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Abstract

Arts, multimodality, and new literacy have been drawing attention from both English teachers and researchers. In this study, the use of a web-based 2.0 graphic novel making tool was explored among five secondary students. These young learners of English used this online graphic novel making tool to compose graphic stories for a period of six weeks. Various types of data collected for the current study included face-to-face interviews, graphic texts, students’ self-reflections, and the class teacher’s and researcher’s field notes. Constant comparative method was used to analyze the data before three preliminary findings were reported: (i) using the online tool, the students tended to combine both words and images to communicate their ideas, (ii) the students showed their positive feedback to the tool as they believed that the tool was motivating and facilitating, and (iii) concerns were found among the students as far as limitations and technical issues associated with the tool were discussed. The findings of the current study suggest a number of implications for teachers of English who are attempting to incorporate networked technologies into the classrooms and to develop more engaging teaching materials for improvement of their lessons.  
Key words: Graphic novels, new literacy, web-based 2.0 tool, teaching material, classroom technology
“By taking advantage of the variety of tools available online, teachers can position their students as critical text consumers and producers” Handsfield, Dean, & Cielocha, 2009, p. 40()
.
Introduction

Graphic novels have been growing fast as one of the most favorite genres of young adult literature. The generic term, “graphic novel,” has been widely used since its first appearance in Eisner’s Contract with God story in 1978 Bucher & Manning, 2004()
. The term itself has been defined in a number of ways. For example, Eisner defined it as a sequential art and a method of expression Eisner, 1985()
. Graphic novels are also understood as juxtaposed pictorial and other images to convey information and have an aesthetic effect on its reader McCloud, 1993()
.  Comics, as Hayman & Pratt coin, is “a sequence of discrete, juxtaposed pictures that comprise a narrative, either in their own right or when combined with text” Hayman & Pratt, 2005, p. 423()
. However, it is believed that instead of seeking a definition of graphic novels, comics, or whatever it might be, people should focus on the values and impacts they bring, as these genres “earned the right to be considered art on their own merits” Aaron, 2007, p. 376()
.
As a big fan of graphic novels, after every story, the researcher was amazed at how motivating and informational a combination of images and texts (e.g. Eisner’s A Life Force, Tan’s Tales from Outer Suburbia). As an English teacher, he believes that graphic novels are an engaging medium in classrooms since graphic novels are becoming more and more popular, available, and meaningful Schwarz, 2006()
. Why are graphic novels brought into English classrooms, which helps students make their own graphic stories, with assistance from some online program for those whose drawing skill is not their advantage?
This was a starting point of the investigation into students’ use of an online graphic novel making tool to compose stories. The purpose of this study is to explore the use of a web-based 2.0 tool as a means to help a group of secondary students of English compose graphic novels at a Midwest public school in America. Instructional Web 2.0 tools (e.g. BlogSpot, digital storytelling-VoiceThread.com, Wikispaces, MySpace, YouTube) are generally understood as tools that allow the website administrator to control information available to students. The tool also allows its users to create, manage, edit, manipulate, and interact with the administrator and with one another. Web 2.0 technologies enable students to actively engage, co-construct ideas, and support higher order thinking Hedberg & Brudvik, 2008()
.
In the sections that follow, related literature of using graphics based- materials in classrooms will be briefly reviewed. An overview of multimodality and new literacies will follow as a theoretical framework for the current study.
A Brief Review of Literature

Graphic Novels as an Instructional Tool
Graphic novels are becoming a popular and fast-growing genre in adolescent literature Bucher & Manning, 2004()
. Though some skeptical views on graphic novels may exist, ample evidence has been documented to show that graphic novels are a new, effective instructional tool. For example, graphic novels serve as an alternative means to approach reluctant readers since a visual-verbal combination makes it easier to read, or even to feel the author’s tone and mood Frey & Fisher, 2004(; Thompson, 2007)
. Graphic novels are also appealing and motivating to young learners. They are a mediating tool for students to understand literacy terms and other classics Bucher & Manning, 2004(; Hatfield, 2006)
. As they are rich in visuals, graphic novels might help students develop more complex cognitive strategies than text-alone materials do Schwartz, 2002()
. Graphic stories also draw students’ attention: 
To read and interpret graphic novels, students have to pay attention to the usual literary elements of character, plot, and dialogue, and they also have to consider visual elements such as color, shading, panel layout, perspective, and even the lettering style Schwarz, 2006, p. 59()
.
Finding high-quality and interesting reading materials often bothers English teachers. Graphic novels seem to be a good option since they are linguistically appropriate reading text and do no harm to the students’ language acquisition and academic achievement. 
Perhaps the most powerful way of encouraging children to read is by exposing them to light reading, a kind of reading that schools pretend does not exist and a kind of reading that many children, for economic or ideological reasons, are deprived of. I suspect that light reading is the way that nearly all of us learned to read Krashen, 1993, pp. 47- 48()
. 
Together with traditional printed texts, graphic novels offer students a wide choice of reading genres, which is essential in students’ life-long reading Crawford, 2004()
. Exposure to multiple types of reading texts is believed to be a first step that narrows the gap between rich and poor readers McQuillan, 1998()
. 
Graphic texts are also powerful in engaging student in authentic writing. They offer a great source of writing assignments Bucher & Manning, 2004()
 and scaffold writing skills (e.g. dialogue, tone, and mood,) that prepare students to be better writers and wise consumers of information Frey & Fisher, 2004()
. Creating a comic book may make social studies class (i.e. history) less boring and more meaningful Chilcoat, 1993()
. Through graphic novels, students explore the dialogues, learn dramatic vocabulary, and non-verbal skills, which draws the students’ interests Morrison, Bryan, & Chilcoat, 2002()
. Creating a comic book also offers students an outlet via which they construct their meaningful communications and relationships, and in fact, students enjoy this composition activity more than traditional instructional method Morrison, et al., 2002()
.
Web- based Instruction, Multimodality and New Literacy as a Framework
Arts, multimodality, and new literacy have been drawing attention from both teachers and researchers Albers & Harste, 2007()
. This emerging literacy framework helps broaden the concept of school materials, which needs to be “informational and motivational,” including traditional prints, movie clips, websites, graphic novels, music, cartoons, photographs, and advertisements Wade & Moje, 2000()
. As of 2005, 100% of U.S. public schools had Internet access, and 94% had classroom instructional access Wells & Lewis, 2006()
. The Internet offers teachers wider pedagogical choices. Besides traditional methods with text-based materials, more web-based tools (i.e. blogging, gaming software, video technologies, webpages, social networks) are making their way into classrooms Handsfield, et al., 2009()
. These networks offer a large number of electronic text, the characteristics of these texts are redefining traditional literacy 
 ADDIN EN.CITE 
(Leu & Kinzer, 2000; Reinking, 1995, 1998)
:

Digital forms of expression are increasingly replacing printed forms and there is a widespread consensus, at least intuitively that this shift has consequences for the way we communicate and disseminate information how we approach the task of reading and writing, and how we think about helping people to become literate Reinking, 1998, p. xv()
.
Today’s students are engulfed by both conventional and digital media reading and writing. According to a recent report by PEW Internet & American Life Project Lenhart, Madden, & Smith, 2007()
, social media-related activities among young adults are on the rise. 64% of interviewed teenagers admit to engaging in online content creation in one form or another (i.e. blog, texting, photo and video sharing, music). 54% of teen girls and 40% of teen boys share their photos online. Of the 935 teenagers surveyed, more than 50% open at least an account with one of the social networks (e.g. Facebook, MySpace). 

New literacy embraces reading, writing, and media skills (e.g. still and animating visuals, sound, interaction) to communicate  Alvermann, 2008()
. In the era of shifting from “page to screen…and multimodal texts,” mastery of these skills is crucial because digital media fluency, computer and Internet communications, among many others, construct what is called “technology literacy” for the 21st century Silva, 2009(; Wade & Moje, 2000)
.

As the Internet enters our classrooms and as we envision the new literacies that Internet technologies permit, it is inevitable that literacy instruction and networked ICTs (information and communication technologies)...will also converge Leu & Kinzer, 2000, p. 111()
.
As a result, students are now not only required to be competent in papers, pencils, and school materials but they are expected to acquire an array of information and communication technologies (ICTs) such as web logs (blogs,) messaging, web browsers, web plug-ins, animated video, video editors, listservs, hyperlinks, information resources, among many others  Leu, Kinzer, Coiro, & Cammack, 2004()
. These new technologies were reported to help struggling student writers Cunningham & Allington, 2003()
 to motivate young writers to write since they know that they will be able to publish their works online to share with a wider audience Karchmer, 2001(; Putnam, 2001)
. The new types of materials were also argued to enable students to actively engage, co-construct ideas, support higher order thinking, and enable students to become both producers and contributors to the resources Hedberg & Brudvik, 2008()
 improve student achievement NCATE, 1997()
 and create a more active learning environment CEO Forum, 1999(; Nicaise & Barnes, 1996)
.
But how to help students acquire these new skills, and navigate through the information-laden and social contexts so that the new literacy skills scaffold conventional skills might be a challenging task for teachers Considine, Horton, & Moorman, 2009()
. This challenge seemed to multiply since a growing amount of materials are targeting at young consumers Koss & Teale, 2009()
. 
This study was design to explore the use of such a new material, a web-based 2.0 graphic novel making tool, by secondary students of English in a composition task. In light of multimodality and new literacy perspectives, the study aimed at answering several questions: How does a web-based 2.0 tool help secondary students compose their graphic novels? How were the students’ composing experiences with the online tool? How might we, as English teachers, learn from the use of this web-based 2.0 instructional tool in teaching writing?
Method
Participants

The study was conducted at a Midwest secondary school in the U.S. The principal researcher discussed the idea of using a web-based graphic novel making tool to create graphic novels with the class teacher before explored the tool with this teacher’s students. 
A diverse group of five students voluntarily joined the study (two male and three female). These students represented a group of mixed literacy skills (grade eight and nine), ranging from basic to advanced levels. Some students were among high achievers who enjoyed writing and reading while others were considered reluctant readers. The students’ interests also varied; some reported to love playing soccer or video games; others loved listening to music, reading books, or professional painting (see Table 1).
	 Name

(Pseudonym)
	Gender
	Grade
	Literacy skills
	Interests

	John
	male
	nine
	advanced writing and reading
	writing, reading

	Sam
	male
	nine
	above average
	computer games

	Becky
	female
	eight
	good writer, fluent speaker
	painting 

	Sarah
	female
	eight
	reluctant writer, good reader
	soccer, music

	Helen
	female
	nine
	reluctant writer and reader 
	music


Table 1: Demographic information of the participants
Though varied in their literacy skills, these students had basic computer skills and interest in reading graphic novels. The students were reported to be competent in such skills as typing, browsing web pages, online sharing, etc. Before the online graphic novel making tool was introduced to the participants, the researcher immersed the students with printed graphic stories and let them browsed their favorites to read. The class teacher also supplied the students with graphic novels, and taught some basic skills of how to create a traditional graphic story. These skills included some techniques, such as paneling, transitions, background, and so on McCloud, 1993()
.

Instrument
A web-based 2.0, online graphic novel making tool, toondoospaces.com, was chosen as a main instrument for the study. This tool was selected because it had most of the features and functions a 2.0 technology offers. Toondoospaces allowed its users to compose, share graphic stories online, and interact with other users Handsfield, et al., 2009()
. After a hassle-free registration, its users were able to compose stories with basic graphic making skills (i.e. drag and drop, type). They were also able to use built-in customizable items (e.g. characters, backgrounds) to give more details to stories. For users who were good at drawing, they were able to draw characters, photos, background pictures by hand and then upload them onto the website to use. Once finished, students were able to publish their stories online and share them with a broader audience. This website was guaranteed for use in educational settings by its producer since the graphic content was tailored and monitored and safe for students. Teachers could interact with the students by giving feedback on their stories. Teachers were also able to monitor the students’ activities, to block stories whose contents might not be appropriate, or to select a good story to showcase before the class. 
Data Collection and Procedure
At first, the students were introduced to this online tool. The researcher then presented a mentor text as a warm-up to lead the students into the topic of digital graphic novels. The website’s functions and features were also briefly introduced to the students. Finally, the researcher demonstrated how to create a panel (a space on a page where students create a character, an item, etc.,) with this online tool. Some techniques such as selecting a panel, choosing a background, objects or characters, inserting bubble speeches were also carefully modeled. 
The students worked with this online graphic novel making tool to create their own graphic texts in the laboratory at the school. They worked with this tool for four weeks, two sessions per week, 45 minutes each session. Before this four-week exploration with the online tool, the students were also supplied with traditional printed graphic novels to read for two weeks. 
In total, the students interacted with graphic novel for six weeks (two weeks reading printed graphic novels, four weeks working with toondoospaces to compose digital graphic stories). During this period, multiple types of date were collected including face-to-face interviews, graphic stories, students’ written reflections, and the researcher’s field notes.
Interviews

The participants agreed to be interviewed after they finished composing their graphic stories. The interviews were conducted at the school. Each of the five students engaged in a 25-40 minute interview, face-to-face, and separately. During the interviews, direct, to-the-point questions pertaining to the research questions were asked. The researcher did not have to worry about ice-breaking or rapport building since all students had interacted with the researcher, in one way or another, during the six-week experiment. The students were also asked questions related to their graphic stories (the origin, ideas, composing process). Questions about the students’ experiences with the online tool were asked to get their views on specific aspects of the online medium, and to see if they were able to critique the medium they had used.  
Graphic Texts
The students’ graphic stories created with the online tool were collected to have a clearer picture of how the students interacted with this tool. The stories were believed to provide a vivid description of the students’ thinking, of how the ideas were articulated and presented. Each of the students was asked to compose at least one complete graphic text online during the four-week period. 
Students’ Self- reflections

After the completion of the graphic stories, the students were asked to reflect on the composing process and on their product. No specific guideline or prompt of how to write reflections and what to write was provided. The students were simply asked to reflect on what they had been working with (the online tool) and what they had produced (their graphic texts). 
Field Notes

The researcher and the class teacher took notes of the process as the students interacted with the website to make their graphic texts. These notes served as supporting documents, and as a source to triangulate other sources of data (i.e. interviews, graphic texts).

Data Analysis

In total, more than 40 pages of interview transcripts from five participants, 25 pages of graphic texts with more than 40 panels, and a collection of multiple pages of self-reflections, and field notes were collected for analysis. To analyze the data, the constant-comparative method 
 ADDIN EN.CITE 
(Biklen & Bogdan, 1992; Creswell, 2007; Glaser & Strauss, 1967; Merriam, 2009)
 was used as the researcher compared and contrasted the emerging categories with new information gathered from data collection. As data analysis was taking place, key information from the interview transcripts were highlighted and coded with a consistent coding system. The researcher went back and forth between these highlighted key components with the students’ graphic texts, and then with their reflections, to cross-check if these key categories were supported by information from other sources of data. For example, if a student replied in the interview as: “I often combine both words and images to show my ideas,” this piece of information was coded as “texts + visuals.” Then this key information was double checked by looking closely at the student’s story, using McCloud’s 1993()
 analysis of components of a graphic text. The researcher also identified and located any supporting detail from the student’s reflection before grouping this key component with other similar components to make a single category.

Several similar categories were organized into a major category, or a theme. The process of coding, constant comparing and contrasting key information among the multiple sources of data repeated as the researcher went through most of the data. Key components with supporting details were grouped into a single category; categories that shared similar content were organized into a theme. Key information without supporting detail was also noted, but not included in the report of the findings.

The process of coding, comparing and contrasting among multiple sources of data helped the researcher come up with seven initial themes: (1) combination of visuals and texts to tell stories, (2) the tool helped generate ideas for stories, (3) enjoyment and comfort in using the tool, (4) the tool reduced burden of drawing, (5) character creation function was fun, (6) the tool’s functions was limited, and (7) technical issues reduced students’ motivation. 
These initial themes were member-checked with the students and the class teacher. Multiple correspondences with the class teacher and the students helped the researcher verify these preliminary themes and narrow them down to three major themes, after eliminating overlaps. The three major themes were reported in the section below. 

Findings
Analysis of the students’ interviews, graphic texts, reflections, and other sources of data showed three major themes and their sub-categories, as illustrated in Figure 1.

A Combination of Texts and Visual to Express Ideas
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Using the online tool, the students combined words and images to express their thinking. For example, John, a ninth grader who preferred writing to drawing, and who considered himself a frequent writer, but not a frequent painter, found that this hybrid way of communication helped him convey more details to an audience, though he admitted that to combine visuals and text was “a bit difficult,” and “was interesting because it it’s fun to draw and write and if you combine them they can see what you are seeing through is storyboard and through the timeline that you had thought it out for them.”
Sarah, an eighth grader who was considered a reluctant writer but a good reader by the class teacher, shared the same thought when it came to the way she combined different media in telling her stories: “drawing and writing calm me down but I can’t draw so it really makes me mad… [Using visuals in your story] makes your mind go creative and you can think of different things and brands out of what you normally do.”
A closer look at the graphic story by John illustrates this point clearly. John attempted to combine both texts and visuals in communicating his storyboard. McCloud’s (1993) perspectives in designing a graphic text were well documented. Through the use of panels, panel transition, background effects, zooming techniques and so on, John articulated his thinking clearly. 
On the first page with one single panel (Panel 1), John used a panoramic frame in which he showed many armed soldiers running toward a group of skeletons lying on the road. 
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The text on top of the panel with such key words as years, human race, at war, a race of extra-terrestrials was in sync with these images of soldiers, gunning and deaths. His smart use of long square bubble speech seemed to enhance the prolonging effect of wars. 
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John’s use of background and text on the following panels once again strengthened the story board. On Panel 2, he showed a part of the earth in close-up, with some flying objects symbolizing human colonies.

[image: image11.jpg]Assist who
can’t draw

combination
of texts and
visuals

Generating
ideas

web-based 2.0
tool - students’
composion of
graphicnovels

limited
functions

and technical

issues.

facilitating
and

motivating

tool

Reduced
motivation

Enjoyable,
fun




On Panel 3, he made a shot of a zoom-in galaxy, again, supported the text that the only existing human colony is preparing for the final invasion from aliens.
The use of a large white font against the black background on Panel 4 probably emphasized bleak consequences following the invasion.
A combination of visuals and texts to create strong effects was illustrated on Panel 5. Observation notes showed that John searched and found a background photo on the Internet. He then manipulated it using a photo editing software. He used the online tool to further create some smoky, cloudy or blurring effects to show the battle between two Alien warships in the space. The online tool helped John communicate his idea effectively on this panel.
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The Online Tool was a Facilitating and Motivating Tool

All students reported that they enjoyed using the online tool to create graphic novels. For example, Becky responded that she found the website was fun to work with because the website provided her many options while it was easy to manage: 
I found it really fun to just experiment with and it was really easy to use and really simple to navigate but it still gave you a lot of wide range of options and choices.
Sam expressed that “[the tool] makes comic making a ton easier and once you get the hang of it you could do all kinds of stuff.” This was also what Helen noted in the interview:
I like it [the tool] better than drawing my own up. I actually like the site…it’s actually easier, my drawing suffers, I can’t draw, so I had something to pick from.
For Sarah, the online tool was just “inspirational” and she found it very comfortable to work with: “It was really fun. I was glad that you introduced it to us ‘coz now I can play on it to make a new one.” She seemed to be too interested in the tool to affirm that there was not anything that she did not like about the website, and that she would visit the website again to make more graphic novels.
Sarah’s enjoyment with the online tool seemed to be reflected in her composing process. At first, Sarah worked with the website and created only three panels (Panel 6, 7, and 8).
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It was clear that her story was short and there was probably no connection between Panel 7 and 8. Sarah later revised her story by adding more details, which made her story clearer and more coherent, as follows.
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In her revised story, she narrated the life of a small child who had a strong interest in music (Panel 9). 
The child became a woman as her music passion grew along. Though the young lady lived a normal life, she never gave up her dream of becoming a star singer (Panel 10).
Sarah ended her story with a happy ending. The young lady’s dream came true as she finally became an Oscar winner (Panel 11, 12, 13, 14). Sarah combined images and words to show a complete story, possibly with her own voice in it. She enjoyed her composing time with the online tool as she spent time revising the first draft of her story to make it complete. She did so during the month- long exploration and a few weeks after the experiment ended.
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The idea that the online tool was motivating seemed to be supported in the students’ self-reflections. All students recalled their comfort and enjoyment in using the online tool to make graphic novels. For example, Sarah believed that tool was facilitating as she enjoyed working with it: 
toondoospaces was an amazing website to work on and it was fun to play with. My ideas came from my mind, but I didn’t really think about it until I started making my comic strip.
Likewise, Becky reflected in her reflection that she enjoyed using the website. She reflected that the tool was “a fun alternative to a dreary boring lecture.” She believed that the tool was motivating and helped her to draw and to write to communicate her ideas: 
Toondoospaces is a fun alternative to a dreary boring lecture that we would have gotten otherwise…It is a good alternative to simply writing it, or drawing it. It is an interesting way to explore both media.
Like Sarah, Helen and Becky, John reflected after completing his graphic story that the online tool “was quite a bit of fun trying to get the website to work with us”.

The Tool was Limited in its Functions and Affected by Technical Issues
The students reported that this networked tool showed its limitation, and that some technical issues bothered them. The students expressed that the online tool had limited functions (i.e. paneling, limited images,) and the fact that the whole school district’s server crashed the first day when the students used the tool affected their view on this networked tool. 
John, Becky, and Helen reflected their frustration with the tool because of its limited functions (sufficient background images, lack of options) and its inflexibility (in panel design). John admitted that he was frustrated because “it [the website] didn’t have exactly everything I need to build to make my own character.” And in fact, John repeated this negative feeling several times. Becky complained about the inflexibility of the tool, which did not allow her to create creative panels:

If I could change something about it I think that I might have an option where you can do a little bit more creative paneling and I understand why if it was on the website it would be difficult but I felt kind of restricted with just like the squares.
The second concern was technical problem. The whole school district’s Internet system crashed the first day when the students started using the tool. John complained that he felt frustrated because he could not access the tool on the first day: “What I not like? I don’t like it when it wouldn’t let us in the first day…the technical difficulty that we had the first day is frustrating.” This piece of negative feeling was also found in Becky’s interview as she mentioned the crash. She complained the system, though she admitted that such a technical problem was out of the teacher’s control: “[I liked it] when it was functioning correctly…yes that was the public school’s false”. 

In summary, analyses of multiple sources of data showed that the online graphic novel making tool assisted the students to combine both texts and images to articulate their thinking. The students also enjoyed working with the tool as they found it facilitating and motivating. Finally, the students expressed their concerns over the tool’s limited functions and inflexibility, and unexpected technical issues associated with the Internet connection. 
Discussion
How does a web-based 2.0 tool help secondary students of English compose their graphic novels? How were the students’ composing experiences with the online tool?

The students combined more than one medium to communicate their ideas. As the findings showed, the students made use of the visuals the tool offered and texts to tell their stories. With many built-in customizable graphics (i.e. characters, backgrounds) the tool assisted the students, especially whose drawing skills are poor, to compose stories. Sarah, for example, admitted that her drawing skill was insufficient, and enjoyed using the tool to make her story. John used a number of complex techniques in designing his story such as the use of panels, background, characters, and even bubble speech. John’s story was rich in both graphics and words. Schwarz 2006()
 notes that rich-in-visuals graphic novels might help students develop more complex cognitive skills than text- alone materials do. Working with this new genre, the students had to pay more attention, to both literacy components (i.e. character, plot, dialogue) and to visual elements (color, panel layout, background). If it is the case, the networked tools have positive impact on not only reluctant readers Frey & Fisher, 2004(; Thompson, 2007)
, struggled writers Allington & Cunningham, 2003()
, but on poor painters like John and Sarah.  
How did the students experience the tool? The students also showed their positive opinion to this online graphic novel making tool. Becky reflected that the tool was motivating and alternative to traditional, less engaging materials. Using the tool made her combine many forms of media. Sarah commented that the tool was “inspirational, fun, and amazing” to work with, and that working with the tool helped her came up with the idea for her story. These findings supported claims by previous studies about the effects of web 2.0 technologies. Web 2.0 technologies have been argued to positively impact traditional literacy skills as they motivate writers and share online Karchmer, 2001(; Putnam, 2001)
, serve as a mediating means among young learners to understand literacy terms and other classics Bucher & Manning, 2004(; Hatfield, 2006)
. The fact that Becky believed that the tool as “a fun alternative to a dreary boring lecture” might call for a wider review of instructional printed materials. The new concept of instructional materials was that they should be both informational and motivational, and include traditional prints, movie clips, websites, graphic novels, music, cartoons, photographs, advertisements Wade & Moje, 2000()
. Leu & Kinzer 2000()
 even envision that literacy instruction and networked information and communication technologies would converge. Students are now must be competent in not only papers, pencils, and school materials, but web logs, web browsers, web plug-ins, animated video, video editors, listservs, hyperlinks, among many other Leu, et al., 2004()
.
Internet access is now available in most urban public schools, and 94% of classroom have instructional access Wells & Lewis, 2006()
. About 64% of teenagers have engaged in online content creation in one form or another (i.e. blog, texting, photo and video sharing, music). The issue of new literacy skills might be as important as traditional skills of reading and writing. While students are shifting from page to screen and multimodal texts, mastery of the ICTs (information and communication technologies) skills are crucial because digital media fluency, computer and Internet communications, among many others, construct technology literacy for the 21st century Silva, 2009(; Wade & Moje, 2000)
. They are crucial because these skills enable the students to become both consumers of and contributors to the resources Hedberg & Brudvik, 2008()
. 

The students also showed their concerns to the limitation of the tool’s functions; and some technical issues that affected their graphic story creation. While it is clear that limitations might result in frustration, the fact that the students in the study were able to pinpoint those limited functions and technical issues might be a positive sign. By using such a tool, the teachers will probably help students build necessary skills to critically critique strengths and weaknesses of a networked program. By incorporating these online tools into classrooms, teachers may be able to train students to become critical users, evaluators, and maybe contributors to these online resources. This is important given the fact that there have been a growing amount of materials and programs targeting young consumers Koss & Teale, 2009()
.
Implications for Teachers of English
As Karchmer 2001()
 notes, the convergence of literacy, the Internet, and literacy instruction is becoming clearer. Teachers should therefore be pioneers in helping students develop new literacy skills. The findings of the study suggest several implications for English teachers who want to use web 2.0 technologies as an instructional tool. First, teachers should select online tools that are interactive in nature. Interactive tools will allow teachers and students to communicate, share information, and learn from each other. Students may be interested in tools that allow more flexibility, which facilitates students’ creativity. 

Given the fact that students are now living in an information-laden society, diverse in width and rich in depth, teachers should select motivating and informational online materials to draw students’ attention. Fun and engaging materials will bring more enjoyment and comfort, which probably help improve students’ literacy skills.

Teachers should also facilitate and mentor students to become critical consumers and evaluator of online tools. Teachers help develop a set of skills at first; they then gradually remove the assistance so that students may be able to independently evaluate and critique the tool they encounter. Acquiring these skills, among many others, is crucial since they help construct skills for the 21st century 
 ADDIN EN.CITE 
(Alvermann, 2008; Silva, 2009; Wade & Moje, 2000)
. 

Last but probably equally important, as facilitators, teachers must be well prepared themselves before they want to use networked technologies in their classrooms. As many of the technical issues (i.e. Internet disconnection, server clashes) may be out of their control, teachers must also have a back-up plan in case they encounter such unexpected mishaps. 
Limitations and Further Orientations
The findings of this study should be interpreted with care because of the following limitations. First, the findings were based on data collected from five students in the same school. Though the students varied in their grades, literacy levels, interests, and so on, they might not best represent a large population of students, for example, one at another school in another area. 
Secondly, due to restriction in having access to the students, the length of interviews was not ideal for a qualitative study. Though the researcher did rely on many other sources of data (i.e. the students’ graphic texts, self-reflections, the class teacher’s observations, the researcher’s field-notes,) this might weaken the findings of the study.

Finally, the fact that the researcher was not able to conduct follow-up interviews was a concern. The study was conducted nearly at the end of the semester, which made it hard to have access to the students once the data collection period ended. 

Bearing in mind these weaknesses, future studies should take the followings into consideration. First, if possible, more sampling strategies may be used to have the more diverse group of students the better. In other words, the students should be in a different context, at a different school, varying in literacy skills, grades (i.e. elementary or high school).
Depending on the nature of participants, consent and permission from other parties, future researchers should schedule for longer interviews with students. For example, interviews may be done after school when students have more time to talk. 
Finally, depending on the circumstances, future researchers should reach out to the participants after the completion of data collection for follow-up interviews. Doing these would definitely enhance the reliability of the findings of the study.
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Figure 1: Three major themes and sub-categories
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