different semiotic choices (Table 7.6). A single slide was used to initiate the discussion
of treatment in Lamar’s slideshow. The slide follows common textual practices in this
substage by relying on writing to offer a list of available treatments of onychomycosis.
The slide continues to employ the same semiotic resources shown in earlier slides in
terms of size, font and colour of writing with the addition of using black bold font to
highlight names of specific medications.

In Layla’s presentation, on the other hand, three introductory slides were used
before displaying the slide that contained the title ‘Treatment’. These slides continue to
show heavy reliance on visuals as in earlier slides. Writing, however, is associated in
this sub-stage with considerable variation in semiotic choices. Slides 11 and 12 do not
adhere to Layla’s earlier choices of showing the title in orange and the explanation in
black. Instead, they show variation in colour, size and font of writing that convey
harmony and consistency with the linguistic and visual choices in each slide. In slide
11, Layla chose the word ‘overcome’ rather than the commonly-used and
pharmaceutically-relevant word ‘treat’. While ‘treat’ is usually associated with
presenters’ professional responsibility to recognize and address medical issues in their
practice, ‘overcome’ refers to pharmacists’ responsibilities towards patients. Rather than
treating patients, the slide suggests that patients are able to conquer and defeat drug
abuse. The appearance of writing and the semantic connotations of ‘overcome’ are both
enhanced by the drawing of the rising sun which suggests hope, recovery and fresh

starts. For Layla, these semiotic choices served to associate treatment with hope.
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Why did I do this? You saw the photograph of the addicted man?

After that, the image of all the symptoms, the pain of the physical
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dependence, and then the withdrawal symptoms, the bad visuals, all
of these things were sad and depressing. At the end, there isn’t
anything that we cannot overcome (.) There is sun, we look for a
solution. That’s why, if I did that in writing, they would have ignored
it.

The coding orientation offered in this sub-stage worked to balance indications of
despair and negativity introduced earlier with offering a promise of hope and
transformation. These orientations create a complex modality configuration in which
realistic representation of patients is combined with suggestions of hope and triumph
and a technological guide to the complexity of treatment.

Table 7.6 Third Stage: Initiating Discussion of Treatment

Slide Lamar Slide Layla
9 11
Treatment
Medications for onychomycosis can be administered:- H ow To
Orally: (Terbinafine , Itraconazole) more effective , consider as first line of 1t ove r co m e
Locally: (ciclopirox, amorolfine) ~ o ° y
Combination To decrease the adverse effects and duration of oral therapy and @ﬁpﬂ@ﬂd \%{p%[ﬁ)@jgm e
Phototherapy: by using laser it's 99% effective .
12 THERE IS HOPE !
AY!
|

y o

13

» Substance use history provided by
the patient

+ Results ofthe physical examination

» Investigations

w
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In Slide 12, the use of the word ‘hope’ also deviates from common linguistic
choices within this community of professionals. Discussion within seminar
presentations was often directed towards medical studies and professional practices in
which ‘hope’ was rarely spoken of. ‘Hope’ was rather substituted by the more scientific
term ‘prognosis’ which reflected medically-oriented statistical analysis of the efficiency
of the discussed treatments. In addition to its unusual use of ‘hope’, slide 12 also
includes two horizontally-placed photographs under the title. The photograph on the left
shows a medium-shot, frontal angle of a faceless physician while the one on the right
shows the local hospital for treating drug abuse. In terms of the given/new information
value associated with left/right placement of visuals in this slide, the photograph on the
left draws attention to physicians’ regular practices of note-taking and medical
examination in order to plan treatment while the photograph on the right adds specific
details by situating the discussion within the local context in which these presentations
took place. As the slide states as a fact that “THERE IS HOPE”, the hospital shows a
localized and medical opportunity to pave the way for that hope. This is further
intensified by the writing of the Arabic name of the hospital ‘J<¥)" <Al-Amal’ which
means ‘hope’ in English.

The photograph of the hospital with its name written in Arabic serves another
purpose for Layla. In her discussion with the course convenor, Layla commented on the
difficulty she had faced to locate credible statistics regarding substance abuse in the
Middle East in general and in Saudi Arabia in specific. Layla identified this issue as
problematic because it was a common practice for presenters to offer detailed credible
statistics in seminar presentations. Moreover, Layla needed these statistics to convince
her colleagues that drug abuse was a serious issue in their society. She used the

photograph of the hospital to address this challenge.
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| told them at the beginning about statistics in America. | told them
about the symptoms and the photograph also showed an American
man, but we have this problem in the country. But although it exists

here, there is a solution for it.
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Layla used the photograph of the local hospital to mitigate the absence of statistics in
Saudi Arabia and orient viewers’ attention to their local context while balancing the
earlier mentioned statistics of ‘drug abuse’ in the United States and the effect of the
patient’s photograph presented in Slide 6. At the same time, the photograph helped
Layla to draw her viewers’ attention to the possibility of treating drug abuse by showing
them a photograph of the local hospital.

Slides 13 and 14 resume the semiotic resources adopted earlier in Layla’s slides.
The titles are written in orange while the writing is offered in black. In contrast to slides
11 and 12 which serve to create a promise of hope, slide 13 take the viewers back to the
elements commonly observed in slideshows in this event. It discusses diagnosis and
assessment through a combination of writing and visuals. The visuals show needle
marks associated with drug abuse to illustrate one of its symptoms. | have previously
discussed Layla’s choice of these visuals which was motivated by her desire to choose
visuals that she considered appropriate to her colleagues (See 6.2.3.1.2).

Slide 14 finally introduces the word ‘Treatment’ in its title. Layla, however, did
not follow common design patterns among the observed presenters who typically listed
types of treatment as a way to introduce this stage. In Layla’s slideshow, slide 14 shows
a range of photographic visuals accompanied with captions written in small font. The
Slide is divided into two sections which both serve to support the meanings introduced
in slides 11 and 12. On the left of the slide, three photographs are connected through
lines to a photograph showing human clinched fists inscribed by the words ‘drug free’.
The three photographs indicate the necessary steps needed to overcome drug abuse. The
visual on the top shows different types of pills next to a patient’s hand with a small,
crinkled note with the word help, hand-written on it. The visual in the middle shows a
prescription plan with a partially-shown stethoscope and a hand writing with a pen. The
visual on the bottom shows a consultation session between a patient and a professional
consultant who is writing on a piece of paper. The organizational pattern through which
these visuals are shown on the slide suggests the need for this specific order in order to
achieve a drug-free status. It starts with patients’ awareness of the problem and their cry
for help. Then, it moves to professional, specialized help which includes pharmaceutical
treatment and psychological therapy.

On the right section of slide 14, two visuals show patients before and after
treatment, placed under the title ‘RECOVERY IS POSSIBLE’. Capitalization supports

other semiotic choices in this sub-stage to foreground meanings of hope and possibility
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of recovery. The visuals in this slide contrast considerably with the visuals in slide 6
which illustrates the devastating impact that drug abuse has on patients (Table 7.5). In
slide 14, the patients’ photographs are used to initiate the discussion of treatment
because they show the audience that recovery is possible with the right type of
treatment.

Although Layla designed her slideshow within a community of professionals in
pharmacy, she employed semiotic choices within her presentation which attempted to
move the discussion of treatment beyond the boundaries of rigid scientific discussion.
She worked to raise awareness of the complexity of treatment by drawing her viewers’
attention to what is needed in order to overcome drug abuse. Interestingly, however,
while Layla designed her slideshow to discuss in detail pharmaceutical treatment (slides
15-20, Table 7.7) and examined briefly psychological therapy in slide 21 (Table 7.8),
she did not elaborate on her visual reference in slide 14 to patients’ call for help. This
could be understood in terms of the limited time she had and the requirements and
expectations that she was required to follow in this event. It could also suggest her
desire to highlight medical treatment and social support because of her view of society’s
lack of empathy and understanding towards drug abusers.

In this sub-stage, both slideshows adopt different semiotic choices to initiate
their discussion of treatment. Lamar relied on writing to outline the types of treatment
available to treat onychomycosis while Layla relied on visuals heavily not only to
present the common elements of diagnosis, assessment and types of treatment, but also
to create an atmosphere of hope and a promise of recovery. While Lamar used her slide
to offer a blueprint to her audience to navigate the content of the upcoming discussion
with ease, Layla’s slides employed semiotic choices which brought to surface different

angles of treatment.

7.3.3.2 Discussing available treatment

Within the observed seminar presentations, this sub-stage typically offered
detailed discussion of available treatments, including newly-approved medications.
Slides usually included showing medication boxes, needed dosages, clinical studies and
photographs illustrating the effect of treatment. Because of the larger number of slides
in this section, | will selectively examine some of the slides in Lamar’s and Layla’s
slideshows (Table 7.7).

Lamar’s slides continue to include writing in every slide. They alternate,

however, between total reliance on writing (slides 11, 16 and 21) and combinations of
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writing and visuals (slides 10, 17 and 18). Writing continues to be displayed in the same
colour, size and font adopted in earlier slides which creates consistency throughout the
slideshow and echoes her earlier talk about following the norms and guidelines to create
a successful presentation (See 7.1.1). The use of visuals, on the other hand, expands to
illustrate available treatments in detail. In this sub-stage, photographs are employed to
introduce the shape of medication containers as in slide 10. This was a common practice

among the observed presenters who considered recognizing medications’ appearance an

essential aspect of their pharmaceutical knowledge.

Table 7.7 Third Stage: Discussion of Available Treatment

Slide  Lamar Slide Layla
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Visuals are also used in these slides to indicate the effect of treatment as in slide
18 in which two photographs extracted from a clinical study show the effect of the
medication. These are used in conjunction with a chart that shows the results of two
studies on the medication’s effect on patients. While the chart displays the difference
between the two studies through abstract, scientific statistics and mathematical symbols,
the photographs provide a naturalistic representation of the medication’s effect. In
addition to photographs, drawings are also used to visually illustrate the application of
locally administered medication of onychomycosis as in slide 17.

As a designer, Lamar’s use of visuals was connected to the benefit that she
believed these visuals presented to the viewers in terms of offering supportive evidence
of her discussion.
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I didn’t choose a lot of visuals because my topic was mostly (.) What
was the main purpose of my presentation? My aim was to focus on
medication, old and new medications ( ......... ) You must do that to
prove to them and let them see with their own eyes that this drug is
effective, and it actually made a difference, and they can see with
their eyes that there is a difference. They can see with their eyes that it
is good. It is not just about wasting time or not, no. For example, one
would think, OK, it can treat fungal infections. They are like white
spots so one would think, yes, it treats them. It has an effect. Another
one would say no, it cannot bring the nails to the same condition they
were before, so when you see the photo (xx), will it bring the nail as it
was before or will it still have a trace of the condition? It will explain

for you the effect that the drug will have, its impact.
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As her focus was directed towards showing available medications and introducing her
audience to the effect of these medications, her visuals were not about ‘wasting time’
and filling in her slideshow. When Lamar described in our interview how she made her
slideshow, she did not pay much attention to her describing semiotic choices in detail.
Her main focus was towards using the visuals to discuss available treatment and
showing her audience how effective the treatment was to address onychomycosis. She
addressed her aim through creating coding orientations that supported her explanation
of treatment through showing what medications look like, how they were used and the
extent of their effect in treating the infection.

The visuals employed in this sub-stage create a complex configuration of
modality in which naturalistic, technological and abstract coding orientations are
employed to support the making of meaning according to the presenter’s aim. The only
visual that appears to break this consistent pattern within Lamar’s slideshow appears on
the top, right corner of slide 17 which represents a clipart showing a toenail prepared to
fight while wearing a purple boxing gear with the name of the treatment written on the
helmet. This visual does not add to the explanation of treatment, but it seems to serve a
decorative purpose because it is consistent with the idea of fighting fungal infections.
Throughout Lamar’s slideshow, this is the only time that a clipart is employed. It does
not seem to present considerable threat to Lamar’s attempt to create a professional-
looking slideshow. Because it seems to work in harmony with the other scientifically-
oriented, semiotic choices in the slide, the clipart does not appear as an act of deviation
from the norms and guidelines that Lamar paid attention to. This harmony is created
through specific semiotic choices, including its single use, considerably smaller size in
relation to other visuals in the slide and the written name of the medication.

Layla’s slideshow, on the other hand, continues to rely heavily on visuals.
Discussion of available treatment was divided into two sections: available well-known
medications and the introduction of a newly-approved drug at the time. A single slide is
devoted to discuss available treatments through a detailed table in slide 15. When Layla
discussed each medication, a photographic visual of the medication box was displayed
through PowerPoint animation. From slide 16 till slide 20, combinations of visuals and
writing are used to discuss a newly approved drug of opioids dependence.

In slide 16, for example, various semiotic choices are used to introduce the new
medication. The slide is spatially dominated by a drawing showing a scientist smiling

and working in a lab with the name of the medication written on the background. The
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writing on top of the drawing offers the scientific information related to the drug. The
status of the medication as a newly-approved drug is further supported by the use of the
logo of FDA at the top of the slide next to its title, in addition to the written captions
‘phase 3 successful” included in the drawing which refers to clinical trials. These cues
support the explanation of the medication as a new form of treatment and create a
visually harmonious atmosphere that suites the topic of this slide.

Slide 17 offers a brief view of the drug in writing and employs three visuals to
explain how the drug is used. These visuals provide a blueprint that the audience can
use to learn about the discussed medication. Photographs of the medication boxes are
displayed in slide 19 with brief explanation of dosages. In slide 20, side effects are
displayed with minimum writing through drawings. Because the drawings have no
written captions, they are understood visually and through Layla’s accompanying
speech. The semiotic choices in this substage in Layla’s slideshow shed light on her
priorities as a meaning maker. While discussion of available medications is confined to
slide 15, five slides are dedicated to thoroughly discuss the newly-approved drug. The
visuals in Layla’s slides provide specific information to support each point except in
slide 16 in which the visual serves to set the ground and convey a specific atmosphere
suitable with introducing a newly-approved drug. Considering the significance that
Layla attached in previous slides to broaden the boundaries of her discussion of drug
abuse, she designed this sub-stage aligned with the textual norms and expectations in
PS2. In previous slides, she employed semiotic choices to highlight significant issues,
such as social and legal aspects of drug abuse and patients’ suffering. In discussing
available treatment, her design choices served to orient the slides towards professional
practice in this community. Both slideshows employ semiotic choices that support
discussion of available treatment according to each presenter’s interests. Lamar’s
reliance on writing continues with visuals being used to support her discussion of
medications and their effectiveness. Layla continues to show clear preference of visuals

over writing which she uses to offer detailed explanation of medication.

7.3.3.3 Concluding the discussion of treatment

Presenters typically concluded their discussion of treatment through displaying
prognosis, statistics and sometimes brief summaries of discussed medications. Lamar
followed the common textual practices while Layla concluded her discussion through
introducing a different type of treatment (Table 7.8). Lamar offered a slide that relied

solely on writing to explain the prognosis associated with onychomycosis. She
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continued to use the same semiotic choices associated with writing in relation to size,
colour and font. Layla’s used her concluding slide in this stage to discuss psychological
treatment. Although this type of treatment was relevant to many of the health issues
discussed within the observed presentations, presenters briefly referred to this type of
treatment when they started discussing available treatments without discussing it in
detail. This appeared, for example, in Lamar’s brief reference to ‘phototherapy’ when
she outlined available treatment in slide 9 (Table 7.6).

Layla initially referred to psychological treatment through one of the
photographs in slide 14 (Table 7.6). She later dedicated a separate slide to explain this
type of therapy and conclude her discussion of treatment through combining writing
with two photographs in a left/right placement. The writing offers a full definition of
psychological treatment while the photographs show patients surrounded by others in
counselling sessions and group therapy without showing their faces. The visual
resources reflect the vulnerability of patients and their need for support and
understanding. The slide maintains the semiotic choices used earlier in terms of size,
font and colour of writing. Although this type of treatment was not directly related to

pharmaceutical practice, Layla pointed out that

o) Al aga han 30 1 Y (gl 8 g ran Sl U lie a5
I wrote it because | want you to listen and read because this thing is

very important for me.

Table 7.8 Third Stage: Concluding the Discussion of Treatment

Slide Lamar Slide Layla

Prognosis » Psychosocial treatments L. ]
are designed to help L >
= Recurrence is common (10% -50%) , Nail fungus can be painful and alleviate the act of e s r
cause permanent damage to nails compulsi bstance ;

n
i ient's viors,
If the i treatment fails or onychomycosis is recurrence , the first tho t processes, affect b
ep is nfirm mycology and combination treatment can be (feelings, mood), and =
ective social functioning. 2 A
=
I — ™

Dedicating a separate slide to discuss this type of treatment visually and linguistically
reflected the significance that Layla attached to this type of treatment. The visual
representations of patients as surrounded by others in this slide support the written

definition and help Layla to attend to essential aspects of knowledge highlighted
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7.3.4

throughout her slideshow. After introducing substance abuse as a social and legal
problem and discussing it as a serious, but treatable health issue, the visuals in slide 21
in Layla’s slideshow concluded the discussion by drawing attention to patients’ need for
support and the complexity of treatment.

The fourth stage: Concluding the presentation

Specific textual choices were typically used among the observed presenters to
conclude their presentations which included a written summary of the main points
discussed within the presentation or an effective statement wrapping the presentation, a
list of references and a thank-you slide to indicate the end of the presentation. Both
Lamar and Layla employed semiotic choices that aligned with these common choices in
seminar presentations (Table 7.9).

Lamar included a summary in slide 22, a list of references in slide 23 and a thank-
you display in slide 24. She relied solely on writing with no visuals in these slides and
adopted her earlier semiotic choices in terms of colour, size and font of writing. The
thank-you slide, however, employs different semiotic choices that appear in using a
different size, colour and font of writing with a different background design. Lamar
showed consistency throughout her slideshow in her use of writing which reflected her
desire to create an easy-to-follow slideshow that would help the audience listen
attentively. The semiotic choices in the last slide suggest an attempt to provide some
variation and avoid boring the audience. Because the slide does not offer any specific
information that relates to Lamar’s discussion of onychomycosis, moving beyond her
consistently-employed semiotic choices in this last slide does not seem to threaten the
quality of her work.

Layla continued to use visuals in every slide in this stage with considerable
variation in colour, size and font associated with writing except in slide 23 which,
despite its use of the colour purple, showed the title of the slide in orange. For her
conclusion, Layla relied on a concluding statement which echoed the statements she
used earlier in slides 11 and 12 (Table 7.6). In these slides, Layla drew upon semiotic
choices that conveyed hope and highlighted patients’ suffering and the extensive efforts
needed to help patients overcome drug abuse. In her conclusion, she used writing to
restate those meanings through reminding her audience of the complexity of addressing
drug abuse while promising them that that complexity will be worthwhile. The writing
on this slide is foregrounded while drawings of different types of pills and a needle are

shown in the background in faded colours.
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Table 7.9 Fourth Stage: Concluding the Presentation

Slide Lamar Slide Layla
The Road Of
Summery x

Recovery Wi ill Not

=Onychomycosis is nail fungal infection.
Be Easy,
=It's challenge to treat with high rate of recurrence. But It Will Worth
; ' It
=New approved antifungal drugs (efinaconazole and tavaborole) are
effective to fight nail fungus infection. ~
™

23 23

Reference

%

24 24

THANK YOU

M) B

“n

The change in Layla’s use of writing and visual is significant because of its
location in the slideshow. Layla’s slideshow shows considerable preference for using
visuals which reflects how she described herself as a visual person and manifests her
earlier views on the powerful impact that visuals have on communicating knowledge.
Her use of writing in slide 22 appears to function as a closure in which visuals are no
longer needed in the same way as before and writing builds on what has been discussed
and offers a direct and determined statement that acknowledges challenges and
promises hope. In contrast to reliance on writing in this slide, Layla’s thank-you slide
resumes her earlier preference for using visuals. It shows three drawings of various
sources of substance abuse which represent drugs, alcohol and smoking. These visuals
echo her visual resources in slide 2 (Table 7.4) in which photographic visuals of distinct
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types and uses of drugs are displayed. Though Layla focused on opioids dependence as
the topic of her presentation, she employed semiotic choices that broadened her
discussion to drug abuse in general and that appears in her thank-you slide.

Closely connected to the discussion of Layla’s fourth stage are three slides that
she displayed during her discussion with the course convenor. Although presentations in
this event typically ended with offering thank-you slides, Layla was the only presenter
to display three more slides after she ended her presentation and began discussing her
work with the teacher (Table 7. 10). While she was discussing her work and addressing
the course convenor’s questions and comments, Layla asked for his permission to

display the treatment plan offered in the local hospital to address drug abuse.

Table 7.10 Coda

Slide Lamar Slide Layla
25

26

27
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The displayed scans combine Arabic writing with photographs showing the staff
and different facilities of the hospital. As the scans show the treatment plan offered by
the hospital which was introduced earlier in slide 12, they supported Layla’s semiotic
choices described earlier through which she worked to localize the discussion of drug
abuse and highlight the possibility of recovery. In addition, by showing her audience the
elaborate plans carried out by hospitals and teams of professionals, these slides serve to
raise awareness among her audience of the complexity of addressing and treating drug
abuse which cannot be confined to the knowledge or efforts of a single practitioner in
pharmacy.

Finally, examination of the semiotic choices in Layla’s slideshow cannot be
concluded without considering a recurrent visual that appeared in most of her slides.
Layla included a small drawing at the right, bottom corner of twenty slides in her
presentation which consists of 27 slides (Figure 7. 1). The drawing shows a person
kneeling down on the floor with an oversized drug bottle lying on his/her back.
According to Layla,

Sie sce Gladyl 55 guall 5ol

this picture shows that addiction is a burden on you

Looking at this drawing through the lens of visual grammar, the person is
portrayed through an oblique angle that offers power to the viewer over the represented
participant in the visual. The angle additionally suggests detachment, contrasting thus,
with the frontal angle of the patient in slide 6 that work to engage the audience with the
patient directly (Table 7. 4). Kress and van Leeuwen point out that the “difference
between the oblique and the frontal angle is the difference between detachment and
involvement” (2006, p. 136). The small recurrent drawing in Layla’s slides, however,
seems to combine these dimensions. It triggers sympathy form the viewer by conveying
pain and helplessness while maintaining, at the same time, a sense of detachment and

distance that echoes how professionals in pharmacy interact with patients in hospitals.
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Figure 7.1 A small drawing consistently used throughout Layla’s slideshow.

7.4 The Making of Meaning in Slideshows within Presentations in Pharmacy

While learning has been traditionally considered as a linguistic phenomenon,
examination of participants’ accounts supports the call for the need to reconsider the
“the taken-for-granted idea that speech and writing have the capacity to make
knowledge of all kinds ‘explicit’” (Bezemer and Kress, 2015, p. 65). The analysis above
aims to explore how each presenter approached textual production in her slideshow. By
looking at each seminar presentation in this event as a motivated sign shaped by the
presenter’s interests “to find the best possible, the most plausible form for the
expression of the meaning that (s)he wishes to express” (Kress et al, 2001, p. 5), the
analysis shows how Lamar and Layla designed their slideshows according to their
needs, interests and preferences while working within specific expectations and
requirements. Their productions show a continuum of textual practices which ranged
between adhering faithfully to the norms and practices associated with making
slideshows in this context to deviating purposefully in their designs.

Engaging in these presentations required presenters to employ different semiotic

choices whereby “what the meaning maker takes as criterial then determines what he or
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she will represent about that entity, or how he or she will represent that entity, in
making the sign” (Bezemer and Kress, 2015, p. 44). The semiotic choices, highlighted
in the analysis above, document instances of practice through which Lamar and Layla
demonstrated their knowledge, established their developing experience and embodied
their identities as professionals and individuals. Although both presenters made their
slideshows in a way that reflected their understanding of how to make a professional,
scientifically-grounded presentation, both seemed to be accepted by the course
convenor.

In each slideshow, the presenter drew on her preferences, understanding of this
literacy event and the needs of her topic. The analysis above showed considerable
contrast between each presenter’s approach towards the use of writing and visuals in
their slides (Table 7. 11). Writing was generally used to document scientific information
through condensed structures and reliance on key words (Morell, 2015). Although none
of the presenters offered slides with visuals only, use of visuals differed significantly
between the two presenters.

Table 7.11 Distribution of Writing and Visuals across Lamar's and Layla's

Slides

Distribution of Writing and Visuals Lamar Layla
Slides with Visuals Only 0 0
Slides with Writing Only 11 1
Slides Combining Visuals and Writing 13 26

These differences were reflected in the degree of reliance on visuals and the
complex configurations of visual resources used in every stage (Table 7. 12). Each
presenter relied on distinct configurations of modality which they used to represent and
communicate different aspects of knowledge in their presentations. | described before
how visuals represented an important aspect in differentiating presentations between
PS1 and PS2 (See 6.2.1 and 6.2.3). Participants described how using visually-appealing
resources in PS1 was an acceptable practice because of the general nature of their topics
and the considerable flexibility that shaped the course convenor’s feedback. These
visuals, however, were described as inappropriate for use in PS2 because topics were

medically-oriented, textual practices were more constrained and assessment criteria
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were precisely-defined. Both presenters relied considerably, but differently on visuals.

Their reliance, however, was purposeful, not decorative.

Table 7.12 Distribution of visuals across Lamar's and Layla's slideshows

Number of Visuals in Number of Visuals in
Stage Lamar’s Slideshow Layla’s Slideshow
First Stage 1 13
Second Stage 7 25
Third Stage 17 41
Fourth Stage 0 15
Total Number of Visuals 25 94

Lamar approached her slideshow composition as a professional, formal task
through which she attended to her teacher’s instructions and common guidelines to help
the audience navigate and follow her presentation. She prioritized her position as a
professional under training and aligned herself textually, therefore, with semiotic
choices that brought her closer to the expectations shaping this literacy event and
facilitated attainment of a positive feedback from the course convenor. While she relied
less extensively than Layla on visuals, her use of visuals saturated the third stage in her
slideshow more than any other stage because it was consistent with her goal. She aimed
to offer a thorough discussion of onychomycosis while specifically focussing on
medications and their effects on treating affected areas of body. Although she came
across personal stories of patients in their Instagram accounts (See 5.3.5), none of these
stories surfaced in her presentation. They inspired her, however, to extract photographs
from clinical studies and offer instead decontextualized and depersonalized illustrations
in accordance with common textual practices this context.

In contrast, Layla relied on semiotic choices that allowed her to participate in
this literacy event successfully as a pharmacy student and as a health professional
whose responsibility required her to ‘serve the society’ and attend to its needs. She
aligned herself with the imagined community she was going to join after graduating and
employed semiotic choices in her slideshow that would allow her to educate the public
and promote health awareness. She designed her slideshow in a way that showed in-

depth knowledge of her topic through attending to the expected scientific information
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while highlighting at the same time the complexity of drug abuse. In each stage, Layla
maintained the basic elements that were common within other observed presentations.
She also used visuals to situate the discussion of her topic within the local context in
which she was studying and was later going to work. In addition, she used visuals to
address the common stigmatization that drug abusers were subjected to by the common
negative societal attitudes she noticed. Her interests as a meaning maker extended
beyond discussing opioids dependence as a health issue. Rather than restricting her
discussion of symptoms to the pharmaceutically-relevant mental and physical changes
caused by opioids dependence on patients, she used visuals to highlight patients’ plight
while, at the same time, creating a sense of hope and offering a promise of recovery.

The effect of Layla’s interests and aims appeared in visually saturating every
stage in her slideshow to bring to light a wide range of meanings without verbalizing all
of them. In this regard, the use of Arabic script particularly stood out to locate the topic
locally and mitigate the absence of relevant statistics in Saudi Arabia. This was a
significant issue for Layla because it supported her efforts to convince the audience of
the magnitude of the problem in their society while highlighting, at the same time, the
presence of a solution to address it.

Both Lamar and Layla showed consistency in terms of the information value
they attached to their organization of writing and visuals. Lamar showed clear
preference towards left/right placement of elements, corresponding to given/new
structures in visual grammar (Kress and van Leeuwen, 1996). In her slides, the given
was associated with written scientific information. Although the content of writing may
not be previously known by the audience, it was ‘given’ in terms of the common
expectations within this community. Layla’s slides, on the other hand, showed
considerable variation that included left/right, top/down and central/marginal placement
of writing and visuals. This variation seems consistent with the different meanings that
Layla worked to represent and communicate in her presentation.

One final issue requires special attention when discussing the use of visuals
among non-native speakers of English. While it has been suggested before that
extensive reliance on visuals could be an indication of a speaker’s attempt to
compensate for their linguistic deficiencies among second language speakers (Morell,
2015), the analysis in this chapter highlights the need to consider different dimensions
in meaning making. In this literacy event, the purposes, needs and interests of each

presenter shaped the extent of relying on visuals beyond linguistic deficiencies. Visuals
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were used to realize different meanings that the presenter needed to make and
communicate within the limited timeframe available, the common textual practices and
the meaning maker’s interests. Although visuals could play a significant role in assisting
second and foreign language speakers with their linguistic needs, their use should be
considered in relation to the specific genre that learners face and the literacy event that
underpin learners’ engagement in meaning making.
7.5 Chapter Summary

In this chapter, | examined the semiotic choices surrounding the use of writing
and visuals in two of the observed presentations in this case study. Considering the
meaning makers’ accounts of how they approached the requirements of the course, their
personal interests and the nature of their topics, examination of their slideshows brings
to light a wide continuum of textual practices that presenters employed in their
slideshows. These practices ranged from adhering to norms and conventions to
deviating purposefully to represent and communicate knowledge as competent
professionals and attain positive feedback. Slideshows composition in this event
represented an elaborate instance of meaning making which needs to be examined in
terms of the situated social practices surrounding their production, rather than through a
skill-based view that fails to consider the agency of the meaning makers and their

interests.
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Chapter 8 Discussion, Implications and Concluding Remarks
8.1 Introduction
In this chapter, I discuss the major themes that were highlighted through
examination of participants’ literacy practices and multimodal meaning making in this
case study. | start by considering a situated understanding of English-mediated oral
presentations, identity construction among participants as professionals and meaning
making in these presentations. After that, | discuss the implications that this study offers
for EAP practice. | specifically focus on methodological issues associated with
conducting research relevant to this study and pedagogical issues shaping this English-
mediated setting which can help inform practices around language teaching and
learning. These are followed by looking at the limitations that faced this case study and
the recommendations for further research. The chapter is finally concluded with
reflections on conducting this study and my research journey.
8.2 Engaging with Literacy in Seminar Presentations
In this thesis, | employed an ethnographically-oriented case study to examine
how year-five female undergraduates engaged with oral presentations in the College of
Pharmacy in one of the universities in Saudi Arabia. The study aimed to address the
following research questions:
1. Which literacy practices do multilingual learners draw on while engaging with
oral presentations in pharmacy?
2. What available semiotic resources do these undergraduates employ to represent
and communicate knowledge while engaging in these presentations and how?
Three interrelated major aspects surfaced through the analysis in relation to the
literature review previously discussed. These relate to how presenters approached oral
presentations as an independent, English-mediated genre, how presenters’ identity as
members in a professional community of practice was constructed throughout their
engagement in this event and how meaning was realized.
8.2.1 Oral presentations in pharmacy as an independent genre: A situated
understanding
Contrary to common tendencies among EAP genre studies to prioritize the
examination of linguistic features in written discourse, this case study approached
undergraduate’ oral presentations as one of the commonly used and highly valued
academic genres whose value has not been thoroughly examined within language

teaching and learning (Hyland, 2009). Although the investigated event did not take
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place within an English language classroom, this investigation offers a step forward to
address calls that highlight “the need for students (and instructors) to become aware of
disciplinary and genre practices outside of the language classroom” (Hardy & Friginal,
2016, p. 120). Through adopting a social account of literacy and a social semiotic
approach to meaning making, oral presentations in this event appeared as a valuable
resource to socialize undergraduates into the professional practices associated with
seminar presentations in hospitals in which pharmacy students were expected to work.
They additionally offered invaluable opportunity for students to navigate through
professional practices that moved beyond pharmaceutically-grounded knowledge to
explore their societal responsibilities in promoting health awareness.

Moreover, examination of how learners engaged in this genre support EAP
scholarly interests in enhancing learners’ ability to “learn about the boundaries of a
genre, and develop a nuanced understanding of how a genre (or a set of genres)
organizes a particular sphere of life” (Morton, 2016, p. 61-62). Whether these
undergraduates choose to work in hospitals or pharmaceutical companies after
graduating, they attached considerable importance to their participation in this literacy
event. This importance not only reflected the official purpose behind its use in the
College, but also extended to more personal agendas highlighted by the participants in
this study. In addition to providing them with access to learn necessary skills, it offered
them an opportunity to establish themselves in this community as competent speakers
and knowledgeable professionals and address the growing challenges in their university
studies.

Scholarly research within EAP research has already pointed out that knowledge
of any genre is not limited to learners’ knowledge and mastery of textual features
(Dressen-Hammouda, 2008). In this case study, examination of participants’ accounts
highlighted particular aspects of engaging in this genre which moved beyond
recognizing and adopting lists of previously-identified, discreet and decontextualized
skills. Developing their control of this genre depended on their ability to choose
appropriate topics that would allow them to balance the need to adhere to the common
norms and practices in this community with the need to stand out among their
colleagues. Control and efficient management of this event were also associated with
participants’ extensive efforts to search for the needed information, localize their
knowledge, create an image of competent and professional speakers, prepare their

presentations and rehearse them ahead.
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Reliance on English in making these presentations was described by participants
as the most challenging aspect in this event. The challenges associated with language,
however, extended beyond its linguistic features to include specific social practices that
surrounded its use. English was significant in relation to two aspects. The first reflected
considerable attention to pronunciation of medically-relevant terms in this community
which was described as an integral part of their professional responsibility as
pharmaceutical practitioners. Errors in pronunciation of treatments and medications
were rejected not only because of the meticulous assessment criteria in this event, but
also because they were viewed as a potential risk to patients’ safety and a threat
jeopardizing their work to establish themselves as competent professionals in their
community.

The second aspect in English language use was a common concern among
students regarding presenters’ ability to adopt a native-like accent of English. Despite
the fact that this issue was never addressed by the course convenor within the observed
presentations, many presenters associated a speakers’ ability to assume an American or
a British accent with her ability to use English competently and fluently. Not being able
to speak with such a native-like accent was threatening to their image as proficient
speakers of English because it raised questions about their command of the language
which was described as essential for their success. Successful participation in these
presentations was not only about the depth of a presenter’s knowledge or the quality of
her performance. For some presenters, it was equally dependent on the impression of
control that could be conveyed through a speaker’s accent.

Accuracy of linguistic features in oral presentations, on the other hand, did not
seem to represent an overwhelming source of concern to presenters. In addition to their
prior preparation and extensive practice, students’ regular contact with English
scientific materials in the College facilitated their efforts to prepare and make their
presentations. While learners’ first language has been described as significant to
facilitate communication in multilingual environments (Baumgarten, 2016), this case
study brings to light a different dimension to the role that learners’ first language can
play in English-mediated learning. Arabic scientific materials surfaced in participants’
accounts as an invaluable source of assistance to approach unfamiliar concepts. Because
presenters treated their presentations as staged performances which they prepared and

rehearsed ahead, language was manageable even for those who were not totally
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comfortable with using English and pointed out their inability to use the language
beyond their studies and previously-prepared tasks.

As a literacy event, seminar presentations in this context were shaped by
specific expectations and requirements which appeared to be detrimental to presenters’
recognition and use of this genre and their attainment of a positive feedback. Presenters,
however, differed in how they chose to attend to these practices. Their aspirations to
participate successfully in this event were shaped by attempts to balance their efforts to
conform to norms and rules with the pressure they faced at times to deviate from these
expectations to accommodate the needs dictated by their topics, contextual demands and
personal interests. Recognizing and shedding light on these attempts support the
increasing calls within EAP research to broaden the lens through which specialized
genres in disciplinary fields are identified, approached and taught to learners. This is
particularly significant if we look at learners as a community of practice in which
“rebellion often reveals a greater commitment than does passive conformity” (Wenger,
1998, p. 77). Thus, participation in this event may entail decisions among learners to
deviate which should not be considered in terms of the rules they have broken within
educational institutions, but rather in terms of learners’ negotiation of ways to
participate in this community of practice while appropriating personal interests and
contextual demands.

8.2.2 Identity construction in a community of practice: Developing as
professionals

Looking at this event through the lens of community of practice sheds light on
participants as members whose agency allows them to “take up, resist, transform, and
reconstruct the social and cultural practices afforded them in and through the events of
everyday life” (Gee & Green, 1998, p. 148). For these members, social interaction was
instrumental to their engagement in this event not only in relation to their current
community, but also in relation to the communities of professionals which they aspired
to join in the future. Participation in this community of practice was shaped by specific
expectations and requirements which were at times outside of participants’ control.
Participants’ engagement in this event was, however, shaped by how they responded to
and addressed the conditions they faced (Wenger, 1998, p. 79).

The study considered participants’ accounts as indicative of their active roles in
this community. Looking at learners as “agentive, and not passive recipients of

messages transmitted by an instructor” (Bezemer and Kress, 2015, p. 43), participants’
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efforts to establish themselves as professionals extended to almost every aspect of their
participation in this event. Although presenters spoke about the need to follow the
norms and conventions, seminar presentations appeared as a “dynamic, flexible, and
open to change” genre which enabled presenters to appropriate their needs within
available choices and constraints (Lee, 2016, p. 99). Their decisions indicated how they
worked “to engage in a particular sort of ‘dance’ with words, deeds, values, feelings,
other people, objects, tools, technologies, places, and times so as to get recognized as a
distinctive sort of who doing a distinctive sort of what” (Gee, 2015, p. 172).

Specific decisions were particularly highlighted in their work to maintain the
‘identity kit” of a professional in this community (Gee, 2015, p. 171). Connecting their
preparation to the local contexts in which they were going to work was a major aspect.
It was not enough for them to present scientific, documented and up-to-date information
of their topics if they could not situate their knowledge within their local contexts. This
expectation required them to establish connections with professionals and develop
knowledge relevant to their practice. Other significant decisions included recognizing
and choosing appropriate topics, preparing and making presentations, designing
slideshows and preparing for discussion with the course convener. The significance of
these decisions surfaced in what every choice offered in relation to how they perceived
themselves and how they were perceived by their colleagues.

Engagement with English was also relevant to examine closely the construction
of identity in this event. With the specific social practices surrounding the use of
English in this community, the ability to maintain control of English was not easily
available to all presenters. They found refuge in adequate preparation and extensive
practice which provided them with an effective, but temporary sense of control over
their performance. This control was further supported by presenters’ awareness that
Arabic can come to their rescue while discussing their work with the course convener.
Yet, their ability to make their presentations, receive positive feedback and attain good
grades did not overcome their concerns with using English effectively beyond this
event. For them, the challenges faced in relation to using English impacted their views
of themselves, casting an undeniable shadow over their confidence in being able to
compete with more fluent presenters. With research showing that language learners’
confidence in their speaking skills represents “a considerable obstacle” that affect
presenters and their audience (Lima, 2016, p. 122), examination of how participants

described their language skills and their impact on their self-confidence and engagement
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in seminar presentations represented an essential aspect of exploring this particular

genre.

8.2.3 Representing and communicating knowledge: The complexity of meaning
making

Within EAP research, examination of meaning making has been generally
associated with language more than any other mode following the long-held focus on
linguistic features of academic discourse. According to this understanding, scientific
discourse was seen as “quantitative, repeatable, and ideally free from bias” (Parkinson,
2013, p. 157). In this thesis, however, examination of the social practices shaping this
event required a more holistic understanding of meaning making in relation to scientific
discourse. This understanding should attend to calls to highlight the need for developing
accounts “of the range of semiotic phenomena and their affordances discernible in
multiple texts in addition to the need to show such phenomena (can and do) work
together inter-semiotically to produce meanings within texts” (Evans, 2013, p. 359). In
this case study, participants’ descriptions of their experiences and their slideshow
design shed light on the complexity of decisions relative to their presentations. These
decisions reflected presenters’ status as agentive meaning makers through creating
multimodal ensembles in which “the shaping of knowledge occurs in all modes” (Kress
et al, 2001, p. 119). Participants’ accounts highlighted how they attached specific
meanings and purposes to the semiotic choices they relied on, especially in relation to
slideshow design. These choices are not often highlighted in scholarly research. In
contrast to the considerable abundance of research on the semiotic resource of language,
our knowledge has not developed equally regarding “the semiotic potentials of gesture,
sound, image, movement and other forms of representation” (Jewitt, 2008, p. 148). This
study, therefore, offers a step forward in this regard.

Participants highlighted how they used speech and slideshow designs to
represent and communicate their knowledge. They worked to represent specific
dimensions of meanings through particular semiotic resources that they considered
integral to their success as professional pharmacists. Speech was indispensable in
constructing seminar presentations, but it was a challenging mode to engage with. Its
use moved beyond conveying the scientific information related to presenters’ topics to
sustaining their efforts to present themselves as competent professionals. The use of this
mode was shaped by highly-valued semiotic resources which included accurate

pronunciation, fluency in speaking and a native-like accent. Because some of these
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practices were not easily accessible and available to all presenters, they were considered
challenging and, at times, out of reach. As multimodal ensembles, analysis of
slideshows showed how specific semiotic resources were preferred to others and were
associated with specific meanings. Writing, for example, represented an essential
component in composing these slideshows, but it had to be minimized because of the
negative effect that participants associated with overreliance on writing on their image.
Moreover, presenters seemed to be more occupied with how written text on slides
appeared visually to the audience rather than with the content of script.

Visuals were also integral to construct these presentations. In addition to their
use to represent the scientific realism regularly recognized in scientific discourse which
“defines reality on the basis of what things are like generically or regularly” (Kress and
van Leeuwen, 2006, p. 154), participants’ accounts, however, showed how visuals were
used to convey elaborate layers of meaning. Their use extended to meanings which were
prioritized by students because they were relevant to their professional practice in
pharmacy. Visuals were used to create coherence between the different elements in
seminar presentations and echo common practices among professionals. They were also
used to bridge the gap between theoretical discussions and practical applications related
to their knowledge. Furthermore, visuals were invaluable to connect their knowledge to
the local contexts in which they lived and will eventually work.

Using visuals in slideshow designs was additionally helpful to address the
various contextualized constraints that presenters faced within this context while at the
same time serving their interests which reflect “the text-maker’s social, cultural,
affective and material experiences and present position in the world, shaping his or her
attention to and engagement with the world” (Bezemer & Kress, 2015, p. 27). Within
the strict timeframe they were required to follow, presenters engaged in decisions
regarding which aspects should be foregrounded or highlighted and how these meanings
were carried out. Whether they decided to conform to or deviate from the common
expectations and requirements in this context, presenters’ decisions were mediated by
their personal interests, nature of topics and contextual demands.

8.3 Implications
Contributions to scholarly research in this case study appears in relation to

methodological and pedagogical aspects within EAP practice.
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8.3.1 Methodological issues

In relation to the current heavy reliance on quantitative and experimental
methodologies in research concerned with language teaching and learning among Saudi
learners, there is a considerable need to provide more in-depth, qualitative
investigations that shed light on learners’ engagement with English within and beyond
language classrooms. Aiming to investigate the literacy practices underlying learners’
engagement in oral presentations and multimodal meaning making within slideshows in
pharmacy, this case study employed some of the common research instruments relevant
to literacy studies, such as observation, interviews and artefact collection. Contextual
constraints, however, prevented me from using photographs and videos which represent
commonly-used data collection methods in investigations of multimodal meaning
making. These methods are used to examine modal choices and document instances of
multimodal meaning making through “detailed observational accounts of these modes
as they are realized in a given social context” (Jewitt, 2009b, p. 30). Despite their
common and beneficial use in scholarly research, tracing the realization of multimodal
meaning making through such methods is not always easily available. In this study, the
norms and values shaping the research site restricted my ability to use photographs and
videos to document engagement in the literacy event and trace evidence of multimodal
design. These norms and values were related to the cultural and religious sensitivities
which shaped this all-female settings and the university’s regulations which | needed to
follow as an employee in a different campus and as a researcher whose responsibility
included recognizing and respecting norms and regulations within the research site (See
3.5.7).

To mitigate my inability to use these methods, I relied on participants’
description of their multimodal meaning making because “individuals are real makers of
meaning, and not merely instantiations of existing conventions” (Kress et al, 2001, p. 5-
6). Considering that a multimodal text should be seen “as a window onto its maker”
(Jewitt, 2009b, p. 30), I worked to orient my interviews towards exploring participants’
accounts of their textual choices. These choices were significant because they
represented “traces of a sign-maker’s decisions about the expression of the meaning that
she or he wishes to make in a given context” (Jewitt and Kress, 2003, p. 278). Although
contextual constraints have prevented me from directly documenting the use of
slideshows within seminar sessions and participants’ coordination of these slideshows

with speech and gesture, participants’ accounts highlighted many of their aims and
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purposes that motivated their meaning making choices. As Lillis suggests, “talk around
text” offers ethnographic insight to examine writers’ perspectives and writing practices
(2001). This suggestion can also be extended beyond written texts and include
multimodal texts as well.

Although the use of digital tools to examine meaning making among participants
could have enriched the collected data, this case study attempted to work around
methodological constraints and contribute to the increasing wealth of research on
multimodality within educational settings and address gaps in scholarly research while
exploring hard-to-reach contexts as in this case study. The values and norms shaping
these contexts place considerable constraints on qualitative data collection, but this
should not discourage researchers from exploring the social practices that surround
people’s engagement in literacy in these contexts. It is our responsibility as researchers
to provide appropriate epistemological alternatives that do not jeopardize the
ontological grounds upon which qualitative research is built. In this case study, adopting
a theoretical perspective that pays attention to the social context and participants’
perspectives requires the need to appropriate data collection methods with contextual
demands and sensitivities. In addition to being a methodological issue, this is an ethical
responsibility that we hold as researchers, not only to show consistency with the
theoretical perspectives adopted for research, but also to show our respect and gratitude
for our participants whose time, feelings and experiences pave the way for the existence

of similar studies.

8.3.2 Pedagogical issues

Anchored in needs-driven approaches to language education, EAP research has
been dominated for a long time by textual-based studies which aim to identify linguistic
features of written discourse. Concern with these features reflect the classical
significance attached to writing within tertiary education regarding knowledge
dissemination and assessment (Lillis and Scott, 2008). Despite this tendency, there are
increasing calls among scholars to broaden understanding of learners’ needs within EAP
research agenda and acknowledge their evolving and changing nature across different
settings (Charles & Pecorari, 2016). Moving from total reliance on textual-based
investigation to embracing more ethnographically-oriented investigations of language
use is needed to broaden research agenda. Because needs analysis represents one of the

major theoretical angles upon which this thesis is based, exploring situated literacy
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practices help to “illuminate how the social contexts, expectations and intentions of all
stakeholders have a bearing on the needs analysis process” (Flowerdew, 2013, p. 329).
My focus on presenters as designers of multimodal ensembles within this study
was inspired by Kress’s view that “data is needed to complement, to ‘fill out’, data
which one theory by itself cannot produce” (2011, p. 240). | addressed this view
through drawing upon a social account of literacy and a social semiotic approach to
meaning making to examine how undergraduates engage with seminar presentation in
pharmacy. These theoretical angles complement each other and pave the way to
examine “how knowledge in the discipline is presented, debated and constructed”
(Wingate & Tribble, 2012, p. 481). In this regard, four pedagogical aspects are
highlighted because of their impact on practices associated with language teaching and

learning in this tertiary context.

8.3.2.1 Language use and competence

Understanding the use of language in any context requires recognition of “the
purposes and participants that are integral to the construction of particular
communicative processes and products” (Hyland, 2006, p. 386). In this case study,
engaging with English moved beyond recognizing and using a linguistic code.
Linguistic errors did not seem to be prioritized by the course convener or the presenters
unless they impeded the comprehensibility of speech. Accurate pronunciation, on the
other hand, was prioritized because of the responsibilities associated with participants’
professional practices in pharmacy. Using English in this context was not only confined
to representation and communication of knowledge, but was additionally connected to
the way participants believed English sustained their images as successful and
professional presenters. Having a native-like accent was highly valued by many
presenters who saw it as an indication of control and proficiency in language use,
regardless of presenters’ performance, the quality of their presentations or the accuracy
of their linguistic structures.

Within scholarly research, the significance of native-like accent has been
questioned as calls emerged to direct learners’ attention to the functional uses of
language to build their competence rather than searching for a native-like model. These
calls, however, tend to be based on quantitative investigations without taking into
account the contextualized demands on learners. In this regard, the social account of
literacy adopted in this study draws attention to some of these demands which are

shaped by “nonvisible elements, including social relationships, values, ways of
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thinking, skills, and structured routines and pathways” (Matusiak, 2013, p. 1579).
Analysis highlighted the significance of a native-like accent while presenting among
participants despite the fact that the course convener did not pay attention to this aspect
within the observed presentations. Calls to prioritize learners’ practical needs while
using the language should take into account the social values that surround language
use. In this case, pedagogical practices within EAP should move beyond a normative
approach that prioritize linguistic features and adopt a more transformative approach to
examine how language use differs across communities. They are needed additionally to
raise learners’ awareness of how they approach language use and guide them to
consider their values and practices critically in a way that would empower them and
facilitate their engagement in tertiary education. In this regard, analysis drew attention
to the complexity that was associated with pronunciation as an important aspect of
presenters’ use of English and professional practice. Students in this event attached
considerable significance to accurate pronunciation of medical and scientific terms
because of its relation to their professional practice and patients’ safety and that
significance was supported by the course convener’s feedback. Other students
associated professional success and competence in this event with a presenter’s ability
to sound like a native speaker of English while presenting. Because this ability was not
available to all presenters and because it did not seem to impact the assessment given by
the teacher, pedagogical plans should examine and address such attitudes and values

among learners.

8.3.2.2 English-mediated oral presentations and first language

Traditionally, scholarly research in English language teaching and learning has
paid particular attention to language learners, first language. Early grammar-translation
methods used L1 to facilitate access to linguistic terms in L2. Later approaches
disapproved the use of L1 in language classes because of the negative impact it had on
learners in their language learning. Errors were often described as being caused by
interference from L1 which seemed to hinder learners’ full immersion in their learning.
Pedagogical decisions were, thus, centered around the need to minimize any reference
to L1 in good language classrooms without attempting to explore the role that L1 may
play in the social practices surrounding learners’ engagement in literacy events
associated with L2.

However, exploring the literacy practices that underpinned how year-five

undergraduates engaged with seminar presentations in this case study sheds light on the
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significance that participants attached to their L1 in approaching their presentations.
Although presentations were constructed in English, the participants’ first language, i.e.
Arabic, played a significant role in their engagement with literacy in this event. In
addition to its use to facilitate understanding of complex and unfamiliar issues, Arabic
surfaced in presentations as one of the ways that participants used to ground their work
in the local contexts surrounding their studies and future practice. Moreover, Arabic
provided a valuable opportunity for presenters to engage with the course convener’s
feedback. Their ability to use Arabic offered them a sense of security that supported
their previous preparation and practice and allowed them to discuss their work and
explain their choices and decisions with confidence.

Examination of L1’s status within the social practices in this predominantly
English-mediated event calls for the need to reconsider its position in language teaching
and learning. Despite the fact that construction of successful presentations in this
context was directly connected to presenters’ ability to use English competently, the use
of L1 surfaced in participants’ accounts of their experiences as an essential component
to make their presentations. It is the responsibility of policy makers and teachers in
English-mediated tertiary education to explore available tools that support learners’
participation in their disciplinary communities, such as L1 use in this case. L1 should
not be considered in terms of its negative impact on learners’ ability to learn and use the
language, but in terms of what it can offer to support and sustain learners’ development

in academia.

8.3.2.3 Meaning making
Because this study aimed to explore the literacy practices underpinning
undergraduates’ engagement in seminar presentations in pharmacy, examining the
decisions that participants took to make meaning was an integral part of this
exploration. The analysis supported Kress’s view that
‘language’ is just one among the resources for making meaning; and
that all such resources available in one social group and its cultures at
a particular moment ought to be considered as constituting one
coherent domain, an integral field of nevertheless distinct resources
for making meaning; all equal, potentially, in their capacity to
contribute meaning to a complex semiotic entity, a text or text-like
entity (2011, p. 242).
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The participants in this thesis relied on a variety of modes and resources to
represent and communicate a wide range of meanings. While speech seemed to be
preserved for meanings related to the scientific content of their topics, the multimodal
ensembles offered within slideshows allowed presenters to attend to meanings they
considered essential to make their presentations, such as showing credibility, creating
specific atmospheres consistent with their topics, drawing attention to patients’
suffering and establishing professional knowledge. Considering the affordances and
constraints surrounding the various modes and resources used within the observed
presentations, these meanings could not have been made through language alone. In
fact, understanding language and its role in meaning making requires consideration of
how meaning is distributed across modal and semiotic choices in any instance of
communication (Kress et al., 2001).

The analysis suggests the need to offer a holistic approach to language education
in which learners’ awareness is raised to recognize and appropriate the semiotic
resources available to them within their communities. Pedagogical approaches to
meaning making in disciplinary communities should be oriented towards offering
contextualized understanding of the relevant social practices involved in different
communities of practice. This is particularly important when meaning making is
mediated by a second or foreign language. EAP policy makers and teachers can work to
facilitate attempts to imagine higher education “as a multilingual space” in which the
semiotic choices that learners employ in different disciplines are taken into account in
addition to language (Preece, 2009, p. 36).

8.4 Limitations to the Study

Several limitations accompanied this case study. First, although the study was
designed to take place across eight weeks, the original design was affected by the time
needed to obtain the official approval to gain access to the research site and participants.
It was also affected by the mid-term exams which took place near the middle of my stay
at the College. In addition to postponing many classes, students were preoccupied with
their preparation for these exams in a way that prevented me from conducting additional
interviews or familiarizing myself with the context.

Second, considering the ethnographically-oriented nature of this qualitative case
study, the absence of the voices of other participants in this community of practice
represent another major limitation to this research study. These participants include the

course convener, administrative staff and teachers whose roles in this community
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shaped participants’ experiences in the College in different ways. Among these
participants, the course convener’s voice IS particularly missed as | believe it would
have enriched the lights shed on the literacy practices shaping participants engagement
in this literacy event.

Third, because participating in this study was based on the observed presenters’
willingness to volunteer for interviews, participation seemed to have been offered by
presenters who generally received positive feedback and considerably high grades.
None of the presenters whose performances seemed to be less well-received by the
course convener within the observed presentations participated in this case study. Their
voices, which could have offered insightful understanding of this literacy event, were
missing. Many of these presenters were willing to speak with me informally before and
after seminar sessions, but were reluctant to participate in the formal, individual
interviews. This could have been caused by issues related to presenters’ self-confidence,
affecting their willingness to discuss their experiences in detail.

8.5 Recommendations for further research

Several recommendations are suggested for further research by this case study.
Further research is needed to expand the scope of EAP research in the Saudi context.
With the common tendency in this context to base pedagogical decisions on
quantitatively-driven research and teacher-based intuitions, pedagogical practices will
benefit from adopting qualitative methodologies which pave the way for more in-depth
examination of teaching and learning in language education. Research is also needed to
explore learners’ engagement with literacy in other disciplinary fields and different
literacy events to shed light on the variation that shape learners’ experiences with
literacy and meaning making. This should be associated with extending the scope of this
study by conducting longitudinal and longer-duration case studies investigations to
examine how learners develop their membership in specific communities within
different disciplines and the role of language in this development. Such research should
also attend to meaning making choices which shape how language is used in different
communities. More research is also needed to facilitate access to voices of various
participants in educational settings by attending to different members of disciplinary
communities, such as administrative and teaching staff. These suggestions can
potentially enable scholarly research to explore the ways through which the “production
of practice makes communities of practice the locus of creative achievements and the

locus of inbred failure; the locus of resistance to oppression and the locus of the
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reproduction of its conditions; the cradle of the self but also the potential cage of the
soul” (Wenger, 1998, p. 85).
8.6 Concluding Remarks

In this case study, | attempted to explore the literacy practices underpinning how
year-five female undergraduates engaged with seminar presentations in the College of
Pharmacy in one of the Saudi universities. Exploration of literacy practices extended to
the meaning making choices that participants in this study highlighted as they described
their experiences with representing and communicating knowledge. Situated within an
English-mediated setting, the study builds on a social understanding of literacy to offer
an in-depth investigation of undergraduates’ engagement in a specific literacy event.
Despite the limitations | faced while conducting this case study which | discussed
above, the study offers valuable insights that can inform EAP practices within this
context. These insights are mediated by my position as an insider working as a language
teacher in the same university in the Preparatory-Year programme and an outsider
researcher within the specific community of practice that the participants in this case
study belonged to. | believe that these positions allowed me to recognize, appreciate and
address the themes that distinguished participants’ experiences in their community in
comparison to other communities in the university. Within educational settings, efforts
to improve the quality of educational practices are often seen to be the ultimate aims of
conducting scholarly research. 1 look at this study as a way to offer research-bound
insights to inform language education and practices not only in this tertiary setting, but
also in other similar educational settings in which English mediates teaching and

learning.
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Appendix A

Sample of Observational Fieldnotes
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Appendix B

Sample of Fieldnotes in Practice Session
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Appendix C

Sample of Interview Questions

Describe Pharmacy Seminars 2 for me.

What is the difference between Pharmacy Seminars 1 and Pharmacy Seminars 2?
How do you start preparing for your presentation?

Where do you get your information from?

Can you tell me how you made your slideshow?

What was the most challenging aspect of making your seminar presentation?
What type of feedback do you give to other students during the practice session?
How do you prepare your speech?

How do you choose your topic?

10 What do you think about your colleagues’ presentations?

11. What kind of feedback did you receive from the teacher?

12. How was your experience in the Preparatory-Year Programme?

©oN R WNRE
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Appendix D

Samples of Research Journal
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Appendix E

Course Description

Pharmacy Seminars-2

Objectives:

A continuation of pharmacy seminar I. This course was designed to provide the
students with an opportunity to integrate and apply the multiple components of
their of basic ical science to present a formal seminar on a
patient case studies or analysis of pharmacy practice problems.

Contents:

A formal seminar (presented by each student of the fifth year Pharm. D. class) of
selected topics ranged from patient case studies to the analysis of pharmacy
practice problems. Each seminar topic is directed by a facuity preceptor and
includes a question and answer period and discussion.

Course Outcomes:
The
1

Prin

* Garson A, Gutgesell HP, Pinsky WW et al. The 10-minute talk: organization,
slides writing, and delivery. Am Heart J. (1986); 111:193-203.

Supplementary Text:

= FriantRL i i ions. New York: Pilot; (1973).
BE. ing to speak. In: The artis person. A guide to
everyday public speaking.
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Appendix F

Course Guidelines
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Course Evaluation Form
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Appendix H

Lancaster University Ethics Approval Form

Stage 1 self assessment approval

Ethics (RSO) Enquiries

Tue 14/10/2014 0211

Tolghamdi, Noura <n.alghamdi@lancaster acuks;

CcPotts, Diane <d | potts@lancasteracuk>;

Dear Noura

Thank you for submitting your completed stage 1 self-assessment form and additional information for Developing professional literacy: The
multisemiotic presentation practices of Saudi female pharmaceutical undergraduates. | can confirm that approval has been granted for this project.
As principal investigator your responsibilities include:

ensuring that (where applicable) all the necessary legal and regulatory requirements in order to conduct the research are met, and the
necessary licenses and approvals have been obtained;

reporting any ethics-related issues that occur during the course of the research or arising from the research (e.g. unforeseen ethical issues,
complaints about the conduct of the research, adverse reactions such as extreme distress) to the Research Ethics Officer;

submitting details of proposed substantive amendments to the protacol to the Research Ethics Officer for approval.

Please contact the Research Ethics Officer, Debbie Knight (ethics@lancaster.ac.uk 01542 592605) if you have any queries or require
further information.

Kind regards,
ok
Debbie Knight | Research Ethics Officer | Email: ethics@lancaster.ac.uk | Phone (01524) 592605 | Research Support Office, B58 Bowland Main, Lancaster University,

LAT YT
Web: Ethical Research at Lancaster: hitp:/www lancaster ac uk/deptshesearch/ethics himl

Lancaster £
University * *

. lancaster ac uk/a0
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Appendix |

Overview of the Research Project
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Appendix J

Identification Letter from the Scholarship Provider

LB RS »

CULTURAL BUREAU e

LONDON ot

To whom it may concern

Date: Thursday, August 28, 2014
Ref:  K1246

Student: NOURA ALI M ALGHAMDI

The Saudi Cultural Bureau (SACB) would like to present its best compliments and
confirm that the above student is a Saudi National who is a holder of a Government
Scholarship to study PhD in UK.

Mrs. Alghamdi § scientific field trip to Saudi Arabia has been approved.

She will be supervised |

Any assistance given to the aforementioned will be highly appreciated.

Yours Sincerely,

Assistant Cultural Attaché
For Educational and Academic Affairs

Dr. Mohammed bin Said al-Ahmadi
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Appendix K

Information Sheet for Presenters

Lancaster University, UK

Tel. {in UEKD: +44(0)7850251120

Tel. (in Saudi Arabia) +066(0050 7704305
E-mazil- nalghamdi@lancaster ac uk

Nours Algharads LANCASTER
PHD candidate UNIVERS
Department of Linguistics and English Language Department of Linguistics

and English Language

Inf ion Sheet (U P

This latter is to inform you about the research praject and ask for your consent to participate

Title: Developing Professional Literacy: The Mulfisemigtis Presentation Practices of Saudi Female
Pharmacentical Undergraduates

Iy name is MNoura Alghamdi and T am a PhDD candidate at Lancaster University. I am working on my
research project which will be conducted with participants from the College of Phammacy in King Abdul
Aziz University in Jeddah. The purpose of the study is to explors the reading and writing practices
associated with undergraduate phamaceutical seminars. I'm interested in the choices vou makes in preparmg
for vour presentation, how you represent vour ideas, and your opinions about your presentation and the class
discussion after the presentation. This research will help us better understand the demands that university
presentations put on students as second language speakers of Englich in this context, and the kinds of
support students nesd to excel in their studies.

Please read the contents below before making your final decision and do not hesitate to ask for further
information_ T will be happy to provide you with more details

1. The study will take place in the College of Pharmacy during the academic year 2014-2013.

2. Iwil be conductng and sudie-recording interviews with you two times during this academic vear;
once before your presentation and once after it. The interviews should not take more than 60 minutes
and they would take place at a time that is convenient for you

1. Twill be attending the ‘Pharmacy Seminars’ sessions and would take notes during your presentation
o help me with your second interview.

2. Imight informally ask you short questions before or after class during the period I attend the
pharmaceutical semumars, as [ want to make sure I understand the class from the students™
perspective.

3. I-will collect documents related to your presentation including a copy of your slideshow, any hand-
outs you might provide, preparation motes, etc.

4. All data will be used for educational and academic purposes only. For example, it will be used ina
PhD thesis, academic presentations and publications.

5. Amny data collected during the study will be treated in strict confidence and will be anomymised. AllL
data will be securely kept. Any paper-based data wall be kept m a locked cupboard. Electronic data
will be stored on a passwerd protected computer and files containing persenal data will be encrypted.
Apcess to all data will only be available to the researcher_

6. Twill provide you with a brief report on my findings after T begin analysing the collected data in.

order to explore your views on my understanding of the data.

You are free to withdraw at any time withot penalty

8. Ifwvou decide to withdraw at any poimnt while the study takes place or until one month after it fimishes,
the data collected will not be used in the stady. If you decide to withdraw after that, any data
collected up to the point of vour decizion can be retained and used.

2. Ifwvou decide not take part in this study at amy time, your decizion will not affect your studies in amy

way.

~

Tfyou have any questions_ please do ask me and T will be more than happy to respond
You can alse comtact my supervisor:
D, Diane Potts

{d.1.potts@lancaster. ac.ulc)
Telephone: 01524302434
County South

Lencaster University
Bailngs

Leancaster

United Kingdem
LAl4YL

You can alse contact Head of the Department of Linguistics and English Language:

Professor Gres Mvers|

(g mversi@lancaster ac ulk,
Telephone: 01524362454
County South

Lancaster University
Bailriga.

Lancaster

United Kingdom
LAL4YL

T would be very grateful if you could help me with ny research. If you are happy to take part in the project,
please sign the attached consent form. I look forward to working with you.

Thank you for considering your participation in this project

MNoura Alghamdi
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Appendix L

Information Sheets for Teachers

Noura Alghamdi
PhD candidate
Department of L
Lancaster University, UK

Tel. (in UK)- +44(0)78350251120

Tel. (in Saudi Arabia) +866(0)50 7704805
E-mail: n alghamdi@lancaster.ac uk

and English [

LANCASTER
UNIVERSITY
Department of Linguistics

and English Language

Information Sheet (Teachers)
This letter is to inform you about the research project and ask for your consent to participate

Title: Developing Professional Literacy: The Multisemintic Presentation Practices of Saudi Female
Pharmaceutical Undergraduates

My name is Noura Alghamdi and T am a PhD candidate at Lancaster University. T am working on my
research project which will be conducted with participants from the College of Pharmacy in King Abdul
Aziz University in Jeddah The purpose of the study is to explore the reading and writing practices

d with under d Ji 1 I'm 1 d in the choices these undergraduates
malce in preparing for their presentation, how they represent their ideas, and their opinions about their
! ion after it’s finished. This research will help us better understand the
demands that university pf put on d as second 1 spealkers of Englizh in this context,
and the kinds of support students need to excel in their studies.

and the class di:

Please read the contents below before making your final decision and do not hesitate to ask for fusther
information_ T will be happy to provide you with more details

1. The study will take place in the College of Pharmacy during the academic year 2014-2013.

2. Inside the classroom, I will be observing and taking notes during the ‘Pharmacy Seminars’ sessions.

3. Twill be conducting and audio-recording interviews with you two times during this academic year.
The first interview will be at the beginning of the data collection period and the second one will be
near the end of that period. The interviews should not take more than 60 minutes and would take
place at a time convenient for you.

4. Iwould collect documents that relate to the course, such as hand-outs and course outlines.

All data will be nsed for academic and educational purposes only. For example, it will be used in a

PhD thesis, academic presentations and publications.

6. Any data collected during the study will be treated in strict confidence and will be ancaymised. All
data will be securely kept. Any paper-based data will be kept in a locked cupboard. Electronic data

[

will be stored on a password protected computer and files containing personal data will be encrypted
Access to all data will only be available to the researcher

I will provide you with a brief report on my findings after I begin analysing the collected data in

order to explore your views on my understanding of the data.

8. You are free to withdraw at any time without penalty.

5. Ifyou decide to withdraw at amy point while the study takes place or until one month after it finishes,
the data collected will not be used in the study. If you decide to withdraw after that, any data
collected up to the point of your decision can be retained and used.

10. If you decide not take part in this study at any time, your decision will not affect your job in any

way.

If you have any questions, please do ask me and I will be more than happy to respond.

You can also contact my supervisor:

Dr., Diane Potts
(dj.potts@lancaster ac ulk)
Telephone: 01524502434
County South

Lancaster University

Lancaster
United Kingdom
LAl4YL

You can also contact the Head of the Department of L and English T

Professor Greg Myers
(z.mvers@lancaster ac uk)
Telephone: 01324592454
County South

Lancaster University

Lancaster
United Kingdom
LATL4YL

I would be very grateful if you could help me with my research. If you are happy to take part in the project,
please sign the attached consent form_ T lock forward to working with you in this project

Thank you for considering your participation in this project.

Noura Alghamdi
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Appendix M

Consent Forms for Presenters

LANCASTER
UNIVERSITY

Department of Linguistics
and English Language

Consent Forms (Undergraduate Presenters

Title: Developing Professional Literacy: The !L.\.lu]tisemiotil: Presentation Practices of Saudi Female
Pharmaceutical Undergraduates

Please read the following points carefully and sign the form if you agree to take part in this project.

1. Iconfirm thatI have read and understood the information sheet for the above study and have had the
opportunity to ask questions.

2. Tunderstand that my participation is entirely voluntary and that [ have the right to withdraw from the
project any time without giving any reason, but no longer than 1 month after its completion. If]
withdraw after this period, the information I have provided can be used for the project.

3. Tunderstand and agree that I will be observed during my presentation and interviewed before and after
the presentation and the interview will be audio-recorded.
4. Tunderstand that I will be asked to provide some of the materials which relate to my participation in

pharmaceutical seminars and that [ decide where, what and how much I want to share.

[

that relate to the topic of the study and the analysis of the collected data.
6. Iunderstand that the results may be published but that anonymity will be maintained throughout and I
will not be referred to by name or any identifying information.
7. Iconfirm that I have received a copy of this Consent Form and the accompanying Information Sheet.
8. Iagree to take part in the above study according to the arrangements described in the information sheet

in so far as they relate to my participation.

Name

Signature

Date
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Appendix N

Consent Forms for Teachers

Consent Forms (Teachers)

Title: Developing Professional Literacy: The Multisemiotic Presentation Practices of Saudi Female

Pharmaceutical Undergraduates

Please read the following the points carefully and sign the form if you agree to take part in this

project:

1. Iconfirm that [ have read and understood the information sheet for the above the study and have had
the opportunity to ask questions.

2. [ understand that my participation is entirely voluntary and that I have the right to withdraw from the
project any time without giving any reason, but no longer than 1 month after its completion. If T
withdraw after this period, the information I have provided can be used for the project.

3. Tunderstand that I will be interviewed twice during this academic vear, one at the beginning of the
data-collection period and one near the end and the mterview will be audio-recorded.

4. Tunderstand that the researcher mav contact me after leaving the site for further discussion of the
1ssues that relate to the topic of the study and the analysis of the collected data.

5. Tunderstand that the results may be published but that anonvmity will be maintained throughout and
T will not be referred to by name or any identifying information.

6. Iconfirm that [ have received a copy of this Consent Form and the accompanying Information

Sheet.

7. 1agree to take part in the above study according to the arrangements described in the mformation

sheet m so far as they relate to mv participation.

Name

Signature

Date
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Appendix O

Sketch of Year-Five Classroom
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Appendix P

Interview Transcription Conventions

An ‘x’ within single round brackets indicates an
(x) unclear word in the recording that was hard to

recognize while transcribing. The number of (x)s
indicates the number of unclear words.

Bold font is used to indicate a word that was spoken

Bold in English in the interviewee’s original talk.

o Speech marks indicate direct speech reported in
interviewee’s talk.

() Transcriber’s descriptions are shown within double

round brackets.

A longer series of full stops between round brackets

indicates that some of the interviewee’s talk has been
G ) removed from the extracted transcript due to
irrelevance to the point under discussion.

() A full stop between single round brackets is used to
' indicate a short pause.
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Appendix Q

Lamar’s Slideshow
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Appendix R

Layla’s Slideshow
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