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Abstract

The purpose of this qualitative narrative study was to examine teachers’ stories and lived
experiences regarding how English Language Learners (ELLs) learn in the visual arts classroom
and how integrated social-emotional learning (SEL) practices influence their language
development. The problem addressed was that ELLs remain at greater risk of academic
disengagement and dropout due to challenges related to both language acquisition and social-
emotional development. This study drew upon postmodern and poststructuralist perspectives in
critical sociolinguistics, which conceptualize translanguaging as a fluid, multilingual, and
multimodal practice of communication. In addition, SEL theories defined by the Collaborative
for Academic, Social, and Emotional Learning (CASEL) provided a framework for
understanding the relationship between social-emotional competencies and language learning.
Narrative inquiry methods guided the collection and analysis of teachers’ personal accounts.
Participants included 3 visual arts educators with experience in supporting ELLs through SEL
and content-based instruction. Data were gathered through in-depth interviews and arts-based
documentation, such as photographs, collages, and drawings. Stories were analyzed thematically
and interpretively, with attention to how teachers constructed meaning around their pedagogical
practices. Findings revealed that teachers viewed the visual arts as a powerful space for ELLs to
engage in identity formation, self-expression, and cross-cultural dialogue. Teachers emphasized
the importance of SEL practices, including collaborative critique, in fostering social awareness
and relationship skills. Challenges such as limited planning time, inconsistent implementation,
and lack of curriculum resources constrained practice. This study contributes to the literature by
illustrating how teachers’ narratives underscore the role of visual arts and SEL in shaping

inclusive, multimodal learning environments that affirm ELLs’ voices.
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Section 1: Foundation

Federal civil rights law dictates that U.S. school districts provide students identified as
English Language Learners (ELLs) with designated English-language development (ELD)
instruction and integrated ELD instruction when teaching the core content (Hopkins et al., 2022).
English language learners are highly diversified in their racial, cultural, and linguistic origins.
The number of English learners in public school systems continues to grow (Hopkins et al.,
2022). Studies show that English learners increase their academic growth through appropriate
ELD instruction provided through designated and integrated methods (Hopkins et al., 2022).
Designated ELD is delivered in small group instruction that focuses on language skills based on
the student's needs. ELLs also make academic gains by integrating language into math, science,
and language arts instruction through integrated English language development (Hopkins et al.,
2022). Studies show that ELLs at the secondary education levels received less ELD support
because of the prioritization of graduation requirements (Hopkins et al., 2022). This means that
students are placed in and given more access to core content classes with fewer designated ELD
supports. There is a need to restructure designated ELD to provide an in-depth connection to core
content classes, thereby improving ELLs' English language development instruction. Studies
have found that qualitative methods are needed to investigate the effectiveness of policy
implementation, cultural aspects of program structures, and teacher support (Hopkins et al.,
2022). Future research is needed to improve practices that influence ELLs' engagement and the
ecological factors affecting their learning environments. Research is needed to identify
innovative approaches to designated and integrated ELD for secondary ELLS from diverse

racial, cultural, and socioeconomic origins (Hopkins et al., 2022).



The focus of this study is on the process of translanguaging and examines how English
language learners (ELLs) may benefit from content-based instruction in visual arts programs. It
aims to investigate how this approach can facilitate cultural transitions and language acquisition
for ELLs. This study aims to delve into the sociolinguistic perspective of language acquisition,
particularly in terms of its social and emotional aspects. It focuses on various themes, including
the establishment of a safe environment for self-expression, the empowerment of immigrant
children's voices, and the correlation between social-emotional learning and visual arts. Through
this investigation, the study aims to identify the intersections between visual arts and social-
emotional learning to promote inclusivity in language learning settings.

This study highlights the issue that ELLs face obstacles not only in their academic
proficiency but also in their social and emotional well-being, which requires attention (Lambert
et al., 2018). Past research has shown that ELLs typically performed lower on academic
proficiency exams than students who have fluent English proficiency (Sheng et al., 2011). ELLs
continue to be a vulnerable population that experiences trauma from poverty, lack of social
belonging, and other high-risk conditions. High-risk conditions include a lack of access to
healthcare, a lack of mental health services, and exposure to violence (Lambert et al., 2018;
Penton Herrera et al., 2022).

Studies show that the visual arts are not sufficiently nor appropriately integrated with
SEL curriculum to address social justice when students are dealing with the trauma from the
Covid-19 pandemic that has overwhelmingly affected communities of color with the highest
mortality rates and the recent social upheaval related to hate crimes against people of color and
immigrant communities (Bertling & Moore, 2021). Integrating visual arts integration with SEL

can significantly impact the classroom climate and engagement, providing a safe space for the



students’ identity construction when facing trauma, language barriers, and cultural barriers
(Edgar, 2020). This study addresses factors that impede Arts integration, with SEL and what
support teachers need to engage and support the academic development of English language
learners.
Statement of the Problem

The problem addressed by this study was that although English language learners (ELLs)
experience significant social-emotional, linguistic, and cultural challenges that hinder their
academic achievement, little is known about how visual arts educators experience, interpret, and
make meaning of teaching ELLs through multimodal instruction that transcends linguistic
barriers. Existing literature documents persistent disparities for ELLs, including graduation
outcomes compared to non-ELL peers (Callahan & California Dropout Research Project, 2013;
Lambert et al., 2018; Deussen et al., 2017) as well as acculturation difficulties associated with
migration-related trauma (Umansky & Porter, 2020). ELLs share socioeconomic adversity and
social-emotional difficulties, including family separation, psychological isolation, and identity
development (Lambert et al., 2018; Penton Herrera et al., 2022). ELLs’ cultural gaps between
home and school are exacerbated by separate education settings and their unrecognized language
and cultural resources (Callahan & California Dropout Research Project, 2013; Lambert et al.,
2018; Umansky & Porter, 2020).

Predictions show that by 2030, 40% of children will speak English as a second language
(Lambert et al., 2018). Research shows that content-area teachers feel unprepared to teach
English Language Development instruction (Umansky & Porter, 2020). Ensuring that students
gain complete access to content requires adequate professional development that includes

culturally sensitive interventions and social-emotional resiliency skills (Lambert et al., 2018;



Umansky & Porter, 2020). What is not known is how visual arts educators story their
professional journeys with ELLs, how these experiences shape their instructional decisions, and
how meaning is constructed through arts-based teaching practices. Without this understanding,
professional development and arts integration efforts risk remaining disconnected from
classroom realities, limiting their effectiveness and sustainability.
Purpose of the Study

The purpose of this qualitative narrative inquiry study was to explore how secondary
visual arts educators experience, interpret, and make meaning of teaching English
Language Learners through the intersections of visual arts, social-emotional learning, and
translanguaging. This qualitative research aimed to understand the viewpoints of teachers to
inform professional development and instructional practices that are responsive to the social-
emotional, linguistic, and cultural needs of 6th- to 12th-grade English Language Learners.
Guided by Clandinin and Connelly’s (2000) three-dimensional narrative inquiry framework of
temporality, sociality, and place, this study sought to understand how visual arts educators story
their professional journeys, including the experiences that have shaped their pedagogical
approaches, the meanings they construct from daily classroom practice, and the tensions they
navigate while supporting ELL students’ academic, linguistic, and social-emotional
development. Participants were purposefully selected from public secondary schools within a
large school district in the United States, identified using a pseudonym to ensure confidentiality.
All participants teach 6th—12th grade visual arts classrooms with ELLs and actively integrate
SEL into their instruction. Narrative data were generated through in-depth interviews, educator-
created artifacts, and arts-based analytic processes, allowing participants to reflect on and

represent their lived experiences. By honoring the particularity of each educator’s narrative while



also attending to resonance across stories, this inquiry aimed to illuminate how visual arts
educators come to understand their roles in fostering creative expression, language development,
and holistic student growth. This included a collaborative, cross-disciplinary approach
incorporating art, collecting artifacts, and conducting interviews. . Narrative data were generated
through in-depth interviews and educator-created visual artifacts, with arts-based analytic and
representational processes—such as collage and painting—used to support reflection,
interpretation, and meaning-making within and across participants’ narratives (Gernstenblatt et
al., 2013; Mulvihill & Swaminathan, 2020). By honoring the particularity of each educator’s
story while also attending to resonance across narratives, this inquiry aimed to illuminate how
visual arts educators understand their roles in fostering creative expression, language

development, and holistic student growth.

Research Questions
RQO1

How do secondary visual arts educators story their professional experiences in integrating
visual arts, social-emotional learning, and content-based instruction for English Language
Learners?
RQ2

What experiences, turning points, and influences have shaped how teachers approach
integrating social-emotional learning within visual arts instruction for ELLs?

RO3



How do visual arts educators narrate the tensions, challenges, and unresolved struggles
they encounter while supporting ELL students’ linguistic, and social-emotional development
through arts-based instruction?

Conceptual Framework

Postmodern and poststructuralist perspectives in critical sociolinguistics conceptualize
translanguaging as a flexible and fluid expression of language and communication (Bonacina—
Pugh et al., 2021). These perspectives define language as a social construct influenced by the
migrations of groups of people and mobile technology (Bonacina-Pugh et al., 2021). These
theories are foundational because postmodern and poststructuralist perspectives view language
acquisition as a sociolinguistic process. Human language is described as multimodal, employing
text, spoken, and visual methods to construct messages (Bonacina-Pugh et al., 2021). This fluid
approach to structuring communication uses multimodal, social, and semiotic signage. Linguistic
signs are part of a range of modalities that individuals use as sources that are associated with
their socio-historical and political beliefs. These associations are the basis for how language
users create and interpret signs to communicate in different contexts (Bonacina-Pugh et al.,
2021).

Translanguaging is a practical theory of language. This theory describes how individuals
think and communicate with various cognitive, multimodal, and semiotic methods (Bonacina-
Pugh et al., 2021). Translanguaging is founded on psycholinguistic research that stresses how
human thoughts exist beyond language and require multimodal cognitive processing to be
communicated (Bonacina-Pugh et al., 2021). The researcher who founded the theoretical
framework is a Welsh educator named Cen Williams (Ungvarsky, 2023). He began the practice

of having students learn the material in one language and then write or discuss that content in



another language. Colin Baker later created the English term translanguaging and defined its
meaning as the use of two or more languages in any circumstances (Ungvarsky, 2023). In 2009,
Ofelia Garcia created the most recently accepted definition as the action of using two or more
separate languages to expand and develop better communication. Garcia proposed that language
students be allowed to use both native and second languages in the classroom to develop
language (Ungvarsky, 2023). This theory relates to this research because the focus is on
translanguaging through visual language in the visual arts classroom as a support for language
acquisition and social-emotional learning.
Social-Emotional Learning

Since language acquisition is a social and linguistic process, the theories behind social-
emotional learning (SEL) as defined by the Collaborative for Academic, Social, and Emotional
Learning (CASEL) are foundational to a linguistic process that relies on social-emotional
development (CASEL, 2021). Social-emotional learning (SEL) is a developmental process that
starts in early childhood and progresses into adulthood (Keene, 2020). The focus of SEL is to
develop emotional awareness and social skills for the expression and management of emotions
(Keene, 2020). Other skills developed through SEL are effective social communication,
developing positive relationships, expressing empathy, showing compassion, and responsible
decision-making that affects the individual's well-being and the well-being of others (CASEL,
2021).

Roger Weissberg, a professor of psychology, explained that SEL also improves academic
achievement and supports pro-social behaviors. The Collaborative for Academic, Social, and
Emotional Learning (CASEL) is the leading organization that conducts research into SEL

programs and school implementation (Keene, 2020). CASEL created the SEL wheel that



describes each social-emotional competency. The five main competencies described in the wheel
are self-awareness, self-management, social awareness, relationship skills, and responsible
decision-making (CASEL, 2021). According to the Collaborative for Academic, Social, and
Emotional Learning (CASEL), social awareness skills are developed to include the ability to
identify unjust social norms and understanding the weight of organizations and systems on
behavior (CASEL, 2021). Social awareness can only be developed after developing self-
awareness and self-management. Self-awareness is the ability to integrate personal and social
identities, identify one’s own cultural and linguistic advantages, naming one’s emotions,
determine one’s values and how they affect behavior in social situations, and examine prejudices
or biases (CASEL, 2021). Self-management is the ability to manage one’s feelings, thoughts, and
behaviors with self-discipline. Self-motivation skills are also developed to set personal and group
goals (CASEL, 2021).

These foundational abilities help to gain relationship skills. Relationship skills are the
ability to create and keep healthy relationships and to develop socio-cultural competencies that
help individuals navigate social situations with diverse people (CASEL, 2021). These skills
support collaboration with others and solving conflicts in a constructive manner. Last is
responsible decision making, the ability to make empathetic and constructive decisions about
one’s social interactions with diverse individuals, including the ability to use ethical judgement
and evaluate consequences of personal actions to achieve social and collective harmony
(CASEL, 2021). The main competencies that relate to the art process are self-awareness, social
awareness, relationship skills through collaboration, and responsible decision-making. Arts
integration serves as a vehicle for expressing emotions and ideas and involves social

collaboration.



Arts Integration

Social-emotional learning instruction and methods provide a safe space for students to
construct their identity, while art production encourages students to develop their self-awareness,
social awareness, and relationship skills (Lee & Lee, 2021). This synergetic relationship between
art and SEL creates a safe space for students to be actively engaged in communication with their
peers. Students also gain confidence in expressing their thoughts and feelings using nonverbal
communication. The language of visual art allows students to think about and accept others’
opinions (Lee & Lee, 2021). Art catalyzes the student's individuality and self-efficacy because it
encourages self-reflection, self-expression, and provides a safe space for self-expression and
identity construction (Lee & Lee, 2021). Figure 1. shows the conceptual framework that supports
English language learners (ELLs) and the relationships between social-emotional learning
competencies, the artistic process, culturally sustaining arts-based instruction, and how they

interconnect to facilitate identity construction.



Figure 1

Identity Construction Through SEL and Visual Arts Integration
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Culturally Sustaining Pedagogy

Culturally sustaining pedagogy uses the student’s funds of knowledge (Pauly et al.,
2019). It is based on cultural relevance to the student’s experiences and environment. Culturally
sustaining pedagogy cultivates inclusive ways of learning and communicating ideas creating a
safe classroom environment for students (Pauly et al., 2019). Art is used to build the classroom
community, student confidence, and social-emotional learning competencies. Students are
empowered and use art as a tool for learning subjects within a culturally relevant and sustaining
context (Lee & Lee, 2021; Pauly et al., 2019). The framework explains the synergetic
relationships between art and social-emotional learning and how the two can facilitate social
justice approaches in art education to help students experiencing trauma, social isolation, and
language barriers.
Definitions of Key Terms
Academic Proficiency

The Every Student Succeeds Act (ESSA) was enacted in 2015 and defines students as
academically proficient when they make adequate yearly progress on state exams (Sacks, 2018).
According to ESSA, academic achievement is mainly based on using state reading and math
scores and may include alternative forms of assessment beyond academic requirements. Students
with disabilities are included in the same set of criteria defined by state test scores (Sacks, 2018).
Arts-Based Methods

Arts-based methods are an emerging approach that researchers utilize involving creative
practices in any stage of their research (Carpenter, 2020). This method may apply to the initial
data collection, data analysis, interpretation, and representation of findings. The researcher may

work alone in their creative practice or in collaboration with practicing artists as a collective.
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Participatory arts-based methods may be employed by scholars who work with research
participants who create artistic works in response to a research question. Researchers can use
various genres in their arts-based projects, including written literary art, music, performing art,
dance, and visual arts (Carpenter, 2020).

Arts-Based Learning

Arts-based learning is a way of learning based on students showing their understanding
when taking part in the creative process using one or more of the art genres and other academic
areas (Pauly et al., 2019).

Arts Integration

An approach to teaching that facilitates students’ creation of meaning and understanding
through an art form (Aghasafari et al., 2021; Pauly et al., 2019). Students participate in the
creative process and establish connections between a subject and an art form. Arts integration
connects various parts of other disciplines while promoting engagement in creative production
and hands-on learning through art making (Aghasafari et al., 2021; Pauly et al., 2019).
Content-Based Instruction (CBI)

The practice of integrating a topic or a subject, such as music or art, with second
language instruction. An approach in which subject-matter content and second-language
objectives are integrated with complementary content-driven and language-driven goals
developed together (DelliCarpini & Alonso, 2013).

Culturally Sustaining Pedagogy

Culturally sustaining pedagogy supports and sustains linguistic, literacy, and cultural

pluralism in direct opposition to monocultural and monolingual societal conventions, educational

policies, and practices. A pedagogy that fosters cultural pluralism and cultural equality
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encourages respect for diversity and equitable participation among all learners (Schuelka et al.,
2019).
Dropout

The term is defined as a student who enrolls in a program but does not complete it. In
education and schooling, a dropout is a student who does not complete the requirements to
graduate from high school. High school completion is determined by completing requirements
such as graduation, receiving a diploma, or having a general equivalency diploma (Craighead &
Nemeroff, 2004).

Emergent Bilinguals

The term refers to English learners; however, it emphasizes the assets and cognitive
capabilities of students or multilingualism instead of focusing on English language proficiency as
a deficit. The term is used to reorient schools, families, and communities to recognize the value
of bilingual and multilingual resources students bring to the classroom (Motita-Mullaney et al.,
2019).

English Development Instruction (ELD)

Instruction for English language learners that supports core content learning (Hopkins et
al., 2022). English-language development is defined as designated and integrated ELD.
Designated ELD is the instruction given during a designated time on the regular school day for
targeted instruction using the state ELD standards. The integrated ELD is an instruction that
combines ELD standards with state-adopted content standards (Hopkins et al., 2022).

English Language Learners (ELLs)
The term ELLs refers to English language learners. English language learners are

students learning English who do not yet show proficiency in English by grade 9 (Deussen et al.,
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2017). English language learners can be categorized into several subgroups. Ever-English learner
students are currently learning English and were formerly classified as English language
learners. Newcomer English learner students are students who first entered a school as recent
immigrants. Former English learner students are those students who have gained proficiency
based on scores in the English language proficiency assessment. Recently reclassified English
Learner students were students who attained proficiency and were reclassified as former English
Learner students in Grades 7 or 8. Long-term proficient English learner students are English
learners who reached proficiency and received a reclassification as former English learner
students before Grade 6 (Deussen et al., 2017).
Inclusive Classroom
Practice that involves every student in the classroom takes part in creating the

educational environment (Schuelka et al., 2019). The teacher and students cultivate a sense of
belonging and engage with others while learning. Learning is centered on accessibility and
equity (Schuelka et al., 2019).
Multiliteracies

Literacy encompasses diverse modes of representation, including images, symbols, and
languages. Literacy evolves through multilingual, multimodal, and technology-based
communication shaped by changing student demographics (Pauly et al., 2019; Motita-Mullaney
etal., 2019)
Multimodal Literacy

The exploration of emotion and embodiment that occurs during identity construction (Di
Cesare & Roswell, 2017). Emotions become physical actions that are then expressed through

language. Language evokes emotions in racially and ethnically diverse classrooms.
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Multimodalities include digital play, drawing, writing, and movement (Di Cesare & Roswell,
2017).
Relationship Skills

The ability to have and maintain positive and healthy relationships and to show cultural
competency through effective communication (CASEL, 2021). The skills that enable one to
work collaboratively and solve problems with others. Other skills include conflict resolution,
resisting peer pressure, leading groups, helping others, and standing by others in need (CASEL,
2021).
Self-Awareness

Self-awareness is being able to understand oneself and one’s emotions, thoughts, and
beliefs, and how these affect behavior in different settings. The ability to integrate social and
personal identities. Being able to identify one’s cultural and linguistic advantages. Making
connections between emotions, values, and ideas. Being able to understand biases and prejudices
(CASEL, 2021).
Social Awareness
Having the ability to empathize and understand the perspectives of others, including those from
diverse backgrounds, cultures, and settings, involves recognizing others’ strengths, showing
compassion, and expressing gratitude (CASEL, 2021).
Social-Emotional Learning (SEL)

A developmental process that begins in early childhood and develops into adulthood.
SEL practices develop emotional awareness and social skills to express and manage emotions.

The skills developed in SEL practices include social communication, empathy, positive
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relationships, compassion, responsibility, and decision-making that affect the individual self and
others (Keene, 2020).
Translanguaging

This term refers to communication in more than one language (Ungvarsky, 2023). The
term describes how a bilingual or multilingual person switches between languages. It describes

the development of a new language from merging with other languages (Ungvarsky, 2020).



17

A Review of the Literature

The purpose of this qualitative narrative study is to explore teachers’ perceptions of the
links between visual arts, social-emotional learning, and translanguaging within the context of
content-based instruction. The practice-based aims are to inform the professional practice of
educators, policy, and development of supports for the academic success of 6th—12th grade ELLs
(English Language Learners). To develop professional practices in content-based instruction, this
study will identify the impediments that affect the integration of visual arts content instruction,
SEL, and language development.

The main purpose of this literature review is to analyze studies that examine the ongoing
conversation around translanguaging and establish a structure for comparing their outcomes
(Boote & Beile, 2005). This review of the literature is organized based on themes that identify
the needs of ELLs transitioning from one language to another and how this affects their social-
emotional development in the visual arts classroom. The main literature discourse surrounds the
most current research related to translanguaging as having significant academic importance in
academia, language development, and the social-emotional learning of ELLs. The resources
incorporate divergent perspectives and similarities between the findings in the literature. The
literature shows evidence of the need for plurilingualism and multimodal practices to create safe
translanguaging spaces for ELLs. In this review, the use of translanguaging as a pedagogy is
explored, emphasizing the role of visual language in facilitating meaning-making in the context
of visual arts education. The literature supports the intersections between social-emotional
learning and the creative process that define self-awareness, social awareness, and relationship
skills for teachers and ELLs. The literature describes the use of art-based methods and how these

methods provide significant contributions to qualitative research. Lastly, conclusions are drawn
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from the literature that assist in making future recommendations to improve qualitative research
and English language development practices for ELLs.

The challenges inherent in reviewing the literature are searching for and finding the
keywords and phrases that relate to the research's specific focus. The target population,
feasibility, and the research question leading the research study are contributing factors that add
more complexity when searching for sources. With sufficiently explicit inclusion and exclusion
criteria, the search can be repeated with accuracy (Wakefield, 2014). Inclusion criteria for this
search included all studies involving K-12 English language learners who are translanguaging.
Studies that have been done in the past 5 years. Exclusion criteria are studies comprising or that
involve children from 5 to 17 years of age that examine visual arts pedagogy that support
translanguaging and social-emotional learning (Wakefield, 2014). To summarize the academic
databases accessed, the keyword used in this search includes the term translanguaging.
Translanguaging is defined as the cognitive process of language learners when switching
languages, modalities, and senses to make meaning (Wei, 2018).

The first searches involved using a phrase search on the main library page (National
University Library, 2017). The Boolean operator “and” was used to separate the terms and used
the phrase social-emotional learning integration (National University Library, 2017). Search date
limiters were not used. This produced more sources than the first search. So, the date limiters are
essential to narrowing down the search and finding the most current literature (National
University Library, 2017).

Then, the keywords were separated by Boolean operator (and) for each of the terms
visual art education, social-emotional learning, and integration. Search date limiters and

scholarly and peer-reviewed limiters were applied (National University Library, 2017). This
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search resulted in 46,104 publications comprising mostly scholarly journals, and they were
mostly related to keywords and research topics.

In the last search, the term English language learners was added to visual arts education
and social-emotional learning. The Boolean operator (and) was used to separate the keywords.
Date and peer-reviewed limiters were also used (National University Library, 2017). This search
produced 20,000 or more scholarly journals, mostly related to the research topic. Several journals
were directly related to my topic on the first page of the research results. The search resulted in
the first three titles by authors (Anderson & Valero, 2020; Smilan, 2017; Whitmore et al., 2019).
All three titles apply to the research topic and were imported to RefWorks.

When conducting a Google search, I used the same keywords, visual art, social-emotional
learning, integration, and phrases used in the National University Library search. The keywords
were separated using the Boolean operator (and). This search produced 49,500 results. The
results included several media and some scholarly literature. In addition, Google provided a list
of questions that other searchers would ask the Google search engine. The search results
included grey literature, news articles, blogs, podcasts, and popular education websites such as
Edutopia. Scholarly literature was also listed in the Eric database. Google suggestions at the top
of the search page offered hyperlinked text that included the phrase scholarly articles with
keywords with a couple of sources listed. The hyperlinked text was linked to a scholarly journal
by the author (Lee & Lee, 2021) and was also related to the research topic and keywords.

The search using the keyword translanguaging with Boolean operators (and) with
keywords visual arts and social-emotional learning produced 20 journals. These 20 journals were
placed in the RefWorks folder titled Visual Arts and Language Acquisition. Each journal’s ISSN

was searched on Ulrich's web, and only three were not peer-reviewed.
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Based on the titles alone, many of the journals found in the search applied to the research
study. However, when reading all the articles in depth, the focus of the research study must relate
to social-emotional learning. Several journals contain discussions about translanguaging that do
not make links to social-emotional learning in detail. Last, making those links to other journals
will be essential when relating language acquisition to social-emotional learning. More searches
will have to be conducted with keywords that specifically address translanguaging and social-
emotional learning. Thus far, the searches resulted in only two journals discussing these
connections.

Translanguaging

Translanguaging has been defined, interpreted, and implemented in diverse ways.
Interpretations of translanguaging include fluid and fixed approaches that have important
implications for language teaching and acquisition (Bonacina-Pugh et al., 2021). A fixed form of
translanguaging is defined as a pedagogical practice that involves receiving content in one
language and using that content in another language. The goal is to reinforce two languages and
to improve understanding. This system is often planned and used in a bilingual classroom setting
(Bonacina-Pugh et al., 2021).

The fluid language approach is defined as a theoretical concept that originates from
critical sociolinguistics. Critical sociolinguistics defines a language as a social construct that is
ever-changing because of global migrations of people, various uses of digital technology, and
more portable forms of communication (Bonacina-Pugh et al., 2021). The evolution of
translanguaging as a fixed transaction from one language to another to a more fluid conceptual
theory has created this new definition. Translanguaging can be defined as a way of making

meaning using various codes of signs and symbols that are non-verbal and visual (Bonacina-
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Pugh et al., 2021). This multimodal form of communication includes gestures, images, and even
different languages (Bonacina-Pugh et al., 2021).

Translanguaging is an important scholarly development in sociolinguistics (Bonacina-
Pugh et al., 2021; Moses et al., 2021). Post-colonial sociolinguistic paradigms that define
classroom language and communication are a combination of Global Englishes (GE) and
translanguaging (Fang & Xu, 2022). (Fang & Xu, 2022) explain that post-colonial sociolinguistic
paradigms that define classroom language and communication are a combination of Global
Englishes (GE) and Translanguaging. Both paradigms should be recognized and integrated into
contemporary language instruction (Fang & Xu, 2022). GE and Translanguaging define the
English language as inclusive, diverse, and fluid. English is viewed as a language with variations
that exist within a globalized context outside of the bounds of nationality (Fang & Xu, 2022).
The concepts Fang and Xu (2022) and Bonacina-Pugh et al. (2021) describe align with
Translanguaging, as it enhances one's linguistic abilities across various modes of
communication, including multimodal, body language, and visual cues. All authors Fang & Xu
(2022) and Bonacina-Pugh et al. (2021) stressed that translanguaging challenges monolingual
ideology because it employs multiple forms of communication within the philosophical and
scientific meaning of natural and artificial languages, language practices, and pedagogy. When
translanguaging, multiple ways of communicating are practiced, recognized through
multimodalities, and involve a social process for decolonizing the English language (Fang & Xu,
2022). This process requires fluid approaches in K-12 pedagogy and in linguistics research (Fang
& Xu, 2022; Bonacina-Pugh et al., 2021). The social-emotional learning development of English
language learners translanguaging must be taken into consideration in congruence with language

skills instruction.



22

When translanguaging, students are involved in applying many of their linguistic
resources through a flexible and creative process (Moses et al., 2021). Students engage their
personal social history and language as resources that support their communication (Moses et al.,
2021). Language literacy and identity are interconnected and cannot exist in isolation. A
student’s funds of knowledge must be acknowledged and celebrated to develop language and
build healthy identities (Moses et al., 2021).

Current translanguaging pedagogy focuses on the interplay between two languages and is
focused on literacy. However, translanguaging should make use of multimodal forms of
communication that go beyond language (Leung, 2019). Art instruction can provide another
modality for communication and a space for connecting with student’s personal social history.
Translanguaging Through the Visual Arts

Evidence shows that visual arts integration is an effective means for supporting English
language learners who are translanguaging. Aghasafari et al. (2021) and Becker, (2020) similarly
agree that arts-based methodology in language instruction promotes identity construction, access
to content, and provides diverse ways of knowing that reflect universal design learning (UDL).
Aghasafari et al. and Becker stress that the visual arts are a valuable form of communication that
provides children with alternative avenues to create meaning. Arts integration allows children to
construct and show their understanding through an art form. Engaging in the creative process
connects an art form to other content areas and facilitates students to communicate their ideas
and emotions and make interdisciplinary links (Afghasafari et al., 2021; Becker, 2020).

To facilitate student engagement in the creative process, teachers need art enrichment
opportunities. Art enrichment for teachers also helps teachers develop social awareness in their

pre-service (Shockley & Krakaur, 2021). Studies have shown that individuals who possess robust
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creativity can excel as educators. They can infuse their teaching techniques with their passions
and interests, motivating their students to attain success. Teachers' reflections on arts integration
show a new interest in considering culturally relevant solutions and have the desire to connect to
students’ interests, student perspectives, and ideas. They also desire to focus more on the arts-
based methods that provide creative and critical problem-solving opportunities for their students.
Utilizing arts integration in pre-service education enables teachers to effectively plan and
incorporate multicultural, critical thinking, social, and emotional understandings that expand the
curriculum. There is a growing demand for arts integration-themed programs in teacher
education and the inclusion of arts-based learning as a prerequisite for the professional
development of pre-service teachers. Further research is needed to explore these areas (Shockley
& Krakaur, 2021).

Translanguaging pedagogy can use arts-based practices to support language learning and
social-emotional development. A study using ethnographic approaches explores translation and
translanguaging spaces and creative activities such as collage (Bradley et al., 2018). The visual
representations communicate linguistic landscapes based on collaborative ethnography (Bradley
et al., 2018). The research itself becomes an agent of creation and tells the stories while
facilitating collaboration and provoking ideas. This process is described as having important
methodological, theoretical, and epistemological significance (Bradley et al., 2018)

Further studies by Becker, (2020), and Hoffman (2017) similarly show evidence of the
use of visual language to support other forms of language acquisition, such as American Sign
Language and supports for deaf students and students with language impairments. Hoffman’s
case study involving fluent bilingual speakers of English and American Sign Language (ASL)

concludes that visual language is used as a link to literacy. The links to literacy require



24

metalinguistic knowledge in reading strategies for both ASL and English (Hoffman et al., 2017).
These abilities are gained from early use of visual language and the influence of early use of sign
language, letter recognition, social skills, maintaining visual attention, and development towards
cognitive and behavioral growth (Hoffman et al., 2017). These visual arts-based experiences
reveal the strengths of children with language limitations and provide accessibility to the
curriculum. Visual arts integration practices give equity to all learners (Becker, 2020; Hoffman
et al., 2021).

Both Aghasafari et al. (2021) and Leung et al. (2020) conducted qualitative investigations
that support translanguaging through visual arts using a contemporary linguistics perspective.
However, unlike Leung et al. (2020) who conducted a case study explaining how
translanguaging develops in 5-6-year-old children’s artwork, Afghasafari et al. (2021) described
translanguaging in the digital art works of 14—18-year-olds (Leung et al. 2020). Collected
artworks analyzed through three categories of content analysis: exploratory experiences, object
references, and visual components. The findings show translanguaging is not only part of verbal
languages but also in visual language, including Chinese and English words that the students
have learned. Students' artworks illustrated ideas, thoughts, and emotions (Leung et al., 2020).

Media arts is a multimodal process that motivates students to perform at higher levels in
the school curriculum (Afghasafari et al., 2021). Digital arts, graphics, and animation have
changed the way that people communicate and compose writing. Media arts provide engaging
opportunities for students to revise and craft multimodal texts. With digital arts, the use of
images as tools for student discussion enhances their understanding. These instructional tools

show great benefits for emergent bilingual students (Afghasafari et al., 2021; Leung et al., 2020).
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Cultural understanding through visual immersion and multimodal literacy has an
important influence on socio-cultural competency skills (Smilan, 2017). English language
learners can use visual literacy to help them learn and gain a sense of belonging while using their
home language and culture. A policy review stresses the importance of an authentic multicultural
art curriculum that emphasizes inclusion and improves self-esteem (Smilan, 2017). These skills
are also combined with collaborative learning to support students’ social and cultural
competencies from diverse peers. Immersion of visual language is a technique that supports
learning languages and has important implications in developing reading and oral literacy skills
for ELLs and all students (Smilan, 2017). Self-esteem and gaining a sense of belonging are
central to the experiences of immigrant students facing language barriers. These needs can also
be met in the translanguaging process through using arts-based practices that include social-
emotional learning skills instruction.

Creating Safe Translanguaging Spaces

Social-emotional development is a clear and inherent outcome of the art-making process.
Findings from Antunes (2020) and Dryden et al. (2021) show English language learners
experience social and emotional difficulties that affect their wellness. For example, migrant
English foreign language learners experience foreign language anxiety (FLA). FLA is
characterized as having memory difficulties, feeling socially isolated, self-denial, and crying
induced by strong emotions (Dryden et al., 2021). The Dryden et al. (2021) qualitative study
using ethnographic approaches reveals that linguistic flexibility, with an understanding that there
will be language support in the educational environment, is key in allowing learners to use their
communication abilities (Dryden et al., 2021). This safe space encourages learners to use their

communication skills, resulting in higher-level and richer discourse in the English Foreign
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Language classroom. Giving English foreign language students the safety to openly express their
emotions, ideas, and experiences helps alleviate the negative emotional effects of FLA (Dryden
et al., 2021). In addition, the research of Antunes and Dryden et al. (2020) demonstrates the need
for a change in the assessment of language acquisition that involves more flexibility, less
performative, and more collaborative approaches. Dryden et al.’s (2021) findings call for testing
approaches that measure individual growth that focus on how the student can use the language
instead of testing how the student performs in that language. This view also promotes increased
collaboration and co-construction of language that is more meaningful (Dryden et al., 2021).
Consequently, teacher education must include awareness of English foreign language student’s
social and emotional needs (Dryden et al., 2021).

Unlike Dryden et al.’s (2021) research, which focuses on adult migrant learners in
Australia, the research findings of Antunes (2021) explore the social and emotional difficulties
experienced by recently arrived Latinx English language learners. The students' emotional
difficulties described by the Antunes study include racial melancholia, self-isolation, and cultural
assimilation. Educational institutions continue to neglect the effects of racial melancholia and
dissociation experienced by ELLs. School curricula reinforce an oppressive Eurocentric point of
view that is further aggravated by standardized testing. The Antunes research findings call for
curricula to relate to the student’s cultural identity, lives, and experiences. There is an urgent
need to provide collaborative learning that values diverse identities with an emphasis on social

justice (Antunes, 2021).
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Social Emotional Learning and the Visual Arts

English Language Learners are a marginalized population because of their inability to
interact socially with the mainstream language and culture. The art-making process provides
students with a voice, an alternative way to learn academics, and a universal visual language for
communication. Collaboration in the art-making process also supports students’ sense of
belonging and improves other social-emotional skills.

A qualitative study including recent immigrants and long-term residents in Finland
explores the concept of belonging through art-making practices (Hiltunen et al., 2020). The
research found that artistic practices can substantiate ways of knowing about belonging on
material and conceptual levels. The results show that the concept of belonging is fluid and
subject to change depending on a person’s experiences with the artistic process. The research is
supported by Eisner’s definition of kinds of knowledge and ways of knowing. The research
reinforces the idea that the artistic process is a way of solidifying the fluid concepts of belonging
in a material expression that describes and contextualizes definitions of belonging. New forms of
belonging, such as bodily belonging and belonging through art making, should be studied further
(Hiltunen et al., 2020).

Another quasi-experimental case study in Kenya examined the effects of art education on
social-emotional learning (Lee & Lee, 2021). The study includes 76 primary school §-12-year-
olds and 18 teachers in a rural indigenous village of Kenya. Participants were insiders and
outsiders of the village community. The study results show that art can be used as a democratic
agency for communication and transformation of marginalized and disadvantaged students (Lee

& Lee, 2021). Art also serves as a motivational and empowering way of accessing critical
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thinking and social participation for populations living in isolated locations. Art can inspire and
motivate students, making them more interested in their learning (Lee & Lee, 2021).

Arts integration is a pedagogical approach that helps develop 21%-century skills such as
creativity, critical thinking and problem-solving, communication, and collaboration (Corbisiero-
Drakos et al., 2021). Creative Classroom Collaboratives: Creativity, Confidence, and
Competence (C32) is a study that integrates the arts and professional partnerships between
artists, teachers, museums, theaters, and arts councils increased student growth in 21%-century
skills. The arts support learning for students from different linguistic backgrounds and abilities.
Students are given new pathways for success, and they can make meaningful connections with
their peers (Corbisiero-Drakos et al., 2021).

Students connect the arts with subject matter content to learn, become engaged, and think
about what is being learned. Anderson and Valero (2020) and Corbisiero-Drakos et al. (2021)
agree that students can use multisensory activities to access academic text, develop socially, and
reach personal goals. A study conducted by Anderson and Valero, (2020) on students with
learning difficulties in a self-contained special education classroom reveals that using an arts
integration program showed student progress in their social and emotional development by
allowing them to make choices, use art-related decision-making skills, and collaborate with their
peers.

A quasi-experimental design case study of high school students who participated in a
music and visual art-based program found that students improved their social-emotional
behaviors (Mogro-Wilson & Tredinnick, 2020). Results showed that the program contributed to
higher positive social and emotional behavior amongst peers. Social-emotional learning and arts

integration increase social awareness, empathy, and perspective (Mogro-Wilson & Tredinnick,
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2020). The study also indicated that more research is needed to substantiate the perception of
how the arts advance social-emotional competencies (Mogro-Wilson & Tredinnick, 2020).
Plurilingualism and Multimodal Practices

Despite the findings that support multimodal practices in the literature, the focus on
written language in elementary literacy instruction and assessment of emergent bilingual students
continues. These practices create more barriers for students learning a new language. Brown and
Allmond (2021) argued that these methods ignore the diverse backgrounds and experiences of
the students (Brown & Allmond, 2021). In the same vein as Brown and Allmond, Reyes-Torres
and Portales-Raga (2020) make a call to educators to recognize the need for multimodal
composing processes to achieve meaning-making and use the strengths that emergent bilingual
students bring to the English-only classroom.

This emphasis on written language is exacerbated by practices supporting pedagogy that
separate those languages. Werner and Todeva, (2022) support translanguaging practices from the
perspective of teaching English as a second language in Spain. However, the research of Tian
and Lau, (2022) targeted Mandarin English dual language bilingual education in middle to high
school in the United States. Authors from different perspectives agree that languages are taught
separately and assessed based on monolingual methodology. Werner and Todeva (2022) and
Tian and Lau (2022) stressed that there is a need for a shift toward plurilingual and multimodal
pedagogy. The lack of multilingual methods has a detrimental effect on students’ ability to
participate in the translanguaging process. There is a need to bring awareness to the different
semiotic, visual, lingual, and gestural aspects of language development as a more intentional part

of teaching language (Tian & Lau, 2022). Teacher education programs must provide continual
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training to support teachers so that they may explore translanguaging pedagogies (Tian & Lau,
2022).

A multimodal toolkit that Reyes-Torres and Portales Raga developed proposes a four-part
knowledge process, including experiencing, conceptualizing, analyzing, and applying, as a
method for developing a multiliteracies program that breaks down the divisions between
language and content (Reyes-Torres & Portales Raga, 2020). Experiencing promotes engagement
in lessons that are spontaneous responses to thoughts and past experiences. Conceptualizing
focuses the students on concepts and gives students instruction on how to shape linguistic, visual,
and spatial arrangements to create meaning. In the analysis part of the process, students discuss
other perspectives on an author’s writing. The application stage involves activities that
encourage students to apply what they learned by creating new designs that express and explain
their own interpretations of the concepts studied. This process of the pedagogy of multiliteracies
is applied using lingual, literary, and visual attributes in picture books (Reyes-Torres & Portales
Raga, 2020). Using this holistic approach to teach language students to access the text and
connect the stories to their own lives, develop critical thinking skills, and understand the larger
society and the world (Reyes-Torres & Portales Raga, 2020).

Translanguaging practices that use multilingual and multimodal resources to support learning
and allow students with varied cultural and linguistic backgrounds to access other academic
content, such as science and mathematics (Tai, 2022). This inclusive pedagogy allows students to
create cultures of science and mathematics that involve students in the process of content
learning and encourage them to participate in collaborative discussions to co-create their

understanding of the subject matter (Tai, 2022).
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Identity Construction and the Third Identity

Moses et al. (2021) stress that translanguaging as a pedagogy can serve as a process for
integrating social, historical, and linguistic resources that primary school students bring to the
classroom. Moses et al. described the instructional practices of dual immersion teachers using
translanguaging in which all students' languages and linguistic resources are given priority to
promote equity and social justice. Bilingual and bicultural communities that develop the home
language are crucial for identity construction.

Contrary to Moses et al. (2021), the research by Kim Y. (2023) is a qualitative study
using data collected from qualitative and quantitative methods. The population targeted by the
Kim Y. case study targets Korean Americans living in Louisville, Kentucky. Participants
included high school and second-generation seniors and college students ranging from ages 17 to
26 years old. Kim stated that students experience contradictory interpretations of their identities
based on societal ideologies. The study investigated the identity construction of Korean
American high school and college students and found that the participants experienced pressure
to learn English quickly in their younger years. Their pressure to assimilate was at the expense of
their home language. Participants who achieved English proficiency expressed that it was not
sufficient when trying to avoid racial stereotypes. In their construction of new identities and
engaging with their possible selves, it was found that multilingual approaches empower home
language speakers to construct a healthier sense of self and ethnic identity (Kim, 2023). The
visual arts offer yet another mode of communication that supports the social and cultural
construction of the third identity.

Similar to Anderson and Haney, Kim (2023) stressed that arts integration contributes to

the cultivation of self-beliefs through the creative process. However, Anderson and Haney’s two
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pilot studies using consensual assessment techniques support the results that metacognition about
the creative process connects self-perspective to cognition through self-awareness, self-
evaluation, strategy, and contextual knowledge and focuses less on ethnic identity. The research
calls for promoting student’s creative development in school to include development of creative
thinking associated with creative potential, and self-beliefs that support metacognitive capacities
that influence motivation to form and create possibilities leading to self-efficacy (Anderson &
Haney, 2021).

Benefits of the Research Methods

The research shows many examples of arts-based research practices. The research
practices in several of the studies involved participatory methods that produced artifacts, such as
films, sound works, installations, paintings, drawings, movement, and sculptures. The students
were active protagonists in exploring their ideas, thoughts, and emotions.

The authors suggest using art processes such as collage and other artifacts as illustrations
of meaning-making and achieving more understanding. The research itself becomes an agent of
creation and tells the stories while facilitating collaboration and provoking ideas. These
processes are described as having important methodological, theoretical, and epistemological
influence on research (Bradley et al., 2018).

A multi-year qualitative study on implementing the Reggio Emilia early childhood
approach used a Visual Learning Analysis process to generate discussions about photographs and
audio recordings of students’ body language and movements in the physical classroom spaces to
determine their social and emotional development (Whitmore et al., 2019). The study focused on
Epstein’s definition of self-efficacy, belonging, and independence. These skills were clear in the

physical characteristics and in the images, which showed student engagement and multiple ways
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of knowing. The VLA (Visual Learning Analysis) method is recommended as a valuable method
to research or study student engagement in learning for teachers, coaches, and researchers
(Whitmore et al., 2019).
Conclusion and Future Recommendations

Further exploration of flexible bilingualism and travel across languages are recommended
for future research (Leung et al., 2019). New methods that apply fluidity approaches to
linguistics and considerations for translanguaging as a scholarly development in research are
endorsed for future research (Bonacina-Pugh et al., 2021). Collaborative forms of ethnography,
arts-based instruction, and implementation in linguistics research practices are recommended for
further study (Bradley et al., 2018). The research shows that early childhood educators use visual
arts to help children from diverse backgrounds gain language, express their ideas, and construct
their identities (Leung, 2019). More research-based policy that emphasizes inclusion and
prepares students to develop a critical understanding of what they see, hear, and learn will
benefit from building bridges and respect for other cultures that make up the United States
cultural landscape (Smilan, 2017). Specifically, more research is needed to substantiate the
perception of how the arts and music build SEL (Social Emotional Learning) competencies.
Future studies on the effectiveness of SEL programs is necessary through art-based methods for
students of all ages (Mogro-Wilson & Tredinnick, 2020).

Last, after a period of isolation due to the covid-19 quarantine isolation there is a need for
a fundamental change towards practices that employ the arts to enable communities to become
more creatively responsive (Rolling, 2021). This shift in thinking induced by crisis trauma
embraces new models for resilience, wellness, and social renewal. The application of the arts as

part of a more communicable way to make meaning of the world. The arts offer enrichment and
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restoration. Artists and art educators must revisit their creative practice and engage in the art-
making process as a humanitarian exercise that serves society’s well-being (Rolling, 2021).
Ethical Assurances

This research received approval from the National University's Institutional Review
Board (IRB) before data collection. Permission was granted from the sites where the data
collection was conducted. The probability and potentiality of harm were assessed to determine
the risk of harm related to taking part in this research study (Collaborative Institutional Training
Initiative (CITI Program), n.d.). The researcher must closely monitor and secure the participants’
confidentiality and privacy.

The IRB defines privacy as giving and having control over the time, situation, and limits
of sharing physical, behavioral, or intellectual aspects of oneself with others (Collaborative
Institutional Training Initiative (CITI Program), n.d.). Confidentiality refers to how the
information shared by a participant is managed in a relationship of trust with the researcher
under the supposition that personal information will not be revealed to others and will adhere to
the consent disclosure agreement. Confidentiality protocols are described in the informed
consent process. This process allowed the participants to decide the extent and level of control
they will give up when sharing personal information with researchers. The confidentiality
procedures allowed the participants to decide to what extent they would disclose their
information (Collaborative Institutional Training Initiative (CITI Program), n.d.).

To assess the risk of harm, the researcher must consider two principal elements: the
probability of harm and the level of severity of harm if it occurs. For example, any information
that directly identifies the participant must be carefully handled so as not to reveal their identity

(Collaborative Institutional Training Initiative (CITI Program), n.d.). Other pertinent information
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in the data set, such as IP addresses, might become extremely sensitive information that could
breach confidentiality and invade the privacy of the participants. To ensure participant
confidentiality and privacy, it was best to minimize the use of direct identifiers and instead opt
for pseudonyms or code names. Additionally, any stored data was encrypted, and computer
passwords were secured and closely guarded. It is also advisable to store data on computers that
are not connected to the internet. The data must be safely stored for 7 years as required by the
IRB (Collaborative Institutional Training Initiative (CITI Program), n.d.). By following these
methods, data collection can be conducted ethically, and the trustworthiness of the data can be
ensured.
Summary

The data collection, analysis, and IRB required techniques stated guided this research to
achieve privacy, confidentiality, and trustworthiness that assure the validity of the research. It is
of utmost importance to adhere to the IRB's standards, which include acquiring site permissions,
evaluating the possibility of harm to participants, and ensuring the protection of their
confidentiality and privacy. IRB approval was contingent on the informed consent process by
which the participants decided on the amount of information they were willing to divulge. After
the consent process, the researcher must assess the risk of harm and the potential gravity of the
harm. These guidelines were followed with great care. Data storage must be conducted with the
strictest standards that include encryption, safekeeping of computer passwords, digital files, and
IP addresses. These standards were intended to ensure the safety and protection of individuals
and are widely recognized and adhered to by both the Institutional Review Board and researchers
across all disciplines. Lastly, ensuring the privacy and confidentiality of the participants is

crucial in minimizing the risk of any harm to those involved in the research. The anonymity of
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the participants was protected with the use of pseudonyms and code names. This protection of
participant anonymity played a significant role in enhancing the research's credibility and
reliability.
Section 2: Methodology and Design

The problem addressed by this study was that although English language learners (ELLs)
experience significant social-emotional, linguistic, and cultural challenges that hinder their
academic achievement, little is known about how visual arts educators experience, interpret, and
make meaning of teaching ELLs through multimodal instruction that transcends linguistic
barriers. Existing literature documents persistent disparities for ELLs, including graduation
outcomes compared to non-ELL peers (Callahan & California Dropout Research Project, 2013;
Lambert et al., 2018; Deussen et al., 2017) as well as acculturative difficulties associated with
migration-related trauma (Umansky & Porter, 2020). ELLs share socioeconomic adversity and
social-emotional difficulties including separation, psychological isolation, and identity
development (Lambert et al., 2018; Penton Herrera et al., 2022). ELLs’ cultural gaps between
home and school are exacerbated by separate education settings and their unrecognized language
and cultural resources (Callahan & California Dropout Research Project, 2013; Lambert et al.,
2018; Umansky & Porter, 2020).

The purpose of this qualitative narrative inquiry study was to explore how secondary
visual arts educators experience, interpret, and make meaning of teaching English
Language Learners through the intersections of visual arts, social-emotional learning, and
translanguaging. This qualitative research aimed to understand the viewpoints of teachers to
inform professional development and instructional practices that are responsive to the social-

emotional, linguistic, and cultural needs of 6th- to 12th-grade English Language Learners
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Guided by Clandinin and Connelly’s (2000) three-dimensional narrative inquiry framework of
temporality, sociality, and place, this study sought to understand how visual arts educators story
their professional journeys, including the experiences that have shaped their pedagogical
approaches, the meanings they construct from daily classroom practice, and the tensions they
navigate while supporting ELL students’ academic, linguistic, and social-emotional
development.

Design and Method

Outlined in this section are the appropriate research methodology, design, and procedures
for this study. This section includes information about the selected design, sampling methods,
data collection techniques, and types of data analysis. Arts-based research practices are described
in all phases of the research including data development, analysis, interpreting, and representing
the data.

The study used qualitative methodology with a narrative design. According to Creswell
and Poth, 2018 qualitative research is an approach used to explore and understand how
individuals or groups make meaning of a social or human problem. The perspectives and
experiences that brought me to this research are based on my conceptions of self and the other
(Creswell & Poth, 2018). This study was guided by a constructivist-interpretivist perspective.
Ontologically, the study assumed that reality is shaped through individual experiences and social
interactions. Participants may therefore interpret and experience SEL, translanguaging, and
visual arts instruction differently based on their own educational contexts. Epistemologically, the
study assumed that knowledge is constructed through participant experiences and researcher

interpretation (Creswell & Poth, 2018).
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A qualitative approach supported the exploration of these perspectives through rich,
descriptive participant narratives. Qualitative methodology emphasizes participant perspectives,
contextual understanding, and the interpretation of lived experiences through the collection of
rich, descriptive data. This methodology was appropriate for this study because it allowed for an
in-depth examination of how visual arts teachers described the integration of social-emotional
learning and translanguaging practices within their instructional experiences. The exploratory
nature of this research required qualitative methods to address the research questions.
Quantitative and mixed methods were not applicable to this research because it did not need
instruments to measure the language skills development nor the social-emotional development of
ELLs. This study described the perceptions of teachers who were integrating SEL and visual arts
instruction. The study's motive was to identify obstacles to the integration of SEL and visual arts
instruction for ELLs.

My chosen design was a narrative study, as it was the most suitable approach for
investigating the conditions of a specific population within the visual arts classroom. This design
facilitates the construction of stories from teachers and learners when combined with arts-based
data collection methods and arts informed inquiry (Kim, 2015; Clandinin & Connelly, 2000;
Mulvihill & Swaminathan, 2020). This design used multiple data sources to gather perceptions,
anecdotal information, and rich descriptions of the teaching practice of a group of visual arts
teachers and their English Language Learners as they integrated SEL (Social- Emotional
Learning) with art instruction. A narrative study involves the collection of stories from educators
telling about their experiences teaching art to English Language Learners. These narrative stories
explained the individual experiences and the perceptions of each teacher. In this study, narratives

emerged through the interpretations of the artifacts, which provided context for the teachers’



39

experiences. Interpretations of the works of art through qualitative and visual inquiry described
the social, emotional, and physical situations represented in the student’s work as well as the use
of visual images to access knowledge that are difficult to understand in verbal or written
language (Creswell & Poth, 2018; Mulvihill & Swaminathan, 2020). Data collection for this
narrative study comprised teacher interviews, artifact analysis of student artwork, and public
documents. The exploratory narrative study (Bedford, 2019) examined teachers’ perspectives on
their English Language Learner students, including their motivations, cultural and linguistic
barriers, and the instructional strategies used to access students’ cultural resources. The study
investigated the relationship between language development and students' social and emotional
growth as perceived by teachers.

Data analysis protocols included peer debriefing used with external audits to verify the
processes (Mertler, 2022). Peers reviewed and critiqued the data collection process, analysis, and
interpretation of the final data report. Member checks were conducted with the help of
participants who were involved in checking the study's accuracy of the research report (Mertler,
2022).

Reflexivity involved the use of field notes, journaling, and arts-based data interpretation
methods (Mulvihill & Swaminathan, 2020) to document interpretations, assumptions, and
awareness of biases and positionality. Negative cases were analyzed to make revisions of
patterns that were observed in the data (Mertler, 2022). Reflexivity was enacted to identify biases
based on my own experiences with second language acquisition, understanding that my culture
may differ from the cultures of the student population and that as a researcher I may be in a
position of power over the participants (Bedford, 2019). The arts-based analysis method served

as a strategy to analyze reflexivity (Mulvihill & Swaminathan, 2020).
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The analysis employed an in-depth narrative description (Bloomberg, 2019a) to describe
and make conclusions about the selected teacher practices and their interactions with their
students. This design explored this group of teachers and students for a period within the
limitations of the prescribed timeline of the dissertation process. Participant and student works of
art were collected as data (Mulvihill & Swaminathan, 2020). Data visualization through
mediums such as photography, drawings, paintings, and collage were used for data analysis.
Participants were asked to use the artworks to talk about their experiences in visual form rather
than in verbal interpretation (Mulvihill & Swaminathan, 2020).

Data collection was conducted, providing participants with informed consent, anonymity,
and confidentiality. Participants were provided with an informed consent letter before
participating in any data collection activities as shown in Appendix A. The informed consent
letter included evidence that permission was given by participants to use the data gathered in the
research. Coding schemes showed codes to identify each participant’s contributions with no
personal identifiers to keep their identity confidential. Member checks were conducted to ensure
that participants agreed with how their views were represented in the findings (Koelsch, 2013).

Data analysis followed a narrative inquiry approach grounded in Clandinin and
Connelly’s (2000) three-dimensional narrative inquiry space as shown in Appendix C. Rather
than reducing data through coding or thematic segmentation, analysis involved an iterative
process of composing and recomposing participants’ experiences across temporality, sociality,
and place (Clandinin & Connelly, 2000; Kim, 2015). Data sources included interview transcripts,
researcher field notes, reflective journals, and arts-based artifacts. These field texts were read
holistically and relationally to attend to the continuity of experience, narrative tensions, and

shifts over time. Analysis proceeded through the development of narratives, in which
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participants’ accounts were composed into narrative form. These narratives were then restoried
to clarify sequences of experience while maintaining the integrity of participants’ voices
(Clandinin & Connelly, 2000). Attention was given to personal, social, and contextual conditions
that shaped each story. A cross-narrative analysis followed, during which narrative resonances
and tensions across participants were examined to construct a meta-narrative. This process
emphasized meaning-making across stories rather than the categorization of discrete data units.
It should be noted that certain qualitative research methods were also not suitable for
addressing the research questions. Among these methods are phenomenology, action research,
and ethnography. While a case study design may be appropriate, these methodologies were not
the most suitable for arts-based research nor do they address the significance of teacher stories in
educational research (Mulvilhill & Swaminathan, 2020; Kim, 2015). Narratives are powerful
pedagogical tools because they convey universal meanings through particular cases and
characters. Stories in specific educational contexts can illuminate broader human experiences
through their epiphanic and cathartic effects. Consequently, narrative inquiry is especially well
suited to the study of teaching, as it enables a deeper understanding of teachers’ lived
experiences and their engagements with students (Kim, 2015). Phenomenology is the study of an
individual’s experience from their perspective. The aim of a study on arts integration and
translanguaging requires a purposeful sampling of the English language learner population and
not just one individual’s experience (Bloomberg, 2019a). Action research was not a workable
design in my current position as an educator. It required I conduct the research with the
participants using a strategic collaborative process (Bloomberg, 2019a). Although it is an
important research design to change practice and procedures, it did not meet the dissertation

requirements. Ethnography is associated with social sciences, including anthropology, history,
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urban development, and so forth, and is conducted over a prolonged period beyond the time
constraints of a doctoral dissertation (Bloomberg, 2019a).

My positionality in this study was informed not only by my professional background in
education, but also by my identity as a visual artist. My own engagement with artmaking as a
process of reflection, identity exploration, and emotional expression shaped my understanding of
participants’ narratives and their descriptions of classroom practice. This artistic lens influenced
how I attended to visual artifacts, multimodal expression, and the nonverbal dimensions of
meaning-making that emerged throughout the inquiry. My positionality was also shaped by my
lived experiences as an English language learner. Experiencing language acquisition as a process
of negotiation, identity formation, and meaning making has informed how I understand language
beyond proficiency measures. This perspective heightened my attentiveness to multimodal forms
of expression—such as visual imagery, gesture, and symbolism—that emerged in participants’
narratives and classroom artifacts. While this experience provided an interpretive lens, reflexive
practices were used throughout the inquiry to ensure that participants’ stories remained centered
and were not conflated with my own experiences.

As a narrative inquirer, I recognize that inquiry is not a linear process but a relational one
in which both participants and researcher are shaped by the experience over time (Clandinin &
Connelly, 2000). I entered this study with a strong professional and personal commitment to
social-emotional learning and an assumption that visual arts educators would intentionally and
explicitly integrate SEL into their instructional practices. This assumption was informed by my
background as a visual artist, educator, and English Language Learner, as well as by my belief in

the arts as a natural site for social-emotional development.
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Through sustained engagement with participants’ stories, my understanding of SEL
integration shifted in significant ways. I was surprised to learn that participants’ enthusiasm for
supporting students’ social-emotional growth was often constrained by structural realities rather
than philosophical resistance. Teachers described overwhelming workloads, the absence of
district-adopted visual arts curricula, and a lack of embedded SEL and ELD scaffolds as central
challenges that limited their capacity to deliberately plan for SEL integration. Rather than
resisting SEL, participants often described operating in a state of constant curricular
improvisation, writing lessons for multiple grade levels while managing large student caseloads.

I was also challenged by a divergent perspective that reframed from my initial
assumptions. One participant articulated the belief that social-emotional learning is not
something that must be deliberately inserted into visual arts instruction because it is already
embedded within the artmaking process itself. By positioning students as artists within a
continuum of art history, this participant viewed self-awareness, reflection, and identity
formation as inherent outcomes of artistic practice rather than instructional objectives requiring
explicit labeling. This perspective complicated my initial belief that SEL must always be overtly
named or structured to be meaningful.

These moments of tension and surprise repositioned me within the inquiry. Rather than
seeking confirmation of a singular model of SEL integration, I came to understand SEL in visual
arts classrooms as enacted along a spectrum shaped by teacher philosophy, institutional context,
curricular access, and professional autonomy. This shift deepened my attentiveness to
participants’ narratives and strengthened my commitment to honoring divergent viewpoints as

equally meaningful within the inquiry.
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In conclusion, this narrative inquiry illuminated the varied and sometimes divergent
experiences of visual arts educators as they engaged English Language Learners through content-
based instruction that intersects with social-emotional learning. Through participant stories and
arts-based artifacts, the study foregrounds how artmaking functions as a relational and expressive
space, while also revealing differences in how educators interpreted, prioritized, and enact
social-emotional learning within their classrooms.

The participant narratives demonstrated that visual arts classrooms can serve as sites for
identity construction, self-awareness, social awareness, and relationship-building; however, the
ways these processes unfolded differed across contexts, teaching philosophies, and student
populations. While some educators described artmaking as an intentional means of observing
social-emotional growth, others expressed uncertainty, constraints, or tension in balancing
curricular demands, language development, and emotional support.

These points of divergence highlighted the complexity of integrating social-emotional
learning within visual arts education for English Language Learners. Rather than offering a
singular model of practice, the narratives underscored how teachers navigated competing
expectations, institutional structures, and their own evolving understandings of students’ needs.
The participant stories and the meta-story offer a nuanced account of how visual arts education
can support language learning and social-emotional development through experience,
relationship, and meaning-making—while remaining shaped by context, limitation, and
difference.

Population and Sample
The population studied involved English Language Learners (ELLs) attending 6th-12th

grade art classes in the California public school system. The study included school districts
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within Riverside County, California. These districts are in proximity and offer programs that
meet the inclusion criteria of the narrative study’s requirements. The population included in this
study provided and were ample samples to address the research problem, purpose, and research
questions. These districts' demographics included large populations of ELLs, provide visual arts
programs at the middle and high school levels, and were required to teach social-emotional
learning programs.

To identify the selected participants, it was important to describe the specific
phenomenon in its setting (Mertler, 2022). In this qualitative research, distinct individuals were
selected from sites that represent and describe the phenomenon. One or more teachers were
selected who have different types of information, such as works of art and stories to go along
with them. Sampling techniques were used at various stages of the research for different
purposes. Participants were sampled from schools with different racial compositions to address
the complexity of the experiences of various ELL populations. Typical sampling focused on a
participant or site that works with a typical racial composition, such as Latinx students. Typical
sampling was contrasted with extreme case sampling, which represents an outlier setting or
participant that is atypical (Mertler, 2022). Homogeneous sampling involved sites and
participants that were selected because they shared similar characteristics. To define
homogeneous sampling characteristics, it was necessary to look at how most school populations
and art programs were similar in California. Schools that show high ELL dropout rates were
identified for critical sampling (Mertler, 2022).

As the sampling task evolved, opportunistic sampling was used when different
information was needed to address the complexity of the research problem (Mertler, 2022). For

example, it was necessary to research how the economic status of one sample ELL group may
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differ from another. Confirming and disconfirming sampling was necessary to find participants
or sites to confirm or eliminate prior findings (Mertler, 2022).
The primary goal was to provide an in-depth description of participants' interactions with and
perceptions of ELLs. Participants were recruited via e-mail. E-mail addresses were collected
from each district's school directory and its respective school employee directory. Visual arts
teachers were selected based on their subject areas, such as photography, ceramics, or fine arts.
Mass e-mails of flyers approved by the Institutional Review Board were sent using Gmass. E-
mail lists were compiled into Google Sheets for each district. The flyers included participant
criteria, including consent to provide student work samples. To achieve an in-depth description
of participants' interactions and stories with their ELLs, reducing the number of samples to one
or two from each school district was sufficient. Another limitation in selecting participants was
finding those with at least a general knowledge of SEL. Finally, data collection continued as new
information was gathered from participants. At that point, additional samples were not required
(Privitera & Ahlgrim-Delzell, 2019).
Instrumentation

Narrative study data collection instruments included interviews, journals, field notes,
works of art, and existing documents and records. Qualitative data were narrative in nature and
were presented as interview transcriptions, video recording transcripts, observational notes, and
existing records and reports (Creswell & Poth, 2018). Arts-based data included works of art,
photographs, drawings, collages, digital media, sketchbooks, and other forms of visual journals
(Gerstenblatt, 2013; Mulvihill & Swaminathan, 2020).

Focus group interviews were unstructured or semi-structured (Mertler, 2022). My role as

the researcher was to observe the participants and interpret their responses to interviews. The
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interview transcriptions were annotated as field notes that recorded notable events or patterns
that emerged and were relevant. Zoom recordings helped gather more detailed records (Mertler,
2022). Recording procedures for interviews involved using interview protocols to record data
collected during an interview (Creswell, 2018). Procedures were organized in the protocols listed
in Appendix B. During the interviews, protocol tools were utilized to record notes.

Interview guides were prepared to ask individual participants questions directly.
Interviews were open-ended, structured, and semi-structured (Bloomberg & Volpe, 2019;
Mertler, 2022). Structured interviews were developed with pre-designed questions. Semi-
interviews included clarification questions, open-ended questions, or base questions (Mertler,
2022). Questions were added as needed to allow for more flexibility. Open-ended interviews
included a few guiding questions when appropriate to collect different information. The
interview protocols and questions were field tested before formal interviews with participants.
The interview protocol in Appendix A focused on the research questions and was conducted with
each participant.

Teachers submitted professional practice reflections when relevant. Class journal
assignments were encouraged to collect student perceptions, ideas, and feelings that could
include drawings, pictures, or diagrams (Mulvihill & Swaminathan, 2020). Other materials
included documents and records gathered from the county and state reports that contain
information on the ELL population for the county, district, and school. Specific information
included the percentage of ELLs at the school and district levels, the percentage of ELL students
at risk schoolwide and in the district, and the Ethnicity of the ELL population. Reports were
gathered to identify the ELL levels of proficiency, the number of years as ELs, and if they have

been reclassified. The data was also disaggregated by grade level and ethnicity.
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Arts-based materials comprised works of art. Artworks provided another layer of
additional information that made up the data collection and analysis. Visual methods and
techniques deepened the understanding and representations of the stories of the participants
(Gerstenblatt, 2013; Mulvihill & Swaminathan, 2020). Collage, painting, and abstract works
were also used in field notes to gather visual information in visual form. Student artwork, visual
journaling, sketchbooks, digital visual media, and photographs were used as data in this research
(Mulvihill & Swaminathan, 2020).

Data Collection and Analysis

This research received approval from National University's Institutional Review Board
(IRB) before the data collection. Approval was attained when all required documentation was
prepared for the IRB application. When research is conducted with adults, the IRB requires a
CITI certificate, a list of eligibility criteria, recruitment and consent material, and data collection
instruments. Additionally, permission was granted from the sites where the data collection was
conducted.

Participants were recruited after developing the required eligibility criteria list. Once the
list is outlined, potential participants were sent an information letter stating how the research was
conducted, the rationale behind the research, and how many participants were needed.
Participants were also informed about potential risks associated with taking part in the research.
Recruitment was advertised via email, flyers, and through the channels required by each school
district.

Data was gathered from publicly accessible records provided by the California
Department of Education DataQuest web-based data reporting system. DataQuest provided

access to information related to student enrollment such as English learners, graduation, and
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dropout data. The Riverside Office of Education’s School Accountability Report Card (SARC)
reports published each school year. SARC reports are county school reports that are submitted
each year and used to gain information about individual school site’s population and
demographic information.

The DataQuest reporting system can be accessed online at
https://dq.cde.ca.gov/dataquest/. To create a report, select the level from the dropdown menu that
includes state, county, district, or school. Once the level is selected, select the subject of the data
search dropdown menu. The subject includes categories such as English Language Proficiency
Assessments (ELPA) or One-Year Dropout Data. When submitted, the time frame and county
must be selected to get the report. To get the one-year dropout report, three report choices were
given that provide data by grade and ethnicity, ethnic group, or by grade.

The Riverside County Office of Education reports can be accessed online at
https://www.cde.ca.gov/ta/ac/sa/ and
https://dq.cde.ca.gov/dataquest/DQCensus/EnrElas.aspx?cds=3367173&agglevel=District&year
=2024-25&ro=y. A list of links will appear and to access the DATAQUEST Reports click on the
live link that says find a DATAQUEST. Once directed to the DATAQUEST Reports page, type
the school or district in the search window. Then, enter the city or county in the next window.
Last, select the time frame in the third dropdown menu.

The best way to create a deeper understanding of a phenomenon is to collect multiple
types of data and use different techniques (Bloomberg & Volpe, 2019). Before beginning the
coding process, the text was prepared digitally using OneNote similar to paper and pencil
techniques. The data was laid out, including interview transcriptions, field notes, and other

materials. All texts were chunked with a wide right margin for coding and writing notes
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(Saldana, 2013). The text was separated into short paragraph-length sections with line breaks
between the chunks of text. These chunks of text were separated when a new topic or subtopic
appears. Text was divided into units, and this was also done to prepare it for the use of software
programs like NVivo. Pre-coding involved highlighting, circling, bolding, color blocking, and
underlining quotes or passages to start the analysis process (Saldafia, 2013).

The participant’s stories and arts-based data were analyzed using the reorganization of
the stories into a restorying framework. When restorying the researcher arranged the stories into
the framework (Clandinin & Connelly, 2000). The stories were organized based on key elements
that were sequenced into a chronology. The researcher described themes that emerged for the
narrative to give more details about the meaning of the narratives (Creswell & Poth, 2018).

Data analysis followed a narrative inquiry design, emphasizing coherence, temporality,
and meaning making within individual participant stories rather than fragmenting data into
discrete codes (Clandinin & Connelly, 2000). Analysis began with repeated holistic readings of
each participant’s interview transcripts and associated artifacts. Rather than coding line by line,
the researcher attended to how participants constructed their stories, including the sequence of
events, critical turning points, recurring tensions, and shifts in perspective over time (Clandinin
& Connelly, 2000, Kim, 2015). Analytic memos were used throughout this process to document
emerging interpretations, narrative arcs, and reflexive observations.

The analysis unfolded through a three-story analytic structure:

e Told Stories:
Participants told stories were preserved through extended verbatim excerpts and

artifact descriptions (Clandinin & Connelly, 2000). These accounts foreground
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participants’ voices and emphasize how they narrated their experiences in their own
words.
e Re-Storied Narratives
In the second phase, participants’ accounts were re-storied into coherent narrative
portraits. Interview data, artifacts, and field notes were synthesized to construct
chronological narratives highlighting past experiences, present instructional practices,
key turning points, and future orientations (Clandinin & Connelly, 2000). This re-
storying process focused on narrative plot, central characters, instructional contexts, and
conflicts encountered integrating SEL and visual arts for ELL students.
e  Meta-Stories and Cross-Narrative Interpretation
In the final analytic phase, individual narratives were examined across participants to identify
resonant patterns, shared plot structures, and divergent or counter-narratives (Clandinin &
Connelly, 2000). Rather than reducing stories to themes alone, this analysis explored how similar
experiences were interpreted differently across contexts. These meta-stories connected
participants’ narratives to the study’s conceptual framework and existing literature (Clandinin &
Connelly, 2000). Qualitative software (NVivo 14) was used to organize transcripts and artifacts;
however, analytic decisions were guided primarily by narrative memoing, iterative reading, and
interpretive re-storying rather than frequency-based coding or categorical reduction.
This narrative analytic process ensured alignment between the research questions, narrative
design, and findings presented in the participant portraits and cross-narrative synthesis.
To analyze text and discourse, diverse analytic methods such as content analysis,
argument analysis, discursive psychology, qualitative analysis of ideas, narrative analysis,

critical linguistics, semiotics, discourse analysis, and multimodal discourse analysis were
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considered (Bloomberg & Volpe, 2019; Kim, 2015). When analyzing visual data, attention to the
audience’s perceptions was contemplated. This revealed ethical issues that required an
understanding of how to critique visual content, recognize cultural representation, and access
research using visual techniques (Bloomberg & Volpe, 2019).

The findings of this study address the research problem and respond to each research
question through narrative accounts of participant experience. Rather than fragmenting data into
categories or themes, the findings are presented as coherent participant portraits that foreground
how each teacher made meaning of integrating visual arts and social-emotional learning in
instruction for English language learners (Clandinin & Connelly, 2000). Credibility was
supported through careful attention to participants’ words, contexts, and intentions, using
extended quotations to preserve voice and narrative flow (Riessman, 2008).

Participants’ stories are presented in ways that honor the temporal nature of experience,
attending to past influences, present classroom practices, and future orientations. Quotations
were selected to illustrate key moments, tensions, and turning points within each participant’s
narrative rather than to serve as evidence for predefined thematic categories (Clandinin, 2007).
The findings were organized using a three-story narrative approach, which included participants’
told stories, re-storied narrative portraits, and interpretive meta-stories that connect individual
accounts to broader understandings of arts integration, social-emotional learning, and instruction
for English language learners (Creswell & Poth, 2018). This structure allows readers to engage
deeply with each participant’s experience while also recognizing resonant patterns across
narratives.

The findings were presented in written narrative form, beginning with an introduction

that situates the participants and clarifies the researcher’s intentions in constructing the narratives
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(Creswell & Poth, 2018). Each participant’s story was presented as a distinct narrative portrait
that integrated interview excerpts, instructional artifacts, and contextual details to create a
holistic account of teaching practice (Clandinin & Connelly, 2000).

The presentation explains the narrative research process to justify the use of narrative
inquiry and to clarify how data were collected and analyzed in a manner consistent with this
design (Riessman, 2008). The narratives emphasize plot, sequence, and meaning making rather
than thematic abstraction. Attention was given to key moments of insight, instructional decision-
making, and reflection as participants described their experiences integrating visual arts and
social-emotional learning for English language learners (Clandinin, 2007).

Following the individual narratives, interpretive commentary highlights cross-narrative
resonances and divergences, connecting participant stories to the conceptual framework and
existing literature (Squire et al., 2013). Throughout the presentation, careful consideration was
given to how readers may interpret the narratives, prioritizing clarity, coherence, and ethical
representation of participant experience (Campus Labs, 2020). The section concludes with
reflective insights that illuminated how narrative inquiry contributed to understanding teaching
practice in visual arts classrooms serving English language learners.

Assumptions

This study was based on assumptions or propositions that must be recognized as intrinsic
to the data collection process (Lunenburg & Irby, 2008). First, the participants selected for the
study responded to the interviews accurately and provided their genuine perceptions regarding
the intersections between visual arts, social-emotional learning, and content-based instruction.
Second, the selected participants possessed a good understanding of the vocabulary and concepts

related to translanguaging and how visual arts are connected to social-emotional learning. Third,
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the data collected revealed the knowledge gained, skills, and perceptions of the participant’s arts-
based methods to influence social-emotional and language development of English Language
Learners (ELLs). Finally, the interpretation of the data was accurate and reflected the
participants' true perceptions (Lunenburg & Irby, 2008).
Limitations

Limitations refer to factors outside the researcher's control that can affect the scope and
generalizability of the study results (Lunenburg & Irby, 2008). Due to these factors, this
narrative study cannot be generalized nor representative of a population in its entirety.
Henceforth, the study limits that the data obtained from the California School districts is
organized and presented differently from other states. The data sets were thoroughly explained
throughout the data collection process. The samples from school districts were taken from the
state of California and cannot be generalizable to other states. Other variables beyond the control
of the researcher may affect student dropout rates. These variables may be subject to other
sources that districts may provide to ELLs. Districts may provide sources such as ELL support
services, the quality of English Second language program support, and the quality of SEL
instruction. Additionally, parental involvement in the district programs will also exist beyond the
researcher’s control (Lunenburg & Irby, 2008).
Delimitations

The delimitations are the parameters set by the researcher for the purpose, depth, and
breadth of the study (Lunenburg & Irby, 2008). The goal of this study was to understand the
intersections between translanguaging, visual arts, and social-emotional learning and how they
affect student achievement and teacher preparation. To gain these views, the research had set

parameters for selecting research participants. The participants required experience teaching
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visual arts, content instruction for ELLs, and SEL. Moreover, the focus was on participants who
provide instruction to 6th—12th Grade students because they are closer to achieving graduation.
This helped the researcher analyze the relationship between these factors and graduation
achievement. The research only analyzed those participants and students who have been part of
this institution for 6 years before graduation. This criterion was to provide a true picture of the
exposure to art programs limited to middle and high school years.
Summary

In summary, section 2 described the narrative inquiry design, data collection methods,
and analytic approach guiding this study. The study employed a qualitative narrative
methodology with arts-based components to explore how teachers integrate visual arts, social-
emotional learning (SEL), and instruction for English Language Learners (ELLs). Participants
were selected based on their experience teaching visual arts, familiarity with SEL, and
engagement in content-based instruction for ELL students, with an emphasis on 6th—12th grade
classrooms to explore connections to student outcomes.

Data were collected through semi-structured interviews, visual and instructional artifacts,
field notes, journals, and existing educational records from the State of California DataQuest
database. Arts-based data included photographs, drawings, collages, digital media, sketchbooks,
and other forms of visual journaling, providing rich, multimodal insight into participants’
instructional practices. Data analysis followed a narrative inquiry approach, emphasizing the
coherence of participants’ experiences, temporal sequencing, and turning points. Participants’
accounts were first read holistically, preserving their voices and contexts. The analysis employed
a three-story analytic structure, including told stories (participants’ own accounts), re-storied

narratives (researcher-constructed portraits), and meta-stories (interpretive and theoretical
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analysis). Software such as NVivo and digital tools (e.g., OneNote) were used only to organize
and manage data, while analytic focus remained on story coherence, meaning-making, and cross-
narrative insights.

The assumptions were that the participants possessed adequate knowledge of content-
based instruction for English Language Learners (ELLs), arts integration, and social-emotional
learning. These assumptions also informed the delimitations of the study, guiding the selection of
participants whose experiences could provide rich, in-depth narrative insight. Eligible
participants had prior teaching experience in visual arts, integration of SEL practices, and
instruction for ELL students. Special emphasis was placed on teachers working with 6th—12th
grade students, as their practices may influence students during critical transitional years leading
to graduation. The study focused on participants and students within six years of graduation to
explore instructional experiences with immediacy and relevance to student outcomes. The study
limitations reflected factors beyond the researcher’s control. These included variations in the
quality and implementation of SEL programs, differences in content-based instruction, student's
access to institutional supports, and family or community influences. The study focused
exclusively on teachers in California; therefore the findings are contextualized and illustrative
rather than broadly generalizable to other populations. The narrative inquiry approach prioritizes
depth, temporality, and individual experiences, allowing the study to illuminate meaningful

patterns and insights within this specific context.
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Section 3: Findings, Implications, and Recommendations

The purpose of this qualitative narrative inquiry study was to explore how secondary
visual arts educators experience, interpret, and make meaning of teaching English Language
Learners through the intersections of visual arts, social-emotional learning, and translanguaging.
This qualitative research aimed to understand the viewpoints of teachers to inform professional
development and instructional practices that are responsive to the social-emotional, linguistic,
and cultural needs of 6th- to 12th-grade English Language Learners. Guided by Clandinin and
Connelly’s (2000) three-dimensional narrative inquiry framework of temporality, sociality, and
place, this study sought to understand how visual arts educators story their professional journeys,
including the experiences that have shaped their pedagogical approaches, the meanings they
construct from daily classroom practice, and the tensions they navigate while supporting ELL
students’ academic, linguistic, and social-emotional development.

The problem addressed by this study was that although English language learners (ELLs)
experience significant social-emotional, linguistic, and cultural challenges that hinder their
academic achievement, little is known about how visual arts educators experience, interpret, and
make meaning of teaching ELLs through multimodal instruction that transcends linguistic
barriers. Existing literature documents persistent disparities for ELLs, including graduation
outcomes compared to non-ELL peers (Callahan & California Dropout Research Project, 2013;
Lambert et al., 2018; Deussen et al., 2017) as well as acculturation difficulties associated with
migration-related trauma (Umansky & Porter, 2020). ELLs share socioeconomic adversity and
social-emotional difficulties, including family separation, psychological isolation, and identity
development-(Lambert et al., 2018; Penton Herrera et al., 2022). ELLs’ cultural gaps between

home and school are exacerbated by separate education settings and their unrecognized language
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and cultural resources (Callahan & California Dropout Research Project, 2013; Lambert et al.,
2018; Umansky & Porter, 2020).

To address the problem and purpose of this research, the analysis is organized by the
three research questions that guided this study:
RQ1

How do secondary visual arts educators story their professional experiences in
integrating visual arts, social-emotional learning, and content-based instruction for English
Language Learners?
RQ2

What experiences, turning points, and influences have shaped how teachers approach
integrating social-emotional learning within visual arts instruction for ELLs?
RQO3

How do visual arts educators narrate the tensions, challenges, and unresolved struggles
they encounter while supporting ELL students’ linguistic, and social-emotional development
through arts-based instruction?

This section presents the findings using a narrative inquiry design framework. Each
participant’s story is shared through the three-story approach, beginning with their told stories
drawn from interviews and arts-based artifacts, followed by re-storied narratives that synthesize
the events and turning points, and concluding with meta-stories that offer analytic and theoretical
interpretation (Clandinin & Connelly, 2000, Kim, 2025). After the three participants’ portraits
with pseudonyms Helen, Elaine, and Basquiat, the chapter moves into cross-narrative synthesis

that highlights shared themes and counterarguments across their experiences. Last, it discusses
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implications for practice, policy, and research, and concludes with recommendations for
educators and administrators.

Several factors and inherent limitations may have influenced the interpretation of the
results. First, the analysis of student artwork was conducted through the lens of the creative
process and visual art genres. This perspective acknowledged the experimentation and evolution
of ideas during art making. Recognizing these aspects of art honored the students’ self-
expression, as meaning emerged from the artwork and from cognitive, social, and emotional
experiences while students were creating.

Another key factor was the use of art genres. Examining artwork through specific genres
such as pop art, abstraction, and culturally grounded design enabled a more layered
understanding of how students negotiated and expressed cultural identity. These genres provided
a scaffold for students to externalize their lived experiences, social commentary, and aesthetic
preferences, using accessible and familiar visual language. Emerging themes from the data
highlighted how the art-making process acted as a pathway for self-exploration and identity
formation. The themes showed how the elements of art and principles of design were utilized as
tools to reflect personal and cultural narratives, often blending stylistic features from multiple
genres to create hybrid forms of expression. The multiplicity of styles reflects the complex,
intersectional identities of English language learners.

Several limitations inherent in teaching visual arts in middle and high school influenced
the interpretation of the research results:

1. Curricular constraints of art educators were often bound by the lack of curriculum,

limited planning time frames, and which may not fully support open-ended, culturally,
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responsive exploration. This can constrain the depth and breadth of student engagement

with identity-driven themes.

2. Access to materials and resources, schools may have limited access to quality curriculum
materials and may affect the ways that students are able to execute and fully realize their
creative visions.

3. Teacher preparation and pedagogical autonomy affect the ability to guide students in
using art to explore cultural identity, and the teacher’s training to implement inclusive
student-centered practices. Not all educators felt equipped or supported to facilitate such
discussions or projects.

4. Development factors in middle and high school students who are still developing
technical skills and conceptual maturity. While this developmental stage is rich and has
the potential for identity exploration, it can also result in an inconsistent view of the
clarity or complexity of artistic communication.

5. Interpreting student artwork through the lens of identity and culture can be highly
subjective without direct artist statements or dialogue; meaning may be inferred based on
visual cues that risk misinterpretation. This is an inherent limitation when working with
arts-based artifacts.

In summary, while the study demonstrates the potential of visual arts to support cultural
identity and social-emotional development, interpretation of the findings must consider the
educational, developmental, and structural contexts in which the artwork was produced.
Analyzing both the creative process and the final artifacts provided valuable insights. However,
this study also highlighted the need for equitable, culturally sustaining approaches to arts

education in secondary classrooms.
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Findings

The study included three participants: Helen and Elaine two Caucasian female teachers
aged 25-30 with 5 to 10 years of experience and Basquiat an African American male teacher
aged 55-60 with 20 or more years of experience. All three are the heads of their schools’ visual
arts departments. Two teach grades K-12 and one 6-8 (See Appendix C). All three teachers are
teaching in Southern, CA.

The teachers serve similar student populations of English Language Learners that are
typical in Southern California. Southern California is ethnically diverse and has a high
percentage of Latinx students. According to the 2024-2025 CA Department of Education Report
in Table 4, between 20% to 38% of ELLs in Grades 6—12 attend visual arts classes daily, and

approximately 45% of ELLs attend art classes weekly in the districts studied.
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DataQuest CA Department of Education 2024-2025 Enrollment by Language Acquisition Status

Report
Grade Total English Initial English  Reclassified To be
only (EO) fluent learner fluent determined
English (EL) English (TBD)
proficient proficient
(IFEP) (RFEP)
TK 484 62.8% 0.0% 0.0% 0.0% 37.2%
KN 1,200 59.9% 3.6% 36.5% 0.0% 0.0%
01 1,365 59.3% 5.2% 32.8% 2.6% 0.1%
02 1,424 59.0% 5.3% 29.8% 5.9% 0.0%
03 1,463 57.6% 4.4% 30.9% 7.1% 0.0%
04 1,544 53.7% 6.2% 32.9% 7.1% 0.1%
05 1,575 52.9% 5.9% 29.5% 11.7% 0.0%
06 1,570 50.4% 7.1% 25.0% 17.5% 0.1%
07 1,485 46.5% 2.7% 25.5% 25.3% 0.1%
08 1,494 43.2% 3.4% 24.0% 29.4% 0.0%
09 1,547 41.8% 2.7% 23.1% 32.4% 0.1%
10 1,546 43.2% 1.7% 20.9% 34.1% 0.1%
11 1,583 41.0% 2.3% 21.4% 35.2% 0.0%
12 1,728 39.6% 2.4% 20.0% 38.0% 0.0%
Report totals

District 20,008 49.7% 4.0% 26.1% 19.2% 0.9%
County 419,992 66.7% 3.3% 15.9% 13.3% 0.8%
State 5,806,221 61.0% 4.6% 17.4% 15.7% 1.1%
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Helen, Elaine, and Basquiat reported their classrooms had few “newcomers” (students
recently arriving from another country). Most students fell into three proficiency levels. Student
levels are color-coded according to their district data management system. Students are placed in
three levels: early emerging level 2 red, expanding level 3 yellow, and reclassified as English
proficient (RFEP) level in green.

When asked to describe the type of ELLs that come through her classrooms daily,
Helen explained that some of the students are grouped by level:

I would say that there's one class that is the class with the predominant number of EL

students that [ have. And that class would have about, I want to say, seven, eight, maybe

nine EL students at various stages of English acquisition. So those would be in my
system on my attendance, students who are ELs are given a color coding in terms of their
proficiency, so I have a lot of students who are in the yellow range, and that would be
those, a lot of those students strewn out all of my classes. I may not even know that they
are classified as EL students because their level of engagement with English is not
limited is very, you know, it's very good, you know, within the definition of proficiency.

This one class that I'm referring to, those eight or nine students, they're all in the red

zone.

Basquiat also noted that “newcomers” or students new to the country arrive in midyear
without prior notice, and no immediate support is provided for these students:

Sometimes they'll come at various points of the year. Sometimes they'll come at the

beginning, sometimes they'll come at any time and usually they come without any

warning, or I shouldn't say warning I should say any pre-knowledge on my part. I assume

because I've talked to my administration about this. I assume that there's no pre-
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knowledge on their part either so it's not something that they can, any information that

they can impart ahead of time to me.

When asked if the newly arriving students were given an aid to help them, Elaine said:
"Well, that's a good question, usually not, okay if we're talking about those students who are, you
know, literally were in another country last week, and here they are in my classroom, typically
they are not.”

The statements by Elaine, Helen, and Basquiat describe the types of ELLs and the context
in which this arts-based research study takes place and explain the variety of students that they
work with daily. This arts-based research study examined how secondary visual arts educators
integrate social-emotional learning principles into instruction for ELLs. The study explored
teachers' perceptions of the relationship between visual arts, SEL, and content-based language
instruction, identifying effective practices and their challenges. The findings are organized
around three-story analytic structure (Clandinin, 2007; Kim 2016). Three participant portraits of
Helen, Elaine, and Basquiat were presented in the three-story analytic structure as follows:

1. The told stories as participants shared them.
2. The re-storied narratives that reconstruct the plotlines, turning points, and narrative arcs.
3. The meta-stories that interpret each narrative within broader pedagogical and theoretical

contexts (Clandinin, 2007; Kim 2015).

Following the individual portraits, the chapter offers a cross-narrative analysis that
identifies patterns, tensions, and counter-narratives across participants’ experiences (Clandinin &
Connelly, 2000). The participant narratives are centered on the research questions: (a) How do
secondary visual arts educators story their professional experiences in integrating visual arts,

social-emotional learning, and content-based instruction for English Language Learners? (b)
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What experiences, turning points, and influences have shaped how teachers approach integrating
social-emotional learning within visual arts instruction for ELLs? (c¢) How do visual arts
educators narrate the tensions, challenges, and unresolved struggles they encounter while
supporting ELL students’ linguistic, and social-emotional development through arts-based
instruction?

As part of the broader investigation and meta-story delving into the role of social-
emotional learning in arts education for ELLs, the study explored how SEL is implemented in
visual arts classrooms through an analysis of qualitative data. The data analysis focused on the
perspectives of teachers regarding the implementation of Social Emotional Learning (SEL) in the
visual arts classroom, with particular attention to artworks and teacher interviews. Potential
effective methods and impediments were also extracted from the interviews with art educators.

1. Differing Views on SEL Implementation:

e Teachers expressed varied opinions on integrating SEL into the visual arts

curriculum.

e One suggested that SEL be taught separately in a dedicated period for a more

comprehensive SEL program.
2. Importance of Visual Ars and Elements of Design:
e All teachers unanimously agreed on the importance of providing SEL instruction to
ELLs.

e All teachers agreed on the importance of teaching visual arts skills and the elements

of design. This consensus underscores the priority placed on technical skills within

visual arts education.
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Student Choice and Collaboration:

e Teachers consistently emphasized allowing students to make independent choices
regarding subject matter and imagery for their artworks.

e (ollaboration was also emphasized across all teachers, with students encouraged to
work together on their creative ideas. This practice aimed to enhance students' social
awareness and relationship skills.

Approaches to Self-Awareness, Social Awareness, and Relationship Skills:

e One teacher used reflection activities to help students derive meaning from their
artworks and articulate their self-expression, fostering self-awareness through critical
engagement with their creations.

e Another teacher utilized the “Glow” and “Grow” peer critique method, to promote
constructive feedback and social interaction.

Challenges in creating Self-Portraits:

e Two teachers reported difficulty encouraging middle school students to participate in
self-portraits. Students, particularly in this age group, exhibited resistance to
depicting or photographing images of themselves.

e To address this challenge, teachers employed alternative strategies, such as assigning
profile outlines, abstraction, and the use of design principles. These approaches
allowed students to shift the focus from their self-image while still creating
representations that conveyed aspects of their self-awareness.

Use of Pop Art and Abstraction:
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e All teachers incorporated pop art to teach art history, elements of design, and

promoting self-expression as a means of fostering self-awareness.

e Abstraction was used to divert the students from explicit rendering of their self-image

while still enabling them to express their identity through lines, textures, and patterns.
7. Impediments to effective implementation:

e Teachers faced time constraints in developing K—12 curricula that addressed varying

academic and social developmental levels.

e One noted the absence of a formal SEL program at their school, with SEL

implementation contingent on staff approval for an advisory period.

e Although all teachers received district-provided ELD training, they had to create SEL

materials independently without guidelines, limiting available instructional support.

e Existing curriculum resources were viewed as limited in scope and insufficient for

addressing both ELL and SEL needs.

Despite differences in approaches, all teachers demonstrated a commitment to integrating
design principles, art-making skills, and SEL. The participants also supported content delivery
with some ELD strategies and students’ personal and social-emotional learning. Lastly, the
participants respect each student’s individual creative decision and process.

To ensure trustworthiness of this qualitative research, the study adhered to the four
established criteria: credibility, transferability, dependability, and confirmability (Bloomberg,
2019b). Before data collection, the study obtained approval from the National University’s

Institutional Review Board (IRB), and formal permissions were secured from all research sites.
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Each participant consented to outlined requirements for the research study. Participation included
a 45-minute recorded interview, student work samples, and assignment samples.

Credibility was established through rigorous ethical safeguards established by the
Institutional Review Board including submission of informed consent documents, disclosure of
recruitment methods, flyers, and e-mail transcripts. Participant confidentiality was safeguarded
with the use of pseudonyms to protect identities. Participants had control over how much
personal information they chose to disclose, and they were able to opt out of being quoted or
represented in recordings (Bloomberg, 2019b). To strengthen the credibility of this narrative
inquiry, the study incorporated triangulation, member checking, and reflexive journaling as
strategies to ensure that participants’ stories are represented authentically and interpreted
responsibly (Bloomberg, 2019b).

Triangulation was used to examine participants’ narratives across multiple sources of
data, such as interview transcripts, researcher field notes, and arts-based artifacts, allowing the
researcher to identify recurring themes and patterns across participants’ lived experiences. This
process supported a deeper understanding of the narratives and helped to ensure that
interpretations were grounded in the data rather than a single perspective. Member checking
further enhanced credibility by providing participants the opportunity to review interpretations of
their narratives to confirm that their experiences and meanings have been accurately represented
(Bloomberg, 2019b). This collaboration process aligns with narrative inquiry’s emphasis on
honoring participants’ voices and the co-construction of meaning between researcher and
participant (Clandinin & Connelly, 2000).

Additionally, the researcher maintained a reflexive journal practice throughout the study

to document methodological decisions, emerging insights, and reflections on personal
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assumptions or biases that may influence the interpretation of participants’ stories. Reflexive
journaling promoted transparency and helped the researcher remain critically aware of their
positionality within the research process. Together, these strategies supported the credibility of
the narrative findings by ensuring that the participants’ lived experiences remained central to the
interpretation of the data while maintaining transparency in the analytic process
(Bloomberg,2019Db).

Transferability was supported through rich descriptions of the research context,
participant demographics, and data collection, enabling readers to determine the relevance of the
findings to their own settings (Bloomberg 2019b). The research methodology, including
procedures for participant recruitment, consent, and data handling, were thoroughly documented
to support dependability. Steps to ensure methodological consistency, such as adherence to IRB-
approved protocols, encryption of digital data, secure storage of passwords, and the safeguarding
of IP addresses, further reinforced the reliability of the study over time (Bloomberg, 2019b).

Finally, confirmability was maintained by established transparency in audit trails that
included researcher memos, and secure, anonymized data storage. Data was stored in compliance
with IRB standards, utilized encrypted files and devices disconnected from the internet to
minimize any risk of breach. By following these evidence-based procedures, the research upheld
high ethical standards and ensured the trustworthiness of its data collection and analysis
processes (Bloomberg, 2019b).

Data analysis followed a narrative inquiry approach focused on understanding how
participants constructed meaning from their experiences integrating visual arts, social-emotional

learning (SEL), and English language development (ELD). Rather than fragmenting data into
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discrete codes, the analysis prioritized temporality, plot development, turning points, and the
coherence of individual stories (Clandinin & Connelly, 2000).

Each participant’s interview transcripts, lesson plans, and arts-based artifacts were first
read holistically to preserve the integrity of their lived experiences (Kim, 2015). Attention was
given to how participants narrated their past experiences, described their current classroom
practices, and articulated future aspirations for their students. This temporal movement guided
the construction of each participant's portrait.

The analysis unfolded in three recursive phases aligned with the three-story analytic
approach:

1. Participants’ told stories,
2. Re-storied narratives constructed by the researcher,
3. Meta-stories representing interpretive and theoretical analysis (Clandinin & Connelly,

2000).

In the second phase, participants’ accounts were re-storied into coherent narrative
portraits (Helen, Elaine, and Basquiat). This process involved synthesizing interview data, lesson
plans, and visual artifacts into chronological narratives that highlighted key turning points,
central characters, instructional contexts, and conflicts related to integrating SEL and visual arts
for English language learners. Analytic memos supported this process by documenting
interpretive decisions and narrative structuring.

In the final phase, individual narratives were examined across participants to identify
resonant patterns, shared plot structures, and divergent or counter-narratives. Rather than

abstracting stories into themes alone, this cross-narrative analysis explored how similar
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experiences were narrated differently depending on context, identity, and teaching philosophy.
This interpretive layer connected participants’ stories to existing literature on arts integration,
SEL, and culturally responsive pedagogy.

While qualitative software (NVivo 14) was used to support data organization, the primary
analytic work occurred through repeated reading, narrative memoing, and interpretive re-storying
rather than through coding frequency or categorical reduction. This narrative analytic process
allowed for a nuanced understanding of how participants experienced and made meaning of arts-
based SEL practices with English language learners, honoring both individual complexity and
shared experience.

Research Question 1

How do secondary visual arts educators story their professional experiences in
integrating visual arts, social-emotional learning, and content-based instruction for English
Language Learners?

Research Question 1 examined how visual arts educators describe their use of visual arts
to support social-emotional learning and language development for English Language Learners.
Findings are presented through participants’ narratives, beginning with their told stories shared
during interviews and through arts-based artifacts.

Helen teaches visual arts to students in grades K—12 at a charter school. She described
how teaching in a charter school provides flexibility in how she designs instruction and engages
students. When discussing how she incorporates social-emotional learning into her visual arts

classroom, Helen explained:
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The way I see it is one, being able to communicate with peers and collaborate together.
Another way, is through putting your emotions or your history, or your culture where you
came from into our projects. I would say, what they mean to express through their
culture. It is kind of like an artist statement where students are meant to talk about their
art with each other. So, I do a lot of that. And a lot of peer-to-peer collaboration. Instead
of coming to me, they have to ask their peers. This helps to get them used to
communicating with each other and not just rely on me.

Helen described encouraging students to talk about their artwork with another and to seek
feedback from peers. She emphasized student autonomy and described her role as creating
opportunities for students to communicate, collaborate, and express their identities.

Elaine teaches visual arts in an online academy and works with students in grades K—12.
She described previous experience teaching both online and in middle school classrooms. Elaine
identified social-emotional learning as a key component of her instruction and explained that she
continues to adjust her curriculum to better address social issues. She stated: “I think it's
important. I think I would like to adjust my curriculum and have it more related to that in the
future.”

Elaine described adapting an online program she uses for student projects to incorporate
social-emotional learning:

I guess one thing that could be considered with social emotional learning in high school

is, we use something called Ed Genuity. It's an online program that I'm using for their

projects right now. I am adapting them so one of the projects is about social issues. So

they have to choose a social issue. I go through what are social issues and then they
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choose one and they make a poster about it in the style of Keith Haring. I would say that

probably touches on SEL. They have to learn about social issues.

Elaine explained that students are given choices in selecting social issues and that she
introduces examples of artists whose work addresses social topics. She described her role as
guiding students through the process of understanding social issues and translating those ideas
into visual form.

Basquiat teaches visual arts to students in grades 6—8 at a public middle school. He has
over twenty years of experience teaching visual arts. Basquiat described social-emotional
learning as important but expressed a different perspective on how it should be addressed within
the school setting. He explained: “Mainly self-awareness, maybe relationship skills, and social
awareness—mainly those areas. Because there are some other aspects of SEL that wouldn’t
apply so much to the academic aspects of visual art.”

Basquiat described his view that social-emotional learning is inherent in the artmaking
process: “I would say in terms of a visual arts program. Inherently, I believe that the arts touches
on SEL in the way that other specific subject areas don’t. There’s a lot of introspection in terms
of making art and also thinking about art.”

He expressed concern about explicitly teaching SEL within the visual arts classroom and
suggested that it is better suited for a dedicated advisory period: “My understanding of a robust
SEL program is more specifically in alignment with an advisory period. It might incorporate art.
It will incorporate language arts—drawing, journaling—but it’s filtered out from everything
else.”

Basquiat emphasized that his primary goal in the visual arts classroom is visual art

literacy: “I really want the visual arts experience they have in my program to be first and
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foremost understanding how to make art, how to read art like it’s a book, how to become visually
literate.” He described SEL as “baked into” the artmaking process but cautioned that outcomes
related to SEL are difficult to quantify.

Research Question 2

What experiences, turning points, and influences have shaped how teachers approach
integrating social-emotional learning within visual arts instruction for ELLs?

Helen teaches visual arts to students in grades K—12 at a charter school. She described
working in a setting where there is no designated visual arts curriculum provided by the district.
According to Helen, art teachers at her school are expected to design their own curriculum across
multiple grade levels. She explained that while her school includes a daily designated social-
emotional learning (SEL) period for some grades, she does not have access to this structure for
middle school students. As a result, she chooses to integrate SEL into her visual arts instruction
on her own initiative.

I have zero curriculum set up for visual arts. So that includes SEL. I work at a charter

school, so we have a lot more free reign than the district puts on the rest of the schools.

My school has designated SEL time the first 20 minutes of school every day, which I

don't have for middle school at this time. So I just incorporate SEL stuff into my lessons.

But that's my choice. I'm not told to do it.

Helen described meeting with other art teachers in the district and observing that they also
independently determine what and how they teach.

I don't think our district has a curriculum at all for visual arts at any grade. When I meet

with high school art teachers, they all just teach what they want to teach. There's no
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curriculum unless the teacher goes out of their way to find one and convinces their school

to purchase it for them.

Helen shared examples of projects she designed to support student self-reflection and
emotional expression. In one project, students wrote personal letters to themselves about
meaningful life experiences. Helen emphasized that spelling and grammar were not assessed and
that the letters would remain private.

Helen also described a cultural collage project in which students defined culture in their
own terms. “You could have a culture that you grew up with, you could have a culture of a
specific area in the world, there could be local culture.” She shared an example of a student who
focused on lowrider car culture as her point of reference. Helen explained that she intentionally
keeps projects open-ended and emphasizes student choice. “I think making it personalized... not
making the projects too rigid... I like to give choice a lot.”

Helen also described how access to a wide range of art materials shaped her approach to
teaching. She allows students to explore different media and encourages them to view mistakes
as part of learning. “Mistakes are okay. We're just learning right now. At the end of the year,
students are invited to choose their preferred materials and create a final artwork of their choice.”
Helen further described asking students for feedback on projects and materials. “Giving them a
little bit more ownership over it... okay, I'm owning this assignment because I chose it.”

Elaine’s first year at a new school site, requires her to establish an art program from its
inception. "For now, it's my first year here, so I think they're trying to have me establish all of
my curriculum first here.” Elaine explained that at a previous school, particularly following the
COVID-19 pandemic, administrators asked her to place a stronger emphasis on social-emotional

learning. “They wanted me to have more focus on social emotional learning.”
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In response, Elaine designed lessons that incorporated SEL and continued to use and
adapt these lessons when she transitioned to her new school. Elaine described one project in
which students selected a social issue such as pollution, homelessness, civil rights, or public
health. Then they created a poster inspired by the work of Keith Haring. Students were required
to discuss their topic choice with her before beginning.

Elaine explained that she chose Keith Haring as a model artist because of his use of
visual symbols to address social issues. She provided students with examples of Haring’s motifs
and encouraged them to adapt these visual elements to express issues that were meaningful to
them. Elaine described her role as guiding students through the meaning of social issues while
allowing them to make independent choices about subject matter and visual representation.

Basquiat described how he developed his curriculum over more than twenty years of
teaching. He explained that he views social-emotional learning as an inherent part of the art-
making process rather than a separate instructional focus. “I encourage them to bring themselves
into their work, which is unavoidable. It's going to happen.”

Basquiat described reflection as a routine part of his teaching practice, occurring after
students complete their artwork. “I always try to circle back after the fact and have them reflect
on what they've done.” He explained that students’ artistic decisions—Ilarge and small—are
expressions of individual identity. “What they make is a direct reflection of them... whether it's
drawing, it's them on paper... whether it's a small sculpture, it's them in 3D.”

Basquiat emphasized that no two students make the same sequence of choices during the
creative process and that this individuality is central to artmaking. He described reflection as a
moment when students consider the decisions they made and the outcomes of those decisions.

Basquiat also described lessons in which students explored elements of art and design through
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the work of artists such as Frank Stella. Within these projects, students incorporated motifs
connected to their own cultural histories, including indigenous mark-making and Mexican visual
patterns.

Across these narratives, teachers described how institutional structures, curriculum
availability, prior school experiences, and personal teaching philosophies shaped how they
approached the integration of social-emotional learning within visual arts instruction. Their
accounts reflected differences in school contexts, levels of autonomy, and professional
experience, which influenced how SEL was positioned within their classrooms. While each
teacher narrated distinct practices and priorities, all described navigating instructional decisions
within constraints that were not of their own making. Together, these stories provide a
foundation for understanding how teachers’ lived experiences informed their approaches before
those experiences are re-presented through a restoried narrative.

Research Question 3

How do visual arts educators narrate the tensions, challenges, and unresolved struggles they
encounter while supporting ELL students’ linguistic, and social-emotional development through
arts-based instruction?

Helen described several tensions related to time, curriculum expectations, and
instructional responsibility. She explained that while she values integrating social-emotional
learning and supporting English Language Learners, she is not provided with a district-adopted
visual arts curriculum or explicit guidance on how to integrate SEL. Helen noted that although
her school includes a daily SEL period, this structure does not extend to all grade levels she

teaches. As a result, she independently determines how and when SEL is addressed during art
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instruction. “So I just incorporate SEL stuff into my lessons. But that's my choice. I'm not told to
doit.”

Helen described teaching multiple grade levels throughout the day and writing her own
curriculum across grades K—12. She acknowledged that this workload creates challenges when
attempting to intentionally integrate SEL alongside visual arts instruction. She also described
navigating student vulnerability, particularly when projects involve emotional reflection. Helen
explained that she protects students’ privacy and emotional safety. "I told them, nobody's even
going to read it.”

Helen described uncertainty around how much students should be encouraged to share
personal experiences and how much should remain private, noting that participation in sharing is
optional. Another tension Helen described involved balancing openness and structure. She values
student choice but also recognizes that open-ended projects can feel overwhelming for some
students, particularly when they are unfamiliar with materials or processes. " Mistakes are okay.
We're just learning right now.”

Helen described repeatedly reminding students that struggle and experimentation are
expected, though she acknowledged that not all students are immediately comfortable with this
approach. She noted that some students required more time to engage with unfamiliar materials
and processes, particularly when they were unsure of their abilities. Helen described her role as
remaining present during these moments, offering reassurance while allowing students to work
through discomfort at their own pace. Helen described repeatedly reminding students that
struggle and experimentation are expected, though she acknowledged that not all students are

immediately comfortable with this approach.
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Elaine had challenges related to institutional transitions and shifting expectations. She
explained that at a previous school, administrators explicitly asked her to focus more on social-
emotional learning, particularly after the COVID-19 pandemic. “They wanted me to have more
focus on social emotional learning.” Elaine described adjusting her lessons to meet these
expectations while continuing to teach visual arts content. However, at her current school site,
she described being in the process of establishing an art program without specific guidelines for
SEL integration. "It's my first year here, so I think they're trying to have me establish all of my
curriculum first here.”

Elaine described uncertainty about how much emphasis SEL should receive in relation to
artistic skill development. She explained that while she continues to incorporate SEL-informed
lessons, she is doing so without clear institutional direction. Elaine also described challenges
related to online and digital learning environments. She referenced the use of online platforms
and adapting projects originally designed for in-person instruction.

She described navigating student engagement when working with social issues, noting
that students vary in their readiness to discuss complex or sensitive topics. Elaine described her
role as guiding students through topic selection while maintaining appropriate boundaries.
Basquiat described tensions related to how social-emotional learning is positioned within the
school day. He expressed hesitation about explicitly integrating SEL into visual arts instruction,
explaining that he views art education as having a distinct purpose. "I really want the visual arts
experience they have in my program to be first and foremost understanding how to make art.”
Basquiat described concern that explicit SEL instruction could detract from the core goals of
visual arts education. He stressed the importance of students developing visual literacy and

understanding their place in art history. "That's why they're there... that's what I want them to get
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out of my class.” Basquiat also described challenges related to assessment and measurement. He
expressed skepticism about the ability to quantify social-emotional outcomes that emerge
through artmaking. "It's going to be very difficult to quantify that.” He described uncertainty
about how SEL learning could be documented in ways that align with data-driven educational
expectations.

Basquiat further described tension between structured SEL programming and the organic
nature of artistic expression. While he acknowledged that artmaking inherently involves
introspection, he expressed concern about formalizing these experiences within instructional
frameworks. "I want them to be immersed in it, unencumbered by many other things.”

Across these narratives, teachers described ongoing tensions related to curriculum
availability, institutional expectations, time constraints, emotional labor, and the boundaries
between artistic instruction and social-emotional support. These tensions appeared in different
forms across school contexts, shaping how teachers spoke about their responsibilities and daily
instructional decisions. Rather than presenting clear solutions, participants described continuing
to navigate these challenges as part of their ongoing teaching practice.

In response to Research Question 1, which examines teachers’ perceptions of the
intersections between visual arts, social-emotional learning, and content-based instruction, the
following restoried account synthesizes participants’ narratives to illuminate shared storylines,
tensions, and points of divergence. Teachers narrated ways of understanding how social-
emotional learning intersects with visual arts instruction. These understandings were shaped by
institutional contexts, curricular autonomy, and beliefs about the purpose of art education.

Across participant narratives, teachers described differing orientations toward the

integration of social-emotional learning within visual arts instruction. While all participants
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acknowledged that social-emotional learning emerges through artmaking, they varied in how
intentionally and explicitly they positioned SEL within their instructional practices. Helen and
Elaine described approaches in which SEL was deliberately integrated into visual arts instruction
through collaboration, student choice, and engagement with personal and social topics. Both
teachers narrated instructional practices that encouraged students to communicate with peers,
reflect on personal experiences, and connect artistic work to culture or social issues. In their
accounts, visual arts functioned as a space for expression, collaboration, and meaning making,
with SEL framed as an integral component of teaching and learning.

In contrast, Basquiat narrated a more cautious stance toward explicit SEL integration.
While he acknowledged that artmaking inherently involves introspection and self-awareness, he
positioned SEL as secondary to the primary goal of visual art literacy. His narrative emphasized
students’ immersion in artmaking, aesthetic decision-making, and historical context, with social-
emotional development described as an indirect outcome rather than an instructional objective.
Basquiat consistently framed SEL as more appropriately addressed within a designated advisory
period rather than within the visual arts classroom.

Across these narratives, integration of SEL was shaped by teachers’ beliefs about the
purpose of art education, the role of structure versus openness, and the boundaries between
academic instruction and social-emotional support. All teachers had an awareness that ELL
students needed language support, and they provided visual vocabulary. While participants
agreed that artmaking supports self-awareness and expression, their stories diverged in how
intentionally SEL was positioned within visual arts instruction.

In response to Research Question 2, which focuses on the experiences, turning points,

and influences shaping teachers’ approaches to integrating social-emotional learning in visual
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arts instruction for English Language Learners, the following restoried account synthesizes
participant narratives into a coherent storyline. Across participant narratives, teachers described
how their approaches to integrating social-emotional learning within visual arts instruction were
shaped by professional experiences, institutional contexts, and moments of transition.
Participants in these districts receive substantial English Language Development training from
ongoing professional development that is separate from content instruction. Rather than
emerging from formalized curriculum or district guidance, SEL approaches developed over time
through adaptation, self-direction, and response to changing student needs.

Helen’s narrative emphasized curricular absence as a defining influence. Teaching in a
charter school without a designated visual arts curriculum, she described developing instructional
practices independently across multiple grade levels. The lack of formal guidance required her to
make personal decisions about when and how to integrate social-emotional learning, often
embedding SEL within projects focused on reflection, choice, and personal meaning. Her
approach evolved through daily classroom experience, shaped by workload demands and an
ongoing effort to balance openness with emotional safety for students.

Elaine’s narrative highlighted post-pandemic shifts as a turning point in her teaching
practice. In the past, the administration requested and provided professional development to
prioritize social-emotional learning. These requests prompted her to redesign lessons that
connected visual arts instruction with social issues and student choice. As she transitioned to a
new school site, Elaine carried these lessons forward, adapting them again in the absence of
explicit institutional direction. Her story reflects an ongoing process of curriculum building,
influenced by prior expectations, professional training, and the need to establish an art program

from the ground up.
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Basquiat’s narrative reflected long-term experience as a central influence. With over two
decades of teaching, he described developing a curriculum grounded in visual art literacy and
reflective practice. Rather than marking a single turning point, his approach evolved gradually,
shaped by sustained engagement with artmaking and observation of students over time. He
positioned social-emotional learning as an inherent aspect of the creative process, while resisting
shifts toward explicit SEL instruction within the visual arts classroom. For Basquiat, institutional
discussions around advisory periods represented a potential turning point; one that had not yet
fully materialized. Across these narratives, teachers described their approaches as shaped less by
formal mandates and more by accumulated experience, professional judgment, and contextual
constraints. Their stories reveal how integrating social-emotional learning within visual arts
instruction for English Language Learners emerged as an adaptive, evolving process rather than
a standardized practice.

Participants’ responses to Research Question 3 are explained by composing their
narratives around the tensions, challenges, and unresolved struggles they encountered while
supporting English Language Learners’ linguistic and social-emotional development through
arts-based instruction. Across participant narratives, teachers described persistent tensions
between their commitments to supporting English Language Learners and the structural,
institutional, and instructional constraints shaping their work. These tensions were not presented
as isolated challenges but as ongoing conditions that influenced daily teaching decisions and
long-term professional practice.

Helen’s narrative foregrounded the strain of working without a designated visual arts
curriculum while teaching multiple grade levels. She described navigating the responsibility of

designing instruction that addressed visual arts learning, social-emotional development, and
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language support without formal guidance or consistent resources. The absence of curriculum
positioned her as the primary decision-maker for integrating SEL and ELD, while
simultaneously increasing workload and emotional labor. Helen’s account reflected an ongoing
negotiation between providing meaningful, supportive experiences for students and managing
time, energy, and instructional demands.

Elaine’s narrative emphasized professional isolation as a central challenge. While she
described drawing on prior credential training and informal mentorship, she also articulated the
difficulty of building an art program independently. The lack of district-supported resources or
collaborative structures required her to rely on observation of colleagues and personal initiative.
Elaine’s story conveyed uncertainty about whether her approaches aligned with broader
expectations, particularly when supporting ELL students’ linguistic and social-emotional needs
without access to shared frameworks or sustained professional development.

Basquiat’s narrative centered on tension between philosophical beliefs and institutional
realities. While he expressed strong conviction that social-emotional learning is inherent in the
artmaking process, he also described frustration with the lack of systemic structures—such as an
advisory period—that could explicitly support SEL without compromising the goals of visual
arts instruction. His repeated advocacy for advisory periods, alongside unsuccessful attempts to
institutionalize them, highlighted a disconnect between perceived student needs and school-level
decision-making. Basquiat’s account reflected an unresolved struggle to reconcile his belief in
the value of SEL with concerns about preserving the integrity and focus of art education.

Across these narratives, challenges related to curriculum absence, resource allocation,
workload, and institutional support remained unresolved. Teachers described working within

systems that prioritized core academic subjects while marginalizing the arts, resulting in limited
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access to paraprofessionals, language supports, and dedicated SEL structures. Rather than
presenting clear solutions, participants’ stories revealed how supporting English Language
Learners through arts-based instruction often required improvisation, persistence, and personal
commitment in the face of structural constraints.

Evaluation of the Outcomes

As aresearcher, I entered the study expecting to find deliberate and explicit SEL
integration across participants’ practices. Instead, the findings revealed how institutional
constraints and divergent pedagogical philosophies shape whether SEL is explicitly taught or
implicitly embedded within artmaking. This unexpected divergence highlights the need for
frameworks that account for both intentional integration and emergent SEL practices in visual
arts education.

Across participant narratives, visual arts instruction was described as a space where
language development, identity formation, and social-emotional growth intersected. This section
evaluates the extent to which the findings address the study’s problem and purpose, contribute to
the conceptual framework outlined in Section 1, and align with existing research on SEL,
translanguaging, and arts-based pedagogy.

Across participant narratives, artmaking was described as a site for translanguaging,
offering students alternative avenues for communication and self-expression beyond written and
spoken English. Students were described as engaging multimodal strategies—including visual
imagery, abstraction, text, and popular culture iconography to articulate cultural identity,
personal history, and emotional experience. These findings reinforce the positioning of visual art
as a parallel language system that enables ELLs to transcend limitations of written and spoken

English while simultaneously building SEL competencies such as self-awareness, identity
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exploration, and social awareness (Leung, 2019; Afghasafari et al., 2021; Becker, 2020; Lee &
Lee, 2021). In this section, arts-based artifacts such as student artwork and lesson plans are
treated as narrative texts that reveal students’ identity negotiation and teachers’ professional
trajectories over time, rather than solely as illustrative evidence.

Participants described language acquisition within the visual arts classroom as both a
social and linguistic process. As students engaged in collaborative artmaking and reflective
practices, social-emotional development functioned as a foundation for linguistic risk-taking and
meaning-making. The findings align with CASEL’s (2021) framework, in which competencies
such as self-awareness, social awareness, and relationship skills support broader academic and
communicative development. The participants’ narratives suggest that SEL is not ancillary to
language learning but is deeply intertwined with how ELLs construct meaning, express identity,
and participate in classroom communities.

The first research question: How do secondary visual arts educators story their
professional experiences integrating visual arts, social-emotional learning, and content-based
instruction for English Language Learners?

In response to Research Question 1, participants generally positioned SEL as an essential
component of student development within visual arts instruction. Participants described using
artmaking to foster peer collaboration, address relevant social issues, and create spaces for
personal and cultural expression. These practices reflect CASEL’s (2021) framework, which
emphasizes SEL as foundational to self-awareness, social awareness, and responsible decision-
making (Dryden et al., 2021; Anderson & Valeros, 2020; Corbisiero-Drakos et al., 2021).

Across participants’ narratives, a recurring instructional practice was the intentional use

of student choice. Teachers evaluated student choice not only as an artistic strategy but as a
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mechanism for supporting autonomy, emotional expression, and identity exploration. This
finding aligns with Keene’s (2020) assertion that SEL education provides students with
opportunities to develop emotional awareness and agency. Through choices related to subject
matter, materials, and visual language, students were described as engaging more deeply with
both artistic processes and social-emotional reflection.

Other common practices included the use of Pop Art, abstraction, and elements of art as
effective vehicles for social awareness and self-exploration. These approaches support Leung’s
(2019) research on the use of visual arts as another modality for the interplay of two languages as
a means for meaning-making and emotional expression. These approaches also support
Bonacina-Pugh et al.’s (2021) claims that translanguaging is a multimodal process allowing
students to integrate personal and cultural experiences in their communication. Furthermore, the
findings of Aghasafari et al. (2021) and Becker (2020) affirm that arts-based methodology in
language teaching fosters identity development, access to the content, and provides different
ways to make meaning that emphasize universal design for learning (UDL).

Teaching in a charter school provides Helen flexibility in how she designed instruction
and engaged students. When discussing how she incorporated social-emotional learning into her
visual arts classroom, she emphasized the role of peer collaboration as a central instructional
strategy, positioning student dialogue and shared interpretation of artwork as key mechanisms
for expressing emotion, culture, and personal experience. The participant described fostering a
collaborative classroom environment in which students communicate with peers, reflect on their
cultural and personal experiences, and articulated meaning through their artwork, and rather than
relying solely on teacher directed interaction. Helen’s assignment titled The Cultural Collage

shown in Figure 1, can be read as a visual narrative of identity negotiation. Through the section
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of collaged imagery and linear motifs, the student positioned themselves within a specific
cultural location that connects with personal interests, community affiliation, and visual
aesthetic. Rather than reproducing a prescribed definition of culture, the artwork narrates culture
as lived, chosen, and continuously constructed. For an English language learner this visual
functioned as a mode of self-authorship that did not rely on academic language proficiency.

When interviewed about her perceptions of integrating visual arts instruction with Social-
emotional learning, Helen saw value in peer collaboration when integrating visual Art and Social
Emotional learning instruction. She allows her students to express their emotions and include
their personal histories and cultures in their artworks. She wants her students to see themselves
as artists making a statement and discussing their work with other peers. Helen wants students to
be autonomous and to ask each other for ideas. In her view, this provides them with the
opportunity to communicate and be independent. Later artworks showed increased use of
symbols and thematic focus. Elaine had prior experience teaching online and in middle school in
6-8™ grade classrooms for 5 to 10 years. Elaine feels SEL is important and addresses social
issues that students could relate to providing student choice and adjusting her instruction to
integrate SEL with her visual arts instruction. Elaine describes adjustments that she makes to her
program by increasing SEL in the curriculum that she creates as modifying a digital curriculum
to integrate social-emotional learning, guiding students to investigate social issues and represent
their understanding through visual compositions influenced by Keith Haring’s work. The
participant described intentionally adapting an online platform to incorporate social-emotional
learning by engaging student in the exploration of social issues and supporting them in

expressing these topics visually through a Keith Haring inspired project. This approach suggests
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that integrating social issues into visual arts instruction can serve as a pathway for developing
students’ social awareness while engaging them in multimodal forms of expression.

Elaine described previous experience teaching both online and in middle school
classrooms. Elaine identified social-emotional learning as a vital component of her instruction
and explained that she continues to adjust her curriculum to better address social issues.

Elaine described adapting an online program she uses for student projects to incorporate
social-emotional learning: “I guess one thing that could be considered with social emotional
learning in high school is, we use something called Ed Genuity. It's an online program that I'm
using for their projects right now. I am adapting them so one of the projects is about social
issues. So they have to choose a social issue. I go through what are social issues and then they
choose one and they make a poster about it in the style of Keith Haring. I would say that
probably touches on SEL. They have to learn about social issues.” Elaine explained that students
are given choices in selecting social issues and that she introduces examples of artists whose
work addresses social topics. She described her role as guiding students through the process of
understanding social issues and translating those ideas into visual form.

Basquiat described social-emotional learning as important but expressed a different
perspective on how it should be addressed within the school setting. He explained: “Mainly self-
awareness, maybe relationship skills, and social awareness—mainly those areas. Because there
are some other aspects of SEL that wouldn’t apply so much to the academic aspects of visual
art.”

Basquiat described his view that social-emotional learning is inherent in the artmaking

process by framing social-emotional learning as intrinsically embedded within visual arts
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practice, highlighting the reflective and introspective nature of both creating and analyzing
artwork.

He expressed concern about explicitly teaching SEL within the visual arts classroom and
suggested that it is better suited for a dedicated advisory period. Basquiat emphasized that his
primary goal in the visual arts classroom is visual art literacy: “I really want the visual arts
experience they have in my program to be first and foremost understanding how to make art,
how to read art like it’s a book, how to become visually literate.” He described SEL as “baked
into” the artmaking process but cautioned that outcomes related to SEL are difficult to quantify.

For this reason, Basquiat felt that it should be taught as a separate subject to address
Social Emotional learning in more depth. His extensive experience teaching this age group has
made him practical and discerning. He is reluctant to discuss the use of SEL instruction in his
classroom. He also feels that SEL in the visual arts classroom focused on self-awareness and did
not incorporate social issues into his curriculum.

Additionally, Basquiat points out that SEL is not something added but is already

embedded in the very nature of visual arts learning.
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Basquiat continues to frame SEL as best suited for a designated advisory period.

But in terms of, you know, if a person is looking for data on how SEL is inherent in art

making or within the arts, whether it's music, visual, right, it's going to be very difficult to

quantify that, although it could be done.” He explained that SEL could be filtered into
multiple subject areas including the arts, but in a more structured program. He gave
examples of how an advisory period would be a dedicated time when activities like
drawing or journaling could intentionally target SEL skills.

Research question 2 asked: What experiences, turning points, and influences have shaped
how teachers approach integrating social-emotional learning within visual arts instruction for
ELLs?

In response to Research Question 2, teachers find SEL of significant importance and their
approaches and beliefs are different in that two teachers deliberately integrate SEL with visual
arts instruction and one teacher feels that SEL is already present in the art making process.

Helen feels that access to some visual arts curriculum would help integrate SEL with
visual arts for ELLs. Helen is concerned about the lack of curriculum and clear guidelines at her
district. she described and absence of a district-wide visual arts curriculum, explaining that
teachers are responsible for designing their own instruction and that there are no formal
requirements for integrating social-emotional learning into visual arts programs.

Helen is self-motivated to integrate SEL into her curriculum. She teaches several periods
per day and writes her own curriculum for as many grades as K-12. Despite the workload, she
showed awareness and commitment to integrating SEL in her practice. Helen explained that her
school site provided a designated SEL period each day and that art teachers were writing their

own curriculum for grades K-12. This brings into question how each teacher finds the time to
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address integration with SEL when they are creating their own curriculum for several grade
levels.

Elanie was given clear guidelines from her district at her prior school site after the
pandemic: “Then at - though, they wanted me to have more focus on social emotional
learning so let me see if [ can find I can send you a link to like one of my lessons that I did on
that.”

Helen created her own lessons that fostered self-reflection and self-awareness directly
when explaining her practice:

Helen describes a project that encouraged students to reflect on an experience to identify
emotions and how they were affected. The teacher gave students safety by guaranteeing privacy.
Once completed, students ripped their written reflections so that they could create a collage to
visually represent the content of the text without revealing it or explaining it to others.

Helen described open-ended projects and allowed students .to explore what culture meant
to them. She allowed her students to define culture in their own terms.

The teacher explained their cultural collage assignment as follows:

Then the cultural collage, so the students have to make an artwork about culture, and it can be
their personal culture. I try to explain what culture is because it's kind of open-ended like you
could have a culture that you grew up with, you could have a culture of a specific area in the
world, there could be local culture. So, students find the culture that's interesting to them. One of

my students likes lowrider cars, so she did an artwork on that culture.



Figure 2

Cultural Collage
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Note. Student artwork
sample of a visual arts
assignment. The image is
reproduced with
permission and has been

anonymized to protect

student identity in
accordance with IRB

approval.

The cultural
collage included imagery
of motifs connected to

the student’s selected

cultural references,

including pop art
references from music and fashion. Helen conceptualizes culture in a fluid manner, allowing
students to define their influences according to their own interests. As seen in Figure 2, she
further emphasized that personalization and choice are essential in enabling students to explore
their identities.
I think making it personalized like allowing them to express themselves, gives them the

choice to express themselves and not making the projects too rigid. I like to give choice a
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lot. I'll give them a guideline, like you have to make a project about this, but I want them

to be able to insert their own personality or their own interests into their art, which I think

is important.

Helen used free exploration of materials as a strategy to foster a growth mindset. Helen
thought that making mistakes is a way of learning in the following statement:

I am very blessed with the budget that I get compared to other art teachers to where I

have so many different random materials in my room that I let them learn them, and then

in the end of the year, they get to use whatever they want to make whatever they want. If
that makes any sense. So, we use clay. We use paint pens, sharpies, watercolor, acrylic
paint, papier maché. Some of them are learning how to print make if they finish early

using foam. I've got paint sticks, oil pastels, I tried chalk pastels. Just like throwing a

bunch of art materials at them and letting them learn and letting them discover, like, hey,

do I like this one or do I not like this one? To find their strengths and weaknesses, and |
continue to remind them. Mistakes are okay. We're just learning right now. Figure out if
you like it. Is it working for you is not working for you? And then in the end, you get to
pick your favorite thing and make whatever you want. So supplies, I'm very open with
and diverse use of my supplies.

Helen gave her students time to explore their strengths so that they can learn their likes
and dislikes. Through this exploration, students learn to accept their struggles with unfamiliar
material. In the process, students learn to navigate challenges with unfamiliar materials, which
helps them discern which mediums align with their interests and which do not. Helen described
encouraging students to view mistakes as part of learning, stating, ‘Mistakes are okay...” This

reflects her emphasis on creating a safe environment for experimentation. Another way Helen
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enabled students to define their interests is by getting student feedback on what materials they
want to use or what projects they want to do. This participant describes student feedback in the
following statement:
In years past, I have asked my students to give me suggestions about what they would
like to do, where, I give them a lot of information to sort of choose from different things
that we can do, just trying to get them into a comfort zone where, okay, I'm owning this
assignment, this project, because I chose it. And so, you know, giving them a little bit
more ownership over it. Sometimes it's the way that, you know, I'm sort of selling a
certain sort of exercise assignment project that we're doing, and it can seem maybe a little
dictatorial. So in years past, sometimes that has worked, especially with regards to certain
things that we're doing that are specifically related to SEL and to themselves.
Helen gave students the opportunity to give suggestions about what and how they wanted
to learn. She created a safe environment by giving students ownership of their own

learning.

Elaine was establishing an art program of her own in her first year at her new school:
“For now, it's my first year here, so I think they're trying to have me establish all of my
curriculum first here.” This is another example of the lack of curricula available for art
instruction and how Elaine must write it for all the grade levels she teaches. The art teachers
develop lessons and store them for later use in other settings as their school site assignments may
change. Elaine explained that at a prior school where she worked after the pandemic, she had
requests by administration to focus more on Social-Emotional Learning and she tailored her

lessons to meet these requests: “Then at - though, they wanted me to have more focus on
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social emotional learning so let me see if I can find I can send you a link to like one of my
lessons that I did on that.”

Elaine designed her lessons to meet the needs of her students after the pandemic and
continued to use them at her new school so that she could establish her new program for grades
K-12. She continued to adjust her instruction to include SEL even though she was not given
specific guidelines at her new site. Her lessons and student artwork samples show evidence of
how SEL was taught directly and indirectly. When analyzing Elaine’s lesson in Figure 2, it is
evident that she is facilitating choice, self-reflection, self-awareness, collaboration, and social
awareness.

Elaine gave students the option of selecting a social issue to design a poster to develop
their social awareness. As seen in Figure 3, Elaine’s lesson gave students options such as
pollution, homelessness, civil rights, and public health issues. Elaine also asked students to

review their choice with the teacher before selecting a social issue.

Figure 3



Street Art and Pop Art Illustrating a Social Issue Through Art

Project Requirements

o Example Project Tutorial (Click Here)

® Step % Choose a social issue from the list below:

Pollution (Global Warming)

Equality (Women's Rights, LGBT, CiviEqual Rights)

Awareness (Drug Addiction, Alcoholism, Cigarette/Vape Addiction, Mental Health)

Obesity (Diabetes, Heart Disease)

Homelessness

Overcrowded Animal Shelters

Your Choice (Review your choice with your teacher before your start)

® Step 2: Sketch out your plan for your social issue poster inspired by Keith Haring's work.

® Step 3: Using a pencil, draw your social issue poster design using lines and shapes inspired by Keith
Haring's work onto poster paper.

® Step 4; Outline your pencil drawing with a black marker.

® Step 5: Fill in a minimum of 6 spaces with color.

O 0 0O 0 0 0 0O
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Note. Lesson plan slide developed by a study participant and reproduced with permission.

Identifying information has been removed to maintain confidentiality.
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The evolution of Elaine's lesson plans, as reflected in figures 3 and 4, can be read as a
professional narrative shaped by shifting institutional expectations and student needs. Earlier
lessons emphasize technical skill development, while later iterations foreground social issues and
student choice. This progression narrates Elaine’s growing commitment to integrating SEL
principles into visual arts instruction, particularly in response to post-pandemic student
experiences and administrative priorities.

Building on the theme of student choice, Elaine shifted the focus from cultural history to
social awareness, designing a Keith Haring inspired project that connected visual language with
pressing social issues to create a Keith Haring Social Issue art project. Both examples illustrate
how teachers leveraged student choice to foster deeper engagement, yet the next project
demonstrates how choice can also be directed toward developing social awareness through Keith
Haring’s art. This teacher designed the assignment to foster SEL social awareness by drawing on
the work of Keith Haring, an artist known for addressing social issues through his visual
language. By selecting Haring as a model, the teacher introduced students to both the artist’s
motifs and the broader concepts of social awareness. Students were encouraged to incorporate
these motifs into their own artwork, using provided background samples (see Figure 4) to

express their interpretations of Haring’s style while exploring social issues meaningful to them.

Figure 4

Keith Haring Street Art Pop Art lllustration of a Social Issue Through Art
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Background Examples

Note. This Figure represents an excerpt from participant-provided instructional materials. The

Image has been adapted and anonymized in accordance with IRB protocols.

Basquiat described how the creative process naturally leads students to include aspects of

themselves in their artwork. He explained that students inevitably bring their personal identity



101

and perspective into their work: “I encourage them to bring themselves into their work, which is
unavoidable. It's going to happen.”
Basquiat stressed that self-reflection and self-awareness happens as a byproduct of
engaging in the act of art making by explaining:
Afterwards, there is a, there would be a round of reflection about that. I would say most
of the work that my students do whether it's doing a drawing, whether it's doing,
whatever it is, they make it and they want to do away with it. And I always try to circle
back after the fact and have them reflect on what they've done. And that is the point
where they're being introspective. And they're actually thinking about the intricacy of
what they are doing or what they have done. And that's a really profound connection.
Because by definition, if we make something, and unless students are blindfolded, which,
of course, they aren't if they are fully engaged in what they're doing, they're able to make
incremental decisions, both large and small. What they make is a direct reflection of
them. So, whether it's drawing, it's them on paper. Whether it's a small sculpture, it's them
in 3D, just a kind of different version of them. Because no one else on the face of the
earth would make the choices that they have made along from getting from point A to
point B and that's the very aspect I love about art making because it is a truly individual,
specific to that individual. so I really try to bring that home to them and have them
comment on that work that they've done. So, we usually do a reflection piece with just
about everything that they do.
Basquiat emphasized that each choice a student makes in the creative process is an
expression of each individual’s point of view and an expression of self. This is an example of

how SEL is an indirect byproduct of engaging with the creative process. Basquiat explained that
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this reflection allows students to consider the details of what they created and the decisions they
made along the way. He highlighted that every artistic choice, whether large or small, reflects the
individual student, since no two students would make the same series of choices in the process of
creating. According to this description, a drawing is understood as a representation of the student
“on paper,” while a sculpture is a representation “in 3D,” both reflecting the students’ unique
perspectives.

Basquiat incorporated choice by enabling students to make aesthetic decisions regarding
elements of art and design. He continued stating how students could use these elements to
integrate their own cultural history as seen in Figure 5:

So, the first two images relate to a study focused on the work of Frank Stella, "3D pop-up

sculpture ", a focus on elements of art, principles of design. We embedded various art

historical connections as well as, having students collaborate on various concepts of

pattern and motifs seen in various formats specific to student's own cultural history. (i.e.,

Mexican motifs, indigenous mark making).

The 3-D Pop Up Sculpture in Figure 5 can be read as a visual narrative of identity
negotiation and an exploration of three-dimensional design. This work introduces students to the
works of Frank Stella while simultaneously inviting them to select motifs and imagery connected
to their own cultural histories. Through these aesthetic choices, students position themselves
within art historical tradition while asserting authorship as artists actively shaping tradition.

Rather than reproducing a prescribed image, students narrate culture through their visual
decisions and choices that may draw directly from personal cultural references. Some students
incorporated elements inspired by Frank Stella’s geometric forms, while others drew upon

Mexican motifs or indigenous mark-making practices. This range of responses articulates how
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students negotiated artistic influence and cultural identity, either aligning with, adapting, or
intentionally diverging from the referenced aesthetic tradition (Lee & Lee, 2021). The artwork
functions as a narrative of choice, agency, and self-positioning within both cultural and artistic

contexts.

Figure 5

3-D Pop Up Sculpture
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Note: Student artwork sample of a visual arts assignment in this study. The image is reproduced
with permission and has been anonymized to protect student identity in accordance with IRB

approval.

Helen, Elaine, and Basquiat underscored the importance of giving students choices in
their creative decision-making. They used the genres of Pop Art and Abstraction to teach the

elements of design and to facilitate choice. In addition to introducing students to a range of



105

visual motifs, teachers provided opportunities to select from various mediums. Finally, teachers
noted that offering choice and incorporating student feedback enabled learners to take ownership
of their work and articulate their preferences. Whether directly or indirectly, choice enabled both
ownership and self-exploration within the creative process. By intentionally avoiding a
prescriptive approach, these participants felt they were able to engage students more effectively
in tasks that might otherwise provoke frustration or resistance. Student resistance to struggling
with materials is not the only hindrance to SEL integration with art instruction for ELL students
and other learners. Art teachers face several district and school-wide challenges as well as
student engagement.

Research question 3 asked: How do visual arts educators narrate the tensions, challenges,
and unresolved struggles they encounter while supporting ELL students’ linguistic, and social-
emotional development through arts-based instruction?

In response to Research Question 3, Helen, Elaine, and Basquiat recognized the
importance of SEL and ELD for ELLs and other students. They felt that they had supports from
their district English Language Development departments, professional development options,
and that there was a system in place to identify the language acquisition levels of their ELLs.
Conversely, when asked if their curriculum had built in support or guidelines for ELD and SEL,
they explained that they were creating the curriculum themselves. For example, in figure 6, the

teacher provided ELLs with visual representations of the vocabulary.

Figure 6

Hllustrated Vocabulary
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Note. This figure represents an excerpt from a participant’s instructional materials. The images

have been adapted and anonymized in accordance with IRB protocols.

Figure 6 can be read as a narrative of pedagogical mediation and linguistic access. The

visual representations of line, shape, color, value, form, space, and texture function as more than
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instructional supports; they narrate an intentional shift from language-dependent explanation to
multimodal meaning-making. For English Language Learners, these images provide an entry
point into academic art vocabulary without requiring students to rely solely on written English
definitions (Afghasafari et al. 2021; Leung et al. 2019).

Through this visual scaffolding, students are positioned as capable participants in
disciplinary discourse, able to engage with formal art concepts through observation, comparison,
and visual reasoning. The artifact tells a story of how language learning is negotiated through
images, allowing students to construct understanding through visual reference while gradually
developing the academic language associated with each element. In this way, the lesson slide
reflects a pedagogical narrative in which visual art serves as both content and communicative
bridge. Helen explained: “I don't, I wasn't given anything that has that built in, if I want to
implement that. I can put it in my lessons, but I don't have any current guidelines or anything like
that, to insert it into my lessons.”

Helen and Elaine were writing curriculum for kindergarten through 12% Grade. Helen and
Elaine described an enormous workload in addition to teaching all the grade levels and grading
all their students' projects. Helen explained further that guidance would make curriculum
development easier:

Some form of art curriculum would be nice to help guide us through specific things

instead of having to find it out on our own. I do a lot of collaborating with teachers and

talk about the students with their homerooms to try and figure out what's working for
them, what kind of resources or extensions that the students need. But I would definitely
say if there was some curriculum to help direct the steps, that would be extremely

helpful. And then me just getting personal connections with these students, help guide me
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to how to help them individually. I would go from the very top with the district and work

all the way down through, like, administration, teachers, and then to my personal

relationships, and everywhere in between. I mean, it's never-ending. Navigating how to
help my students individually.

Helen also felt there was an absence of district-wide guidance and support for visual arts
instruction. Without a designated curriculum, teachers are left to rely on personal initiative,
which leads to inconsistent practices across schools. While autonomy can encourage creativity,
participants described inconsistent access to curriculum and resources, suggesting disparities in
instructional approaches across school contexts, particularly for ELLs who may benefit from
structured scaffolds. The teacher’s statement underscores how systemic neglect of the arts may
limit the integration of SEL and equitable language support into instruction.

Elaine described relying primarily on their credential program and the informal
mentorship of colleagues:

No. I have nothing like that. It would be nice to get a curriculum that has that, that has

everything built in. That would be nice. I'm just figuring it all out on my own. I feel very

secluded. So, I've had to reach out to other art teachers to see what things they are doing
in their classrooms. Like, daily check-ins and how they manage supplies and stuff like
that and watching how they communicate with their students. I've pretty much learned it
from observing other teachers, but the district has nothing to do with it. That was through
my credential program.

Elaine’s statement reveals a sense of professional isolation, as well as the burden placed
on her to self-design curriculum and pedagogy without institutional support. The reliance on

credential training and peer observation suggests that teachers must build their practice
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piecemeal, drawing from whatever resources they can access. Elaine’s emphasis on “feeling
secluded” is particularly important for understanding barriers to SEL implementation: without
collaboration, professional development, or district-backed resources, teachers may lack
confidence and consistency in applying SEL principles to support ELLs.

Helen elaborated on how the lack of investment in the arts contributes to a broader
undervaluing of the discipline:

I mean, it's really sad when you think about how little they put into the visual arts, and

yet it's such a big way to reach students and give them a voice because visual arts doesn't

mean you have to necessarily. But communicating more through what's on your artwork.

Right. They have an opportunity to express themselves academically, but in a medium

that is still a language, I mean, because visual art is a language. So they’re not being

evaluated on their writing and their reading and their language proficiency.

Helen articulates a powerful counterpoint to the education system’s neglect of the arts.
The arts extend beyond a supplemental role, serving as a tool through which students
communicate and express their voice (Leung, 2019). Her statement reinforces the idea of visual
art as an alternative form of language, one that is especially significant for ELLs who may
struggle with traditional assessments. From an SEL perspective, this underscores the potential of
art to cultivate self-expression and agency, even in contexts where institutional recognition is
minimal (Corbisiero-Drakos et al. 2021). Helen’s complaint about the “little they put into the
visual arts” further reflects systemic inequities in resource allocation, which can diminish

opportunities for meaningful SEL integration.
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They have a lot of outside resources too, like a lot of paraprofessionals in every single

class. They don't come into my class. Others that, I don't even know. They just have all

these other resources. And then when they come to art class, I'm just there on my own.

Helen’s statement highlights inequities in how resources are allocated across subject
areas. While ELLs may receive support in core subjects such as English language arts or
mathematics, these supports are absent in art classrooms. Elaine’s description of “just there on
my own” underscores the vulnerability of both students and educators in this context. For ELLs,
the lack of paraprofessionals or instructional aids means that opportunities for language
scaffolding, individualized support, and SEL integration may be diminished.

Basquiat reflected on the absence of an advisory period that could have provided
structured SEL support for students. Basquiat felt there should be an advisory period available to
students and explained the reasons in this statement:

We voted for an advisory period last year, and I think maybe the year before. So this was

definitely something post-COVID that was something that a lot of teachers felt was

necessary, first and foremost, maybe before academics. So it gained some traction that
first year. We didn't have enough votes to institute it. And it didn't happen last year. But

I'm thinking that this year is probably the year to do it or that it's going to go through.

That's what I'm thinking. And I could talk more about that if you'd like.

Although Basquiat feels that SEL is best taught in an advisory period and not in the
visual arts classroom, he struggled to understand the lack of support at his site for this program.
When asked what he perceived as a necessary step to integrate more SEL for ELLs Basquiat

explained:
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An advisory period. That's that, and each year, as [ was mentioning, a few minutes,
minutes ago, I voted for it every year. And for the life of me, I don't understand why
other teachers don't vote for it. If they're in this job because they have their students' best
interests in mind, I don't understand it. Because it's a period where you cut through all of
the other requirements that are on the table and all of the other sort of demands that
teachers have of students, you cut through all of that and you just focus on SEL. That's
why you're there.

Basquiat felt that setting aside time for SEL was better than integrating it into whatever
subject matter the teacher had to teach that day. He felt that it was important to provide this
dedicated time for students to receive the SEL support. However, it did not receive the votes
needed to implement the program.

Basquiat’s statement illustrates both the recognition of SEL’s importance and the
difficulty of institutionalizing it in practice. The discussion of advisory as “necessary... before
academics” reveals a post-COVID awareness of the urgent social and emotional needs of
students, yet the failure to secure enough votes reflects competing priorities within the school
community.

Helen and Elaine described actively adjusting their instructional approach to more
intentionally embedded SEL principles, highlighting a broader trend of adaptation and
responsiveness in teaching practice. In contrast, Basquiat expressed the view that SEL should be
taught separately, ideally within an advisory period, arguing that SEL is already inherently
embedded in the creative process itself and should be taught more in depth in a separate period.

This perspective diverges from most of the literature, which suggests that embedding SEL into
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content areas, including the arts, strengthens both academic and social outcomes (Bertling &
Moore, 2021; CASEL, 2021).

However, Basquiat’s viewpoint suggests that when visual art is taught without the burden
of curricular requirements, students gain the full benefit of the multimodal nature of the creative
process alongside a sustained focus on art history. In his view, art history not only equips
students with an understanding of past artistic practices but also exposes them to how artists have
historically responded to and reflected upon their social contexts. Such exposure positions
students to critically examine their own social environments, thereby fostering the development
of social awareness within the art classroom. Basquiat’s viewpoint aligns with Lee and Lee
(2021) who argue that the act of making art innately develops self-awareness and self-expression
while positioning the individual within a broader cultural context. These perspectives reveal the
ongoing tension between curricular mandates and teacher autonomy, a challenge also noted in
Yoon-Ramirez's (2021a) study of arts educators’ navigating competing instructional priorities.
Pop Art and Abstraction emerged as effective tools for self-exploration in the stories of Elaine,
Helen, and Basquiat. They used Pop Art, Abstraction, and elements of art, as vehicles for self-
exploration. Pop Art is characterized by using imagery from mass culture, such as video games,
film, animation, and advertising. This iconography allows students to express their likes and
dislikes, how they relate to the mass culture around them, and they can choose daily objects and
icons to develop their identities. Abstraction with the use of elements of design, such as lines,
textures, shapes, color, and value, allows the learners to be free from representational and
specific imagery.

When using abstraction, students were provided a safe space to articulate feelings and

ideas that may otherwise remain “verbally undefinable,” a finding consistent with Leung’s
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(2019) assertion that visual expression fosters alternative modes of communication. The act of
abstracting allows students to represent ideas and feelings rather than literal signifiers. The
learner is given a safe space in which to make meaning from unclear, verbally undefinable
aspects of their feelings and ideas. This safe space shelters the ELLs from the pressures of
expressing written and verbal forms of language. This was especially significant for ELLs, who
could bypass the pressures of mentally translating between written and verbal forms of language,
thereby reinforcing translanguaging practices documented by Bonacina-Pugh et al. (2021).

When asked what steps teachers deem to be necessary for integrating social-emotional
learning and visual arts for ELL students in inclusive classrooms, participants emphasized the
importance of visual arts curricula that are responsive to the needs of a diverse population of
students in the public schools. Helen described a disconnect between the existing supplemental
art programs on their campus and the cultural and emotional realities of their students:

We have a music teacher, and we have a STEAM teacher. But we have these two
random people that come on our campus, I think, once or twice a trimester. They've
already come once. It would be a week-long lesson. But the person who came in for
STEAM my STEAM teacher was saying, Yeah, they're just doing directed drawing, like
everyone does what they do. So between, Meet the Masters and directed drawing, I don't
really see how that helps SEL wise or like getting them connected to what they're
learning about. Because Meet the Masters, all the masters are, mostly in the European
Spain kind of region. How are kids going to connect to that?

Helen’s reflection illustrates a central challenge identified by multiple participants: While
Meet the Masters and directed drawing provide exposure to art history and technical skills, these

supplemental programs lack cultural relevance and explicit SEL integration. Research supports
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this concern, highlighting that arts integration is most effective when curricula are culturally
sustaining and directly connected to students’ lived experiences (Aghasafari et al., 2021; Pauly et
al., 2019).

Helen, Elaine, and Basquiat’s stories show the absence of an all-encompassing
framework that weaves together visual arts, SEL, and English language development (ELD).
This gap reflects broader patterns in the field: although arts-based learning has been shown to
foster empathy, self-awareness, and social connection (Mogro-Wilson & Tredinnick, 2020; Lee
& Lee, 2021), many programs remain fragmented, focusing either on technical skills or isolated
exposure to canonical artists rather than inclusive, SEL-oriented practice. For ELL students, the
lack of integration may further limit opportunities to engage in identity expression and to build
meaningful connections with peers through the arts (Brown & Allmond, 2021; Bonacina-Pugh et
al., 2021).

Thus, Helen, Elaine, and Basquiat perceived the need for intentional curriculum design
that aligns SEL competencies with visual arts instruction while simultaneously incorporating
culturally responsive content. Such a model could provide ELLs and all learners with
opportunities to explore self-expression, practice empathy, and develop language in ways that
affirm their cultural backgrounds and social realities.

When asked what obstacles teachers identify as factors that hinder their progress in
integrating visual arts, social-emotional learning (SEL), and language development, Helen and
Elaine, and Basquiat consistently described structural and instructional challenges that limited
their ability to integrate SEL, visual arts, and English language development (ELD). One
common theme was the overwhelming nature of managing multiple classes across several grade

levels, with some teachers seeing more than 100 students in a single day. This workload often
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left little time for intentional SEL or language-focused instruction, as teachers were already
focused on developing basic visual arts skills and meeting the diverse needs of learners.
Participants emphasized the need for structured guidance to support integration. As Helen
explained:

Some form of art curriculum would be nice to help guide us through specific things
instead of having to find it out on our own. I do a lot of collaborating with teachers and
talk about the students with their homerooms to try and figure out what's working for
them, what kind of resources or extensions that the students need. But I would definitely
say if there was some curriculum to help direct the steps, that would be extremely
helpful. And then me just getting personal connections with these students, help guide me
to how to help them individually. Like, so I guess I would go from the very top with the
district and work all the way down through, like, administration, teachers, and then to my
personal relationships, and everywhere in between. I mean, it's never-ending. Navigating
how to help my students individually.

Helen’s reflection underscores two key obstacles: the absence of a unified curriculum that
integrates SEL and ELD with visual arts, and the reliance on teachers’ individual efforts to fill
gaps through collaboration and personal connection. Although Basquiat, Helen and Elaine
valued their professional autonomy, Helen and Eliane also expressed a desire for flexible
curricular resources that could provide scaffolding while allowing room for adaptation.
Researchers call for developing students' creativity in school echoes this tension, as educators
often seek balance between structured support and academic freedom when implementing arts-

based SEL programs (Corbisiero-Drakos et al., 2021; Anderson & Haney, 2021).
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Another obstacle identified by Basquiat, Helen, and Elaine was the lack of systemic
supports within and beyond the visual arts classroom. Elaine and Basquiat noted that they could
benefit from the same resources available in general education contexts, such as
paraprofessionals or advisory periods dedicated to SEL skill development. This finding aligns
with prior studies emphasizing that effective SEL integration requires whole-school
collaboration and shared responsibility rather than placing the burden solely on individual
teachers (Mogro-Wilson & Tredinnick, 2020; CASEL, 2021).

Overall, Helen and Basquiat described the need for a multi-level approach to support
integration: district-level guidance, administrative leadership, collaborative practices among
teachers, and intentional relationship-building with students. Without such layered supports,
Elaine and Helen reported that the demands of their workload and the lack of cohesive resources
presented significant barriers to advancing SEL, visual arts, and ELD integration.

Combined, the obstacles teachers identified highlight a consistent gap between what is
currently available and what they perceive as necessary for effective integration of SEL, visual
arts, and ELD. On the one hand, teachers need structured curricular resources, collaborative
supports, and systemic investments such as paraprofessionals and advisory periods. On the other
hand, they face overwhelming workloads, fragmented guidance, and limited institutional support,
which make it difficult to enact integration beyond their individual efforts. This contrast reflects
broader findings in the field: Bertling and Moore (2021) documented persistent curricular gaps in
U.S. art education, noting that many programs lack coherent guidance for diverse learners, while
Lee and Lee (2021) emphasized that SEL through the arts requires not only teacher initiative but
also systemic support to ensure sustainability. Together, these stories suggest that while

Basquiat, Helen, and Elaine possess the creativity and commitment to design meaningful
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experiences for students, sustained progress will depend on systems that balance flexibility with
clear frameworks.
Implications and Recommendations for Practice

The findings of this study hold meaningful implications for both theory and practice,
particularly in the areas of translanguaging, visual arts integration, and social-emotional learning.
By examining how art educators perceive the integration of Visual Arts with SEL for ELLs, this
research provides insights that can inform educators, administrators, curriculum creators, and
policymakers in developing strategies that better support ELLs, visual arts teachers, and promote
more inclusive learning environments. The recommendations presented in this section are
designed to translate the study’s findings into actionable practices that can enhance instructional
approaches, foster inclusive and equitable learning environments, and guide future professional
development.

The results of this study extend beyond theoretical contributions and offer meaningful
implications for educational practice. Specifically, the findings highlight how choice facilitates
student self-exploration in the art-making process. Collaboration and student-to-student feedback
promote social awareness and relationship skills in the visual arts classroom (Lee & Lee, 2021;
CASEL, 2021). Abstraction and Pop art are useful art genres that enable students to examine
themselves and their relationship to the greater culture. Last, art educators need more
paraprofessionals and a comprehensively developed curriculum that allows them more planning
time to support ELLs and other students individually.

Giving ELLs choices is an important practice that empowers students to define their
preferences and allows them flexibility in their expressions that are outside of the confines of

written and verbal constraints. When students are given choices on what elements of art they
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want to use, they are better able to communicate their individual points of view. These practices

align with the findings of Anderson and Valero (2020), who found that providing students with

opportunities to make choices and creative decision-making supports the development of their
social-emotional skills. This practice provides a method for the ELLs to affirm their preferences
and to define who they are as individuals.

Other identity-affirming practices are the use of genres such as abstraction and Pop art.

Pop art enables students to connect with the popular culture that surrounds them, and when they

are allowed to create their own compositions with popular imagery, they can express how they

relate to the dominant culture and define their place in society (Anderson & Haney 2021; Kim

(2023). Abstraction allows students to express fewer literal representations of their thoughts and

enables them to focus more on expressing their feelings and visual ideas. Again, these genres

allow students to find who they are in a safe space that does not pressure them to write down or
speak out their ideas.

The intersections between SEL and art making are described by Lee and Lee (2021) as a
symbiotic exchange that creates a safe space for students to build their self-esteem by
expressing their emotions and ideas using non-verbal communication. Reflective
practices such as collaborative discussions, critiques, and peer feedback help students
develop their social awareness and relationship skills. Clear discussion guidelines, such
as peers giving each other a “Glow” and a “Grow” suggestions, foster relationship skills.
The use of these protocols can be built into a comprehensive curriculum that enforces
consistent practice in visual arts programs.

Finally, the development of a more comprehensive curriculum is important. One that

incorporates consistent discussion protocols, visual vocabulary, explorations of social issues,
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abstraction, and Pop Art, can better support both student expression and teacher practice. By
encouraging students to engage with open-ended selections of the elements of art, such a
curriculum positions the visual arts classroom as a true multimodal space where language,
imagery, and critical thinking intersect. This approach promotes translanguaging by allowing
ELLs to draw upon their full linguistic repertoires alongside visual modes of communication,
thereby validating multiple ways of knowing and expressing meaning (Moses et al., 2021;
Leung, 2019). In doing so, the arts classroom becomes a safer and more inclusive environment
that empowers both ELLs and visual arts educators to collaborate, create, and communicate
across languages and modalities.

The findings of this study yield several recommendations for educational practice,
teacher preparation, and policy development. The curriculum design recommended is visual arts
curricula that is intentionally structured to integrate student choice, abstraction, Pop Art, and
reflective discussion protocols. A comprehensive curriculum of this nature would allow for
multimodal expression, thereby supporting English Language Learners (ELLs) alongside their
peers. Additionally, curriculum development should ensure that teachers have sufficient planning
time to adapt instruction for linguistically diverse learners.

The instructional practices recommended for art educators are to embed practices that
provide students, particularly ELLs, with meaningful opportunities for choice in the art-making
process. Such practices affirm identity and allow students to communicate beyond linguistic
constraints. Furthermore, the intentional use of translanguaging strategies and consistent peer-
feedback protocols (e.g., “Glow and Grow”) should be incorporated to strengthen students’

social awareness and relationship skills.
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The teacher support and professional development recommended should develop
opportunities and be expanded to include training in translanguaging pedagogy, multimodal
instruction, and culturally responsive teaching practices. Additionally, art educators would
benefit from preparation in facilitating collaborative critique and dialogue that foster inclusive
classroom communities.

Resource allocation based on findings suggests the need for increased allocation of
paraprofessionals within visual arts classrooms. Additional instructional support would enable
more individualized assistance for ELLs and other students with diverse needs. Furthermore,
equitable funding for art materials, including resources for abstraction, Pop Art, and digital
media should be prioritized to ensure accessibility and cultural relevance.

Policy and leadership at the district and state levels, are recommended to recognize the
arts as a site of multimodal learning rather than a supplemental subject. Policies should be
developed to guarantee adequate planning time for arts educators and to establish systemic
support for linguistically diverse learners in visual arts programs.By situating the arts classroom
as a multimodal space where language, imagery, and social-emotional learning intersect, this
study affirms the capacity of arts education to cultivate both personal expression and collective
understanding. Ultimately, these findings highlight the need for sustained attention to curriculum
design, teacher preparation, and resource allocation to ensure that all students, regardless of
linguistic background, are provided equitable opportunities for creative exploration, self-
discovery, and meaningful participation in the cultural and academic life of schools.
Recommendations for Future Research

Building on the conceptual framework, findings, and implications of this study on

translanguaging through the visual arts and social-emotional learning, several recommendations
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emerge for future research. These recommendations highlight opportunities to deepen
understanding, address limitations, and strengthen practical applications of the study’s outcomes.

Narrative inquiry presents methodological limitations because it focuses on the lived
experiences of teachers and students engaged in translanguaging through visual arts and social-
emotional learning. Although narrative inquiry remains an appropriate and powerful approach,
future research could include a larger and more diverse sample across multiple school districts
and grade levels. Future arts-based research should examine how integrating art instruction
across elementary grade levels in diverse settings can support translanguaging practices and
enhance social-emotional development.

Future studies may build upon these findings by examining the long-term impact of
choice-based practices and translanguaging strategies in the visual arts classroom. Further
research is also needed to explore how multimodal approaches influence not only ELL identity
development but also broader measures of academic success and social-emotional outcomes.

Future researchers could extend this study by examining how translanguaging and social-
emotional learning practices manifest within other settings such as STEAM (Science,
Technology, Engineering, Arts, and Mathematics) classrooms. STEAM education emphasizes
creativity in the arts, problem-solving, and interdisciplinary collaboration. STEAM instruction
aligns with the social and emotional competencies explored in this study.

While this study used a narrative inquiry design, future researchers could integrate mixed
methods or quantitative approaches. Future studies may include quantitative data such as SEL
scale scores, academic achievement measures, and behavioral indicators. Combining qualitative

insights with measurable outcomes would allow for more triangulation and in-depth analysis of
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how art-based translanguaging influences both cognitive and affective learning domains. Mixed-
methods studies can further validate qualitative themes with statistical evidence.

Exploring long-term impact and sustainability of the effects on arts-based integration
with SEL in translanguaging practices could be utilized to improve student engagement,
empathy, and multilingual identity formation. This study captured moments in the experiences of
teachers and students, but sustained inquiry could reveal if arts integrations with SEL would
produce lasting support for linguistic equity. Longitudinal studies could follow groups of
students over several academic years to assess the impact on their development.

Another research variable should include teacher professional development. Further
research should examine how teacher training in SEL and translanguaging pedagogy shapes
instructional effectiveness. Teachers’ beliefs were key factors influencing implementation
fidelity in this study. Future researchers could explore professional development and coaching
models that support teachers in integrating art with linguistic practices in their classrooms.
Conclusions

This study addressed the practice- based problem of how visual arts educators support
English Language Learners’ linguistic and social-emotional development when clear curricular
guidance and institutional supports for integrating social-emotional learning and English
Language Development are limited. The findings illustrate how artmaking can serve as a bridge
between languages, emotions, and identity formation for ELLs (Moses et al. 2021; Leung, 2019).
The evaluation of findings indicated that integrating visual arts with SEL instruction fostered
greater student self-expression and cultural validation. Helen, Elaine, and Basquiat reported
enhanced engagement when allowing students to make choices about elements of design, subject

matter, and materials to affirm their cultural identity. All three educators also described
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incorporating peer collaboration during the artmaking process, allowing students to engage in
creative, multimodal forms of communication that support language development and social-
emotional growth.

These findings suggest several implications for educational practice. Visual arts
classrooms can function as important spaces for multilingual expression where students
communicate meaning through images, symbols, and artistic processes when linguistic resources
are still developing (Leung, 2019). However, the narratives also reveal that teachers frequently
integrate these practices without formal curricular guidance or institutional support. The
findings, therefore, underscore the importance of teacher preparation programs, culturally
responsive curriculum development, and district-level support that intentionally connects visual
arts instruction with social-emotional learning and English Language Development.

Based on these findings, several practice recommendations emerge. School districts and
educational leaders should consider developing visual arts curricula that incorporate SEL
competencies and language development strategies for English Language Learners. Professional
development opportunities that support arts-based pedagogies and translanguaging practices may
also help teachers intentionally integrate emotional expression, cultural identity exploration, and
language development through artmaking (Lambert et al. 2018, Umanski & Porter, 2020). In
addition, creating collaborative spaces where art educators can share instructional strategies and
student work may reduce professional isolation and support the development of more cohesive
approaches to integrating SEL and visual arts instruction.

Future research can build on this foundation by examining how arts-based
translanguaging practices function across different educational contexts, grade levels, and

student populations. Additional studies may also explore the long-term effects of arts-integrated
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SEL instruction on students’ linguistic development, identity formation, and academic
engagement. By continuing to investigate the role of visual arts as a multimodal language
system, scholars and educators can refine pedagogical models that honor students’ linguistic
repertoires and emotional development while contributing to more inclusive and holistic
educational practices. broadening contexts, employing diverse methodologies, and examining
long-term and technological dimensions of translanguaging through art. By addressing these
directions, scholars can continue to refine pedagogical models that honor students' linguistic
repertoires and emotional development, contributing to more inclusive and holistic educational
practices.

Ultimately, this study highlights the potential of visual arts classrooms to function as
spaces where language, identity, and emotional development intersect. Through artmaking,
students can communicate experiences, cultural histories, and emotions that may not yet be
accessible through written or spoken language alone. The stories shared by participating teachers
reveal that creative practice can open pathways for multilingual students to see themselves as
meaning-makers, artists, and members of broader cultural narratives. When educators recognize
visual art as a form of language, the classroom becomes a space where students’ voices,
identities, and lived experiences are not only acknowledged but valued as essential components
of learning.
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Appendix A
Interview Protocol

The focus of this qualitative research interview is on the development of English
Language Learners (ELLs) in the process of translanguaging from a socio-linguistic perspective.
Specifically, integrating the visual arts, social-emotional learning, and their influence on
language acquisition. This interview includes questions that address the research questions. The
interview is designed to take 60 minutes or longer to gather adequate data. The interview will be
conducted via Zoom and will be recorded for subsequent transcription and analysis.

Research Questions

RQ1 How do secondary visual arts educators story their professional experiences in
integrating visual arts, social-emotional learning, and content-based instruction for English
Language Learners?

RQ2 What experiences, turning points, and influences have shaped how teachers
approach integrating social-emotional learning within visual arts instruction for ELLs?

RQ3 How do visual arts educators narrate the tensions, challenges, and unresolved
struggles they encounter while supporting ELL students’ linguistic, and social-emotional
development through arts-based instruction?

Interview Questions
1. Describe the type of English Language Learners that come through your classrooms each
day.
2. Can you explain the instructional requirements for integrating SEL in your Visual Arts
program required of you by your district?

3. What is your perception of integrating the visual arts with social-emotional learning?
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Do you consider language and cultural resources that ELLs bring with them when you
create your lessons for your ELLs?

Can you give examples of practices or instruction that you are using to integrate visual art
and social-emotional learning?

What steps do you perceive are necessary for integrating social-emotional learning and
visual arts for ELL students and their peers in an inclusive classroom?

What supports do you need to change or improve your practice when supporting English

Language Learners?
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Reference Age Race/Ethnicity | Gender Years of Grade Levels
Experience

Reference 1 | 25-30 years Caucasian female 5-10 years K-12

Reference 2 | 25-30 years Caucasian female 5-10 years K-12

Reference 3 | 55-60 years African Male 20-25 years | 6-8

American
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Appendix C
Narrative Analytic Framework
This appendix outlines the narrative analytic framework used to guide data analysis in this
narrative inquiry. Analysis was guided by principles of narrative inquiry that foreground
experience, temporality, sociality, and place (Clandinin & Connelly, 2000). Analytic attention
focused on how participants composed stories of experience, including turning points, tensions,
and contextual influences shaping their instructional practices. This framework supported the

composing of told, restoried, and meta-stories presented in the findings.

Narrative Analytic Focus Guiding Questions  Data Sources

Dimension

Temporality Past, present, and How do participants  Interview transcripts,
future orientations in  narrate experiences reflective prompts
participants’ stories over time? What past

experiences or
turning points shaped
current practice?
How do participants
describe anticipated
or unresolved

futures?
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Sociality

Personal beliefs,
professional
identity, and

relationships

How do personal
teaching
philosophies,
relationships with
students, and
professional roles
shape the narratives?
How do emotions and
moral commitments
appear in

participants’ stories?

Interviews, field
notes, arts-based
artifacts, teacher

lesson plan samples.

Place

Institutional and

classroom contexts

How do school
settings, district
structures, and
instructional
environments shape
participants’
experiences? How do
place-based
constraints or
affordances appear in

the narratives?

Interviews, arts-based
artifacts, teacher
lesson plan samples.
County, school, and
district public
demographic
statistics public

documents.
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Plot/Storyline

Sequence and
coherence of narrated

events

How do participants
organize their stories?
What events are
emphasized,
minimized, or
repeated? How do
narratives move
toward or resist

resolution?

Interviews, student
work samples,

teacher lesson plans.

Turning Points

Moments of change

or shift in practice

What experiences
prompted participants
to adjust their
instructional
approaches? How did
post-pandemic
conditions,
curriculum absence,
or institutional
requests influence

practice?

Interviews

Tensions and

Contradictions

Unresolved struggles

and dilemmas

Where do participants

narrate conflict

Interviews
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between beliefs and
institutional
expectations? How
do tensions around
curriculum, time, and
SEL integration

remain unresolved?

Voice and Distinction between
Representation participant and

researcher voice

How are participants’ Transcripts and
voices preserved findings.
through extended

quotations? How is

researcher

interpretation clearly

distinguished from

participant accounts?

Narrative Co- Researcher—

Construction participant interaction

How did interview Interviews, reflective

questions, prompts, notes
and relational

positioning influence

how stories were

told? How was

meaning co-
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constructed during

interviews?
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