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Abstract

Translanguaging advocates a new approach to the teaching and learning of
multilinguals based on the idea that multilingual learners have one linguistic repertoire,
rather than moving between two or more language codes (Garcia and Li, 2014). In the
EFL classroom, however, the tendency to use the target language only is still
advocated as a pedagogy in education policy. In observations before this study and as
a teacher in the context of Saudi Arabia, learners still used Arabic during group
discussions in the EFL classroom. This study attempts to allow learners to draw on
their full linguistic repertoire in a safe space to reconstitute their languaging processes
for learning English during collaborative reading lessons. This study positions
translanguaging as collaborative and agentive, viewing learning through a sociocultural
framework (Vygotsky, 1978; Mercer, 1995; 2002)

In this qualitative study, group observations were conducted to observe
translanguaging affordances of learning in two cases of different proficiency level
groups of students. Students collectively reflected on their weekly learning and were
interviewed and provided a structured written reflection at the end of the seven weeks
of translanguaging as allowed in the classroom. The study found that students
reflected particularly on awareness of their metalinguistic development as they showed
creative ways to mediate their learning in the bilingual ZPD (Moll, 2014). Ultimately,
students made their translanguaging purposeful through the active processes of
interthinking, thus suggesting new mechanisms for how interthinking functions through
translanguaging in the collaborative learning classroom. This research has extended
the scope of applying sociocultural and translanguaging theory together to provide
empirical evidence for translanguaging pedagogy in the EFL Saudi context. Finally,
this study provides recommendations for policy and practice in enabling a collaborative

translanguaging pedagogy approach in the EFL classroom.
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Chapter 1. Introduction and Research Context

1.1 Background to the Study

This thesis is shaped by my accumulated beliefs and experiences as a student abroad
and later as an English teaching assistant. In addition to other scientific and
educational reasons, my choice of this thesis topic was influenced by a personal
childhood experience in my life. This experience inspired me to pursue a career at King
Saud University! (KSU) in Riyadh, where | developed a strong relationship with
multilingualism and translanguaging (tlang) at an early age in Britain and Saudi
Arabia.? The story of this thesis begins almost 20 years ago when we moved to
Newcastle upon Tyne and later to Leeds in the UK. As a 10-year-old child who had
never been exposed to any culture or language other than Arabic, | faced many
learning difficulties and challenges in adapting to the culture.

The move to British schools during my childhood was a transformational period in my
life. As much as | enjoyed it and still recall many pleasant memories, | remember the
hurdles | faced at the beginning to fit in. Of course, the language was my most
significant barrier, not to mention the 'Geordie” accent. As soon as | became
comfortable speaking English, | settled comfortably in school. During the 5 years
abroad with my family, my multilingualism grew as | became a fluent English speaker
and a beginner in German and French. | attended Arabic school every Friday evening
to maintain my level in Arabic reading, grammar, and Islamic studies.

As a student, | experienced the two extremes of fitting into the foreign context and
British schools and as a returnee to my home context and 'foreigner’, a reverse cultural
shock. When we returned home to the Kingdom of Saudi Arabia (KSA), my Arabic
language was basic compared to that of my peers in school, whereas my English was
very proficient. In fact, | do not ever recall studying for any English exam until | had to
study for my undergraduate degree in Translation and English Language Skills at KSU.
As a student, | benefitted from my multilingualism in school and later at university.
However, my struggle with Arabic subjects persisted for many years, as | always

thought and wrote notes in English to understand and recall some concepts. In fact,

1 KSU, the first institute of higher education established in 1957, is one of the highly ranked
universities in Saudi Arabia. https://ksu.edu.sa/en/

2 Saudi Arabia, also officially known as the Kingdom of Saudi Arabia (KSA), is the context of this
thesis.

3 The word 'Geordie' refers to both a native of Newcastle upon Tyne and the speech of the inhabitants
of that city. https://www.bl.uk/british-accents-and-dialects/articles/geordie-a-regional-dialect-of-english
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my method of writing was to write in complete English sentences and then translate
them into Arabic, as | found it easier to think and reflect on general concepts and
knowledge in English.

These early experiences in my education have influenced my thinking about learning,
as well as my future directions and practices. For example, when | became a teaching
assistant of English as a Foreign Language (EFL) at KSU, | understood students'
struggles when they were only permitted to use the target language (in this case
English). As a result, | had to follow the university's policy in the classrooms and teach
exclusively in English. At other times, however, inspired by my personal experience, |
encouraged students to discuss collectively in their groups, knowing they would talk in
Arabic.

Knowing the benefits of utilising and encouraging students' multilingualism for learning
motivated me to conduct this study and design a tlang strategy in my teaching context.
This is one of the two reasons for choosing to allow tlang as a strategy and pedagogy,
especially since the concept is relatively new in the Saudi EFL context. The other
reason is the vast education development in KSA that has occurred over the last 10
years during the country's financial and economic revolution. Therefore, | firmly believe
that this research is positioned well to fit the demands and future objectives of teaching
English in the Saudi context. In the next section, | preview the context of KSA, the
history of teaching and learning English, and the multilingual situation that | anticipate
for KSA in the future. This chapter introduces the context of this study identifying the
rationale for conducting the study and its significance. Then provides the aims of the
study and research questions, and finally the organisational structure of the thesis is

presented.

1.2 The Context of KSA

KSA is an Arab country located in the Middle East in the southwest of the continent of
Asia, representing the largest part of the Arabian Peninsula. Its neighbouring countries
are Yemen, Oman, Qatar, the United Arab Emirates (UAE), Bahrain, Kuwait, Iraq, and

Jordan (see figure 1-1).



: Physiography
S 2 7 = 3 &

thOSIA - Homs <
o

CYPRUS | oy s i SYRIA

 BEIRUTX _ <HaAMASCUS

Tel

Aviv-

Jerysalos:
| eryzaleR}

1S EL 7
v
Peninsed.
KKUWAIT
PN CiT
= :
R e i~ Ensfort s, BAHRAIN -
NG e L ™_  Ad Dammam® AMANAMA P
EcYPT ot S IR % i HOATAR | Oubai
= - Nafed . = -
S Medina ;&w" “ A RIYADH \_, ABUDHABI_ 2
= s
UNITED ARAB MUSCAT
EMIRATES i~ e
OMAN

Borundary s et esentavon s
POt necemIRy I thork e

dory
* National capital
a Elevation point
Archaeological site
a Historic/cultural site
%= Mine :
|| 3 nNotional parksprotected area

o WO 200 300Kbometes

° o 200 300 Miles
Scale £16,250.000 —

LARBERT CONFORMAL CONIC PROSEC DOR STANDARD PARALLELS 14°N 327N

B803457A1 (GO4414) 7-13

Figure 1-1 Map of KSA*

In KSA, there are 13 administrative regions, each divided into governorates (Provincial
System), the number of which varies from one region to another, and each governorate
is divided into centres that are administratively linked to the governorate. Historically,
KSA has Islamic and religious significance in the Islamic world since it is where the
Grand Mosque in Mecca® and the Prophet's Mosgue in Medina®, which are considered
the most important holy places for Muslims in the world (Islam), are located.

The Basic Law of Governance states that Arabic is the official language of KSA, and it
has a sacred status, as it is the language of the Holy Qur'an.” According to estimates

by the Central Department of Statistics and Information (CDSI), in 2021 (mid-year) the

4 https://en.wikipedia.org/wiki/Geography of Saudi Arabia#/media/File:Arabia_Saudi_physical.jpg

5 Mecca, officially Makkah al-Mukarramabh, is the holiest city in Islam and birthplace of the Islamic
prophet Muhammad. The Great Mosque of Mecca is known as Masjid al-Haram. Visiting Mecca for
Umrah and Hajj is an obligation upon all able Muslims (see section 1.2.2).

6 Medina, officially Al Madinah Al Munawwarabh, is the second-holiest city in Islam, where Al-Masjid al-
Nabawi (The Prophet's Mosque) is of exceptional importance in Islam and the burial site of the last
Islamic prophet Muhammad.

” The Holy Qur'an is a compilation of the verbal revelations given to the Holy Prophet Muhammad over
a period of 23 years. The Holy Qur'an is the Holy Book or the Scriptures of the Muslims
https://www.alislam.org/articles/about-holy-guran/



https://en.wikipedia.org/wiki/Geography_of_Saudi_Arabia#/media/File:Arabia_Saudi_physical.jpg
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https://en.wikipedia.org/wiki/Prophets_and_messengers_in_Islam
https://en.wikipedia.org/wiki/Prophets_and_messengers_in_Islam
https://en.wikipedia.org/wiki/Muhammad
https://www.alislam.org/articles/about-holy-quran/

total population of KSA was 34.1 million (mid-year), with Saudi citizens constituting
63.6 per cent of the total population and non-Saudis constituting 36.4 per cent. The
CDSIl has also reported that Saudi citizens in Riyadh, the capital of KSA, originate from
at least 13 different Saudi regions (e.g., Mecca, Jazan and the Eastern Region), where
they speak their regional dialects (see figures 1-1 and 1-2). In addition, non-Saudi
migrants are from other Arab countries including but are not limited to Egypt, Sudan,
and Syria, and from other countries in the world such as India, Pakistan, Bangladesh,
Indonesia, Philippines, Europe, UK, and the USA creating their own multilingual
communities. Mostly working and studying in KSA, these migrants represent a variety
of countries and speak their own languages and dialects.

In general, KSA enjoys a stable political and economic situation. Its economy is based
on oil, having the second-largest oil reserves and sixth-largest gas reserves in the
world, as well as exporting the most crude oil in the world (OPEC). KSA is considered
one of the influential forces in the world politically and economically due to its Islamic
position, economic wealth, control over oil prices and global supplies, and large media

presence represented by several satellite channels and printed newspapers.

1.2.1 Arabic language

Arabic is a Semitic® language spoken by more than 200 million people in the Arab
region, and millions of other people around the world speak it as a heritage language
(Versteegh, 2001; Holes, 2004). There is a difference between Arabic and English, as
well as many other European languages, in that Arabic is written in a cursive script that
runs from right to left. Arabic is the native language of more than 20 countries that are
members of the Arab League and is considered one of the six official languages in the
United Nations (Versteegh, 2014). Arabic is a liturgical language associated with Islam,
and therefore it is used by millions of non-Arab Muslims who can often read it but do
not speak it fluently. In sociolinguistics, two varieties of Arabic coexist: Standard Arabic
(SA), known as fusha, and Colloquial Arabic (CA), known as the local variety, which
refers to several Arabic dialects spoken routinely that do not have a standardised
orthography or an official status (Bassiouney, 2020). Conversely, SA, which is also
known as Classical Arabic and Modern Standard Arabic (MSA), refers to the variety of

Arabic taught in schools and has an official and formal status that is shared in the Arab

8 Semitic languages are members of the Afro-Asian language family and have played a significant role
in the linguistic and cultural landscape of the Middle East for thousands of years. The Afro-Asian
language family includes Hebrew, Aramaic, Arabic, and Ethiopic.
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world. Bassiouney (2020, p. 28) highlighted an important difference between SA and
CA in that

Native speakers and constitutions in Arab countries do not specify what
“Arabic” refers to, but it is usually MSA. Native speakers also do not make
a distinction between MSA and CA. For them there is only one kind of SA
which is called “fusha”.

CA, also known as Local Arabic, includes more than 20 dialects. The most important
of these dialects and their concentration areas are Hejazi in the western region, Najdi
in the central region, Gulf and Bahraini in the eastern region, and a southern dialect in
the southern region. These dialects may branch out from other dialects (see figure 1-
2).

Saudi Main Dialects
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Figure 1-2 Main groups of KSA dialects (Alghamdi et al., 2008)

In general, Saudi dialects share many similarities and are considered mutually
intelligible to their speakers. Albirini (2016) noted that local dialects in Arabic share a
wide range of "lexical, syntactic, phonological, and morphological features".

The situation of SA and CA has been described by many scholars as a prototypical
example of diglossia due to their contexts of use. The distribution of SA and CA is
differentiated by 'high' and ‘low' varieties, with the former used in many formal and

literary contexts in education, governance, religious discourse, and mass-media
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(Albirini, 2016). The latter, described as local varieties of Arabic, are used in more
informal situations such as everyday conversations and informal communicative
exchanges (Albirini, 2016). Ferguson (1959) defined the characteristic features of
diglossia as eight major features: function, prestige, literacy heritage, acquisition,
standardisation, stability, grammar, and lexicon. He describes diglossia as a stable
situation in which primary dialects coexist alongside a highly codified, highly divergent
variety acquired through formal education. The below table exemplifies the difference

between SA and the different dialects reflected in this study.

English  Standard Southern  Northern Hejazi Najdi Eastern
Arabic Dialect Dialect Dialect Dialect Dialect
Whatis it? pYKIO 50 e fs8 Uiy s Ul AT foa Ul
matha maho wish ho ish wisho ish how

howwa

Table 1-1 Example of different Saudi dialects

1.2.2 Bilingualism and multilingualism in KSA

The most critical period in the history of KSA was when oil was discovered in 1938 by
the US company CALTEX. This was the beginning of the largest crude oil production
in the world, which resulted in radical economic, political and educational reforms (Al-
Rasheed 2010). Saudi students were sent to study English in the US to become
teachers and study to work in the petroleum industry. Additionally, locals had to learn
English to interact with workers coming from the US. In 1943, Arabian American OIl
Company (Aramco) took control of oil in KSA, which expanded the petrochemical
industry, thus providing better chances of education and leading to more students
studying abroad (Elyas and Picard 2010). Since that time, Saudi students have been
provided with international scholarships to study abroad to meet the needs of the
country's development and to exchange knowledge (Picard, 2018). It is worth noting
that KSA, unlike other countries in the Gulf, North Africa or the Middle East, was never
under the control of modern European colonisation, and therefore there has not been
any influence of colonisation on the language (Rahman 2011).

In general, Arabic is the official and supreme language in the KSA, as it has cultural,
religious, educational, and communicational associations. English is the main foreign
language in the country, and it is the only foreign language officially taught in Saudi

public schools according to the regulations of Ministry of Education (MOE, 2022). In
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many cases, Arabic and English are used together. For example, most road signs,
publications, and websites are in both Arabic and English, and other websites, such as
the official Saudi Press Agency (SPA) website, are in six languages: simplified
Chinese, Arabic, English, Russian, Persian, and French. (See figures 1-3 and 1-4
below).
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Figure 1-4 Bilingual Street signs in KSA

According to statistics for 2021 from the Central Department of Statistics and
Information (CDSI) (see section 1.2), 36.4 per cent of the total population of KSA are
from different countries, therefore representing their own multicultural communities.
These multicultural communities speak a variety of minority languages, such as Urdu,
Tagalog, Korean, Persian, Indonesian, Chinese, Bengali and Rohingya (Payne and
Almansour, 2014).

English is used verbally more often than Arabic or peripheral languages in major cities
in KSA, in large part due to the large emigrant community that uses English as a lingua
franca, as well as English's status as a global language (Hopkyns and Elyas, 2022).
Nevertheless, divisive language ideologies remain as Arabic is associated with the
ethnic and national identity, for example, as reported in the work of Almulhim (2014)
and Almayez (2022). Arabic is associated with religious and domestic domains while
English represents civilisation and education. The association between Arabic and
religion is also followed by culture, traditions, and customs symbolizing the domestic
and local identity. On the contrary, English is connected to wider world associations
such as entertainment, travel, shops, and restaurants. Hopkyns and Elyas (2022)
highlighted that this ideological divide affects people's linguistic identities, which
include feelings of guilt or discomfort in mixing languages, particularly in English-only
or Arabic-only zones. Despite the different roles of English in KSA, it is still viewed as
a foreign language associated with the western culture (Hopkyns and Elyas, 2022). As
a response to bridging this ideological divide, Hopkyns and Elyas (2022, p. 25) suggest

the following:

To move away from the current situation where ideological divides place
Arabic and English as symbolic opposites, leading to conflicted local
linguistic identities, we suggest two future policy directions: An increased



focus on glocalization and the need for translingual identities to be
legitimized across domains.

The phenomenon of glocalization (Robertson 1992 cited in Hopkins and Elyas 2022)
refers to the intricate process in which "the global is brought into conjunction with the
local, and the local is modified to accommodate the global" (Kumaravadivelu, 2008, p.
45).

Multilingualism is evident in religious places, tourist locations, businesses, and sports
events (Alhamami, 2018). In addition, the rise of Islam in the Arab region that is now
known as KSA and spread across Asia, Africa and Europe enabled Saudi inhabitants
to interact closely with pilgrims from across the world, particularly in the two holy cities
of Mecca and Medina (see figure 1-1). This close contact also contributed to the
increase in trade in the region between pilgrims and scholars who came to learn in the
two holy mosques of Mecca and Medina (see section 1.2). Consequently, these areas
became focal points of different language contact, with English being used more
prominently (Elyas and Picard 2010).

The holy city of Makkah hosts the Umrah® and Hajj°, where millions of Muslims from
all over the world come to perform this religious obligation. To serve international
Muslims coming to Mecca and Medina, the Ministry of Hajj and Umrah initiated
programmes to learn foreign languages to provide better services for pilgrims
(Alhamami, 2018). It has been imperative for Saudi officials and other stakeholders to
learn languages to enhance communication and bridge the gap between pilgrims who
speak different languages (e.g., Urdu, Turkish, English, French and Persian). In
addition, business traders in restaurants and hotels have shown interest in learning
more foreign languages to better serve pilgrims. Therefore, it can be said that Mecca
is considered one of the most super-diverse places in the world (Alhamami, 2018) due
to the large number of visitors from across the globe, placing it as one of the most

multilingual and multicultural cities.

1.2.3 Teaching English in KSA

The unified education system in KSA is divided into five educational stages: 1-
Kindergarten; 2- Elementary School; 3- Middle School; 4- Secondary School; and 5-
Higher Education. There are three types of school in KSA: public, private, and

international. Public schools in KSA provide free education for all levels, and education

® Umrah is an Islamic pilgrimage to Makkah. Muslims participate in this pilgrimage throughout the year.
10 Haijj is a religious duty that should be accomplished at least once in the lifetime of a Muslim.
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is segregated, as there are separate schools for males and females and separate
campuses of universities for males and females. In general, the official medium of
instruction in public and private schools is Arabic while English is mostly used in
international schools, following a curriculum of another country, such as the UK or the
US. Universities are also either private or public, but the medium of instruction usually
depends on the discipline, as science and medical disciplines tend to be in English
since all textbooks are in English, whereas humanities tend to be in Arabic. This is the
case in the 36 universities in KSA (26 are public and 10 are private institutions).
Teaching EFL has been through different stages since it was first introduced as a core
subject in the 1930s. The first method of teaching English is the grammar-translation
method, which focused on reading and writing skills (Algahtani, 2018). The grammar-
translation method is based on presenting learners with short rules and word lists, and
then translation exercises where they must utilise the same rules and words (Harmer
2008). Although this method depended on using the L1 commonly for classroom
interaction, it was also criticised for the lack of L2 oral practice. It was also common for
learners to translate their texts from the L2 into the L1 (Abdulkader 2016).

Then there was the 'reformative phase' (Abahussain, 2016, p. 45) in KSA, shifting to
the audio-lingual method, which focuses particularly on sound structure. Teaching
English in the audio-lingual method requires teaching the four skills in a natural order
of listening, speaking, reading, and only then writing (Al-Ahaydib 1987). Algahtani
(2018) posited that although culture has a prominent place in the audio-lingual method,
the most distinctive and often only feature of this method became the use of drills and
pattern practice. This methodology dominated teaching English in KSA for more than
20 years (Al-Hajailan, 2003).

After 20 years of practice, teachers and administrators started to question the validity
of the audio-lingual method to equip learners with adequate English communication
skills (Abahussain 2016). This resulted in the introduction of communicative language
teaching, which is the approach still practised today. The fundamental notion of
communicative language teaching is the idea of communicative competence. Hymes
(1972, p. 13) defined communicative competence as "the overall underlying knowledge
and ability for language which the speaker-listener possesses"”. Canale and Swain
(1980) posited that communicative competence has four components: grammatical
competence, sociolinguistic competence, discourse competence, and strategic

competence.



Furthermore, Richards (2006, p.3) described the key aspects of communicative
competence as follows:

a) Knowing how to use language for a range of different purposes and
functions.

b) Knowing how to vary use of language according to the setting and the
participants

(e.g., knowing when to use formal and informal speech, or when to use
language appropriately for written as opposed to spoken
communication).

¢) Knowing how to produce and understand different types of texts (e.g.,
narratives,

reports, interviews, conversations).

d) Knowing how to maintain communication despite having limitations in
one’s language knowledge (e.g., through using different kinds of
communication strategies).

Like the previous methods of teaching English in KSA, the communicative language
teaching method was criticised for several fallacies. Farooq (2015), for example, found
in his study that overcrowded classrooms, shortage of visual aids, students' low
proficiency level and time constraints are some of the factors that restrict teachers’
implementation of the communicative language teaching method, leading them to
resort to other more traditional methods of teaching.

The MOE (2022) adheres to the globalised movement and Saudi Vision 2030 (see
section 1.2.4) to provide new ideologies of teaching the language. Major reforms
include changes in the medium of instruction, the age of exposure to English, the
amount and methods of exposure, and pedagogies of teaching (Algahtani, 2018). For
example, English is now incorporated into the curriculum from the very first year, unlike
many years ago when it was only taught at the elementary level.

In the Saudi Constitution, English is not a formal language, either politically or non-
politically (Alnasser, 2018), and therefore teaching English is still considered as foreign
not second. The difference between EFL and ESL in KSA is context-based as English
Is taught in a non-native country and therefore considered foreign. Nonetheless,
Picard (2018) argues that with the changing trends in teaching English in KSA, it is
likely that the focus in English teaching will change from EFL to ESL in universities and
even secondary school levels. She added that this is likely to be encouraged through
bilingual education immersion programmes. In addition, recent research, such as that
conducted by Al-Ahdal (2020); Alasmari et al. (2022); Alzabidi and Al-Ahdal (2022) has

already investigated the implications of tlang and teachers' ideologies for implementing
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tlang pedagogy. Al-Ahdal (2022) argued that tlang is rarely presentin the Saudi English
classrooms. This indicates the traditional view of English language teaching, which
prohibits the use of L1 in the classroom and has been inherited by the education
system.

As a teaching assistant in the university context in KSA, | can assert that bilingual
Arabic—-English education is prevalent in universities (mostly science and medical
disciplines) today since most textbooks are in English, and therefore Arabic-speaking
teachers tend to shift naturally between languages and translate for their students and
vice versa. Nevertheless, monolingual rules of teaching EFL in language classrooms
are still favoured and are imposed by many universities and schools as a language

teaching policy.

1.2.4 Future trends in education resulting from Saudi Vision 2030

In 2016, the Saudi Arabian government unveiled Saudi Vision 2030 (Saudi Vision
2030, 2016), a vision for an ambitious future with long-term goals and expectations.
The Vision is based on three pillars: a thriving economy, a vibrant society, and an
ambitious nation. Each pillar has several strategic objectives and realisation
programmes that ensure effective implementation. These strategies have already been
implemented, for example, the issuance of e-visas to facilitate the arrival of visitors
from countries across the world and the organisation of world-class events to attract
tourists. This is important since it opens mutual opportunities for cultural and economic
benefits, as well as diversifying the international and multilingual context of KSA.

One of the initiatives that are listed to achieve Vision 2030 is to attract international
higher education and vocational institutions to KSA, thus opening better cooperation
opportunities locally and internationally (Saudi Vision 2030, 2016). Another initiative is
the reform of curriculums in schools, particularly in primary schools that focus on
reading, maths, and foreign languages, including English and Chinese.

There is no doubt that the education sector in KSA is undergoing rapid transformation

at all stages of education. For example, the article of Saudi Vision 2030 stated:

Scholarship opportunities will be steered towards prestigious
international universities and be awarded in the fields that serve our
national priorities. We will also focus on innovation in advanced
technologies and entrepreneurship (Saudi Vision 2030, 2016, p. 36).



It is important to note that English in KSA has become increasingly important, as it is
growing rapidly as a language used for education, business, (Daniel et al., 2019) and
politics across the world. There is also a contrasting movement towards English as a
medium of instruction in Saudi technological colleges and universities concentrating
on scientific, medical, and technological disciplines. English is now the language of
communication in many large companies, hotels, hospitals, shops, and other areas
where communication with non-Arabic speakers is necessary. The broad exposure to
English in schools, universities or even in social life has created contexts where tlang
(defined in more detail in forthcoming 2.3) is already an observed phenomenon.

Nevertheless, despite the wide spread of the demand for English for work, education,
business, academic research and science, there remains a view that the importance
of Arabic is being challenged in the community. Consequently, it is clearly stated in
Saudi Vision 2030 that the goal is to “endeavour, strengthen, preserve and highlight
the Saudi national identity so that it can guide the lives of future generations” (2016,
p.17). This is accomplished by maintaining Saudi national values, encouraging social
development, and upholding the Arabic language. However, this causes conflict
between the government's socioeconomic policy in the advocacy of learning English
and the view of the community in maintaining the supremacy of Arabic (Mahboob and
Elyas, 2014). Hopkyns and Elyas (2022) suggest that the issue of the ideological divide
(as discussed in section 1.2.2) can be addressed by implementing tlang practices to

bridge the translingual identities (discussed further in forthcoming 2.10).

Indeed, this revolution is happening, and transformation in education requires a
paradigm shift to meet the need for inclusive, fair, and high-quality learning. A tlang
approach has been called for by several scholars in the Saudi EFL context, for
example, Alzahrani (2012), Al-Ahdal (2020) and Alzabidi and Al-Ahdal (2022).
However, further empirical research is still needed to explore tlang practices in
multilingual and multidialectal classrooms. | would contend that what we need is more
openness in the Saudi educational context that meets the needs of learners. This has
been suggested previously by Algahtani (2022) in that openness requires involving
learners in pedagogical choices. The current study addresses the need to explore
learners’ tlang views and adheres to students' pedagogical choices in the language

learning classroom principally during the time of KSA's biggest revolution in history.
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1.3 Aims of the Study and Research Questions

The current study aims to add to the knowledge of practices of tlang as a pedagogy in
mainstream education in KSA, where students are enabled to translanguage in a
space strategically and purposefully created through collaborative reading tasks. The
case study is informed by tlang as a theory and a pedagogy (see section 3.3) (Garcia
and Li, 2014; Li, 2018) and a sociocultural theory (SCT) understanding of learning
(Vygotsky, 1978; Lantolf, 1995; Mercer, 2007). It posits that tlang should be viewed as
a tool for learning that emphasises the notion of mutual knowledge construction in
collaborative work through SCT lens.

At its core, learning as a concept is conceived as a socially situated activity mediated
by language as a semiotic tool The aim of the study is not simply to allow students to
use Arabic, but to facilitate a space for their creativity and criticality!! in reconstituting

their languaging process for learning.

This is accomplished by conducting a microgenetic analysis (Parnafes and DiSessa,
2013) and sociocultural discourse analysis (Mercer, 2007) of students' tlang in two
proficiency-level groups (level A: beginner English proficiency, and level B:
Intermediate English proficiency) in the reading classroom. The affordances of tlang
are captured as a process during students' collaborative tlang and through students’
reflections in an EFL classroom in KSA. The research questions below seek to explore
the potential of allowing tlang in the collaborative reading groups of the EFL classrooms
and gain a better understanding of the affordances of tlang as a process of learning

and as a reflection of students' perceptions.

RQ 1. How can allowing tlang in the EFL university-level classroom in KSA support

learning?

RQ 1.1 What are the tlang affordances of learning that students demonstrate during

the collaborative reading tasks?

RQ 1.2 How do students describe and reflect on the tlang affordances of learning in

the collaborative reading tasks?

11 The notion of criticality in this thesis does not reflect a political notion of critical consciousness,
rather criticality is concerned with the speech act of exploratory talk described by Mercer (2004), as in
‘thinking critically’. Therefore, criticality is achieved through exploratory talk when students
demonstrated several functions of interaction, such as questioning, recapping, and elaborating (see
4.4.2).



RQ 1.3 Is there a difference between level A and level B use and reflection on tlang

during and after the collaborative reading tasks?

1.4 Significance of the Study

The motivation for conducting this study is not only founded on personal and
educational curiosity but also stems from the need for a paradigm shift that fits the
growing multilingual and bilingual classrooms in KSA. The main problem remains that
schools and universities are reluctant to use tlang as a method for unknown reasons
(Alzabidi and Al-Ahdal, 2022) regardless of the growing multilingual population.
Knowing that students are already utilising their multilingualism regardless of the
English-only policies in the EFL classrooms, monolingual policies in the country seem
to be impractical. Nevertheless, both students and teachers seem to be faced with an
ideological divide between maintaining Arabic and English (see section 1.2.2), which
Is affecting their linguistic identities as students in the twenty-first century. The work of
Hopkyns and Elyas (2022) investigated the prospects of translingual practices in the
Gulf countries including KSA from a language policy perspective as an approach to
face the ideological divide as they recommended:

If translingual practice were actively endorsed and validated in formal domains,
such as in education, the increased presence of Arabic would counter domain
loss, thus aiding language sustainability. (Hopkyns and Elyas , 2022, p.27).

Moreover, having reviewed the context of KSA (see section 1.2), | would argue that
translingual practices are widely accepted and prevail in most non-educational
domains. Nonetheless, | would acknowledge that disrupting the deeply rooted
traditions of language separation and monolingual practices is not a straightforward
process. | believe, however, that with the vast educational, economic, and vocational
developments in KSA, my study fits the purpose and adds to the rigorous research
needed to explore and expand on the potential of the adoption of translingual practices
in education generally and in EFL classrooms more specifically.

| believe that disrupting the natural phenomenon of multilingual tlang practices should
be reconsidered in teaching and learning, and this study is a step towards introducing
tlang in mainstream education where strong monolingual practices still exist.
Therefore, this study is well positioned to expand on and improve teaching practices
of English at the university level. The argument in this study is that fluid and flexible

languaging in collaborative talk is beneficial for students' mental thinking skills and for
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better meaning making. Therefore, students' multilingualism should be celebrated and
encouraged by allowing and facilitating tlang spaces in EFL classrooms.

This study will contribute to the field of ESL and EFL in terms of both pedagogy and
practice. The findings of the study are expected to offer significant pedagogical
implications for teachers and policymakers who may be resilient to use languages
other than English in their classrooms. | expect that the study will help to introduce and
recognise the pedagogical values of tlang by suggesting a tlang approach to teaching
reading in EFL classrooms and highlighting the opportunities and affordances of tlang
for learning. Hence, this study makes a significant contribution to the limited research
available in KSA that explores the pedagogical benefits of tlang. Learning is captured
as a process in the collaborative reading groups where students share and reflect on
their tlang practices in a space where tlang is allowed and facilitated.

It is expected that this study will provide a valuable extension to the application of tlang
techniques and strategies providing empirical evidence from students' tlang use and
reflections. Thus, it is hoped that by capturing students' tlang during group
observations and students’ reflections, the findings will reveal the complexity and
illustrate the numerous ways in which tlang practices exist within higher educational

contexts and, in particular, the context of EFL reading classrooms.

1.5 Structure of the Thesis

This thesis is divided into seven chapters as follows:

Chapter 1 Introduction and Research Context,

| provide the background of this study and describe the context of KSA where this study
was conducted. | also outline the significance of this study and the contributions it
makes to contexts of EFL and to theory and knowledge in general. Finally, | present

the aim and research questions guiding my work.

Chapter 2 Literature Review,

| start this chapter with a historical overview of multilingualism theories, then | present
the conceptual framework guiding the study. | discuss the evolution of tlang as a theory
of language in use and as a pedagogy and the positionings of fluid versus fixed in
tlang. | then review literature on tlang as a pedagogy and discuss research in different
classroom contexts and the arguments against tlang in education.

| then move to SCT perspective of learning and review the key aspects in the theory

informing this study. Subsequently, | describe collaborative learning and elaborate on
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its relation to affordances of tlang. Then, | describe my conceptual framework of
combining SCT and tlang. | end the chapter with a review of the Arabic context and

research on creating a tlang space to support learning.

Chapter 3 Methodology and Analysis,

| introduce the philosophical stance of the study and then outline the case study design
and method of analysis using SDA and thematic analysis. Next, | describe the design
and the contextual information of the EFL classroom and the participants in my study.
| also explain the data collection and pilot study along with the tools used to collect the
data. Finally, | review my analysis procedures and the methods | used to establish the

trustworthiness of the study.

Chapter 4 Tlang Affordances in the Collaborative Reading Groups,

| provide the first part of my findings on tlang affordances of learning in collaborative
reading groups. | present the findings of the microgenetic and SDA of tlang episodes
and the collected artefacts during collaborative reading tasks. | report on the five

affordances of tlang considering the type of talk as a social mode of thinking.

Chapter 5 Students' Reflections on Tlang Affordances of Learning in the Collaborative
Reading Groups,

| provide the second part of my findings regarding the reflections on tlang affordances
of learning. | draw on the findings from students’ interviews and DEAL reflections after
they have completed the collaborative tlang reading tasks. | also explain the ten
themes emerging from affordances of students' reflection and present what they

described as uncertainties of tlang.

Chapter 6 Discussion, “Using my own Word” Tlang: From Allowing to Enabling via
Collaborative Agency

| draw on the findings presented in Chapter 4 and Chapter 5 to amalgamate the
conclusions of tlang affordances that students showed in their groups with how they
reflect on tlang affordances of their learning. | elaborate on three main themes
emerging from the purposeful use of tlang in the EFL classroom. In addition, | discuss
the relational connections in what | term the web of affordances and the differences
between level A and level B groups in terms of use of and reflection on tlang

affordances.

17



Chapter 7 Conclusion,

| provide a summary of the study and an evaluation of my method of allowing tlang in
the collaborative reading tasks. | present the implications and contributions arising from
the study, discuss the limitations of the study and provide recommendations for future

research.

1.6 A Note on Terminology
In this section, | present my conceptualisation and application of the term

translanguaging and how it functions in this thesis as a noun, verb, and an adjective.

e Asintroduced in 1.1, the acronym (tlang) is used to denote translanguaging as
a noun to mean the strategy of languaging, first coined by Williams (1994,
2002), translated by Baker (2011), then further described by Garcia and Li
(2014) in that it is “the act of languaging between systems that have been
described as separate, and beyond them” (p.42). The acronym tlang in this
thesis is however different from how Simpson and Bradley (2017) define it in
their TLANG project as “to investigate how people communicate when they
bring different histories, biographies, and trajectories to interaction in contexts
of superdiversity” (p.4). The word tlang is used in thesis as an acronym of the
original translanguaging term which is further defined in the next chapter 2.

e The acronym (tlang) is also used as a verb in sentences describing the
present/past continuous tense of the act of tlang (e.g., students were
collaboratively tlang)

e The simple present verb form of tlang is used without the abbreviation as
(translanguage) to explain the act of doing tlang. The simple past tense is also
used as (translanguaged) to explain the verb of having acted in the process
of tlang.

e Another application of the term is (translanguaged versions), introduced in
Section 3.3.4 as an adjective to describe the result of having applied tlang on

the reading materials which is used as a tool in the collaborative reading tasks.

As this study allows tlang in a context of EFL where monolingualism still persists in
education and English language teaching classrooms, the application of tlang as a
pedagogy is viewed from a perspective of languaging practices to include Arabics

(different dialects within the CA and SA) and other shared languages such as Turkish
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(see table 3-1 and 3-2 in forthcoming section 3.3.2) in the context of learning EFL. To
clarify the use of terminology in this thesis, the process of tlang is described under
different mediating procedures to include translation, shuttling, mixing, codeswitching,

and codemeshing, further explained and discussed in this thesis.

In the next chapter, | review the literature on tlang and empirical research on the
multilingual approach of teaching and learning. Therefore, the description of the terms
(L1, first language, home language, second language, L2, or target language) are
presented according to how they appear in the original literature and not through the

interpretations of the thesis.
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Chapter 2. Literature Review

2.1 Introduction

Having introduced the research aims and its context in Chapter 1, the second chapter
of this thesis provides a general overview and position of the current research in the
wider literature. The chapter begins with a historical overview of multilingual theories,
followed by a positioning and conceptualisation of tlang. Next, | introduce tlang as a
pedagogy and the arguments within. Then, | review constructs of learning through
SCT. In the main body of the chapter, | present a review of academic literature that
aims to define key topics and components in this study, such as affordances of
learning, and tlang space. | end the chapter with a positioning of the study’s conceptual
framework and review studies related to Arabic and higher education contexts. The
rationale for conducting the study is presented in the final section, in which I highlight
the gaps in the literature and describe how the study fills them conceptually and

pedagogically.

2.2 A Historical Overview of Language Learning Theories

Before | attempt to conceptualise tlang in the literature, | present a historical overview
of Language learning theories that have undergone several ontological turns.
Researchers and teachers are impacted by these paradigm shifts, as they influence
the way languages are taught. First, there is the 'cognitive turn', where researchers
argue that language learning is viewed as a cognitive activity since learners process
information individually (McLaughlin et al. 1983). The following turn is known as the
'social turn' (Blair, 2003), where the understanding of language learning is viewed as
a socially mediated activity, by way of learners constructing meanings through
interaction with others (Vygotsky, 1978; Lantolf, 2000). Finally, is the emergence of the
'multilingual turn' in second language acquisition (SLA) that challenges the
monolingual bias (May, 2014; Conteh and Meier, 2014).

Despite the evolution of bilingual education globally by the middle of the twenty-first
century, there was still little understanding of how two or more languages interact and
affect learning. The reason for this is that “bilingual education programmes separate
languages strictly, viewing bilinguals as two monolinguals in one" (Velasco and Garcia,
2014, p. 7).

Bilingualism is simply defined as being able to use more than one language (Baker,

2011). However, scholars have used different perspectives to define the meaning of
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being bilingual during the ‘multilingual turn’. For example, a very early understanding
of the term implies having a native-like control of two languages (Bloomfield, 1933).
This early description resonates more with the ‘cognitive turn’. However, particularly in
immigrant contexts, bilingualism is perceived in much broader terms. According to
Haugen (1969), if one has minimum proficiency in both languages and can produce
complete and meaningful utterances in the other language, one is still considered
bilingual. The notion of balanced bilingualism is described as "being equally competent
in two languages and all contexts with all interlocutors" (Garcia, 2009b, p. 44). Garcia
explains that as much as this idea has been accepted, it is far from existing.
Realistically, each bilingual is unique in using their languages.

On an individual level, the term 'multilingualism’ is generally merged under bilingualism
since there are more bilingual speakers worldwide. Standard definitions of
multilingualism tend to be general and refer to "either the language use or the
competence of an individual or to the language situation in an entire nation or society"
(Clyne, 2017, p. 301), thus allowing more refinement in the definition to include different
levels of command or use of other languages.

It was not until the twenty-first century that educators began to question the validity of
the monoglossic bilingual approach, and new perspectives on bilingual education
started to appear thus reflecting the period of ‘second’ or ‘multilingual’ turn. Languages
have evolved from being viewed as separate, bounded entities to being viewed as a
communication process where language users employ whatever linguistic features,
they have available in the context to make meaning (Jgrgensen et al., 2015).
Blackledge and Creese (2014) argued that contemporary debates on multilingualism
are based on Bakhtin's concept of heteroglossia (1981), which suggests a lens to view
the social, political, and historical implications of language in practice, thus expanding
theoretical orientations and understanding of linguistic diversity.

The advent of the 'multilingual turn' was characterised by the use of many loosely
defined and under-theorised terms and labels describing various multilingual practices.
These terms include dynamic multilingualism (Garcia 2009a; 2009b), flexible
bilingualism (Creese and Blackledge, 2011b), polylanguaging (Jgrgensen, 2008),
metrolingualism (Otsuji and Pennycook, 2010), code-meshing (Canagarajah, 2011a),
translingual practice (Canagarajah, 2012) and translanguaging (Williams, 1994; Baker,
2011; Garcia and Li, 2014).

In many ways, these terms are similar, representing a shared perspective that

meaning-making is not confined to the use of 'languages' as discrete, enumerable,
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bounded sets of linguistic resources (Blackledge and Creese, 2014). As this study
implements the term tlang to represent students' dynamic multilingualism, | turn now

to reviewing its position and conceptualisation in the literature.

2.3 Positioning and Conceptualising Tlang

Tlang was introduced in the early 1980s but has witnessed different modifications that
are grounded in different epistemologies. In this section | examine how tlang is
conceptualised through fixed and fluid notions. In addition, | discuss tlang as a practical
theory of language in use emanating from its beginnings as a pedagogical strategy in
Wales.

2.3.1 The fixed language approach

In Wales, the separation of Welsh and English has a history in which English was
viewed as the desirable language of communication while Welsh was situated as
inferior (Baker, 1993). With the growth of bilingual education globally, Wales
demanded a reconsideration of English language dominance within the social, political,
and cultural realms. Nationalistic awareness led to the social change where Welsh was
given the same status as English in 1967 through the Welsh Language Act (Baker
1993). By the 1980s, the notion of Welsh and English as holistic, additive, and
advantageous was starting to develop, which encouraged the emergence of the notion
of tlang. The use of tlang started within the education context in North Wales and then
further developed within classroom contexts.

The term 'translanguaging’ was originally coined in Welsh, trawysieithu, by Williams
(1994) as a pedagogic practice in Bangor, Wales. Williams (1996) defined tlang as
meaning

that you receive information through the medium of one language (e.g.,
English) and use it yourself through the medium of the other language (e.g.,
Welsh). Before you can use that information successfully, you must have fully
understood it (p. 64).

The original conceptualisation of the term, later translated as ‘translanguaging’ by
Baker (2011), refers to the pedagogic practice of alternation in the classroom between
Welsh and English for reading and/or listening (input) and speaking and/or writing
(output) (Williams, 1994; 2002). This strategy aims to develop students' understanding
and reinforce both languages, thus challenging the monolingual practices that

dominated the Welsh education system at that time.
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Accordingly, tlang in the classroom in Wales is broadly viewed as a pedagogical
practice where the input language (receptive language skills: listening, reading,
remembering) is switched to the output language (productive language skills:
speaking, writing, signing) (Jones, 2017). Williams (2002) highlighted that this skill is
necessary for the education system and should be implemented systematically to
enable learners to switch between languages efficiently, consequently utilising their full
bilingual competence.

In this first and original meaning, it is understood that 'tlang' refers to the careful
planning of the use of English and Welsh in the classroom, representing a fixed notion
of language use. Baker (2011) then developed this tlang approach, arguing for its
relevance to all bilingual educational contexts. He posited that:

A teacher can allow a student to use both languages, but in a planned,
developmental, and strategic manner, to maximise a student's linguistic
and cognitive capability, and to reflect the fact that language is
sociocultural both in content and process (Baker 2011, p. 290).

Within the fixed notion of tlang is what Lewis (2008) and Jones (2017) proposed as
two types of tlang practice: teacher-directed, when tlang is planned by the teacher, and
pupil-directed, when tlang is planned by pupils; however, Jones acknowledged that
there are no clear distinctions between the two in classrooms, as the two types tend to
overlap and co-exist.

To conclude, the first notion of tlang comes from the work of Williams (1994), Baker
(2011) and Lewis et al. (2012) to describe tlang as originally grounded in SLA
pedagogy referring to the planned and systematic use of two languages in the bilingual
classroom. This original conceptualisation of tlang is still widely used today in language
teaching classrooms. The second notion of tlang transcends the idea of languages

existing as separate systems, as discussed below.

2.3.2 The fluid languaging approach

The fluid and dynamic notion of tlang, which differs from the original concept of tlang,
is influenced by the postmodern and poststructuralist turns in sociolinguistics. The fluid
notion of tlang views bilinguals as possessing one complex linguistic repertoire where
languages are understood as social constructs (Garcia, 2011). Bilinguals do not merely
have a first language (L1) and a second language (L2); instead, they can select

individual features from their linguistic repertoire that are socioculturally appropriate for
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the communicative or academic task (Velasco and Garcia 2014). Lewis et al. (2012, p.
647) explained that:

What began in Wales in the early 1980s and has developed in Welsh
education circles from the 1980s to the present, has very recently caught
the imagination of expert North American and English educationalists. In
particular, the term has been generalised from school to street, from
pedagogical practices to everyday cognitive processing, from classroom
lessons to all contexts of a bilingual's life.

This fluid languaging approach is mainly grounded in the work of Garcia (2009a;
2009b), Hornberger and Link (2012a); Hornberger and Link (2012b); Garcia and Li
(2014). Hornberger (2003) and Hornberger and Link (2012a) expanded the meaning
of tlang in the US. They provided a theoretical framework to conceptualise tlang.
Moreover, Hornberger and Link drew on contextualising tlang in education under the
continua of biliteracy as

offering new spaces to be exploited for innovative programs, curricula,
and practices that recognize, value, and build on the multiple, mobile
communicative repertoires, translanguaging and transnational literacy
practices of students and their families (Hornberger and Link 2012a, p.
274).

Otheguy,Garcia and Reid (2015) define tlang as
the deployment of a speaker’s full linguistic repertoire without regard for
watchful adherence to the socially and politically defined boundaries of
named (usually national and state) languages (p.281)

This approach has been widely popularised and developed internationally, such as the
in the work of Creese and Blackledge (2015); Li (2018); and Li and Lin (2019). Garcia
viewed tlang as an approach to bilingualism not focusing on languages per se but
rather on the natural communicative practices of bilinguals that can enhance learners'
cognitive, language and literacy skills when properly understood.

Garcia's stance on tlang is that it is valid with fluent and emergent bilinguals'?, originally
focussing on Spanish-speaking children living in the US. Her argument was that tlang
is not only an ordinary, everyday practice in the multilingual societies of the twenty-first
century but also plays a pivotal role in L2 competence and academic development

(Garcia 2009b). Subsequently, Garcia developed the views of Williams and Baker,

12 Emergent bilinguals are students who speak languages other than English. In the United States,
these students are most often referred to as English language learners (ELLS) by educators or as
Limited English proficient students (LEPS) by legislators and the federal government. Garcia, O (2009,
p.322)
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emphasising that children can translanguage even when their knowledge of both
languages is minimal.

This movement beyond the fixed understanding of ‘languages’ was also
supported by Makoni and Pennycook (2006), among others, who argued that

there are no languages but only ‘languaging’, a term first coined by Mignolo
(1996). As Garcia (2009b) further explained,

what we have learned to call dialects, pidgins, creoles, and academic
language are instances of languaging: social practices that we perform
(pp. 32-33).

To conclude, the fluid notion of tlang represents the practice of meaning-making using
different semiotic signs as one integrated system, whereas in the fixed language
approach, the prefix 'trans' in translanguaging refers to moving between languages (Li
and Hua 2013).

2.3.3 Tlang as a practical theory of language in use

The emergence of tlang as a practical theory of language in use derived from the fluid
approach of tlang. Li (2018) developed the concept of tlang as a theory of language in
use as a response to Kramsch’s (2015) call for an applied linguistic theory of language
practice. Li (2018) proposed that tlang as a concept is already used in every day social
interaction, pedagogy, cross and multimodal communication, visual arts, and music,
and therefore it should be further developed as a practical theory of language. His
theorisation is built on the practices of languaging to transcend the boundaries of
named languages, language varieties and semiotic signs, grounding his ideas in the
fluid languaging approach and building on his work with Garcia (2014).

Li's (2018) argument of adding the prefix (Trans-) to languaging is to denote the
multilingual practices of new Chinglish and Singaporean speech practices found by Li
in 2016, and to also attest to the following arguments:

1. Multilinguals do not think unilingually in a politically named linguistic entity,
even when they are in a ‘monolingual mode’ and producing one nameable
language only for a specific stretch of speech or text.

2. Human beings think beyond language and thinking requires the use of a
variety of cognitive, semiotic, and modal resources of which language in its
conventional sense of speech and writing is only one. (Li, 2018, p. 18)

Furthermore, the idea of tlang theory embraces the view that communication between

humans is not merely based on languages, as
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It has always been multimodal; people use textual, aural, linguistic,
spatial, and visual resources, or modes, to construct and interpret
messages (Li 2018, p. 21).

From this perspective, Li (2018) proposed the concept of tlang space, which | expand
on in section 2.7.3. Tlang as a practical theory of language in use in educational
contexts shifts the focus from educating students to acquire a language to educating
all students regardless of their linguistic practices with the aim of making meaning and
encouraging the creativity and criticality of a learning experience (Li, 2018).

Within this understanding, tlang as a practical theory of language is particularly useful
for English language classrooms, as learners in the multilingual classroom use

dynamic and creative linguistic practices that involve flexible use of
named languages and language varieties as well as other semiotic
resources (Li, 2018, p. 14).

The review of tlang for education is further discussed in the next section on how
tlang as a pedagogy developed.

2.4 The Emergence of and Research on Tlang as a Pedagogy
The term 'tlang as a pedagogy’ is widely used in the literature to refer to the use of
tlang in education referring to both the fixed language approach and the fluid
languaging approach. In the former approach, it is the planned use of two or more
languages in education (Flores and Garcia, 2013), whereas in the latter it is viewed as
a more flexible use of semiotic sighs to make meaning in education (Garcia and Li,
2014). Nevertheless, the distinction between the two notions of tlang seems to merge
in practice, as scholars have progressively moved from one approach to another,
which is reflected in the literature reviewed.
For example, Blackledge and Creese (2010) argued for
a release from monolingual, instructional approaches and advocate teaching
bilingual children utilizing bilingual pedagogy, with two or more languages used
alongside each other (p. 201).
The work of Creese and Blackledge (2010) utilised the multilingual context to expand
the importance of tlang inside the classroom. In their ethnographic and ecological
study, they looked at different cases of complementary schools in the UK that have a
heritage language education context, such as Mandarin Chinese, Bengali, Turkish and
Guijarati, by validating tlang as a flexible bilingual pedagogy to learn and teach. They

provided theoretical and empirical evidence for a shift from monolingual approaches to
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a guilt-free system of tlang in multilingual educational contexts. In their study, Creese
and Blackledge (2010) explain that moving between languages has traditionally been
frowned upon in educational settings, with teachers and students often feeling guilty
about its practice.

From a fluid perspective of tlang as a pedagogy, Garcia and Li (2014) emphasised that

rather than just being a scaffolding practice to access content or
language, translanguaging is transformative for the child, for the teacher
and for education itself, and particularly for bilingual education (p. 68).

This was recently reiterated by Li and Garcia (2022), as they advocated for tlang
practices in the classroom not to start from the classification of bilingual learners'
languages into first or home versus additional or school, stating instead that:

Translanguaging is not about adding more named languages into the
classroom practice but is fundamentally reconstitutive and transformative
of the power relations between the named languages in society (Li and
Garcia 2022, p. 11).

Pedagogically, tlang promotes contrastive analysis and language awareness, where
students can discuss cultural and linguistic differences (Cenoz and Gorter, 2017b;
2019).

To achieve tlang as a pedagogy, there are core features, which are described in Vogel
and Garcia (2017, p.10) as follows:

1. Stance: A belief that students’ diverse linguistic practices are valuable
resources to be built upon and leveraged in their education.

2. Design: A strategic plan that integrates students’ in-school and out-of-school
or community language practices. The design of instructional units, lesson
plans, and assessment are informed and driven by students’ language
practices and ways of knowing, and also ensure that students have enough
exposure to, and practice with, the language features that are required for
different academic tasks.

3. Shifts: An ability to make moment-by-moment changes to an instructional

plan based on student feedback.

Thus, tlang as a pedagogy can cover both a planned classroom approach and a flexible
approach depending on the research context. For instance, Cenoz and Gorter (2017a,
p. 904) distinguished between tlang inside the school as “pedagogical” and outside of
school as “spontaneous”. They added to the original definition of pedagogic tlang in
that it is not only a planned alternation of languages for input and output but also

expands to "include other pedagogical strategies that go across languages" (Cenoz
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and Gorter 2017a, p. 904). Conversely, their definition of spontaneous tlang is closer
to the spectrum of fluid tlang, as it is considered

the universal form of translanguaging because it can take place inside
and outside the classroom. It refers to the reality of bi/multilingual usage
in naturally occurring contexts (Cenoz and Gorter, 2017a, p. 904).

In different educational settings, tlang can be beneficial to learners and teachers. For
example, Canagarajah (2011a) argued that tlang is a valuable pedagogy that can
effectively support bilingual students' essay writing in both a planned and a flexible
way, concluding that such practices should derive from students' knowledge and

practices, from which teachers can benefit.

The evolution of tlang as pedagogy is linked to some significant projects in different
educational contexts, creating explicit teacher-directed pedagogical practices. In the
US, for example, there was the work of the CUNY-New York State Initiative on
Emergent Bilinguals (CUNY-NYSIEB), which started in 2011 and continued until 2019.
In particular, the guide created by Celic and Seltzer (2011) was employed to improve
the education of emergent bilingual students across New York State. Similarly, Garcia
et al. (2017) developed a tlang pedagogy handbook that included curriculum planning
for teachers to develop bilingual learners' language proficiency. They identified the
following four purposes of the strategic use of tlang as a pedagogy in education:

1.Supporting students as they engage with and comprehend complex content
and texts.

2.Providing opportunities for students to develop linguistic practices for
academic contexts.

3. Making space for students' bilingualism and ways of knowing.

4. Supporting students' bilingual identities and societal development
(Garcia et al. 2017, p. 29).

During the same period, a large project in the UK titled Roma translanguaging enquiry
learning space (ROMtels; Newcastle University, 2014) was conducted from 2014 to
2017 and led by Smith et al. (2017). This project was conducted across four countries:
the UK, France, Finland, and Romania. The project aimed to improve the education of
the minority language-speaking children of Eastern European Roma heritage. The
project utilised tlang as a pedagogy through a unique use of technology to support
multilingual enquiry-based learning for groups of children. The software they designed
helps teachers to customise what children see and hear so that children can access

the same information in multiple languages. Additionally, learners were encouraged to
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translanguage by using their home language(s) as a combination of Romani and their
Eastern European language (for example: East Slovak Romani and Slovak; Czech
Vlax and Slovak; Ursari and Romanian), and English. The ROMtels project not only
produced extensive pedagogic guidance handbooks for teachers, educators and
schools but also provided technology resources that can be implemented in the tlang
classroom alongside key publications such as those by Smith and Robertson (2020)
and Smith et al. (2020).

The work of Leung and Valdes (2019) reflects on language teaching and assessment
within the two perspectives of tlang as either distinct and separate semiotic entities or
the notion of languages as bundles of temporal lexical and syntactic features to
express meaning; largely reflective of the fixed and fluid notions of tlang as previously
discussed. Viewing tlang through a lens of languages as separate entities, they first
confirm that the term tlang is rarely present in the literature of English language
teaching, and hence build on Lewis, Jones and Baker's (2012) view that the two
languages can be directed to perform in a specific way to maximise cognitive
processing and facilitate learning. Leung and Valdes (2019) add that although it's
viewed that the knowledge and skills of bi/multilingual individuals in their languages
are separately constituted, their activation of their multilingual repertoires facilitates

learning.

Secondly, viewing tlang as bundles of temporal features, Leung and Valdes (2019)
clarify that what counts in learning is that students share a common linguistic repertoire
that encompasses shared features that they all understand and use to express
themselves. They provide an interpretation of this fluid notion of tlang in that speakers
have an intra-individual space to use language resources freely and creatively when
choosing and combining their language resources. This interpretation supports Li’s

(2011) notion of tlang space in communication generally (further discussed in 2.7.3).

In the context of teaching and learning languages, Leung, and Valdes (2019) assert
that it is not yet clear how this creative capacity can be harnessed and to what extent.
In their pedagogical view of tlang, Leung and Valdes (2019), emphasise the important
role of context — interactional, local, societal and/or global for suggesting new
possibilities and outcomes for the teaching and learning of additional languages. In the
next section, | continue the discussion of tlang pedagogy in contexts of teaching and

learning languages.
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2.4.1 The case of Language Learning Classrooms

Initially, tlang pedagogy was mainly used in relation to the education of minority
language-speaking communities. Nevertheless, tlang has recently gained ground in
bilingual education programmes and in more traditional L2 or foreign language
programmes. A recent systematic review of pedagogic tlang conducted from 2011 to
2021 by Prilutskaya (2021) showed that tlang research was first introduced in ESL and
EFL classrooms in 2015 and reached its peak in 2019 and 2020.

Despite the much monolingual instruction and strict language separation practices in
language learning classrooms, the use of tlang can enable students to learn and make
meaning through critical and creative moments of tlang (Garcia and Li, 2014).

Garcia and Li (2014, p.121) summarise seven different strategies to implement tlang
in classrooms to learn both content and language as they clarified that when
pedagogical tlang is applied, the following teaching goals can be achieved in the
classroom:

1. To differentiate among students’ levels and adapt instruction to
different types of students in multilingual classrooms; for example,

those who are bilingual, those who are monolingual and those who

are emergent bilinguals.

2. To build background knowledge so that students can make meaning of
the content being taught and of the ways of languaging in the lesson.

3. To deepen understandings and sociopolitical engagement, develop and
extend new knowledge, and develop critical thinking and critical
consciousness.

4. For cross-linguistic metalinguistic awareness so as to strengthen the
students’ ability to meet the communicative exigencies of the
socioeducational situation.

5. For cross-linguistic flexibility so as to use language practices competently.
6. For identity investment and positionality, that is, to engage learners.

7. To interrogate linguistic inequality and disrupt linguistic hierarchies and
social structures.

Vogel and Garcia (2017) stated that in the US, for example, tlang has been accepted
and practised by educators in ESL programmes and in mainstream English
classrooms. The role of tlang pedagogy in these classrooms is to provide the
scaffolding usually needed for emergent bilinguals (Garcia, Johnson and Seltzer,
2017). Similarly, tlang has increasingly been accepted as promising in more traditional
approaches to the study of additional languages, including foreign language education
(Adinolfi and Astruc, 2017; Turnbull, 2018) and Content and Language Integrated
Learning (Lin and He, 2017).
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Furthermore, Liu and Fang (2022) argued in their paper exploring stakeholders'
attitudes towards the implementation of tlang in the foreign language classroom setting
that it is important for institutions and teachers to rethink monolingual teaching
practices. They called for several pedagogical implications that resist the influence of
monolingual policies in learning institutions. One of these is the importance of re-
evaluation of pedagogical practices based on the actual students' needs in consultation
with their teachers at the beginning of a language teaching course.

Further, evidence on how tlang stimulated metalinguistics was provided by Vaish and
Subhan (2015) and Vaish (2018), who conducted studies on Grade 2 reading classes
in a mainstream school in Singapore. They aimed to analyse teachers' pedagogical
strategies and individual students' responses when scaffolding Malay in teaching and
learning English. They found that the broad goal of tlang in teacher talk was to mediate
academic content, aid comprehension, and translate vocabulary. Interestingly, using
Malay changed interactional patterns by closing the gap in talk time between teacher
and students and changing how students attempted to answer questions.

Moreover, Jimenez et al. (2015) attempted to determine how emergent bilinguals used
translation to understand language and bilingualism conceptually. In their study, they
formulated an instructional approach (TRANSLATE: Teaching Reading and New
Strategic Language Approaches to English learners), which ultimately focused on
using translation to improve English language learners’ reading comprehension.
Reflecting on the students' literature curriculum, they were asked to work
collaboratively by using different strategies to translate from English into Spanish. The
analysis of students' statements, decision-making and interactions showed that
students' conceptual understanding of a language is highly connected to their learning.
This study highlighted one aspect of tlang pedagogy: the use of translation in guided
reading sessions. The findings revealed how students drew on their two languages to
make lexicon, syntax, and semantic explanations about the text they had read.

Tlang as a pedagogy in higher education has also attracted educators' attention, but
there are fewer studies in the literature on this than on its use with children. Research
on tlang as a pedagogy in secondary and further/higher education levels only started
in 2011, with the main work being that of Mazak and Carroll (2016) and Mazak (2017).
The edited book of Mazak and Carroll (2016) introduced how tlang is practiced in
higher education settings in different countries around the world, reflecting that tlang is
practiced differently according to educators’ and researchers’ understandings. Within

the different evidence from applying tlang in different contexts, Mazak and Carroll
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(2016) argue that the application of tlang in higher education contexts remains
contested, misunderstood, and under-researched.

Other studies of tlang in higher education include those conducted by Makalela (2015);
Mazak and Herbas-Donoso (2015); Carroll and Sambolin Morales (2016); Anderson
(2017); Rivera and Mazak (2017); Caruso (2018). Makalela (2015) for example, used
a mixed method approach to investigate the intervention of experimental
methodologies of tlang between students’ African languages when learning Sepedi as
an additional language. The study takes place in the Division of Languages, Literacies
and Literatures in a South African higher education institution. The results showed
positive effects of using multilingual resources in the classroom by reinforcing plural
identities, bridging linguistic and cultural boundaries, and increasing reasoning power.
Makalela (2015) also showed that the tlang group outperformed the monolingual
control group in both vocabulary development and oral reading proficiency
achievement tests. This study added further evidence to the literature on tlang in higher
education classrooms and languages other than English and Spanish (often
considered in the US context), confirming that multilingual learners use all discursive
resources at their disposal, giving them the ability to perform well academically.
Another perspective of Makalela's (2015) study is measuring the effect of tlang on
learning outcomes. Through a mixed method approach, it was documented that tlang
techniques used in the experimental class afforded the participants affective and social
advantages and a deep understanding of the content. Similarly, the case study of
Caruso (2018) aimed to analyse learners' tlang in a Language and Communication
Policies course at the University of Algarve in Portugal. Students were allowed to use
their various linguistic repertoires to achieve a collective comprehension of the content,
which, in most cases, was in English. The findings indicated that most students
favoured using several languages in the classroom, as it facilitated their
communication and understanding. Furthermore, the study found that tlang practices
enabled participants to engage in metalinguistic discussions, facilitated the co-
construction of knowledge, ensured equity among participants, and facilitated

inclusion.

Collaborative learning was an important aspect in Carroll and Sambolin Morales’s
(2016) study as they implemented a tlang approach to teach a novel through literature
circles in an ESL classroom context. Not only was this study applied to higher

education students, but also it implemented an ethnographic approach by using
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classroom observations and focus groups over one month. The findings showed how
the tlang approach of using literature circles as a strategy promoted collaborative
learning through English and Spanish. The researchers' tlang approach focused on
three main aspects of the Abraham Rodriguez Jr's novel The Boy Without a Flag using
a culturally relevant text, implementing literature circles to facilitate the collaboration of
small-group discussions, and allowing students to submit written reflections in English,
Spanish or both. Carroll and Sambolin Morales (2016) argued that allowing tlang
practices can provide the instructor with better insights into students' reading
comprehension, accomplished through class conversations and writing, and serve as
a cognitive tool that allows them to scaffold collaboratively. The significance of this
study is in using literature circles as a tool for collaborative scaffolding. However, the
text selected was not part of the students' curriculum and was chosen to serve the
study's goal. There is still a gap in research that reflects the actual curriculum and finds
ways to create a tlang pedagogy.

Although tlang in language learning classrooms has attracted the attention of many

scholars, it has also created considerable disagreement in the field which | review next.

2.4.2 Arguments against tlang in education

The shift towards tlang has witnessed arguments about its limitation in the literature
due to different interpretations. For example, in line with Williams (2002), Lewis et al.
(2012b) stated that there are “boundaries when translanguaging can operate in the
classroom that are... about a child's dual language competence” (p. 644). However,
one could argue that one reason for this concern is because recent research goes
beyond its original pedagogic aim and away from the fixed notion of tlang. New
interpretations of tlang seem to be moving some distance from its original pedagogical
sense but this too is seen by some as problematic (Singleton and Flynn, 2022).
Singleton and Flynn’s (2022) argument could be seen as valid, however, given other
concerns relating to the consequences of tlang. Supporters of tlang argue for its role
when working with issues of minority languages in the context of community language
education, viewing the transformative power of tlang. For example, the work of Garcia
(2009a); Leung (2010); Li (2014a); Creese and Blackledge (2015); Probyn (2015);
Cenoz and Gorter (2017a). However, there are educators who understand the threats
posed by tlang to minority language maintenance and development. Many minority
language activists are worried that the promotion of fluid language practices will

threaten their efforts to maintain minoritised languages (e.g., Cenoz and Gorter
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2017a). Whilst, this may be true, tlang in this sense revaluates the hierarchy of
languages in legitimising different dialects and what is viewed as lower status or
minority languages and therefore giving justice to the recognition and distribution of

minority languages (Smith et al., 2020).

Other recent concerns about the transformative potential of tlang are also based on
political positionings, as seen in the work of Block (2018) and Jaspers (2018). Jaspers
(2018) posited that transformation in tlang depends on sharing convictions with
authorities, as he suggested that authorities still see standard language competence
as crucial and therefore oppose the claims that a more fluid use of home languages is
more effective. This is still a valid argument, as recent research, such as that
conducted by Liu and Fang (2022), highlighted the importance of understanding the
needs of students and the importance of collaboration between teachers and the
institution to meet students' specific needs. This argument fits well with the aim of the
current study, which is allowing tlang in a context where there are institutional policies
that support a more monolingual approach to teaching.

In the context of second or foreign language learning classrooms, it is often the case
that a learner's native language or other languages within their repertoire do not have
a place in the context of learning. Despite such beliefs by audiolingual advocates and
communicative language teaching educators, there have been numerous arguments
by educationalists that encouraged the use of L1 in L2 classrooms, in particular for
theoretical and practical reasons (Cook, 2001; Littlewood and Yu, 2011). Cook (2001)
argued that the belief that teachers should discourage, or even ban, the use of L1 in
the classroom is partly based on the idea that learning the L2 requires separating it
from the L1.

Nevertheless, according to Afitska (2020), despite the benefits of tlang pedagogy, its
implementation in mainstream EFL education remains problematic and challenged by
many limitations. One reason for this is the resistance to multilingual ideologies in
classrooms, especially in EFL contexts, reflecting fixed language conceptualisations of
tlang as opposed to the fluid languaging approach called for by Li and Garcia (2022),
among others (see section 2.3). Despite these concerns, Afitska (2020) argued for
using pedagogical tlang in diverse multilingual mainstream English classrooms, stating
that by doing so, learners can demonstrate their conceptual, subject-specific
knowledge and understanding and engage with and comprehend the content of the

school curriculum better. In addition, tlang allows the maintenance and development
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of learners' target and home languages and permits the balance of social and
educational power of both target and minority languages in the classroom. This last
argument corresponds with that of Li (2014b) regarding the transformative power of

tlang, thus promoting inclusion, recognition, diversity, and cross-national equality.

Having discussed the definition, dimensions, and tensions of tlang as a pedagogy, |
shall now turn to how tlang is distinguished from code-switching and translation in

terms of both tlang as a theory of language in use and tlang as pedagogy.

2.5 Tlang, Codeswitching and Translation

The overlap between codeswitching and tlang is inevitable even though codeswitching
Is purely linguistic in nature, as its focus is the analysis of the speech of bilinguals,
whereas tlang is sociolinguistic, ecological, and situated. Code-switching refers to the
alternation between languages in a specific communicative episode. This alternation
usually occurs at specific points of the communicative episode and, is governed by
grammatical, as well as interactional (conversational sequencing) rules. Garcia
(2009a) differentiated between the two terms in that tlang is:

multiple discursive practices in which bilinguals engage to make sense
of their bilingual worlds, [and] therefore, goes beyond what has been
termed code-switching... although it includes it, as well as other kinds of
bilingual language use and bilingual contact (p. 45).

Cook (2001) described codeswitching as a strategy by which bilinguals use two
languages on an intra-sentential and inter-sentential level. Moreover, shifting between
comprehension and production was the earliest definition given by Williams (1994);
thus, students read in one language and produce a written text in another language.

The most common ideological distinction between tlang and codeswitching is that
codeswitching is associated with language separation, whereas tlang views different
languages as one linguistic repertoire, thus celebrating the flexibility of languaging and
fluidity of multiple language learning. When tlang is applied in the bilingual classroom,
it appreciates the different language practices, thus disregarding the language
separation ideology. In this sense, tlang transcends the socially constructed named
languages, as bilinguals flexibly and fluidly use other languages (Garcia and Li, 2014).
This view of the conceptualisation of tlang has changed over time, however. In the
early work of Garcia (2009a), for example, codeswitching was referred to as a practice

that could be incorporated into tlang, whereas in later works such as those of Garcia
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and Li (2014), Garcia and Reid (2015) and Otheguy,Garcia and Reid (2015), it was
found that the two concepts were epistemologically different.

Creese and Blackledge (2010) argue that codeswitching does not seem to have been
established sufficiently as a practical pedagogical approach, as opposed to tlang which
has originated as a pedogocial practice in the classroom. From the perspective of
viewing languages separately, L1 interference is often referred to as a hindrance to
language learning. Conversely, tlang as a pedagogy approach is not about
codeswitching but rather that all languages are used for learning and teaching as
heteroglossic in nature and interrelated (Garcia, 2009). Tlang is a strategy that
normalises bilingualism without diglossic functional separation (Creese and
Blackledge, 2015).

In terms of the relationship between tlang and translation, a growing body of work on
tlang encouraged rethinking translation and suggested that translation and tlang are
closely intertwined in the meaning-making practices of multilinguals (Cook 2010; Lewis
et al. 2012a; Creese et al. 2018; Baynham and Lee 2019; Sato 2022). As Cook (2010)
argued, translation is more than the equivalence of meaning between words, phrases,
or sentences between two named languages. Hall and Cook (2012) added that
translation is also a

natural and effective means of language learning that develops an
important skill, answers students’ needs and preferences, and protects
students’ linguistic and cultural identity (p. 283).

In this regard, translation appears to touch on the idea of tlang, understanding
language as an embodiment of society and culture.

Translation as a teaching strategy in EFL classrooms is a common yet widely rejected
strategy (Creese and Blackledge, 2010) owing to the prevalence of the communicative
method in language teaching. Although translation is often used as a teaching strategy,
it is rarely associated with tlang as a theoretical and pedagogical concept. Although
translation can occur during tlang activities, Williams (2002) makes the distinction that
translation tends to separate languages, while tlang attempts to utilise and strengthen
both languages.

Lewis et al. (2012) clarified that a teacher may translate from one language to another
in a classroom to facilitate the understanding of content in the stronger language of
pupils when they have different dominant languages. Translation is used in that sense

so that
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the weaker academic language (e.g., English) used for content
transmission is translated into the children’s stronger (e.g., home)
language to ensure understanding and the learning of a concept (Lewis
etal. 2012, p. 659)

While tlang considers the concurrent use of two or more languages, in practice, the
two approaches may often be used simultaneously in the classroom and by learners
(Lewis et al., 2012).

Jones and Lewis (2014a) agreed that in Wales, a combination of translation and tlang
is evident in bilingual classrooms. Their 5-year study investigated different models of
bilingual education in Wales, focusing on the simultaneous use of Welsh and English
within different groups of pupils across primary and secondary schools and various
lessons and subjects. They found that most of the classroom language arrangements
can be identified as what Garcia (2009a, p.311) termed "instances of translanguaging
practices in bilingual classrooms".

In complementary schools in the UK, Creese and Blackledge (2011a) gave an example
of bilingual label quests when translation performs a pedagogic strategy in teaching
vocabulary and keeps the lesson moving forward. One example is when a teacher
gives a term in one language and provides the translation as an explanation in another
language. Another example is when the teacher asks a question in one language and
expects the students to answer in a different language. This is a “common practice
between English and community languages in complementary schools” (Creese and
Blackledge 2011, p. 17).

Similarly, Garcia and Kleifgen (2010) referred to ‘acts of translation’ in the context of
ESL primary classrooms, emphasising their role in meaning-making and fostering
students' English literacy development:

Because of the large number of Latino emergent bilinguals and the large
number of Spanish speakers in the United States, there are English-only
classrooms in which the teacher, with some knowledge of Spanish, can
use a preview-view-review pedagogy that is common in some bilingual
classrooms. Although English is the official language of the lesson, the
teacher gives the gist of the lesson in Spanish, making the message
comprehensible to the emergent bilinguals. Many times, a written
synopsis is given to students in Spanish before the teacher starts to
teach. Other times, the written materials that teachers distribute are
annotated in Spanish or contain translations (Garcia and Kleifgen 2010,
p. 64).
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Baynham and Lee (2019) viewed translation through the lens of tlang, arguing

that “translanguaging can be a way of understanding the moment-to-moment
deployment of the multilingual repertoire in the activity of translating” (p. 34).
Baynham and Lee (2019, p. 40) described the concept of translation and tlang as
mutually embedded as translation-in-tlang and tlang-in-translation:

Yet a translanguaging space emerges from different kinds of mediating
procedures, including translation, transliteration, codeswitching/mixing,
orthographic morphing, and so forth. Translation can therefore be seen
as embedded within a translanguaging space, at the same time as it is
composed of successive translanguaging moments.

In their book, Baynham and Lee (2019) examined the conceptual schemas of
translation and tlang and identified different aspects between the two concepts. One is
the structure of translation, which was described as both the process and the product

starting from a certain source to a certain target. They explained:

Texts do not travel from one delineated site to another (there-to-here) in
tlang as they do in translation; rather, texts emerge from within the
intermingling of languages, language varieties, and other semiotic
modalities (Baynham and Lee 2019, p. 36).

Considering the above discussion, the view of tlang in this research is embedded
through translation, and translation is used to encourage tlang, as | will explain further
in my method of allowing tlang in section 3.4.2. Therefore, the current research views
translation and tlang more generally, following Baynham and Lee (2019), in that it is
the creative use of multilingual repertoires and not a mere relation between texts.

In the next section, | turn to review the sociocultural theory to position the

understanding of tlang as a pedagogy within a learning theory.

2.6 A Sociocultural Perspective of Learning

Initially developed from the writings of the Russian psychologist Vygotsky and his
colleagues (1978; 1986), SCT sees human mental functioning as a process mediated
by cultural artefacts, activities, and concepts (Lantolf, 2000). Based on the
sociocultural understanding that language as a semiotic tool is the primary means of
mediation. The importance of interaction in the social context is a key aspect of

humans' cognitive development (Lantolf, Thorne and Poehner, 2015), and therefore,
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the development of human social and mental activity is organised through culturally
constructed artefacts.

A traditional psychologist's understanding seeks to understand how cognitive
processes are developed, which one would argue is very similar to the Piagetian
perspective (Piaget and Duckworth, 1970). A fundamental difference between SCT
and Piagetian theory, however, is that the Piagetian theory of learning diminishes the
influence of the social context in which the individual's learning occurs and focuses
extensively on individual cognitive development, whereas the Vygotskian perspective
is focused on social and cultural structures. Lantolf (2000) further explained that “the
central and distinguishing concept of SCT is that higher forms of human mental activity
are mediated” (p. 80).

The process of mediation occurs within and across social interactions. Therefore, the
main distinction between Piagetian and Vygotskian theory is how they position
language in cognitive development. Piagetian theory posits that cognitive processes
are constructed internally, and language is an external outcome of one's development
of internal cognitive abilities, while Vygotskian theory views language and thought as
dynamic, interdependent processes (Kozulin, 1998).

In SCT, learning is viewed holistically with emphasis on what the learner brings to any
learning situation through the active process of meaning-making and problem-solving.
There are primary theoretical constructs of SCT that are central to SLA and hence also
this study, including mediation, internalisation, the zone of proximal development

(ZPD), collective scaffolding, and exploratory talk, which | will review next.

2.6.1 Mediation, internalisation, and the ZPD

In sociocultural terms, language is a semiotic tool that mediates people's thinking and
learning. When learning the second language is related to SCT, Vygotsky (1978)
contends that the child's developing knowledge of the first language is appropriated as
a tool for self-regulation and thinking. This is recognised as the process of
internalisation of social speech to inner speech. Vygotsky's theory does not neglect the
importance of social interactions and learning with others because collaborative
meaning-making is fundamental to learning.

A key aspect in SCT is that learning is not a consequence of participation in the
interaction only but also occurring through the process of interaction (Lantolf and
Pavlenko, 1995). The construct of learning through SCT is that a learner can succeed

in performing a new task when help is provided from another person in the interaction
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process. This allows them to internalise this task to perform it independently; thus,
social interaction is advocated to mediate learning (Lantolf et al. 2018).

Vygotsky (1981, p. 163) described the process of internalisation as follows:

Any function in the child's cultural development appears twice, or on two
planes. First, it appears on the social plane and then on the psychological
plane. First, it appears between people as an inner psychological
category and then within the child as an intrapsychological category. This
is equally true with regard to voluntary attention, logical memory, the
formation of concepts, and the development of volition.

This definition highlights two critical aspects of Vygotsky's view of learning. Cognitive
processes appear first at the social (intermental) level and are then internalised and
transformed as individual ways of thinking (the intramental level) (Vygotsky, 1978).
Private speech, which is the tool used within the process towards self-regulation,
serves an intramental function (Lantolf, 2000). Inner and private speech functions to
"gain control over our ability to remember, think, attend, plan, evaluate, inhibit and
learn" (Lantolf, 2000, p. 88).

In the L2 context, the role of the L1 has been credited for mediating learning, as
learners utilised their L1 for self-talk as repetitions, affective utterances, pause fillers,
self-directed questions, and references. Since L1 is considered the most potent tool to
mediate one's cognitive and complex thinking, studies such as Donato (1994); Villamil
and De Guerrero (1996); DiCamilla and Anton (2012); Fernandez et al. (2015)
investigated L2 learners' private speech during writing tasks and problem-solving,
reporting that L1 self-talk is present in learners' speech. However, these studies did
not consider learners' perceptions and reflections on their learning, which this current
study does.

Furthermore, a central construct of SCT is how Vygotsky (1978) viewed learning as
what one can do with assistance from another person or artefact. This help can be
direct and explicit, for example, in educational classroom contexts, or indirect and
implicit, such as in everyday communication activities. The relationship between
assistance and self-regulated performance is represented in the concept of the ZPD,

which is Vygotsky's most notable contribution to education and learning. The ZPD is:

the distance between the actual developmental level as determined by
independent problem solving and the level of potential development as
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determined through problem-solving under adult guidance or in
collaboration with more capable peers (Vygotsky, 1978, p. 86).

An essential form of mediation is regulation, a fundamental construct in the ZPD
definition that refers to how one internalises external forms of mediation in completing
a task (Lantolf, Thorne and Poehner, 2015).

Lidz (1991) built on the notion of scaffolding with a scale of 12 components to measure
the mediating instructions based on the concept of scaffolding, the ZPD and the work
of Feuerstein (1991 cited in De Guerrero and Villamil, 2000, p.52) on dynamic
assessment. This scale was used initially to identify and evaluate the mediating
behaviour of adults when actively interacting with a child in a learning experience (see
Appendix A). However, this scale was potentially used to observe any type of mediated
teacher—learner or learner—learner interaction in the language classroom (Guerrero
and Villamil, 2000).

2.6.2 Collective scaffolding

The concept of scaffolding is linked with Vygotskian SCT (1978) to denote the activities
provided by the teacher, or a more competent peer, to support the student when they
are led through the ZPD. However, it is essential to note that the term 'scaffolding’ was
never used in Vygotsky's writing but was introduced by Wood et al. in (1976). Wood et
al. (1976) defined the metaphor of scaffolding as “a process that enables a child or
novice to solve a task or achieve a goal that would be beyond his unassisted efforts”
(p- 90).

The concept of collective scaffolding in the second language classroom was introduced
by Donato (1994, p.53) after that to describe the “dialogically constituted guided
support” that peers provide each other during collaborative activities. Donato's
research is significant since it expanded the notion of scaffolding provided beyond the
adult—child or teacher—student relationships. It proposed that, “L2 learners could
mutually construct a scaffold out of the discursive process of negotiating contexts of
shared understanding” (Donato, 1994, p. 42), thereby challenging the notion that only
a more capable peer can provide scaffolded help. Moreover, Ferndndez et al. (2015)
reconceptualised the concept of scaffolding to include learning in symmetrical groups,
thus differentiating between the concept of asymmetrical teaching and learning with a
teacher or adult explicitly supporting a learner to achieve tasks beyond their ability
when working alone. In their study, children talking together mutually supported each

other's progress in a difficult problem-solving task. They added that the role of
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scaffolding in symmetrical groups is not temporary, as it represents the dynamic and
continuous support provided in the collaborative group.

The role of scaffolding using L1 in tlang classrooms is perceived as an effective method
in tlang as a pedagogy (Walqui, 2006). Language scaffolding is often required to
support early-stage learners of L2. In the EFL classroom scaffolding can take several
forms, such as translating a vocabulary word, linking an idea to a common proverb in
the L1, explaining a text, and checking comprehension. This type of scaffolding has
proven effective for better and deeper understanding; it is known as bilingual
scaffolding. Garcia confirmed that “the core of bilingual pedagogical strategies,
especially for emergent bilinguals in the beginning stages, is scaffolding” (2009a, p.
329).

Furthermore, Garcia and Kleifgen (2010, p. 63) asserted that:

In many classrooms for emergent bilinguals — both in ESL and bilingual
education programs — educators extend Williams' translanguaging
pedagogy in complex ways. For example, many educators encourage
emergent bilinguals to look up resources on the Web in their home
languages, as students go back and forth from Web pages that are in
one language or the other. In these classrooms, emergent bilinguals
make frequent use of dictionaries and glossaries. Likewise, as we saw
before, students frequently conduct discussions in languages other than
English when reading in English. Frequently they write first in the home
language, then translate the writing piece into English ... Educators who
understand the power of tlang encourage emergent bilinguals to use their
home languages to think, reflect, and extend their inner speech (2010, p.
63).

More recently, Jones and Lewis (2014) used the term 'scaffolded translanguaging' to
describe learners’ practices in the classroom. This process refers to when learners are
less competent in the L2 and need support to participate in tlang tasks. Daniel et al.
(2019) described three main themes of scaffolding teachers provide in the classroom
to enact tlang as a norm: first, by reflecting teachers' knowledge base on how to
scaffold for learners; second, by drawing on learners' rich experiences to reveal the
benefits of tlang; and finally, by writing across languages through transliteration*® and
borrowing words from one language to another in writing. They concluded that to make

tlang a norm and develop the rich contingent scaffolding, teachers must "develop and

13 Transliteration is defined in the Cambridge Dictionary as "the act or process of writing words using a
different alphabet". https://dictionary.cambridge.org/dictionary/english/transliteration

42


https://dictionary.cambridge.org/dictionary/english/transliteration

implement designed-in or macro-scaffolding for tlang pedagogies” (Daniel et al. (2019,
p. 12).

2.6.3 Type of talk and the Intermental Development Zone

Neo-Vygotskian studies of classroom interactions, such as those conducted by
(Mercer, 1995; Mercer, 2007; Mercer and Littleton, 2007), identified three main
categorisations of collaborative talk children produce for learning, supporting that
language is the primary cultural tool for co-constructing knowledge and expertise. They
describe several functions of interaction, such as questioning, recapping, and
elaborating, that are critical for learning. Such features of talk represent what is known
as ‘exploratory talk’, first identified by Barnes and Todd (1995) to describe the way of
using reasoning language. The three types of talk that Mercer and Littleton (2007, p.

51) categorised are outlined in the following table:

Type of talk

Characteristics

Discourse features

Disputational talk

disagreement and individualized
decision making

short exchanges
consisting of assertions
and challenges or
counter-assertions (‘Yes,
itis.” ‘No, it's not!’)

Cumulative talk

speakers build positively but
uncritically on what the others
have said. Partners use talk to
construct ‘common knowledge’ by
accumulation

repetitions,
confirmations and
elaborations

Exploratory talk

partners engage critically but
constructively with each other’s
ideas. Statements and
suggestions are offered for joint
consideration. These may be
challenged and counter-
challenged, but challenges are
justified, and alternative
hypotheses are offered. Partners
all actively participate, and
opinions are sought and
considered before decisions are
jointly made

knowledge is made
more publicly
accountable, and
reasoning is more visible
in the talk

Table 2-1 Three types of talk (Mercer and Littleton, 2007, p. 51)
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To teach and to learn effectively, Mercer (1995) recommended that teachers and
learners should use talk and joint activity to establish a shared communicative space.
He develops a new concept termed as “Intermental Development Zone” (IDZ) (2000,
p.141) that is useful for understanding how interpersonal communication can aid
learning and conceptual development. The IDZ is more contextualised in looking at
learner’s progression in an activity where the quality of it depends on knowledge,
competencies, and motivations of both the teacher and learner. Therefore, the IDZ
represents the captured theoretical construct of the role of language and shared action
to create the shared knowledge between learners in a group (Mercer, 2002).
Fernandez et al (2015) add that

unlike the original ZPD, the IDZ is not a characteristic of individual ability
but rather a dialogical phenomenon, created and maintained between
people in interaction. (Fernandez et al., 2015, p. 57)

The understanding of IDZ is crucial with regards to the type of talk described above,
as exploratory, and cumulative talk are linked to better learning opportunities as
opposed to disputational talk (Duarte, 2018; Smith et al., 2020). In other words, the
success of an IDZ depends on the joint and attuned shifting of students towards
knowledge and understanding through dynamic dialogue and negotiation (Mercer and
Littleton, 2007). In so doing, learning becomes a mutual and fluid process where
learners create, negotiate, and exchange knowledge as an alternative to being a
process of passive transmission from teacher to student (Mercer and Littleton, 2007).
An example that supports the type of talk and the IDZ is the work of Duarte (2016) to
examine the extent of students' use of tlang in their interactions and its functions.
Duarte found that tlang was a natural process that played an essential role in students'
learning through collaborative talk as students performed tlang both in their private talk
and class-related talk but primarily in cognitively demanding on-task talk. Students'
tlang functions were characterised with high-quality exploratory talk, leading to more
effective content-matter learning. In terms of tlang in the collaborative group, Duarte
(2018) confirmed that when students are jointly constructing answers during a
task, tlang is used to “recast and correct previous information, negotiate meaning, and
discuss appropriate wording” (p. 162).

When there is an opportunity for the flexible use of students' linguistic repertoire, they
become in control of selecting and controlling the content of the talk, thus contributing
to the high quality of interthinking in the group and within the ZPD. The term

‘interthinking’, coined by Mercer (1995), describes the link between cognitive and social
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functions of group talk and indicates using talk to think collectively and to engage with
others' ideas.

In reviewing the sociocultural constructs of viewing learning in this section, | conclude
that there is still very little empirical evidence that supports the role of IDZ and tlang
together. Nevertheless, as only a few studies have discussed the term since Mercer
introduced it in 2002, the current research supports and builds on Duarte's (2016,
2018) argument that tlang can play a central role in facilitating learning by enhancing
the quality of mutual interactions in the IDZ.

In the next section I turn to introduce the term affordance and how it relates to learning.

2.7 Affordances of Learning

The term 'affordance’ coined by the ecological psychologist James Gibson (1979), is
originally defined as "what it offers the animal, what it provides or furnishes, either for
good or ill" (Gibson, 1979, p. 127) placing affordances in the context of environment.
Blin (2016) denotes that the term affordance is often used to mean “possibilities offered
by technologies” (p.41)

Later applied to education, Van Lier (2000; 2004; 2008a;2008b) highlights the relation
between affordances and learning from an ecological perspective on language
education in that “[w]hile being active in the learning environment the learner detects
properties in the environment that provide opportunities for further action and hence
for learning” (Van Lier, 2008b, p. 598).

Van Lier (2004) further explained that affordances can indicate potential action to
participants in a particular environment. Relying on the possibilities of a given
environment, affordances could be perceived as resources or constraints. Therefore,
‘language use may not be a goal in itself, but rather a relationship between the
participants and the environment in the process of learning” (Van Lier, 2004, p. 53).
This definition is important since it reflects learning as a process when language is
enacted between participants and the environment of language usage.

Kirschner et al. (2004), cited in Blin (2016, p.55-56) positions affordances in education
to denote “the characteristics of an artefact that determine if and how a particular
learning behaviour could possibly be enacted within a given context” (Kirschner et al.,
2004, p. 51). Educational affordances can be defined as “the relationships between
the properties of an educational intervention and the characteristics of the learners that

enable particular kinds of learning by them” (Kirschner et al., 2004, p. 51).
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All the above definitions posit the relation between the context, environment, and
resources within to enact the possibilities of learning. The discussion continues in the
below sections in relation to affordances of collaborative learning and tlang, learning

perceptions, and tlang space as a learning affordance

2.7.1 Affordances of collaborative learning and tlang

According to Gibson’s (1979) original definition of affordance, it is to perceive the world
and to co-perceive oneself. This means that "when we perceive something, we
perceive it as it relates to us" (Van Lier, 2004, p. 91). The aspect of perception in
affordances is critical when framed within collaborative work (further discussed in
2.7.2), since affordances result from how one perceives and interacts with the available
resources according to one's past experiences, level of development, and situational
and motivational factors (Kordt, 2018). However, it is critical to note that such resources
in this context would not be available without the collaborative enactment.
Collaborative dialogue is associated with learning and development, where languaging
(see 2.3.2) is considered the resource (Swain and Watanabe, 2012).

In reviewing literature on tlang and affordances of language learning, it was found that
only a few studies have combined the theory of tlang with the notion of learning
affordances in a collaborative context. Situating the affordances of learning in the
context of L2 learning, Martin-Beltran (2014) revealed the fluid and reciprocal
affordances of language learning during interactions of linguistically diverse peers
when they were drawing upon their expanded linguistic repertoire. Martin-Beltran’s
(2014) study attempted to establish a basis for extending the concepts of SCT with
tlang by showing how linguistically diverse learners interacted and collaborated for
learning. She suggests that considering the collaborative feature of bilingual and
multilingual discourse, collaborative learning through group activities should be
highlighted as an element that facilitates pedagogical tlang.

In the study of Toth and Paulsrud (2017), they drew comparisons between the tlang
affordances in two cases of primary and upper secondary school classrooms finding
that tlang can be an affordance and sometimes a constraint, depending on the context
and pupils’ perceptions. Pupils’ tlang experiences in these two classrooms differed, as
they did not have equal access to linguistic resources, which, as a result, determined
their language use. For example, in lessons where the teacher had equal proficiency
of English and Swedish, the use of Swedish and English was seen as an affordance

by pupils, as they could follow the fluid process of tlang. Conversely, in lessons where
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a teacher did not share languages with students, tlang acted as both an affordance
and a constraint, as per pupils’ perceptions. Toth and Paulsrud (2017) report that pupils
viewed the constrains of tlang based on the idea that when they rely on too much
Swedish, this would hinder their development of English. Moreover, the available
linguistic resources of some more proficient pupils functioned as an affordance for their
peers, as they were translating to support each other’'s comprehension and to facilitate
communication between their teacher and the less proficient pupils.

Walker (2018) explored the affordance of translingual practice for collaborative
learning during an online intercultural exchange of bilingual learners (English/German).
In her study, Walker (2018) found that tlang patterns in the online exchanges facilitated
co-construction of meaning and building of collaborative learner communities. In
addition, the findings emphasised the collaborative agency afforded in learners'
translingual practices which acted as a resource for further action (Van Lier 2004) or
interaction. The study revealed the importance of learners' agency in creating learning
opportunities. In their collaboration, learners made evaluations of the linguistic
resources and affordances for individual and group-specific needs and goals. While
limited to one focus group, the findings of Walker (2018) helped to clarify the
possibilities and constraints of tlang as an expanded affordance for multilingual
language learners.

Students' collaboration was also operationalised in the study conducted by Rajendram
(2021) that reported on her broader study conducted in 2019 examining the
affordances of learners' use of tlang in English-only contexts in Malaysia. The results
from 50 transcripts of various tlang constellations'4 performed during collaborative
learning were reported. The findings of Rajendram’s study suggested that learners
used tlang agentively during every collaborative small group activity despite the
teacher's reminders to use only English. Furthermore, interviews with 31 learners
reported on cognitive, linguistic, social, and cultural affordances of tlang. Although this
study provided essential conclusions of tlang affordances and agency, it was still
limited to learners' oral language use, thus suggesting a need for further investigations
of other language domains such as writing or reading. In view of the findings from the
previous studies, it was necessary in the current study to view affordances as part of
a collaborative enactment to fully understand the potential of tlang affordances in a

collaborative reading context.

14 1n Rajendram's (2021) study, constellations refer to the language features or combination of
language features in learners' repertoires.
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2.7.2 Learners perceptions of tlang as a learning affordance

While there has been a surge in research on tlang as a pedagogy, there remains a gap
in how learners perceive tlang practices in the classroom, especially in university-level
contexts. In this section, | review studies looking at students’ perceptions of tlang in
the classroom.

The importance of examining learner's attitudes of tlang was acknowledged in the
study of Rivera and Mazak (2017) in determining the effectiveness of tlang as a
pedagogy. They analysed language attitudes and opinions of 29 students in a Puerto
Rican university classroom at a public university. In Puerto Rico, Spanish and English
are official languages. However, the focus on education using these languages varies
depending on the age and educational level of students. Nevertheless, students in their
study perceived English as necessary for social and professional mobility, whereas
home language was associated with family and community. It was found that the
difference in language attitudes can cause a divergence in how languages are treated
in the classroom. In general, students mainly reported positive responses to the study
survey with the consensus that the instructor's codeswitching!® was appropriate,
normal, and respectful. An important variable that students reflected on was whether
mixing created confusion; they reported being in favour of tlang as a clarifying tool in
the classroom.

Similarly, the study conducted by Neokleous (2017) in Cyprus on the use of tlang in
monolingual EFL classrooms reported tensions according to students' views. The
findings from 57 interviews across two upper intermediate EFL classes from four
private language schools across Cyprus reported using tlang naturally for a wide
variety of purposes. According to students, they translanguaged to fulfil several
functions such as: asking questions, suggesting, clarifying, requesting, affirming,
encouraging, instructing, favour-asking, apologising, joking, and greeting. They also
reported that using their L1 deepened their understanding, ensured their content
comprehension, and made them feel more confident and self-assured. Nevertheless,
students still reported concerns about the limited opportunities they had to practise
English. Neokleous’s (2017) reports on the importance of raising teachers' awareness
through learners' views in the classroom thus reflecting the role of students as agentive

learners. In the same way, Fang and Liu (2020) reported in their study that students

15 The terms codeswitching, tlang and language mixing were used interchangeably in their study.
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saw tlang as an appropriate practice that boosted their confidence and promoted their
learning of the target language. Such conclusions are considered a starting point for
future research since it would “transcend erroneous beliefs deeply rooted in the EFL
subconscious and would construct favourable learning opportunities” (Neokleous,
2017, p. 336).

In the Saudi EFL context, where the monolingual policy in teaching English still
prevails, research investigating the perceptions of students on tlang is limited to the
paradigm of using L1 in the L2 classroom rather than the fluid notion of tlang. Although
there have been attempts to capture teachers' perceptions, such as the work of Al-
Nofaie (2010); Alshammari (2011); Al-Ahdal (2020); and Almayez (2022), only a few
studies have reflected views of EFL students in the Saudi classroom.

For example, Almohaimeed and Almurshed (2018) captured the perceptions and
attitudes of 60 female Saudi university learners of three different proficiency levels who
used their L1 in the English classroom. The findings from their study indicated a
difference in the views of advanced-level learners and elementary- and intermediate-
level learners. The difference reflected the strong monolingual views, as reported by
Almohaimeed and Almurshed (2018), which revolves around advanced learners being
more competent in the L2, and therefore not retaining the use of L1. Conversely, lower-
and intermediate-level learners relied on their L1 to understand new vocabulary and
complex grammar. These findings regarding lower-level learners were supported by
Alsaawi (2019), who concluded that since students' level of English was not advanced
enough to comprehend their English-based subjects fully, they welcomed the use of
Arabic along with English as senior university-level students in the business school.
Alzabidi and Al-Ahdal’'s (2022) study provided a more in-depth analysis through a
guantitative and qualitative research design investigating 50 learners in the upper-
secondary English courses. Their study viewed the use of the L1 through a tlang lens
and reported that learners still favoured the conventional strategy of English learning
where the use of the first language was less preferred, arguing that the concept and
approach of tlang are still unfamiliar to Saudi English learners. This argument was
supported in the recent study conducted by Algahtani (2022), who asserted that
although there are strong beliefs about the potential of tlang in the Saudi EFL
classroom, there is still concern about its effect on bringing learners' English

proficiency to the desirable standard.
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Although the findings of Alzabidi and Al-Ahdal (2022) conflicted with the claims of
Almohaimeed and Almurshed (2018) and Alsaawi (2019) in that there were differences
between the attitudes of students of different levels, such differences could be
attributed to the difference in the students' age in both studies.

It can be noted that the review of empirical research supporting tlang as a pedagogy
and the affordance of learning is scarce as there is still a gap in the knowledge of first,
introducing the methodology of tlang (Li, 2022) as a stance and a pedagogy in the EFL
context, and second, in capturing the views and perceptions of students through a
learning framework that transcends modest findings based on survey correlations. In

the next section, | draw on the notion of tlang space as an affordance of learning.

2.7.3 Creating a tlang space as a learning affordance

The concept of tlang space was proposed by Li (2011) to describe a space of a socially
constructed context where bilinguals creatively and critically use their entire linguistic
repertoire in strategic communication. Li (2018) posited that a tlang space shares many
aspects with the vision of third space

as a space of extraordinary openness, a place of critical exchange where
the geographical imagination can be expanded to encompass a
multiplicity of perspectives that have heretofore been considered by the
epistemological referees to be incompatible and uncompilable (Soja
1988 cited in Li 2018 pp. 23-24).

Additionally, Flores and Garcia (2013) posit that the use of tlang in education
constructs the idea of third space contributing to students’ development of
dynamic language and cultural practices.

Therefore, this space embraces dynamic and complex multilingual communication and
the interconnectivity of multimodal and multisensory resources (Hue et al. 2017). In
this space, language users appear to be able to maximise their repertoire for meaning
making, as the emphasis is shifted towards the interaction among language users
rather than their repertoires. Moreover, a tlang space,

creates a social space for the multilingual language user by bringing
together different dimensions of their personal history, experience and
environment, their attitude, belief and ideology, their cognitive and
physical capacity into one coordinated and meaningful performance (Li,
2011, p. 1223).

A tlang space embraces two characteristics of multilingualism: criticality and creativity.

According to Li (2018) creativity is defined as
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abilities to push and break boundaries between named language and
between language varieties, and to flout norms of behaviour including
linguistic behaviour (p.23).

Criticality is defined as, "the ability to use evidence to question, problematize,

and articulate views" (Li, 2018, p. 15).

The study of Li and Luo (2017) explored how a small group of emergent bilinguals in a
high school created a tlang space during a reading activity. In their study, they helped
the teachers to create a space for strategic scaffolding for students to progress from
their actual level of development to their proximal level, described earlier by Moll (2013)
as the bilingual ZPD (BZPD). Li and Luo (2017) argued that the linguistic norms of
schooling should reflect the discursive norms of emergent bilinguals where teachers
are prompted to create tlang spaces for educational equity. Although their study
provided substantial pedagogic implications, the major limitation was that neither the
researcher nor the teacher shared the students' L1, which meant that significant
interactions in the space were lost in the data. In addition, their study neither drew on
students’ development and how students used the tlang space to learn, nor captured

students' perceptions of this method.

More recently, a study conducted by Phyak et al. (2022) revealed how teachers created
a tlang space to counter the official English-only monolingual ideology and draw on the
home languages of students at multilingual public schools in Nepal. Teachers play a
transformative role in creating a multilingual classroom space that allows students to
use their language abilities and epistemologies in teaching and learning. The
researchers argued that to develop pedagogical approaches recognising linguistic
identities and learning needs, policymakers must build on teachers' multilingual agency
and critical ideological awareness.

To the best of my knowledge, only a few studies have been conducted in KSA that
could be considered attempts to conceptualise tlang space within collaborative
learning. For example, Albawardi (2018); Albawardi and Jones (2020) found that tlang
created cultural spaces when students communicated through digital social media
platforms. Albawardi (2018) presented implications for understanding the relationship
between creativity and tlang. However, these studied do not relate to EFL contexts
where the goal is to learn English. Perhaps the closest study was conducted by Al-
Ahdal (2020), calling for a translanguagism approach (further reviewed in section

2.10). However, his study explored the views of Saudi emergent Grade 6 EFL learners
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with a focus on speaking, not reading. There is a clear gap in studies that allow and
enable a tlang space for reading, particularly in Saudi EFL classrooms.

Overall, there seems to be evidence indicating the affordances of collaborative learning
with tlang as a pedagogy. However, no attempt has been made to compare the level
of proficiency in L2 and whether students' perceptions and implementations in the
same context would differ. Moreover, since enabling tlang in the EFL context is still
controversial among researchers, it is of great value to investigate the affordances of
tlang as a pedagogy in the English language learning classroom context. This
connection calls for a conceptualisation of a learning theory to reveal the affordances

of tlang when applied as a pedagogy, as | discuss next.

2.8 Combining Tlang and SCT: A Conceptual Framework

The trans-aspect of tlang theory relates to the sociocultural concept of the third space,
as previewed in earlier section 2.7.3. By allowing a space for tlang as described by (Li,
2011), that is a depiction of third space, learners are engaged in a fluid and discursive
languaging practices that correspond with the trans-system, and trans-space of tlang.
Hence, transforming existing cognitive and social structures (Garcia and Li, 2014).

To this end, Martin-Beltran (2014) proposed that when learners are translanguaging,
they are bridging discourses, navigating boundaries, and acquiring new knowledge in
the space of collective development. It is argued that a critical aspect of tlang is that
learning is a process, not an end result (Garcia and Li, 2014). Thus it can be argued
that the construct of tlang space resonates with SCT understandings that learning is
dynamic, interdependent, situated within social interaction, and co-constructed by
individuals. Garcia and Li’s (2014) concept of tlang as co-learning also represents the
fundamental principles of SCT. Tlang as co-learning occurs in classroom environments
with individual and collective learning and meaning making.

The current research applied tlang as a pedagogy, positioning learning within a SCT
framework (Vygotsky, 1978; Lantolf, 2000), and sharing understanding with the
ecological model of learning and development (Van Lier, 2004) in that learning is a
process of cognitive and social activities. According to Van Lier (2008a), an ecological
approach allows learners to develop all their languages equally and hence one could
argue that the tlang approach to teaching and learning is based on an ecological
perspective on multilingualism. This ecological perspective on multilingualism is
“‘essentially about opening up ideological and implementational space in the

environment for as many languages as possible” (Hornberger, 2003, p. 30).
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This current study positions tlang within a conceptual framework that is provided by a
theory of language learning to reveal the full potential of tlang as a practical theory of
language in use and pedagogy. The nature of learning taking place is understood
through the combination of SCT and tlang. Furthermore, the lens of SCT provides an
understanding to how learning occurs. Previous research on SCT and tlang such as
that by Martin-Beltrdn (2014) emphasised the importance of moment-by-moment
analysis of discourse to interpret the learning taking place in the interaction.

Perhaps one of the first and most prominent studies that implemented tlang in
mainstream education within a sociocultural framework is Duarte's (2016, 2018) study,
in which the research was built on the theoretical assumption that participation in social
interaction is key to cognitive development, as she identified functions that were
evident within learners' tlang practices. The findings from Duarte's study are essential
since they explained how tlang is used to create joint knowledge and understanding,
highlighting the ways learners helped each other to learn using several languages. It
appears that Duarte's understanding of tlang is situated in the fluid languaging
approach since she defines tlang as

the dynamic and flexible ways in which multilingual speakers access their
language repertoires to expand their communicative potential (2018, p.
151).

More recently, Smith and Robertson (2020) contended that although tlang has become
a pedagogical approach, it has not yet been investigated extensively with learning
theory. They posited that tlang is a theory of language in use but not a learning theory.
In their conceptual paper, they explored the synergies and tensions between SCT as
a learning theory and tlang as a theory of language in use and as a pedagogical
approach, suggesting a useful integration of the two. By so doing, they adapted tlang
theory to De Guerrero's (2005) schema of inner speech externalisation and presented
a conceptual model integrating Vygotsky's concepts of inner and private speech into
tlang-to-learn practices. Furthermore, their research on multilingual children in schools
(ROMtels; Newcastle University, 2014) provided conceptual tools to understand tlang
as a tool for thinking and learning through reimaging SCT. The review of the related
literature revealed that few previous studies situated tlang within an SCT framework,
and these studies have been reviewed in this chapter (e.g. Guerrero and Villamil, 2000;
Martin-Beltran, 2014; Duarte, 2016; Martin-Beltran et al., 2017; Rajendram, 2019;
Tigert et al., 2019).
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Previous studies have provided some understanding of the potential of learning when
tlang is viewed through the sociocultural framework in providing cognitive, linguistic,
and socio-emotional support. However, more empirical research is needed to reflect
different learning contexts, especially in the EFL classroom in KSA. This current
research is a step towards combining the two theories, as it studied tlang practices of
Saudi learners situated in a unique sociolinguistic landscape of an educational context
that allows tlang, thus responding to the call of Smith and Robertson (2020) for further
work capturing examples of tlang to think and learn in action, both intra- and inter-
mentally assuming the potential for it to "complement or complicate the conceptual
imaginings of sociocultural theory and translanguaging” (p. 215). This current study
examines through the combination of tlang and SCT as a conceptual lens, whether the
allowance of students’ tlang provides opportunities for them to expand their individual
and collective learning. It investigates whether within a tlang space, collaboration is
achieved where learners can draw on their shared knowledge, experiences, and
multilingual repertoires to scaffold each other cognitively, socially, and linguistically.
Furthermore, it is assumed that by allowing tlang, students are empowered in their
collaborative groups to freely share and use their linguistic repertoires as language
experts to expand individual and group learning (Garcia and Li 2014). In accordance
with Martin-Beltran, (2014), it is understood that the process of tlang is both a cognitive
and a social acivity informed by the unique sociocultural contexts in which learners are
situated. In the next section, | move to discuss the research on Arabic speaking

sociocultural contexts specifically.

2.10 Tlang and the Arabic Context

Having reviewed previous research looking at prospects of tlang as a pedagogy and
the affordances of learning in different contexts of multilingual learners, | turn now to
narrow the scope of review to research on Arabic contexts, including Gulf countries
and KSA that have applied tlang in education.

In KSA, Elashhab (2020) advocated for a tlang perspective in her study to enable EFL
teachers and researchers to unravel the complexities and dynamics in the way learners
leverage and orchestrate their diverse resources for learning. Her study was based on
52 Saudi female university students in a medical school and examined how tlang
improved their learning. Data were collected during lessons, observations and
unstructured interviews with students and teachers. This study reflects the fixed notion

of tlang since it explored how Arabic-speaking learners use their L1 as a resource for
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constructing meaning. It provided some insights into whether the level of students'
English affects tlang in the EFL context. Elashhab’s (2020) findings showed that lower
English proficiency learners translanguage for simple tasks, as they mostly resort to
translating what they think in the L1 and transform it into English. Conversely, higher
proficiency level learners translanguage for more complicated linguistic processes and
tasks. Elashhab (2020) makes significant conclusions that inform teachers to create
new models of EFL teaching by continuing to accept students' tlang as a languaging
tactic and to engage students in tlang pedagogies as a learning strategy.

In Kuwait, the study of Akbar and Taqi (2020) found fewer promising results of tlang
when pupils are assessed for language proficiency. Their study investigated the role
of tlang in 34 bilingual college students' language performance and learning in Kuwait.
Their case study implemented an oral and written exercise of pre- and post-use of tlang
followed by a short questionnaire to capture students' perceptions. They reported
improved writing assessment scores, especially in inferencing and explaining complex
ideas. Moreover, slight improvements were reported in English language proficiency
and basic information comprehension. They concluded that tlang in a bilingual
classroom is effective in fully understanding the topic and the information provided, as
it boosts students' confidence and reduces their anxiety; however, it does not help to
improve language proficiency.

A recent study by Steinhagen and Said’s (2021) on undergraduate students in the UAE
identified important themes in students' reflections. Their study provided a space for
students to use all their languaging through a combination of tlang principles while
focusing on learning through the medium of reading for 15 weeks. Students' feedback
was collected through interviews and written reflections. The themes suggested that
the tlang intervention empowered students, as they demonstrated effective processes
to learn dense information quickly. The findings from students’ reflections in
Steinhagen and Said (2021) reported that tlang played an important scaffolding tool
yet, students felt a greater loyalty to Arabic and a renewed sense of identity as
bilinguals. In creating creative classrooms that support multilingual practices, they
conclude that tlang encourages students’ critical thinking, enhanced teaching methods,
and empowered students to take ownership of their learning in the L2 classroom.

It seems that students hold strong views about their Arabic identity, as it was reported
previously by Palfreyman and Al-Bataineh (2018) that students expressed strong views
on keeping Arabic and English separate, especially in contexts outside the classroom,

for reasons related to maintaining an Emirati identity. Their study conducted in the UAE
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explored how students perceived the relations between English and Arabic daily. The
study of Palfreyman and Al-Bataineh (2018) is significant because it recognised the
different variants of Arabic as practices of tlang, making the conclusion that tlang is a

natural act that can be functioned in the university level context.

Few studies in the literature have examined the different dialects through the lens of
tlang. As there has been some research on codeswitching between English, SA, and
CA, where the latter refers to several Arabic dialects spoken routinely; for example,
studies conducted by Al-Enazi (2002) and Albirini (2011). Recent studies have moved
towards pedagogical tlang in the community heritage Arabic language learning context,
such as those conducted by Abourehab and Azaz (2020) and Azaz and Abourehab
(2021).

The work of Oraby and Azaz (2022) is essential and significantly related to the fluid
notion of tlang. In their study, they examined the fluid and dynamic practices that
transcend the boundaries between SA, different dialects within Arabic and English in
content-based instruction in an advanced Arabic literature course. Although the target
language in this study is Arabic, it was reported that the utilization of translingual
practices between SA, English and the different dialects of Arabic among learners and
teachers promoted negotiating complex concepts and facilitated students’
engagement with the literary texts. An important finding conveyed in their study is how
tlang equalized the power relations in the classroom as all students of different
proficiency levels have equally and critically co-constructed and negotiated meaning
in examining the literary texts.

In general, Arabic speakers can separate or mix SA and CA for different social and
pragmatic functions (Holes, 2004). For example, in bilingual codeswitching, CA is often
assigned to religious and culturally specific topics, whereas English is used for more
academic, technical, and business-related topics. However, SA is commonly absent in
bilingual codeswitching, except in literary writing (Albirini, 2016). Conversely, in
bidialectal codeswitching, SA is frequently used for serious, important, and intellectual
functions, whereas CA is used for functions that have less significance to the main
themes of the discourse, such as simplification, explanation, joking and insulting
(Albirini, 2016).

In KSA, one may use Standard Arabic (SA) in school and for religion, but at home,
colloquial Arabic (CA) is used. Thus, diglossia is questioned during the processes of

tlang, as Garcia clarified:
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unlike diglossia, languages are no longer assigned separate territories or
even separate functions, but they may co-exist in the same space.
Another difference is that languages are not placed in a hierarchy
according to whether they have more or less power. In reality,
ethnolinguistic groups do not have strict divisions between their
languages, and there is much overlap... As we have said,
translanguaging characterizes most encounters among bilinguals
(2009a, pp. 78-79).

To allow a fluid notion of tlang in education to include the different varieties of Arabics,
it is assumed that policy makers and monolingual supporters would regard this current
study a threat to the maintenance of Arabic as a diglossic language.

With the identified tensions, | propose a reconsideration of the current situation of
Arabic and the teaching of English in the contexts of KSA, as only recently, Al-Ahdal
(2020) and Hopkyns and Elyas (2022) have highlighted the benefits of utilising a tlang
approach in EFL classrooms and in other subjects in general, thus resisting the
monolingual approach of language learning.

It is anticipated that within the evolution of the Arabic sociolinguistic situation, a trend
in the Arab region may be the development from diglossia to multilingualism due to the
emergent reliance on English in many aspects of communication, such as business,
technology, and science (previously discussed in 1.2.1 and 1.2.2). Within this trend,
KSA is moving towards opening up for business that includes more international
relations and more robust world trade (Alrabah et al., 2016; Algahtani, 2022), and there
is a need to bridge ideological divisions through translingual practice (Hopkyns and
Elyas, 2022) including tlang in education.

The second trend in the Arab region and KSA is the prospect of multilingualism evoked
by the weakening status of SA and its use across the Arab region and is perceived as
a threat (Mahboob and Elyas, 2014). Nevertheless, the shift towards tlang pedagogy
is still in its very early stages in KSA, although there have been some recent calls for
change such as Albawardi, (2018); Alsaawi, (2019); Al-Ahdal, (2020); Al Masaeed,
(2020); Elashhab, (2020); Alzabidi and Al-Ahdal, (2022); and Hopkyns and Elyas,
(2022).

Al-Ahdal (2020) for example called for a new approach in KSA termed
‘translanguagism’, which he defined as a

theoretical framework that takes a new and more relaxed view of two
approaches to second or foreign language teaching that have been
radically discounted: Bilingualism and Multilingualism (p. 15).
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He called for new trajectories to be followed in teaching and learning non-native
languages by enabling learners to deploy their diverse language abilities to make
meaning. Perhaps a slight difference between the notion of tlang (Garcia and Li, 2014)
and translanguagism is that the latter is seen as an approach where the teacher and
learner share one mutual language in the EFL context, in this case, Arabic. Al-Ahdal
(2020) argued that achieving learning through translanguagism in the Saudi EFL
classroom requires:

teaching learners when they need to choose specific language features
with the purpose in sight [and] develop the learners' awareness of the
original metalinguistic paradigm (p. 16).

With that said, in KSA, tlang is a relatively new phenomenon that needs to be further
explored and understood, as most studies have investigated the traditional fixed notion
of using Arabic in English language learning classrooms while few have explored the
fluid notion of tlang pedagogy to reveal the prospects of learning when viewed through
the tlang theory of language in use. Beyond the borders of the EFL classroom tlang is
the norm in everyday conversations in KSA amid much concern of its impact on the
status of the Arabic language. Since tlang is already a phenomenon in the region,
implementing tlang as a pedagogy in the classroom offers more to address such
issues. Furthermore, tlang as a pedagogy offers more opportunities for both students
and teachers to consider monolingual assumptions and constructs that could bring

better learning environments.

2.11 Conclusion

This chapter has presented a review of related literature on tlang and an overview of
the theoretical foundations of tlang and SCT to situate the current research. By
situating my research in the available literature, | argue for the role of SCT as an
appropriate theoretical and conceptual theory to fully understand the potential of tlang
as a pedagogy in the EFL Saudi context. In reviewing empirical studies of tlang, there
seems to remain some gaps that capture how students benefit from the fluidity and
flexibility of using their full linguistic repertoire for learning in the EFL classroom
specifically. In other words, we need to move away from the traditional construct of
using the first language to learn the second or foreign language, towards a
reconstitution of fluid and flexible languaging practices for learning (Li, 2018).

This chapter has also provided an overview of affordances and their relation to

collaborative learning. | argue that learning is dynamic, interdependent, situated within
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social interaction, and co-constructed by students. Although it is evident that there is
considerable consensus on the benefits of tlang in bilingual and multilingual
classrooms, more research is still needed to explore the affordances of tlang and how
it can be utilised as a pedagogy in EFL classrooms. By creating and facilitating a tlang
space, | posit that tlang affordances of learning are reflected in the learning process
during the collaborative work in addition to students' reflections on their learning. In the

next chapter, | present the research design, methodology and method of analysis.
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Chapter 3. Methodology and Analysis

3.1 Introduction

The third chapter of this thesis explicates the research design, methodology, and
method of analysis. Proceeding from the theoretical positioning of SCT and tlang
reviewed in the previous chapter, | elaborate on the philosophical stance of this study
to position my research questions. Subsequently, | provide an overview of the research
design and the rationale for adopting a qualitative case study design. The main body
of this chapter describes in detail the context of the study, data collection process, tools
used for data collection, and method of analysis. Finally, it considers the ethics,

credibility, and transferability in conducting the study.

3.2 Research Methodology

This research utilises a qualitative case study methodology to explore and understand
the meaning individuals and groups ascribe to the social or human problem, drawing
upon traditional qualitative methods to collect data. Creswell (2012) describes
qualitative research as a process involving emerging questions and procedures where
data is usually collected in the settings of the participants and data analysis is built
inductively from specific to more general themes based on the interpretations of the
researcher. Within a qualitative methodology, the current case study is grounded on
the understanding of learning through SCT (Vygotsky, 1978) and tlang as a theory of
language in use and pedagogy (see section 2.3 and 2.4). A qualitative case study is
distinct in its intensive description and analysis of a phenomenon, social unit, or
system, bounded by time or place (Merriam, 1998; Creswell, 2012). A selected case is
a "bounded system" that is investigated in a case study, which is described by Creswell
(2012) as follows:

The case study method explores a real-life, contemporary bounded
system (a case) or multiple bounded systems (cases) over time,
through detailed, in-depth data collection involving multiple sources of
information... and reports a case description and case themes (2012,
p. 97).

Merriam (1998) states that a qualitative case study is an ideal design for understanding
and interpreting educational phenomena. She describes it as follows:

A case study design is employed to gain an in-depth understanding of
the situation and meaning for those involved. The interest is in the
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process rather than outcome, in context rather than a specific variable,
in discovery rather than confirmation. Insights gleaned from case
studies can directly influence policy, practice, and future research
(Merriam, 1998, p. 19).

Notably, a single case represents a group of students in the classroom generating
context-specific knowledge reflected in students' real-life experiences. Cohen, Manion
and Morrison (2018) believe that the case study contributes to generating insights that
can lead to change. Furthermore, a case study allows the researcher to reveal the
complexity of social life considering the theoretical framework by posing different
viewpoints to the research matter.

| chose an exploratory case study (Yin, 2018) methodology after | had selected a group
of students in two classrooms who collectively became the unit of analysis. The
research is therefore positioned well with the criteria of Merriam (1998) and Creswell
(2012), since it sought to gain an in-depth understanding of how EFL university-level
learners use their full linguistic repertoire to translanguage during the process of
reading tasks along with their reflection of learning collaboratively in their tlang groups.
According to Yin (2018), a case study design is implemented when the investigation
asks "why" and "how" questions and where data is drawn from people's experiences
and practices. The aim of this study is to explore the 'how' and 'why' of allowing tlang
in the collaborative reading lessons in the EFL context in Saudi Arabia through a space
for flexible use of the students' linguistic repertoire. In so doing, | address the gap
identified by Li and Garcia (2022) for future research to create tlang spaces where
bilingual learners can use their linguistic and semiotic repertoire freely and flexibly as
a step towards challenging the standard and named language ideologies. In
implementing a case study design, the dynamic process of tlang is captured and
presented in the two cases of group A and group B (further explained in section 3.6.2)
by observing principles and theories across the two cases. It can be argued that the
design of this case study involves an element of action research in terms of being part
of the teaching practices in the collaborative tlang groups. Thomas (2020)
differentiates between the purpose of case studies and action research in that the latter
helps to develop a practice while the earlier understand the details of what is happening
in a practice. Therefore, this exploratory case study is framed to explore and
understand the affordances of tlang when it is allowed in the collaborative reading

groups.
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At this point, it is worth noting that social researchers' choice of a research
methodology is influenced by some philosophical assumptions that they bring to their
work (Denzin and Lincoln, 2011). In the next section, the ontological and

epistemological stances of this research are discussed.

3.2.1 Philosophical stance
The three components for the research design in the field of applied linguistics are
described by Silva and Leki (2004, p. 7) as follows:

first: ontology, what we believe to be constituting social reality, second:
epistemology, the structure of knowledge and third: methodology, the
way(s) in which we acquire knowledge.

Ontology is defined by Blaikie (2007, p. 3) as

the claims or assumptions that a particular approach to social enquiry
makes about the nature of social reality - claims about what exists,
what it looks like, what units make it up and how these units interact
with each other.

The ontology in this research is mirrored in the assumptions of the researcher about

the specific context (participants, society) and elements that form the issue of

investigation (tlang and learning).

Qualitative research is grounded fundamentally on a constructivist philosophical
paradigm in the sense that it is concerned with the sociocultural world at a particular
time and context through experiences and interpretations. Qualitative research intends
to examine a social issue or interaction in a holistic matter and allows the researcher
to understand the world of others (Merriam, 1998; Patton, 2002; Creswell, 2012).
Furthermore, qualitative research emphasises discovery and description with a focus
on the meaning of the experience (Bryman, 2012). As | have noted earlier, this
research is qualitative in nature, as the aim is to elicit a more in-depth and rich
understanding of the case investigated.

Richards (2003, pp. 38-39) defines constructivism as

a view holding firmly to the position that knowledge and truth are created
rather than discovered, and that reality is pluralistic [and that]
constructivists seek to understand not the essence of a real-world but the
richness of a world that is socially determined.

By adopting a social constructivist approach in this study, | believe that reality is

accessible by means of socially constructed meanings (Richards, 2003). In so doing,
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| attempt to capture the different perspectives of participants through their
interpretations of learning through tlang, as well as the significance of social
interactions and the role of culture in creating knowledge. One advantage of such an
approach is that a close collaboration is established between the researcher and
participants by allowing participants to tell their stories (Crabtree and Miller, 1999).
The sociocultural ontological position of this study, which views reality as socially
constructed, thereby assumes an interpretive epistemological stance, wherein the
researcher is able to better understand participants’ actions, in this case, the process
of translanguaging to learn and learners’ understandings and reflections of this
learning process (Robottom and Hart, 1993) with an emphasis on the collaborative
nature of learning and the importance of cultural and social context (Vygotsky, 1978).
Taber (2011) suggests that constructivism may provide a basis for understanding the
nature of what we are studying (ontology) and how we undertake research to make
knowledge claims (epistemology) when we are studying student learning to make
constructivist, and in this case, social constructivist assumptions. The epistemological
assumptions in this research are about constructing knowledge about how people
construct knowledge (i.e., the way students understand, use, and reflect on tlang).
The epistemological stance in this research is an interpretive one, as | have
interpreted and described a social phenomenon as it is (i.e., tlang in the Saudi EFL
university context). In so doing, | have been able to gain insight into the participants’
complex behaviours. Various instruments, including group observations, interviews,
and written artefacts and reflections, are used through triangulation of data collection

(Creswell, 2014) in this study, and these will be detailed in section 3.4.

3.2.2 Research questions

The aim of this exploratory case study research is to explore and explain the
affordances of tlang as a tool for learning when allowed and facilitated in the
collaborative reading tasks. Two embedded cases of a group of students in two
different classrooms are used, one in level A (Beginner English proficiency level®) and
the other in level B (Intermediate English proficiency level).

The research questions have been formulated to explore and better understand the

affordances of tlang when students actively draw on their full linguistic repertoire to

16 |n this context, all students are required to sit an English proficiency entry-level exam. Based on
their results in this exam, they are allocated to their classroom level as either A, B or C. This
categorisation is slightly adapted from the Common European Framework of Reference for Languages
(CEFR) standard evaluation.
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make sense of the target language (English) and to obtain an in-depth view of when
the affordances of tlang are captured during the classroom observations together with
students' reflections. Moreover, by examining, describing, and comparing the themes
that arise within each case of level A and level B groups, this study aims to answer the
following research questions:

RQ 1. How can allowing tlang in the EFL university-level classroom in KSA support
learning?

RQ 1.1 What are the tlang affordances of learning that students demonstrate during
the collaborative reading tasks?

RQ 1.2 How do students describe and reflect on the tlang affordances of learning in
the collaborative reading tasks?

RQ 1.31Is there a difference between level A and level B use and reflection

of tlang during and after the collaborative reading tasks?

3.2.3 Information needed to conduct the study

As noted by Bloomberg and Volpe (2018), to answer qualitative research questions,
the researcher needs to be specific about the information needed. Generally, areas of
information needed are perceptual, demographic, theoretical, and contextual. The
information needed to answer the research questions was determined by the
conceptual framework (SCT and tlang theory) and is categorised into:

A. Perceptual: this information is students' perceptions of the way they understood
learning and reflected the affordances of tlang through the collaborative learning
task. In this study, perceptual information is obtained from the weekly reflection
sheet completed at the end of the reading task and the DEAL reflection at the
end of classroom observations (see section 3.4.4 and 3.4.5) in addition to
interviews that describe students' experience of tlang in the collaborative
reading task (see section 3.4.6).

B. Demographic: this is information about participants (multilingual profile,
English language proficiency, language use, and dialects spoken). Such
demographic information is needed to help explain and understand students'
perceptions, similarities, and differences. Demographic information was
collected for this study before conducting the task of allowing tlang (see tables
3-1 and 3-2 in section 3.3.2).

C. Theoretical: this information is obtained through the constant review of the

literature on tlang as a pedagogy and the link with SCT in an attempt to assess
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what is already known regarding the researcher's enquiry. Such information
supports the selected methodological approach, analysis, synthesis, and
conclusions.

D. Contextual: this is information on the context where this study takes place and
the situation of English learning and teaching in Saudi Arabia, and the
contextual resources available to students (see details in section 1.2 and 3.3).
Such information describes the culture and environment of the selected setting
and essential details about the institution. Contextual information is central
when conducting a case study that is set in a particular site since elements
within the one environment can influence the behaviour of participants.
Therefore, to understand the learning behaviour of a particular population,

information about that organisation or environment is vital.

3.3 Research Design

3.3.1 Research site

The research was conducted in Riyadh, the capital city of Saudi Arabia, and specifically
at King Saud University (KSU), with participants being students in the Common First
Year!’” (CFY) in KSU. Students who are accepted to study at KSU are required to
complete one year in the CFY before admission to their selected major. There are three
departments in the CFY: the Basic Sciences Department, the Self-development Skills
Department, and the English Language Skills Department (ELSD). As education in
Saudi Arabia is segregated, the current study was based in the Female section of CFY,
and participants were selected from the ELSD classrooms.

The main incentive for selecting this site is that | am a Teacher Assistant in the ELSD
and have over 6 years of teaching experience in this EFL context. Practically, this
facilitated access to classrooms and management departments. As a teacher in this
context, | have noticed that students use Arabic regardless of the strict English only
rule in the classroom. Therefore, by pursuing this study, my aim is to explore whether
allowing tlang in the EFL classroom would improve pedagogy. The second rationale
for selecting this site is the age and level of students, as they are in a transitional stage
from school to university and enrolled in an intensive English language programme as

a requirement for admission to their majors in KSU. Furthermore, the categorisation of

17 The CFY, previously known as the Preparatory Year Programme, is among 25 colleges and
institutes in KSU. https://cfy.ksu.edu.sa/en
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classrooms according to proficiency level — level A, Beginner; level B, Intermediate;

and level C, Advanced — facilitated the choice of groups included in the case study.

3.3.2 Research participants

A total of 12 students aged between 17 and 19 years participated in this study. The
selection of students was based on a purposeful sampling technique. Purposeful
sampling is widely used in qualitative research for identifying and selecting information-
rich cases (Patton, 2002). The selection of the sample involves identifying and
selecting individuals or groups who are exceptionally knowledgeable about the
phenomenon of interest or have experience in it (Creswell and Clark, 2007). The
criterion for selecting the sample was based on the variation of languages known by
the student. The usual class size at the ELSD it between 24 and 27 students; therefore,
| had to develop a strategy to selecting the six students in each classroom. All the
students were given the multilingual profile sheet (see Appendix B.) to identify their
level of multilingualism and language use, as well as their willingness to participate in
the study. This type of sampling is sometimes called judgmental sampling (O'Hagan et
al., 2006). Furthermore, when developing a purposive sample, researchers incorporate
their own knowledge and expertise about a particular group to select a sample that
represents this population. Palinkas et al. (2015) state that purposive samples are
sometimes selected after field investigations in a specific context to ensure that certain
types of people displaying specific attributes are included in the study. Hagan et al.

(2006) outline the different strategies of purposeful sampling:

Some of these strategies (e.g., maximum variation sampling, extreme
case sampling, intensity sampling, and purposeful random sampling)
are used to identify and expand the range of variation or differences,
like the use of quantitative measures to describe the variability or
dispersion of values for a particular variable or variables. In contrast,
other strategies (e.g., homogeneous sampling, typical case sampling,
criterion sampling, and snowball sampling) are used to narrow the
range of variation and focus on similarities. The latter is like the use of
guantitative central tendency measures (e.g., mean, median, and
mode) (O'Hagan et al., 2006, p. 3).

In this case study, my aim was to represent the diversity of students in group A and
group B; therefore, the strategy of maximum variation was used to fully display multiple

perspectives about the two cases (i.e., students who had a rich variety of languages,
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preferably more than only Arabic and English). Six students were selected from the
level A classroom and six students were selected from level B classroom to allow for

comparison between the two groups.

The below tables (tables 3-1 and 3-2) present the multilingual information of the

participants in classrooms A and B. The labels S1 to S6 are used as pseudonyms.

Student | Languages other @ Dialects® | Multilingual | Multilingual exposure
than Arabic of Arabic use at in life
(LOTA) spoken or | spoken home
heard
consistently at
home
S1 English, Southern | Arabic and | Yes, when travelling
Korean and Najdi | Korean
dialects
S2 English,  Turkish, | Najdi Arabic No, only in the English
Japanese exclusively | classroom
S3 English, Turkish Najdi Arabic, No, only in the English
English, classroom
Turkish
S4 Turkish Najdi Arabic No, only in the English
exclusively | classroom
S5 English,  Turkish, | Najdi Arabic and | Yes, at home and with
Spanish English friends
S6 English, Korean Najdi, Arabic No, only in the English
Qasimi exclusively | classroom

Table 3-1 Multilingual information of students in classroom A

18 The different dialects in Saudi Arabia have been described in section 1.2.1
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Student | LOTA spoken or Dialects | Multilingual | Multilingual exposure
heard of Arabic use at in life
consistently at spoken home
home
S1 English, French, | Unknown | Arabic and | Yes, in malls,
Italian,  Russian, English restaurants, etc.
Spanish
S2 English, Turkish Saudi, Arabic Yes, in restaurants,
Egyptian, | exclusively | hotels, airports, etc.
Kuwaiti, (places that require it)
Emirati,
Lebanese
S3 English, Turkish Saudi, Arabic Yes, with my friends
Kuwaiti, exclusively
Egyptian,
Syrian
S4 English, but not | Kuwaiti Arabic, Yes, Portuguese and
consistent English and | Persian outside the
some classroom
Persian
S5 English, Turkish Najdi Arabic Yes, if someone cannot
exclusively | speak Arabic
S6 English, Turkish Najdi, Arabic and | Yes, in restaurants,
Qasimi English cafés, and when
travelling

Table 3-2 Multilingual information of students in classroom B

Regarding data saturation, generally, sample sizes in qualitative research should not
be too small or too large, as this makes it difficult to perform an in-depth case-oriented
analysis. Given the ranges of opinion on the actual number that is an appropriate
sample size in qualitative case study research, the orientation and purpose of the
research are significant to the justification of sample size. Crouch and McKenzie (2006)
argue that small sample sizes (less than 20) increase the qualitative researcher's ability
to get closely involved with participants. They further emphasise that what is crucial to
any sample size is to be clear about the sampling method and justification of employing
it efficiently rather than relying on others' impression of a suitable sample size in
qualitative research (Crouch and McKenzie, 2006). In terms of validity and reliability,
the aim of the sample size in case studies is not to find a portion that demonstrates the
whole but rather looking at that particular selection without any expectation that it
represents the wider population (Thomas, 2011). The sample of a case study is a
selection and choice, and therefore the selection of a total of 12 students in two groups
is what makes the case study important. Nunan and David (1992) posits that the case

study design is particularly suitable for small-scale research, as it validates the
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investigation of single instances or a small population. Furthermore, in this study, all
the participants were selected according to their willingness to participate after the

results of purposive sampling to avoid researcher bias.

3.3.3 Access to the research context

McKay (2006) suggests that anticipating that the research project will involve teachers
and learners in a particular educational institution, making initial contact with key
administrators as soon as possible is essential to obtain permission to work there. As
this research takes place at a university in Saudi Arabia and involves teachers and
learners, certain permissions to gain access to the venue and participants were
obtained. First, ethical approval was obtained from Newcastle University to conduct
the study (see Appendix C). Subsequently, approval for data collection at CFY KSU
was obtained from the Chair of the ELSD and the Vice-Dean for Academic Affairs at
CFY KSU (see Appendix D). Finally, permission was granted to travel to collect data
during the requested data collection period (20" September 2019-22"9 December
2019).

Upon arrival in Riyadh, | met with the Vice-Chair of the ELSD Female department to
facilitate access to classrooms and inform teachers about the study. An email was sent
to all teachers of level A (beginner English proficiency) and B (intermediate English
proficiency) sections informing them about the nature of the study and its prerequisites.
| then selected two classrooms considering the session times of each and to avoid a
conflict between the two observed classrooms during my weekly visits. In each level,
two teachers alternated between teaching (reading and writing) or (speaking and
listening). Consequently, | was in regular contact with four teachers so that the group
observations could take place during the reading lessons. The below table illustrates

the session times of each classroom.

Classroom Number of students Session times

Level A 26 Session 1 (8:25-9:40 am)
Session 2 (9:50-11:05 am)

Level B 25 Session 1 (11:35 am-12:50 pm)

Session 2 (1:15-2:30 pm)

Table 3-3 The two classrooms observed

| introduced myself to both teachers and students and explained the aim of the
research and data collection process. Subsequently, | provided informed consent

forms to participants, including teachers and students (see Appendix E and F), that
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explained the requirements of their participation in the study. McKay (2006) suggests
that participants should be competent in the language used in the informed consent
statement. Therefore, informed consent forms were written in the participants' mother

tongue to ensure their comprehension.

3.3.4 Multilingual researcher's role

My role in this case study was both an insider and an outsider. As an insider, | am first
a member of staff and teacher at the ELSD where | conducted the group observations
(see section 3.4.3) and second a Saudi Arabian citizen and native speaker of Arabic.
From this perspective, | had an innate view of what | was observing and analysing
since the discourse of the classroom setting and the educational system are familiar to
me as a teacher and previously a student. Being a native Arabic speaker and speaking
English as a second language gave me the advantage of linguistic competence. As Li
(2000, p. 439) posits:

it is generally accepted if the linguistic competence of the researcher
is compatible with that of people being studied, data collection should
be smoother and more successful.

Indeed, linguistic competence helped to reveal some of the minute linguistic details,
particularly those of Arabic language varieties. As an insider, | had the advantage of
using most of the textbooks (Q: Skills for Success'®) in teaching, so creating
translanguaged versions of the reading texts was much easier. Additionally, it
facilitated my role as a participant researcher during the tlang tasks with the groups.
Li (2000, p. 445) further acknowledges that

the researcher's identity, linguistic profile, ethnic origin, age, gender,
occupation, and education can significantly affect the research
agenda, yet the most significant and noticeable effect on the
researcher's identity is the relationship that he or she builds up with
the speaker whose language behaviour he or she intends to study.

Regarding this, the relationship that | developed with the students in this study as a
researcher is a unique one. | was able to build a good rapport during the seven weeks
of group observations, which helped students to feel relaxed and express their views

openly in the interviews (see section 3.4.6) by the eighth week.

19 Q: Skills for Success, Second Edition is a six-level paired skills series that helps students to think
critically and succeed academically

https://elt.oup.com/catalogue/items/global/skills/q_skills_for success second edition/q_skills_for suc
cess level 1/9780194818384?cc=gb&selLanguage=en
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Nevertheless, as an outsider, | maintained a non-judgmental stance during the non-
participant observations (see section 3.4.3), interviews (see section 3.4.6), and weekly
and DEAL learning reflections (see section 3.4.4 and 3.4.5). | limited my role during

these data collection processes, mostly being a non-participant observer.

When researching multilingually, Holmes,Reynolds and Ganassin (2022) argue for the
importance of considering issues of working within or across multiple languages
focusing on the political implications of decisions that a researcher makes either
consciously or unconsciously in different aspects during the research. The process of

researching multilingually is defined by Holmes et al. (2013, p. 297) as:

how researchers conceptualise, understand, and make choices about
generating, analysing, interpreting, and reporting data when more than one
language is involved — and the complex negotiated relationships between
research and researched as they engaged with one another in multilingual
sites.

As my research accounts for using more than one language, | had to consider the
process and practices of researching multilingually (Hua, 2016; Holmes, Reynolds and
Ganassin, 2022). | am aware of the complexity of languages in this study and the
opportunities afforded in utilising tlang as a research object and methodological
element. Holmes et al. (2015) provide a framework for researching multilingually
consisting of a three-part process of developing researchers’ competence which |
reflect on. The first process is realisation of what is possible and permissible when
using more than one languaging during the research. This realisation is manifested in
my thesis in first being able to access and understand literature in Arabic; although
resources in Arabic were very limited, it enabled me to understand and translate critical
terms, which was crucial in theorising my study. In addition, by adopting tlang in this
research, | intuitively addressed limitations when students struggled to answer in
English in the interviews and written reflections and chose to either translanguage or
answer in Arabic. Through this process, | established trustworthiness as students felt
comfortable when | informally responded to them in the local dialect of Arabic (CA),

allowing me to elicit accurate responses.

The second aspect is the consideration process of possibilities and particularities of
the research, including the “reflexive, reflective, spatial, and relational aspects of the

research” (Holmes et al., 2015, p. 90). This process represents the possibilities and
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complexities of researching multilingually as the translation of group observation
transcripts, interviews, and written reflections of both weekly and DEAL reflections is
considered part of the analysis process. The relational aspect of researching
multilingually framework encouraged me to reflect on the importance of linguistic
choice to establish identity, construct relationships and negotiate power positions. For
example, through tlang strategies during the group observations and interviews, the
tension was lessened as students perceived me as an insider rather than an outsider,
making them feel more comfortable expressing their views and elaborating flexibly

using all their linguistic repertoire.

The third and last aspect of the researching multilingually framework is the process of
informed and purposeful decision-making about how to approach and conduct the
research. This is outlined in this thesis through the design, plan, and implementation
of research tools and the decision to present them in both English and Arabic (i.e.,
informed consent forms, multilingual profile sheets, semi-structured interview
questions, weekly and DEAL reflection questions, see Appendices E, F, B, K, I and J).
As a native speaker of Arabic, | shared the same native language with the participants
in this study. Therefore, | understood their intended meaning better when they spoke
and wrote in Arabic. For this reason, | have chosen to present and analyse the data as
it is before attempting to translate it. Furthermore, the study ensures credibility by
establishing the tools in students' languages and presenting the collected data in their
languages. Nonetheless, analysing the affordances of tlang for learning is the focus of
this study.

3.3.5 The Pilot Study

A research study, just like theatre performances, needs a dress rehearsal to ensure a
high level of reliability and validity in the anticipated context (Dérnyei, 2007). Although
piloting the research instruments and procedures is essential, Richards (2003)
explains that there is usually no real piloting stage in qualitative research. His argument
distinguishes between qualitative and quantitative research, where the latter requires
testing of the tools (checking the variables in the questionnaire, for example) as
opposed to trialling certain techniques in qualitative research (interviewing, for
example).

Prior to collecting data for the main study, a pilot study with ten students was conducted
in March 2019 by a colleague teaching in the same context of the ELSD CFY. Due to

difficulties in travelling back to Saudi at that time to conduct a pilot study, | arranged
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for my colleague to trial the study's materials. Corresponding to the recommendation
of Yin (2014) in case study research, a pilot test to refine data collection plans was
very important in this study to trial my proposed tlang strategy in the reading classroom.
The purpose of the pilot was twofold: to test the feasibility of the main tlang task
designed to allow students to use their full linguistic repertoire, and to test the efficiency
of students' grouping and the clarity and efficiency of audio recording in the proposed
classroom setting.

| used the online version of the books (Q: Skills for Success Level 5 Reading and
Writing) found on the university's website from which the reading passage, preview
and exercises were extracted and translated to Arabic (see Appendix G — Outline of
pilot tlang exercise and reading preview materials). In the pilot study, | translated the
reading preview of the reading lesson to Arabic following the guide of Celic and Seltzer
(2011) further explained in section 3.4.2. All materials needed to conduct the pilot
study were sent to the teacher via email, and a few phone calls took place to explain
the process and aim of the pilot study. The teacher printed out the materials including
the information and consent forms and followed the instructions of the study guideline
that was also explained to her. The total number of participants in the pilot study was
ten. Five students in one group were allowed to translanguage, and five in the other
group were not. Both groups were audio recorded during the reading activity, and the
teacher collected, scanned, and sent all the written materials to me. The tlang exercise
trial has greatly aided the design and structure of this study because it allowed me to

avoid unanticipated errors in the main study, which | reflect on in section 3.3.7.

The second part of piloting this study was conducted in August 2019 after adding the
reflection factor to the study design. After piloting the task to allow tlang in my context,
| used a pre-existing tool, the DEAL reflection model,?° which has already been tested
for validity and reliability (Ash and Clayton, 2004; Ash, Clayton and Atkinson, 2005;
Ash and Clayton, 2009). This model was adapted and modified to fit the aims of this
research. | also piloted the multilingual student profile sheet (see section 3.4.1) that
was used at the outset and the interview questions (see section 3.4.6). The interview
guestions, multilingual student profile and DEAL reflections were administered to and

revised by four PhD candidates who are native Arabic speakers majoring in Applied

20 Ash and Clayton (2009, p. 28) define critical reflection as "evidence-based examination of the
sources of and gaps in knowledge and practice with the intent to improve on both". The three steps of
the DEAL model are Describe, Examine, and Articulate Learning.
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Linguistics and Education for accuracy, precision, and revision of translations.
Numerous useful recommendations were made and integrated into the new
instruments used in the main study. For instance, based on a recommendation made
for the translation of the word collaborative in Arabic and the difference in the meaning
of the word cooperative, these were changed. Another recommendation was made for
one question in the interview prompts: what strategies did you use to answer the
questions and understand the text? The correction was made to the format of the
guestion related to how understanding the text is achieved before answering the
questions. Therefore, it was changed to: what strategies did you use to understand the
text and answer the questions? Other examples of modifications include but are not
limited to changing the format of questions and the translation in the table of the
bilingual student identification and profile, in addition to changing some questions into

multiple-choice questions.

3.3.6 The strategy of allowing tlang

The strategy of using a collaborative reading task in the pilot study was developed from
the CUNY-NYSIEB Translanguaging in Curriculum and Instruction guide for educators
(Celic and Seltzer, 2011). The guide suggests that multilingual collaborative reading
groups of different sizes and styles can be based on either guided reading with the
help of the teacher or literature circles where students are independent in their reading
and discussions. The benefit of collaborative reading is in encouraging students to
discuss what they have read in their home language, thus also facilitating tlang in
speaking. Celic and Seltzer (2011) further explain that English and home language are
used strategically to support emergent bilinguals and suggest purposeful ways of
incorporating tlang. One such way is to preview in the home language and then read
the text in English, which gives bilinguals an opportunity to build their background
knowledge on the text and create a mental framework to comprehend the text better
and allow students to read in English and discuss in any language. This strategy
represents the genesis of tlang pedagogy that Williams (1994) originally proposed (see
section 2.4). To allow and facilitate tlang in the collaborative reading group of the pilot
study, the preview of the reading text was translated to Arabic. The reading text was
in English followed by vocabulary check and comprehension questions that were also
translated to Arabic. Furthermore, students were reading in English and were allowed
to discuss using their full linguistic repertoire. This approach helps emergent bilinguals

to better negotiate the meaning of the English text by exhibiting a higher level of critical
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thinking skills (Celic and Seltzer, 2011). However, it was found to confuse students on
the idea or aim of tlang, and the difference between translation which was avoided in

the main study.

3.3.7 Results of the pilot study

Two groups from the Intermediate level classroom (level B) were audio recorded during
the collaborative reading task. One group was allowed to translanguage by
incorporating the Arabic preview of the reading text that they discussed freely in either
English or Arabic. The second group followed the usual regulation of the classroom
and were given an English preview and text to read and allowed to discuss it
exclusively in English. Both recordings were clear and audible, and the pilot study
verified the application of the task to allow tlang. The recordings showed many
instances of tlang practices and that students were using both Arabic and English in
their discussions and written answers. Nonetheless, students in the normal group were
less involved in their group discussion of the reading text and no instances of tlang
were recorded since the teachers had to encourage them to talk many times.

The teacher reported, however, that the application and intervention were considered
unusual by students. Therefore, she suggested implementing many repetitions and
trials to familiarise students with the notion and practice of tlang in simply using all their
languages flexibly and fluidly. It was predicted that by doing so, there would be a better
opportunity to capture the natural and fluid languaging in the groups.

Based on my own evaluation of this approach and reflecting on the findings of the pilot
study, | had to consider the following in the main study's data collection:

e The preview and questions were translated to Arabic entirely, suggesting to the
students that tlang is translation. Therefore, | had to think of a better way to
represent the aim of this research and to move away from the fixed notion of
tlang (as reviewed in section 2.3).

e The main study should aim to allow tlang as a methodological stance in a more
fluid and flexible approach to facilitate and create a tlang space (Li, 2011).

e In ESL contexts, Garcia and Kleifgen (2010) refer to ‘acts of translation’
emphasising the role of translation in meaning making in the second language
classroom. This fosters students' English literacy development by allowing them
to use their full linguistic repertoire for meaning making. Accordingly, the reading

tasks in the main data collection were transformed creatively and fluidly into
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(translanguaged versions) using variations of Arabics, SA, CA, and English
(see section 3.4.2).

e To capture students learning through tlang, | had to think of additional tools to
reflect their tlang practices in their groups to support the group observation and
voice recordings of the reading tlang tasks.

e As the concept of tlang is new to students, | had to think of using simpler words
such as mixing between languages in the tools of data collection and allow for

a trail week of introducing tlang before the main study and data collection starts.

3.4 Data Collection Method

The selection of the research design and methods attended to the gaps in previous
research on allowing tlang in the EFL classroom, and the pilot study. Additionally, the
choice of data collection instruments was guided by two theoretical underpinnings,
SCT and tlang theory, viewing reading classrooms as sites of socialisation to engender
affordances of learning through context-specific practices of tlang. In designing the
data collection methods for this study, | considered what Garcia, Johnson and Seltzer
(2017) posit as three principles in tlang theory:

(a) bilinguals use their linguistic repertoires as resources for learning
and as identity markers that point to their innovative ways of knowing,
being, and communicating.

(b) bilinguals learn language through their interactions with others
within their home, social, and cultural environments.

(c) tlang is a fluid language use that is part of bilinguals' sense-making
process (p. Xi).

Therefore, it was central in this study to observe the process of students' tlang
collaboratively in their groups to capture the affordances of learning. Moreover,
learning in this study was viewed as a cultural practice through socialising with different
people to make sense of the world (Vygotsky, 1978).

To allow and facilitate tlang in a classroom where strong rules of using only the target
language prevail, | carefully designed tasks (see section 3.4.2) to allow students to
employ their full linguistic repertoire for learning and to make sense of their multilingual
worlds. The group observations of tlang tasks were the central instruments used to
answer the main research of this study and were supplemented with students’
reflections and interviews to answer the sub-questions. The below table presents the

research questions and instruments used to answer each question.
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Research gquestion

Research method

RQ 1. How can allowing tlang in the
EFL university-level classroom in
Saudi Arabia support learning?

Sociocultural discourse analysis of
tlang affordances that students
demonstrated in their groups and
thematic analysis of how students
described affordances of learning
after enabling translanguaging in
reflections and interviews

RQ 1.1 What are the tlang affordances
of learning that students demonstrate
during the collaborative reading
tasks?

Group observations
recordings)

Artefacts from the reading tasks
(students' answers and summaries)
Weekly group reflections

(audio

RQ 1.2 How do students describe and
reflect on the tlang affordances of
learning in the collaborative reading
task?

DEAL reflections
Interviews

RQ 1.3 Is there a difference between
level A and level B use and reflection
of tlang during and after  the
collaborative reading task?

Group observations (audio
recordings)
Group and DEAL reflections

Interviews

Table 3-4 Research questions and methods used for investigation

In the next section, | explain each instrument of the study summarised in the below

figure in detail, thus reflecting the complex and integrated data collection method. The

total number of each of the tools is also indicated.
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Figure 3-1 Summary of data collected

12 Semi-
structured
interviews
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transcripts)

3.4.1 Multilingual student and teacher profiles
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Reflections

Considering the variables in students’ linguistic backgrounds in the ELSD classroom, |
had to establish a tool at the outset to select the study participants (see section 3.3.2).
| introduced myself to the students and distributed the multilingual student profile
sheets (see Appendix B). The aim of this tool was twofold: to understand the variation

between participants demographically, and to select six participants from level A and



level B groups based on the maximum variation strategy of purposive sampling
(Palinkas et al., 2015). The multilingualism profile of participants was adapted from the
"bilingual student identification profile" in Garcia, Johnson and Seltzer’s (2017, p.170)
study. The questions in this tool seek to understand the variety of languages and
dialects that learners speak, the spaces of each language use, and whether they have
been exposed to English education in other countries. A summary of the selected
participants and their language variety is detailed in section 3.3.2.

In addition, the four teachers involved in this study were given a multilingual teacher
profile sheet (see Appendix H). This tool was used to describe the linguistic and
teaching background of each teacher. The questions aimed to ascertain the languages
that teachers speak and whether they are familiar with Arabic words that students use
in their classrooms since all the teachers involved in this study are non-Arabic
speakers. An essential aim of implementing this tool was to understand the teachers’
views on the monolingual (English only) policy in their classrooms through an open-
ended question. Although this study aimed to examine students' tlang affordances and
their reflections, understanding the teachers' stance on tlang implied the strength of

their teaching practices in classrooms with a strict policy on using only English.

3.4.2 Tlang reading task

In a classroom where an English-only policy prevails, creating a tlang space for
students to use their full linguistic repertoire was accomplished by redesigning the
teaching tools. Garcia, Johnson and Seltzer (2017) explain the practices of a tlang
pedagogy in the classroom, stating that a tlang pedagogy comprises three strands: a
tlang stance, design, and shift. The design in the current study was achieved by
adapting specific classroom practices from the CUNY-NYSIEB guide for educators
(Celic and Seltzer 2011). The method used in this study was developed from two points
in the section, The Multilingual Collaborative Work: Reading Groups and summarised
as:

Preview in home language & then Read the same text in English

1. Preview in the home language: you can have bilingual students
preview the text in their home language. This builds their background
knowledge, or schema, about the text.

2. Read the same text in English: You can then have bilingual students
read the same text in English for the group work. They will now have
a mental framework to comprehend the English text better and will be
better able to participate in discussions about the text.
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Read in English & Discuss in any language

1. Read in English: You can have a literature circle, book club, or
guided reading group read a particular text in English.

2. Discuss: Their discussion about the text can be in English and/or
the home language. Using both languages help the bilingual student
better negotiate the meaning of the English text and express a higher
level of critical thinking skills when talking about the text (Celic and
Seltzer 2011, p. 68).

According to the above points, the researcher builds on students' background through
the preview-view-review strategy (Freeman and Freeman, 2007). The strategy was
originally used to teach complex content-area concepts to bilingual learners where key
concepts are introduced in the students’ first language (preview), then they work with
those concepts in English (view), and finally review concepts in their first language.
Through tlang, this strategy allows flexible languaging practices to build background,
read texts, and introduce new topics. To facilitate tlang in the collaborative reading
groups, students were asked to preview in Arabics to brainstorm, make connections,
and share their previous experience and knowledge of the reading topic. Then, the
reading text was viewed in English. In this view stage, students were allowed to shuttle
between their languaging practices fluidly and flexibly to connect what they had
previewed in Arabic with what they had viewed in English. The last stage described by
Freeman and Freeman (2007) is to review the topic or text in the first language and
back to new language. In adaptation of this last stage, students were involved in many
reviewing activities to facilitate a tlang pedagogy. An example of this is when students
read the text and were asked to write summaries based on their own understanding
and through their full linguistic repertoire as a group, thus creating a space to negotiate
the meaning of the English text collaboratively and exhibiting a higher level of critical
thinking skills when talking about the text through employing their full linguistic
repertoire. The below table presents an outline of reading topics covered across the

seven weeks in both the level A and level B groups.
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Week

Level A

Level B

1 Tlang task (trial)

Task 1 Q: Skills for
Success Level 1
Unit 4 Physiology: What
makes you laugh?
R2 Laugh more and stress

less

Task 1 Q: Skills for Success
Level 2

Unit 4 Sociology: What makes a
competition unfair?

R1 Money and sport

2 Tlang task Task 2 Q: Skills for Task 2 Q: Skills for Success
Success Level 1 Level 2
Unit 5 Psychology: How do Unit 5 Business: What makes a
sports make you feel? family business successful?
R1 A super soccer fan R1 A successful family business
3 Tlang task Task 3 Q: Skills for Task 3 Q: Skills for Success

Success Level 2

Unit 1 Marketing: Why does
something become
popular?

R1 Unusual ideas to make a
buzz

Level 3

Unit 1 Sociology: How do you
make a good first impression?
R1 Small talk: a big deal

4 Not tlang, usual
class setting

Task 4 Q: Skills for
Success Level 2

Unit 2 Psychology: How do
colours affect the way we
feel?

R1 How colours make us

think and feel

Task 4 Q: Skills for Success
Level 3

Unit 2 Nutritional Science: What
makes food taste good?

R1: Knowing your tastes

5 Tlang task

Task 5 Q: Skills for
Success Level 2

Unit 3 Social Psychology:
What does it mean to be
polite?

R1 Being polite from culture
to culture

Task 5 Q: Skills for Success
Level 3

Unit 3 Information Technology:
How has technology affected
our lives?

R1 Cars that think

6 Not tlang, usual
class setting

Task 6 Q: Skills for
Success Level 2

Unit 4 Sociology: What
makes a competition unfair?

R1 Money and sport

Task 6 Q: Skills for Success
Level 3

Unit 4 Marketing: Does
advertising help or harm us?
R1 Food advertising tricks you
should know about

7 Tlang task

Task 7 Q: Skills for
Success Level 2
Unit 5 Business: What

makes a family business
successful?

R1 A successful
business

family

Task 7 Q: Skills for Success
Level 3

Unit 5 Psychology: Why do
people take risks?

R1 Fear factor: success and risk
in extreme sports

Table 3-5 Outline of reading topics across the 7 weeks in group A and group B
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The researcher gained access provided by the ELSD to online versions of the Q: Skills
for Success books?!, where she prepared each lesson for the tlang group complying
with each classroom's place in the curriculum each week. The translanguaged version
of reading material was then printed out and given to the group on the day of the
reading lesson (see Appendix N and O).

The tlang reading task was the central tool since it allowed and engendered all
students' collaborative and multilingual engagement. The aim was for students not
simply to use Arabics and other languages, but to create and facilitate a space for their
creativity and criticality in reconstituting their languaging process for learning.
Therefore, by combining the multilingual collaborative reading methods (Celic and
Seltzer 2011) with the method of preview-view-review (Freeman and Freeman 2007),
| created what | label as ‘translanguaged versions' of the reading lesson (see Appendix
0).

The preview section of each reading lesson was translanguaged to facilitate students'
utilisation of their full linguistic repertoire. Based on the results of the pilot study
indicating that providing a complete translation of the text affected their understanding
of the concept of tlang since it did not facilitate tlang and students assumed that they
were only required to translate words, | resorted to drawing creatively on my own
linguistic repertoire to translanguage each reading preview, thus applying my own
multilingualism as a teacher and previously a student (as introduced in 1.1) to
transform the reading tasks based on my natural languaging practices. Within the ‘fluid
and flexible’ (Garcia, 2011) use of English and Arabic?? | translated from English to
Arabic and shuttled between parts of my linguistic repertoire creatively and
innovatively. For example, | started a statement with Arabic but ended it with English
and used one CA? word in the middle.

The creative aspect of this procedure to transform the English preview is what Li (2018)
refers to as examples of dynamic and creative linguistic practices that involve flexible
use of named languages and language varieties as well as other semiotic resources.
In doing so, students understood the concept of tlang in that it is more than translating
from English to Arabic and vice versa (as in the pilot study). The fluidity and flexibility

in transforming the reading preview to a translanguaged version was then applied to a

2! The reading materials for classroom A were extracted from Q: Skills for Success Reading and
Writing 1 and 2. The reading materials for classroom B were extracted from Q: Skills for Success
Reading and Writing 2 and 3.

22 Arabic and English represent students' own language. Most participants shared the mutual Arabic,
including variations of it. Turkish was also a mutual language, but not with the researcher.

23 CA, colloguial Arabic, refers to several Arabic dialects spoken routinely.
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more structured notion of preview, read and review during the lesson that enabled and
facilitated students' agency as active and creative learners, while embracing and
encouraging their multilingualism. One could argue this strategy a limitation of the
study due to the idiosyncratic nature of transforming the reading tasks; however, as
the findings reveal, the creative and fluid application of my own languaging practices
proved successful towards allowing a tlang space.

Five of the seven weeks of classroom observation (see Appendix P) allowed tlang via
the translanguaged versions of the reading lessons, while two observed a regular
reading lesson in the natural classroom setting. The context of this case study being
in an enclosed setting of the EFL classroom as clarified in section 3.3.1, enforces some
limitations and restrictions to the times permitted for classroom observations. In
(Appendix P), | describe the outline of when classroom observations started and when
it ended as per the reading curriculum, and dates interrupting the flow of data collection
such as revision weeks, midterm, and final exams. For this reason, when planning the
tlang tasks, | had to consider aspects such as the planning of the lesson according to
their pace in the curriculum and be in direct contact with the teacher of the classroom
to prepare for any unanticipated changes in the timetable. With that said, the study is
well positioned with the academic year as it started on the 4th week and ended on the
14th week of Semester 1, only before their final exams in week 15 and the end of the
semester (see Appendix P). The study aimed to allow tlang in the EFL reading
classroom and explore the learning affordances during the process of tlang. Yet, during
my involvement in the first three weeks of allowing tlang, | realised the importance of
observing the normal setting of the classroom and the languaging behaviour of the
same students. Therefore, | decided to observe two weeks of what | label as (non-
tlang) weeks of both level A and B groups to better understand the role of allowing
tlang as a pedagogy and record any comparisons during the observations (see table

3-6 below for an outline of tlang tasks per week).

Throughout the seven weeks of allowing tlang in the reading group, artefacts including
students' answers on the sheet, their reading summaries and any side notes were

collected at the end of each lesson (see figure 3-1).

3.4.3 Group observation
Observations are instruments implemented in research to gather open-ended, first-

hand information through the observation of people and places at a research site
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(Creswell, 2014). Classroom observation can mainly assist in comprehending the
physical, social, and linguistic contexts of language use and in collecting relevant
linguistic and interactional data for data analysis (Duff, 2007). Furthermore,
observations as instruments used as part of a case study are attempts for the observer
to assess the occurrence of certain types of behaviours (Yin, 2018), which in this case
are tlang affordances.

According to Cohen, Manion and Morrison (2018), there are two significant types of
classroom observation: participant observation and non-participant observation.
Another categorisation is structured and non-structured observations (Thomas, 2011).
A non-participant observer is an outsider observer who visits a site and makes notes
without being involved in the activities of the participants. In contrast, a participant
observer engages in the social situation usually as some kind of participant to
understand what is going on (Creswell 2008). As the main aim of this study is to allow
tlang by implementing tlang reading tasks, | positioned myself as a participant observer
and teacher of the tlang group. Nevertheless, | was also a non-participant observer
during the weeks when | attended to observe the same groups in their natural setting
of the reading lesson that was delivered by their English teacher.

Audio recordings were used for participant and non-participant observations to capture
students' tlang during collaborative reading lessons. In this study, cultural and religious
constraints of the Saudi context were considered in the methodological design and
data collection, therefore audio recordings have replaced the use of video recordings.
Since schools and universities are gender segregated (see previous 1.2.3), video
recordings of female participants are very sensitive and mostly rejected in the
education context therefore was not used as a tool for data collection.

Table 3-6 illustrates the type of task and type of observation during the seven weeks

of group observation.
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Week Type of task Type of observation

1 (Trial) Tlang — Introduction in their usual Participant observation and
class setting teacher

2 Tlang task — outside usual class setting Participant observation and
teacher

3 Tlang task — outside usual class setting Participant observation and
teacher

4 Not tlang, usual class setting Non-participant
observation

5 Tlang task — outside usual class setting Participant observation and
teacher

6 Not tlang, usual class setting Non-participant
observation

7 Tlang task — outside usual class setting Participant observation and
teacher

Table 3-6 Outline of implementing tlang tasks per week

During non-participant observations, | did not interfere in teaching the lesson or
correcting the answers of the students but only observed and made some descriptive
notes on what was happening during the lesson taught by their teacher and whether
the group was tlang naturally or adhering to the strict target language only policy in the
classroom. A sample from week 2 observation of level A classroom is provided in
(Appendix M).

In addition, | made similar classroom observation notes during tlang weeks (see table
3-6 above). These descriptive and evaluative comments guided me during the
transcriptions of the group audio recording. With the absence of video recording, |
depended on the observation comments to guide me on aspects such as who is
speaking, what activity they are working on, and the time spent on each activity.
Week 1 in the group observation (see table 3-5 above) represents the initial meeting
with students, introducing myself to the students, and explaining what | would be doing.
The first week, therefore, was considered a trial, and data collected during this week
was not included in the data analysis. The aim in the first week of group observations
was to enable the students and teachers to get used to my presence in the classroom
and to reduce the influence of being recorded on their languaging practices. Before the
start of the observation, | assured both teachers and students that all recordings would
be kept anonymous and secured. All group observations were conducted according to
when the reading lesson was taught each week. For each week, the teacher would
inform me of the day she was planning to teach the reading lesson according to her

weekly teaching plan to prepare the tlang versions of the lessons.
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During weeks 2, 3, 5 and 7, | actively participated in the observation and lesson
teaching of both level A and level B groups; therefore, the audio recording of the group
was very audible, and students were actively participating and tlang freely in a space
where they were allowed to use their full linguistic repertoire freely and creatively and
were not constrained by the English-only policy.

In weeks 4 and 6, | attended both reading lessons as a non-participant observer of the
group. During these two weeks, the students were in their standard reading lessons
adhering to the policies and instructions of that classroom. The main aim of attending
and observing the lessons in these weeks was to identify how the same group was
using their languages in a classroom with a constrained monolingual language policy,
whether they were equally tlang, and whether their participation was equal to that in
the tlang sessions.

This image below is of one of the ELSD classrooms where | conducted the tlang group

observations.

Figure 3-2 Tlang group seating arrangement
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3.4.4 Weekly group reflections

The analytic criteria for designing a tlang classroom and engaging students as active,
creative, and critical multilingual learners include integrating tlang reflections (Garcia
and Kleifgen, 2020). According to Dornyei (2007), the best way to capture the
unobservable mental processes, thoughts or feelings is through the individual himself
by self-eliciting and reflecting. Self-reflection and, in the case of this study, group and
individual reflections are introspective methods (Dérnyei, 2007).

Introspective methods are usually two specific techniques: think-aloud and
retrospective reports/interviews. The main difference between these two types of
introspection lies in the timing: the think-aloud technique is applied in real-time,
concurrently to the examined task/process, whereas the retrospective interview, as the
name suggests, happens after the task/process has been completed (Dornyei 2007,
p. 147).

The application of the weekly and DEAL reflections (see forthcoming 3.4.4 and 3.4.5)
was a way to obtain retrospective feedback on the tlang reading task. Having a
retrospective tool captures the feelings and thoughts by allowing students to
collaboratively reflect each week at the end of the tlang task. In retrospection, students
are verbalising their thoughts about the task or mental operation (being allowed to
translanguage) where relevant information is retrieved from long-term memory;
therefore, the weekly reflection was conducted immediately after the task to allow
validity of retrospection that depends on the time interval between the occurrence of
the thought and verbal report. Dérnyei (2007) summarises a list of recommendations
to improve the quality of the retrospective data, which | considered when applying the
reflection, the most prominent of which are:

Keeping the interval between the task and retrospective interview as short as
possible, time-lapse should not exceed two days and should preferably be less
than 24 hours.

Encouraging the recall of directly retrievable information rather than the
explanation or interpretation.

Retrospective interview should be in the respondent's L1 or in the language they
choose (Ddrnyei 2007, p 150).

Although | did not conduct a retrospective interview, | created what | call a 'learning
reflection sheet' (see Appendix I), which was given to students in each group after the
tlang reading task. The reflection sheet included three questions:

1- Think about what you have learned this week in the reading lesson. Was it useful to

use your language variety? How?
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2- How did your classmates in the group help you learn? Give some examples.
3- In what ways did you succeed or do well in the reading lesson? How do you think

you could improve this next week?

Students spent about five minutes each week and answered these questions
collaboratively. Through this reflection, tlang was allowed by providing a translation of
the questions in Arabic, where they had the choice to answer in any language or form.
The questions in the reflection asked what they have learned every week, how they
have implemented their full linguistic repertoire, how they have worked collaboratively,
and what they expect to improve in the following week. These three questions created
a ZPD for students where they gradually assumed more responsible for the reading
tasks. In their collaborative groups, students supported each other and reflected on
their learning expectations triggering higher-level thinking, and fundamental skills for
learning and succeeding in everyday life (Vygotsky 1978; Mercer 1995).

By consistently presenting the same three questions to the students each week, they
were given the opportunity to turn an aspect of their task into something meaningful
they could use as a learning tool. Seltzer and Garcia (2020, p. 34) posit that

the combination of the authors' writing and writing about their writing
provided models of both translingual text production and critical
metacommentary about language.

In that sense, the weekly learning reflections acted as students' collaborative

metacommentary on the processes of their learning through tlang every week.

3.4.5 DEAL reflections

The second type of reflection was more structured and used to capture the affordances
of tlang at the end of the seven weeks of tlang. A robust reflection framework was used
to gain a deeper understanding of students' views. Welch (1999) clarifies that it is not
enough to tell students to reflect; they need assistance to connect their experiences
with course materials and objectives to their beliefs and assumptions and with
developing their learning.

After reviewing the reflection models that have been produced over the years, the one
described by Rogers (2001, p. 41) is particularly relatable, as he defines reflection as
a process that allows the learner to “integrate the understanding gained into one's
experience in order to allow better choices or actions in the future as well as enhance

one's overall effectiveness”.
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While this is important, to the best of my knowledge, there has not been a model that
associates students' learning reflections with tlang. Perhaps the closest model is the
model of articulated learning described by Ash and Clayton (2004) that is used
extensively in service-learning programmes. However, this model can be applied to
any pedagogy where students are asked to reflect on their learning experiences. This
model of reflection is structured to include three phases aimed to rigorously reflect and
maximise learning and help to refine reflection. The first phase is describing the
experience objectively, the second is analysing it following relevant categories of

learning, and the third is articulating learning outcomes.

Ash and Clayton (2009) further developed their critical reflection in applied learning by
presenting what they term as the DEAL model: Describe, Examine, and Articulate
Learning. This model was explicitly designed to help students make meaning of the
learning experience and examine it when linked to learning goals or objectives, as

shown in the below figure.
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Figure 3-3 Schematic overview of the DEAL Model for Critical Reflection (Source: Ash and
Clayton 2009, p. 41)

Ash and Clayton’s (2009) aim of designing a structure is to determine the desired
learning goals that are associated with learning objectives, starting with description
and explanation, and followed by evaluation and critique, and to relate to summative
and formative reflection assignments. Initially, the model was designed for the context
of service-learning; however, it has been used across a range of traditional and
experiential pedagogies. Fisher and Mittelman (2013) used the DEAL reflection model
in their qualitative study to obtain student feedback on the pedagogical strategies they
used and preferred. The model provided rich qualitative data suggesting that students

preferred applied reading summaries to other strategies.

In the tlang world, this model created a framework for structured and strategic reflection
as a first attempt to link tlang pedagogy with the DEAL reflection model (see Appendix
J). | adapted and developed the questions from the original DEAL model to fit my
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research questions and the aim of the study. The adapted DEAL reflection was piloted
with four PhD candidates who are native speakers of Arabic for accuracy of translation
and comprehension.

Again, all the questions in the reflection were translated into Arabic and presented with
the English versions and students had the choice to answer in their preferred
language?*. All 12 students completed the written DEAL reflection at the end of week
7 of the group observations. Subsequently, all the students were individually
interviewed by week eight, reflecting on their answers in the reflection and making
connections to their tlang processes in their collaborative groups, which are further

explained in the next section.

3.4.6 Interviews

Dornyei (2007) suggests that in most applied linguistics research, semi-structured
interviews are used as a tool to compensate between the two extremes of structured
and unstructured interviews. In this case study, | used a semi-structured interview since
| had an adequate overview of students' views that were collected in the DEAL
reflections. Therefore, | was able to understand the stance of each student by reading
their DEAL reflection before interviewing them. Conducting a semi-structured interview
(see Appendix K) allowed me to follow a guide of questions that | had piloted with four
PhD candidates, native Arabic speakers majoring in Applied Linguistics and Education,
for accuracy and clarity. Although | had to ask all the participants the same questions,
| did not have to follow the same order, wording, or language (Doérnyei, 2007) and |
was also able to supplement the questions with verbal and non-verbal probes to follow
up on their answers (Thomas, 2011).

The primary purpose of conducting the semi-structured interviews was to supplement
students' views in the weekly and DEAL reflections after they completed the tlang
tasks. | planned to interview students immediately after they completed the reflection,
thus not exceeding a time of 48 hours, to allow retrospective feedback (Dérnyei, 2007).
| interviewed all 12 participants in the level A and level B groups to further elaborate
on their reflections regarding tlang affordances. Following the advice provided by
Patton (2002) on formulating interview questions, | started with identity labelling

guestions, then | moved to content questions focusing on experiences, opinions,

24 the tools in this study were presented to students in both their home language and the target
language following the guide of Garcia, O. , Johnson, S.I. and Seltzer, K. (2017) The translanguaging
classroom: Leveraging student bilingualism for learning. Caslon Philadelphia, PA.
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feelings, and knowledge under the two themes: language use spaces, and reflection
of the tlang tasks. Finally, | asked the participants whether they wanted to add anything
more to their answers given in the interview. | asked questions about how they feel
about speaking and using more than one language, whether they usually shuttle
between their languages, and how they used their language variety to answer the
guestions during the reading tasks.

In addition, during the interviews, | reminded the students of what they had written in
the DEAL reflection and asked them to elaborate on some points that were unclear. |
also recapped some of the tlang episodes in their groups and episodes of their
linguistic innovation that were observed during the seven weeks. In so doing, students
were prompted to elaborate and reflect on the role of tlang. The interview questions
were written in both Arabic and English. However, | was flexible in asking the questions
in either language where | modelled tlang during the interviews, allowing the students
to use either language or express themselves freely using their full linguistic repertoire.
Furthermore, by the time the interviews were conducted, | had built a great rapport with
all the participants, which contributed significantly to students feeling comfortable in
speaking during the interviews.

All the interviews were audio recorded with a recording microphone attached to an
iPad that saved the recordings instantly into the encrypted Newcastle University
OneDrive where | stored all the data collection items. After each interview, | promptly
transcribed?® the audio recording and incorporated the notes that | had made during
the interview to ensure credibility of transcriptions. The triangulation of data collected
from weekly reflections, DEAL reflections and interviews created a mosaic of
reflections presenting all the voices of students to ensure the trustworthiness of
students' reflections of tlang affordances. In the next section, | explain the data analysis

processes.

3.5 Data Analysis

3.5.1 Data synthesis, transcription, and translation

Miles, Huberman and Saldafa (2020) classify the process of analysis into three main
activities: data condensation, data display, and conclusion drawing. Data condensation
is “the process of making the data stronger by selecting, focusing, simplifying, and
abstracting the raw data” (Miles, Huberman and Saldana, 2020, p. 31).

25 Interviews were initially transcribed using the website https://transcribe.wreally.com/
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In this study, all data collected was transcribed immediately, implementing several
transcription conventions after each observation to recall all the details in the
observations and interviews (see Appendix L for the list of transcription conventions
used). For the first level of transcription, | used the website transcribe.wreally.com and
labelled each speaker with their pseudonym as S1-S6 and SS as a group or S if
unidentified. Although | used a website for the transcription, | still had to listen to the
audio recordings repeatedly and edit the transcriptions manually. In qualitative studies,
condensation involves writing summaries, coding, developing themes, and making
analytical notes (Miles, Huberman and Saldana (2020). An essential aspect in data
condensation was writing analytic memos while listening many times to the
observations and interviews. Memos are “notes written during the research process
that reflect on the process or that help shape the development of codes and themes”
(Creswell, 2014, p. 387). For this purpose, | utilised the 'memos' function tab in
MAXQDA to record and reflect on the process and development of my analysis.

The second process classified by Miles, Huberman and Saldafia (2020) is data display,
which refers to how data is organised. In this process, | used the MAXQDA?® software,
which shares common features with widely used software such as NVivo and ATLAS
in importing different kinds of data, coding, combining, and annotating documents
(Cohen, Manion and Morrison, 2018). However, MAXQDA is unique in that it is the
only software that reads and accepts a variety of languages, including Arabic. During
the data display process, | listened to the observations and interviews many times to
revise the transcriptions imported into MAXQDA while adding the translation of Arabic
segments and adding more transcription conventions and notes for clarification. In so
doing, | assured intra-rater reliability (see section 3.6).

Finally, the process of drawing and verifying conclusions depended on the display and
analysis in MAXQDA (Miles, Huberman and Saldafia, 2020), which is noting patterns,
explanations, causal flows, and propositions. Throughout the three processes of data
condensation, data display and conclusion drawing, in the first coding cycle, I
summarised segments of data imported to MAXQDA. In the second coding cycle, |
grouped my summaries into a smaller number of categories, themes, or constructs.
Miles, Huberman and Saldafa (2020) state that qualitative data analysis is a

continuous process, as data coding during data condensation may trigger new ideas

26 MAXQDA is a software program designed for computer-assisted qualitative and mixed methods
data, text, and multimedia analysis. https://www.maxgda.com/. In this study, | used MAXQDA Plus
version 2019 and 2020.
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that go in data display and as data is compiled, further data condensation is required.
As a result, preliminary conclusions are drawn, but they can indicate new decisions for
adding more display to test the conclusion.

In the next section, | outline the details of the analytical framework in this study. The
data analysis methods are divided into two sections to answer my research questions.
The first corresponds to the microgenetic analysis of tlang affordances of learning
(section 3.6.2) that students demonstrate during the collaborative reading tasks. The
second is the thematic analysis of students' interviews and reflections of tlang

affordances (section 3.6.3) after completing the collaborative reading tasks.

3.5.2 Microgenetic and Sociocultural Discourse Analysis (SDA) of tlang
episodes
Based on SCT framework of this study, | argue that the use of microgenetic analysis
(Wertsch, 1985) of discourse in second language acquisition research provides an
understanding of how the process of language learning occurs during an interaction
and not simply as a result of it (Swain and Lapkin, 1998; Lantolf, 2000; Swain, 2006).
Vygotsky (1978) explains that a fine-grained moment-to-moment analysis of human
behaviour including talk and interaction is considered the beginning to "grasp the
process (of learning) in flight" (p.68). Furthermore, the analysis draws on sociocultural
discourse analysis (SDA) (Mercer 2004), which emphasises the use of language as a
joint social mode of thinking for constructing knowledge. Hence both SDA and
microgenetic analysis are important analytical tools for this study, which facilitate the
analysis of learning as a social act within sociocultural theory.
The rationale for the use of microgenetic analysis is that it offers a real-time explanatory
account of learning in a particular context. Parnafes and DiSessa (2013) emphasise
that fine-grained qualitative analysis of discourse is most helpful for understanding
learning mechanisms that occur during interactions.
Previous studies support this type of analysis, adopting a sociocultural lens to view
learning, for example the work of Donato (1994); Guerrero and Villamil (2000);
DiCamilla and Anton (2012) previously reviewed in chapter 2. In addition, Martin-
Beltran (2014) used a microgenetic analysis approach to study tlang-to-learn when
examining the mediational tools of language-related episodes (LRESs) of high school
learners' tlang practices. LREs are when learners asked about language or solved

language problems together (see section 2.7.1).
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More recently, studies such as those conducted by Tigert et al. (2019) and Rajendram
(2021) focused on tlang functions in collaborative talk. Supporting that, Smith and
Robertson (2020) argue that a microgenetic analysis of collaborative activity can
capture meaning negotiation, which was first highlighted by Canagarajah (2011b) in
tlang research.

The development of the analysis phases of tlang episodes are therefore informed by
the sociocultural principles previously reviewed in 2.6 and based on the research
guestions that this study aims to answer. After audio recording the lesson, | had to
transcribe it and import it into MAXQDAZ2020 software to identify speakers, refine my
transcription, and add translations where necessary. The initial SDA identified tlang
episodes as units of analysis, where episodes were categorised as either naturally
occurring or prompted by the teacher. The latter occurs when a teacher initiates a
guestion or triggers students' participation. This is important since my analysis focused
on tlang occurring naturally when a space is allowed and facilitated in the collaborative
reading classroom.

Microgenetic analysis is a key analytical tool in this study as it facilitated the extraction
of speech functions such as cumulative and exploratory talk in the tlang episodes

in a way that is coherent with the sociocultural assumptions of learning upon which this
study is founded. The layer of identifying speech functions as either cumulative or
exploratory talk is used to uncover how students are translanguaging as a cognitive
tool to mediate their learning. Other features of discourse (previously discussed in 2.6)
such as collective scaffolding, internalisation, and linguistic mediation within the ZPD
represent another layer of microgenetic analysis in this study.

The analysis was complex due to the long time spent listening to students' recordings,
cross-checking my observation notes, and drawing on the collected artefacts, such as
students' answers, reading summaries, and weekly group reflections. The total number
of tlang episodes in groups A and B was 279. This was supplemented by a total of 84
artefacts and 14 weekly group reflections to capture and reflect the process of students'
tlang and its affordances. Although numeration is not favoured in sociocultural
research, it was an inevitable aspect to interpret the patterns of tlang and make
comparisons between level A and level B groups.

The below figure is a snapshot from MAXDA2020 software describing the initial coding
of the group observations reflecting the type of talk as either cumulative or exploratory

and the five tlang affordances that I discuss next.
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Figure 3-4 Snapshot from MAXQDA2020 software describing the code system of group

observations

The rationale of implementing a SDA is because the focus is less on the organizational
structure of the languages spoken and more on its content, function, and the developed
shared understanding in the social context of the collaborative reading group (Mercer,
2007). For this reason, in categorising tlang episodes as units of analysis, | further
adopted a microgenetic analytic approach to closely examine the moment-by-moment
unravelling of tlang practices. This step in sociocultural research is to identify the
affordances of tlang and how students practiced languaging as a tool to mediate their
learning in the collaborative reading groups. Within the microgenetic analysis of tlang
episodes, | further categorised tlang episodes according to their pedagogic functions
of tlang in peer reading interactions (Tigert et al., 2019). Tigert and her colleagues
identified in their study a coding scheme of five significant tlang functions in peer—peer
dialogue (previously reviewed in 2.8) which | adopt in this study to frame the main
functions of tlang. These predefined categories describe the functions of tlang in
collaborative talk as for 1-clarifying language, 2-negotiating content, 3-checking or
confirming understanding, 4-task management, and 5-building relationships. | further
elaborate on the definition of these categories in section 4.5 from where further
microgentic analysis emanated.

The below figure 3-5 is a snapshot from MAXQDA2020 software exemplifying the
different layers of coding tlang episodes while also utilising the function of adding

memos on the side to guide the analysis process.
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Figure 3-5 Snapshot from MAXQDAZ2020 software exemplifying the coding of tlang episodes

To conclude, microgenetic analysis and SDA of tlang episodes played a fundamental
role to answer the first two questions posed in this research. The next section describes

the second type of analysis used for interviews and reflection tools.

3.5.3 Thematic analysis of DEAL reflections and interviews

The second part of my analysis is the analysis of DEAL reflections and interviews to
answer my question on how students reflect on tlang affordances after they have
completed the seven weeks of tlang in the collaborative reading groups. Therefore, |
utilised a thematic analysis method to give voice (Braun and Clarke, 2006; 2019) to
students’ interviews and reflections. For this purpose, | started with open coding,
coding the data for its major categories of information (Creswell, 2012). This process
of coding involves data aggregating and the meaning-making process, as well as
denoting concepts to strands of data (Corbin and Strauss, 2008).

In my analysis of interviews and reflections, | followed the structure of

First Cycle coding, Second Cycle or Pattern codes and then process of
deriving even more general themes through jottings and analytic
memoing (Miles, Huberman and Saldafa, 2020, p. 78).

In the first phase of thematic analysis, | started by reading the Arabic transcriptions of
the recording and then translating each answer by creating a new document in
MAXQDA that | labelled 'thematic analysis of translated interview'. In this document, |

created 4 main categories and included all the answers from my interviews with the 12
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students in groups A and B. | created four main categories to encompass my interview
guestions, which are: identity labelling, language use spaces, tlang task reflection, and
further information. By categorising all the students’ answers under four main
categories, | was able to examine their answers more closely and search for themes
(Braun and Clarke, 2006; Nowell et al., 2017). By colour highlighting any pertinent
answers, in the first round of descriptive coding, | started with positive or negative
comments on the tlang experience, unusual or surprising answers, recurring views,
views on being multilingual, and views about tlang during the reading task. In this initial
attempt of categorisation, | was able to better understand the answers. This round of
descriptive coding analysis did not answer my research questions but facilitated a
second round of more in-depth analysis. | highlighted key words and expressions
which gradually developed into clear themes that reflected students' descriptions of the
tlang affordances. For example, when one student stated that "vocab increases in my
mind, so | remember more words that enrich my language”, | labelled this quote under
three themes: cognition, vocabulary learning, and languaging connection.

Similarly, | followed the same procedure in analysing the 12 DEAL written reflections.
As most students answered in Arabic, | had to translate their answers as part of the
analysis process. To organise students' answers, | created 12 labels that represent the
original questions included in the reflection to categorise each answer. This allowed
me to see all 12 answers of students for each question. Looking closely at students'
answers, | applied the same steps in coding the interviews. Following the themes of
interviews, two extra themes emerged that represented students' uncertainties about
shuttling between their languages (i.e., tlang) and views on collaborative learning. The

below figure 3-8 illustrates the final themes of students’ reflection of tlang affordances.
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Figure 3-6 Themes of interviews and DEAL reflections

The total number of DEAL reflection segments that were thematically labelled from the
level A and level B groups was 129. The total number of coded quotes from the data
collected from interviews and reflections was 379. At this stage, it was deemed
necessary to create a 'map' to pattern the codes visually and to display how themes
interconnected as a result of my analysis (see web of affordances in section 5.2).

A final step was taken using cross-case analysis that is described by Miles, Huberman
and Saldafa (2020) to deepen understanding and explanation by looking at the
similarities and differences between level A and level B transcripts across interview
and reflection quotes. During this step of recoding the interviews and DEAL reflections,
| tested them for referential adequacy by returning to my raw data. This step was
important before defining the final names of the themes and creating the report.
Throughout this process, | went backwards and forwards between the interview
transcripts and DEAL written reflections and listened to the audio recordings of
interviews many times to corroborate the emergent themes from the interview data with
information from the other sources. This step was essential to my findings and in
answering RQ 1.3.

The result from the analysis represented a holistic view of the two cases of level A and
level B groups (Yin, 2018). The thematic analysis provided an examination and
description of tlang affordances within and across each case, and therefore my findings
are presented according to the thematic categorisation and not through each case. In

the next section, | discuss the ethics, reliability, and validity in this study.
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3.6 Ethics, Credibility and Transferability

Any social research that is concerned with people's lives inevitably involves ethical
issues (Dornyei, 2007). As this study involved students and teachers in a specific
context, | had to consider a set of ethical guidelines. Moreover, conducting the study
at a university, which is described by Bryman (2012) as a closed setting, requires
gaining access to it summarised in the following steps. The first step was to consult
the guidelines provided by Newcastle University and the British Association of Applied
Linguistics. | obtained ethical approval from the School of Education, Communication
and Language Sciences at Newcastle University (see Appendix C). Subsequently, |
obtained a letter from my research supervisors confirming the dates and nature of the
data collection process to present to the Saudi Cultural Attaché and King Saud
University, where | collected data. Access to the research context has been detailed in
section 3.3.3. Approval to conduct the study at the ELSD was granted by the Head of
Academic Affairs at CFY KSU (see Appendix D). Finally, to travel to Saudi Arabia, |
had to apply for an outside study request with details of the facilities and resources
available in the data collection location, which was reviewed and signed by my
supervisors.

The privacy and confidentiality of participants in this study is also considered. Dornyei
(2007) confirms that it is a fundamental principle in research that respondents’ right to
privacy should be respected, where they have the right to remain anonymous and can
refuse to answer questions or withdraw from the study at any time. These principles

were followed, and the following ethical considerations were considered in this study:

e All participating students were given a copy of the study's information sheet and
a consent form that was translated into their native language, Arabic (see
Appendix E).

e Teachers whose classrooms | observed were also given a copy of the
information sheet and consent form (see Appendix F).

e Throughout the study, teachers were anonymised using the code T to guarantee
their confidentiality, and students in groups A and B were labelled as S1-S6
and SS as a group or S if unidentified.

e All data collected, including audio recordings of classrooms, and semi-

structured interviews, were stored in encrypted Newcastle University OneDrive.
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e There were no participant withdrawals in either of the classroom groups, but
participants were assured they could withdraw from the study at any time and

without any negative ramifications.

Furthermore, there are ethical implications that this study has considered when
allowing tlang in the two groups of level A and B. It is important to note that prior to
conducting the research in the EFL classroom of ELSD, my own observation as a
teacher is that students use Arabic in its SA and CA forms spontaneously, regardless
of the teachers’ effort to impose the rule of English only. This is more evident when
students are collaboratively working together in their groups or as pairs. Garcia and Li
(2014) confirm that in second language learning and teaching literature, there has been
abundant empirical evidence that bilingual learners and teachers normally move
between ‘languages’ naturally in the classroom. As an exploratory study, | had to
consider the potential implications of tlang tasks during my research on the participants
and towards the end of their participation in the study, and their return to their regular
English only classrooms. | would argue that by allowing the use of students’ full
linguistic repertoire during the different tasks of the reading lesson, students could
utilise tlang more purposefully and strategically to support their learning in light of the
advantages revealed in the study.

In terms of the teachers, | clarified the aim, process, and requirements at the outset of
this study, so they knew what was expected during the seven weeks of group
observations, and eighth week of interviews and reflections. Teachers in this study also
knew that the results would be shared with them on my return as a teacher to this

context.

Cohen, Manion and Morrison (2018) assert that the aim of achieving reliability and
validity in educational research should be included in the conceptualisation, planning,
methodology, instrumentation, data analysis, discussion, drawing conclusions, and
reporting of findings in the study. However, in qualitative research, reliability and
validity are defined differently since there is less control and structure. Internal validity
depends on what is known as credibility, and external validity is transferability (McKay,
2006). Lincoln and Guba (1985) cited in Cohen, Manion and Morrison (2018 p. 301),
suggest that credibility in naturalistic inquiry can be addressed by:

e Prolonged engagement in the field
e Persistent observation
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¢ Triangulation (of methods, sources, investigators, and theories)
e Peer debriefing
e Member checking (Lincoln and Guba, 1985, p. 301).

In this case study research, the use of multiple data sources is a strategy that also
enhances data credibility (Patton, 2002; Yin, 2018). To verify this, | used multiple data
sources to evidence the allowing of tlang and reflection of students' use of tlang by
combining group observations, individual interviews, weekly and final reflections, along
with samples of students' work. In addition, peer debriefing and member checking of
the interview questions, multilingual student profile, weekly and final learning questions
were performed by four fellow PhD students as previously clarified in 3.3.5.
According to McKay (2006), transferability is concerned with the degree to which the
findings of the qualitative study can be applied to other contexts. Therefore, | provided
a detailed description of the participants and contexts in previous sections (3.3.1 and
3.3.2) so that readers could determine the extent to which findings could be applied to
other contexts. Nevertheless, | would argue that the sample of first-year college
English learners learning English under a strict target language-only policy could be a
close representation of other communities of students learning EFL in Saudi Arabia.
However, the goal of the qualitative enquiry is to understand the specific context being
examined without focusing on the concept of generalisability or what is described in
gualitative research as transferability. Yin (2018) argues that qualitative research can
be generalised analytically by relating the findings to theoretical propositions, which
this study seeks to achieve. Furthermore, to address external validity, | position my
single case study within the frame of tlang and SCT that can be generalised, as Yin
(2018) states, from a particular finding to broader theory.

Finally, for the test of reliability in the data collection phase, | used the case study
protocol, developed a case study database, and maintained a proper chain of
evidence. For example, for each tool, | had the original English form, the translated
copy and the comments given by each reviewer, and the final revised copy of each
tool that was used for data collection. Furthermore, | documented each stage of the
data collection in a single file with all the dates and tasks accomplished weekly. This
documentary evidence addressed the transparency needed to achieve reliability.
Both inter-rater (IRR) and intra-rater reliability were evaluated after finalising the codes
during the data analysis. | created a codebook that defined each code with an example
from the data (Creswell 2014). This codebook was explained to three PhD colleagues

in the field who were given the same sample of data to code with the aim of mitigating
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interpretive bias and achieving consistency of coding. Miles, Huberman and Saldafia
(2020) suggests that IRR of 80% agreement between coders on 95% of the codes is
considered a satisfactory agreement between different coders. A percentage of 57%
agreement was achieved from the first cycle of coding. IRR was evaluated using the
formula described by Miles, Huberman and Saldafia (2020): reliability = number of
agreements / number of agreements + disagreements. The low percentage is due to
the circumstances when the test was conducted during the lockdown of the university
due to the COVID-19 situation in 2020. Consequently, | was not able to explain and
demonstrate the coding of data to the coders in person, and therefore | assumed that
some misinterpretations would occur via email and distant communication. Most
mismatches occurred between the code "independent tlang" and the difference
between "negotiating content” and “clarifying language", which | then responded to
accordingly by updating my codebook description. | also applied an intra-rater reliability
check, where | attempted to recode a sample of my work in August 2020 and compare
it with what I initially did in February—March 2020. The intra-rater reliability percentage
was 76%, which is acceptable. The second attempt to redefine the codes and recode

resulted in a higher percentage of 88% in October 2020.

3.7 Conclusion

In this chapter, | have provided an in-depth description of the method of allowing tlang
in the collaborative groups by adopting a tlang strategy during the reading tasks. The
aim was to create a tlang space where students could use their full linguistic repertoires
freely and flexibly during reading lessons. Therefore, the method and tools
implemented in this case study were carefully selected and justified to not simply allow
the use of Arabics, but to facilitate a space for their creativity and criticality in
reconstituting their languaging practices for learning. This chapter has also presented
an overview of the data analysis together with an account of the ethics, reliability, and
validity of the study.

The presentation of findings is holistic, reflecting the two cases of level A and level B
groups. Accordingly, the microgenetic and thematic analysis provided an examination
and description of tlang affordances within and across each case, and therefore my
findings are presented according to the thematic categorisation and not through each
case. In chapter 4, the findings of the group observations, artefacts and weekly

reflections is presented, and in chapter 5, | present the findings of interviews and DEAL
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reflections. The discussion in chapter 6 amalgamates the findings of tlang affordances
that students showed in their groups with how they describe those affordances from
their perspective to answer my main research question of how allowing tlang in the
EFL classroom supports learning and whether there are differences between the use

and reflection of tlang affordances in level A and level B groups.
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Chapter 4. Tlang Affordances in the Collaborative Reading
Groups

4.1 Introduction

Following the review of the literature and description of the methodology, this chapter
presents the first section of analysis and findings from the group observations,
artefacts, and weekly reflections. The purpose of this case study research was to allow
tlang as a pedagogy during collaborative reading tasks in EFL university-level
classrooms in KSU. It studies two cases in two different proficiency levels to reflect the
process of and reflection on tlang affordances when students are allowed and
facilitated to use their full linguistic repertoire. A series of classroom reading lessons of
both the level A and level B groups were observed when tlang was allowed and when
students were in their regular classroom setting. This study aimed to answer the
following research questions:

RQ 1. How can allowing tlang in the EFL university-level classroom in KSA support
learning?

RQ 1.1 What are the tlang affordances of learning that students demonstrate during
the collaborative reading tasks?

RQ 1.2 How do students describe and reflect on the tlang affordances of learning in
the collaborative reading tasks?

RQ 1.3 Is there a difference between level A and level B use of and reflection on tlang

during and after the collaborative reading tasks?

4.2 Presentation of the Findings

Yin (2018) suggested that the best way to perform the case study analysis is to create
a general analytical strategy that links the case study data with important concepts of
interest, which are then used to guide the direction of the analysis. To answer my
research questions, | implemented a robust strategy of analysis considering the
sociocultural theoretical propositions, as well as the underpinnings of tlang as a
pedagogy and theory of language in use. | used the constant comparative method
(Corbin and Strauss, 2008) to compare the two cases of level A and level B tlang

groups.

To answer my research questions, | present my analysis and findings in two chapters.

This chapter presents the pedagogic functions and affordances of allowing tlang in the
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collaborative reading classrooms (the process of tlang). Chapter 5 presents the
descriptions of the affordances and reflections of students after being allowed to

translanguage in the collaborative reading tasks (the reflection on tlang).

Table 4-1 below presents the aims of Chapters 4 and 5, the type of data analysed, and

the method of analysis.

Chapter Aim Data analysed Method of
analysis
Chapter 4 To present the Group observation  Microgenetic
To answer RQ 1, pedagogic (Transcripts of analysis (Siegler,
RQ 1.1 and RQ functions and audio recordings 2006) and SDA
1.3 affordances of and observation (Mercer, 2007)
tlang during the notes)
process of tlang in
collaborative Written artefacts

reading groups
Weekly learning

reflections
Chapter 5 To present Post semi- Thematic analysis
ToanswerRQ1  students' structured (Braun & Clarke,
RQ 1.2 and RQ descriptions of interviews 2006) and (Nowell
1.3 and reflections on et al. 2017)
tlang affordances = DEAL written
after allowing reflections

tlang in the
collaborative
reading groups
Table 4-1 Aim of Chapters 4 and 5, type of data analysed, and method of analysis

Both chapters draw on the comparison of the level A and level B groups in a holistic
and integrated synthesis that is embedded in each chapter; therefore, the findings
present themes arising from both cases of group A and group B in Chapters 4 and 5.
Furthermore, in response to Li and Ho's (2018, p. 36) suggestion that the different
languages in multilingual learners' minds "play different roles and interact with one
another in complex and dynamic ways for different purposes and under different
conditions", the analysis of tlang affordances is an attempt to reflect and understand
such relations in addition to the cognitive and social functions accomplished through
the fluid use of students' linguistic repertoire, which | classify as 'tlang episodes’, which

will be explained in the next section.
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4.3 Unit of Analysis: Tlang Episode

Following the completion of the data collection, transcription, and translation (see
section 3.5.1), | had to identify a criterion for choosing units of analysis. This study
used the term 'tlang episodes' to denote the fluid and flexible languaging of Arabic,
English and the different varieties of languages and dialects within. In that sense,
drawing on Swain’s (2006) definition, languaging captured is understood to include
moments in talk to capture thinking-in-progress or "the process of making meaning and
shaping knowledge and experience through language" (Swain, 2006, p. 89). The tlang
episode is also an articulation stemming from Li's (2011) definition of the process of
languaging and not language as a noun in that it is “the process of using language to
gain knowledge, to make sense, to articulate one's thought and to communicate about
using language” (Li, 2011, p. 1223).

While all the audio recordings from group observations were valuable, there were
moments when | knew during the observation what | was going to include in my findings
chapter. The many reasons for this are similar to those articulated by Li (2011) in
defining a moment as

a point in or a period of time which has outstanding significance. It is
characterised by its distinctiveness and impact on subsequent events or
developments (p. 1224).

Therefore, some episodes presented a particular emotional quality that was also clear
when students reflected on their tlang affordances in the interviews, weekly reflections,
and DEAL reflections. | therefore recognise the subjectivity inherent in choosing and
defining tlang episodes, and to be transparent, | define the parameters for selecting
tlang episodes as follows:

1. Students were particularly creative and broad in how they translanguaged
during the collaborative reading tasks.

2. Students were actively working with each other without interference or
prompting of the teacher or researcher.

3. Episodes that students recalled and referenced repeatedly in weekly and final
reflections.

4. Episodes that were revealed upon analysis to be useful to subsequent learning.

4.4 Evidence of Learning

SLA research situated in SCT has argued that microgenetic analyses of discourse can
aid us to understand how language learning occurs during an interaction, not simply
as a result of it (Swain and Lapkin, 1998; Lantolf, 2000; Martin-Beltran, 2014).
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Therefore, | conceptualise students' tlang episodes as opportunities for learning,

situating learning in a sociocultural framework (Vygotsky, 1978).

In the microgenetic analysis and SDA (Mercer, 2007) of tlang episodes, | focus on the
languaging performed by students as "social modes of thinking" (Mercer, 2007, p. 137),
which is a method of conceptualising language as a cultural and psychological tool
based on SCT (Vygotsky, 1978). Moreover, the fine-grained layer of microgenetic
analysis has made possible the observation of mediating components (Lidz, 1991) and
students' scaffolding and movements within their ZPD when working collaboratively on
their tlang reading tasks (see section 3.5.2). Fine-grained qualitative analysis of
discourse is therefore helpful in understanding the learning mechanisms that occur
during collaborative talk. This is a critical aspectin SCT microgenetic analysis, as tlang
episodes are viewed as both a process and a product, that is, as a process of mediating
learning (i.e., affordances of tlang in this chapter) and as a product of reflection (i.e.,

reflection on tlang affordances in Chapter 5).

The tlang episode therefore reflects students' tlang practices and the social, cultural,
and cognitive context of talk in relation to learning. In the first part of the analysis of
tlang episodes, | adapt what is known as educationally significant ways of talking
(Mercer, 1995; Mercer, 2007), where three speech acts of talking are defined as

disputational, cumulative or exploratory (reviewed in section 2.6.3).

Mercer (2002) advised that this categorisation is not considered a rigid coding scheme
but rather a heuristic device to recognise the extent to which learners are acting
collaboratively and engaging in critical reflection. Moreover, he suggested that for
learning to take place in interaction, a shared framework of understanding and rules
need to be created. Several interaction mechanisms play a central role in crafting this
framework of understanding, such as questioning, recapping, reformulating, and
elaborating. This shared understanding in which dialogical activities of joint thinking

take place is known as the IDZ (reviewed in section 2.6.3).

Researchers who conducted previous studies on collaborative talk and tlang, such as
Duarte (2016; 2018), have argued that tlang can play a central role in facilitating
learning by enhancing the quality of interactions in the IDZ. Therefore, for the purpose

of analysing episodes contributing to learning, | discuss the cumulative talk and
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exploratory talk in the next section since they are related to collaborative learning.
Conversely, disputational talk is characterised by disagreement and individualised

decision-making, and therefore it is not considered in the analysis.

In table 4-2 below, the number of episodes identified as either cumulative talk or
exploratory talk in both level A and level B groups is presented. This numerical
illustration highlights the difference between the level A and level B groups, as well as
the difference in weeks where tlang was allowed compared with the normal teaching

setting of the same groups of students in the non-tlang classroom.

Group Week Cumulative talk Exploratory talk
Level A group | Tlang Week 2 5 3
Tlang Week 3 4 5
Non-tlang Week 4 4 4
Tlang Week 5 1 4
Non-tlang Week 6 1 2
Tlang Week 7 1 6
Total number of episodes 16 24
Level B group | Tlang Week 2 7 0
Tlang Week 3 4 2
Non-tlang Week 4 0 0
Tlang Week 5 0 2
Non-tlang Week 6 1 0
Tlang Week 7 1 9
Total number of episodes 13 13

Table 4-2 Numerical comparison of level A and level B cumulative talk and exploratory talk

episodes during tlang and non-tlang weeks

4.4.1 Cumulative talk accomplished through tlang

This code is used to describe when students are building positively and uncritically on
what another student has said, such as repetitions, confirmations, and elaborations
(Mercer 2004). The analysis showed no pertinent distinction between level A and level
B cumulative talk. Generally, in terms of content, all the episodes were task-related,
and there were few off-task interruptions. Tlang episodes captured how students
interacted to create cumulative talk by frequently repeating and building on what
another student had said. Students rarely played a dominant role in answering; rather,
they were collaboratively agreeing with each other's answers by paraphrasing and

completing sentences that others had started.

109



In the following episode, for example, students in the level A classroom were
negotiating the content in the reading preview section during the second week of
allowing tlang, where they were discussing the reading topic (sports and supporting
football teams). This episode is also coded for the tlang affordance of negotiating
meaning (see section 4.5.1). Additionally, it is a clear episode of cumulative talk, as
evidentin lines 43, 45 and 47. In discourse analysis, Mercer (2007) confirmed the need
to ensure that

transcription of speech is a faithful representation of what is actually said,
to the extent that speakers' utterances are not misrepresented and as
much information relevant to the analysis is included as is practically
possible (p. 147).

For this reason, transcription in this research focused on highlighting the tlang
occurrences, and therefore | have presented the original transcript of the audio-
recorded observations in the left column and provided the English translation in the
right column utilising transcription conventions to denote the details needed for my

analysis (see Appendix L for the list of transcription conventions).

Original Translation

42 S1: ageci sl CaS 585 o 42 S1: she's saying how can we
support them

43 S5: 15w 1 aade b CaS iy 40) 43 S5: meaning, for example, how we

can help them if they lose
44 S1: <S supporting them. sl S Js& 4 | 44 S1: how supporting them. She's

pgac? saying how we can support them

45 SB (s ey Ll (1) 4l 4 45 S6: yes (.) when they lose

46 S4: i T-shirtathom 46 S4: we buy T-shirtathom

<code-meshing>?’ <code-meshing the word T-shirt +
atthom>

47 S4: buy their things aeé Glxie o3 sl 47 S4: buy their things, anything
related to them

48 .... 48 ....

(A observations\Tlang.GroupA. Wk2: 42—
48)
Episode 1 Cumulative talk through tlang (Group A)

In this episode, students are repeating by paraphrasing, such as giving examples in

line 43 when S5 explains the meaning: "for example, how we can help them if they

27 Code-meshing is a tlang act where users dynamically move across and among languages (Garcia
and Kleifgen 2010), which is slightly different from the definition of Canagarajah (2011) in that code-
meshing is a writing practice in which languages are intentionally integrated, particularly within
sentences. However, in this episode S4 is combining the English word T-shirt and adding the plural (-
at) and personal pronoun (-hom) in Arabic to make the word sound English.
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lose". S1 then confirms that she understands the meaning, but the question is "how"
by emphasising the equivalent word in Arabic "«<" and adding it to the English
guestion "< supporting them?". S6 confirms again by saying in line 45, "yes, yes"
followed by a very short untimed pause and rephrasing what S5 has said in line 43 by
saying "when they lose".

Tlang enabled the flexibility of students using their full linguistic repertoire to make
sense of meaning and answer the question on which they are working collaboratively.
In line 46, S4 adds her contribution by code-meshing the word "T-shirts" by creatively
adding the Arabic personal pronoun to create the word "T-shirtathom", meaning "the
players T-shirt". This is also a demonstration of how the fluidity of using their
languages created a creative soft assembling of words through the morphological rules
of Arabic. Then S4 adds to her answer in line 47 by saying, "buy their things, anything
related to them".

This is one example of the many other tlang episodes that captured the cumulative talk
of students when all the students are actively answering, repeating, rephrasing, and
exemplifying in their group. In line 46, S4 creatively uses the word T-shirtathom, which
appears to be a spontaneous and usual practice of code-meshing between languages.
Students in the group obviously understand the meaning of this word, as no further
elaborations or questions are asked after it is used in the tlang episode. This aspect of
creativity is further reflected in section 5.2.9 when students reflected on their tlang

affordances.

4.4.2 Exploratory talk accomplished through tlang

This code is used to describe when students engage critically but constructively with
each other's ideas, offering justifications and alternative hypotheses (Mercer 2004).
Reasoning is more visible in the talk, and the progress results from the eventual
agreements reached. This effective tool for thinking together "serves as an ideal type"
(Mercer et al., 2004, p. 366). With exploratory talk, students are not just interacting,
they are interthinking (Littleton and Mercer, 2013). As reviewed previously in section
2.6.3, interthinking indicates how group talk functions cognitively and socially, and how
it can be used to think together and interact with others' ideas. To work effectively as
a group, students use language for different purposes but mainly to negotiate meaning

(see section 4.5.1).
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The analysis of the observations of collaborative groups during tlang weeks and non-
tlang weeks showed that exploratory talk increased slightly when tlang was allowed
(see table 4-2 in section 4.4 above), mostly in level B groups. By allowing tlang,
students were able to open wider variations of language use, thus creating better
affordances for learning. This finding was also expressed frequently by students during

the group observation and in the interviews and reflections (see section 5.2.3).

Smith and Robertson (2020) suggested that through the physiological act of speaking
in both cumulative talk and exploratory talk, speakers can trigger thinking, as they are
filling gaps and inconsistencies, indicating thinking during speaking. They further
explained that this process is expected in group and collaborative work where students
tend to scaffold to construct knowledge and articulate concepts in exploratory talk as

a requisite for participation.

The findings from the observed tlang episodes suggest that wider variations of critical
language use were evident in the language learning classroom when students were
allowed to use their full linguistic repertoire fluidly and discursively. In the data of audio-
recorded group observations across 7 weeks in both levels of group A and group B,
tlang episodes coded for cognitive functions were more frequent than those for social

and affective functions (see section 4.5).

Below, | present two tlang episodes from classroom A and classroom B that denote
how tlang facilitated better opportunities for exploratory talk during collaborative

reading tasks.

29 SS: &y idba a

30 S6: Lsedin Gl cuha? ‘
31 S2: Llladll (je daall Led Y
32 S5: ¢lle 4

33 S6: because it's fun

(A observations\Tlang.GroupA. Wk3: 24—
33)

Origin Translation

24 S5: i Jsl where are these people (.) 24 Sb: first thing, where are these
25 S6: huh? people (.)

26 S5:48 ags? 25 S6: huh?

27 SS: &b 26 S5: where are they?

28 S6: &y Alla Taaul Gl 27 SS:ice

28 S6: what's its name? Skating rink
29 SS: that's right, skating rink

30 S6: ok, why is it famous?

31 S2: because it has many activities
32 Sb5: that's spot on

33 S6: because it's fun

Episode 2 Exploratory talk through tlang (Group A)
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The above episode shows how students demonstrated exploratory talk and used tlang
to check or confirm understanding and negotiate meaning (see sections 4.5.1 and
4.5.3). Students are looking at the preview (see figure 4-1 below). This preview is part
of Unit 1: Marketing, with the reading's main question of "How does something become
popular and why?", as part of my method of allowing tlang was to preview in Arabics
and read the text in English (see section 3.4.2). The figure below is the translanguaged

version on which the students have worked collaboratively.

113



READING identifying the main idea of a paragraph
VOCABULARY word families
WRITING writing a descriptive paragraph

GRAMMAR present continuous

e UNIT QUESTION

¢ 139 &ALt (ouidl (98 Sus |

@A L) go (outils
Lo pals Ja Selut¥) uls ehiliisaag cof guas Ja
why do you think that is? Sag! gl judls

2. where are these people? .5,5.all s kil
osetin SILN1ia Jaas sl

2 UNIT 1

.-

Figure 4-1 Translanguaged version of reading preview Unit 1: Marketing

The question that the students are discussing is number 2, which is originally stated in
their English books as "where are these people? Look at the picture, what makes this
place famous?". To analyse this episode, | first review Littleton and Mercer (2013)

explanation of the parameters of exploratory talk where:
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* everyone engages critically but constructively with each other's ideas
* everyone offers the relevant information they have
* everyone's ideas are treated as worthy of consideration

* partners ask each other questions and answer them, ask for reasons,
and give them

* members of the group try to reach agreement at each stage before
progressing; 'visible' in the talk (pp. 26-27).

On that premise, in episode 2, students are engaging constructively with each other by
participating and asking each other questions. Questions occur in lines 24, 26, 28 and
30. In line 30, S6 is asking "Why is it famous?". S2 answers in line 31 that "because it

has many activities", and then S6 adds in English "because it's fun”.

Also, in line 24 when S5 asks "where are these people”, S6 replies with "huh",
indicating that she did not understand, and S5 translates instantly in the Najdi dialect?®
"wenhom feeh?" to enable her to give the correct answer in line 28, and the students
confirm her answer in line 29 by agreeing with her. This short episode demonstrates
how students are collaboratively negotiating content to reach agreement by filling gaps

and discrepancies, indicating thinking during speaking and through tlang.

Another example of exploratory talk through tlang is episode 3 below. In this episode,
students are working collaboratively on a vocabulary task as part of the reading
preview task (see figure 4-2), where they are trying to work out the meaning from the

context of the reading text (see figure 4-3).

Original Translation

112 S3: & s <l trait paragraph 5 112 S3: girls, look at it, trait paragraph 5
113 S3: mental health A~a Gz 113 S3: meaning mental health

falaally But in the sentence?

114 S1: e oS5 s el AS) 4 114 S1: yes, of course, here it will be a
115 S2: alaain¥) s e 4 different meaning

116 S5: «uh the feeling is still vivid 4 355 | 115 S2: yes, it depends on the usage
117 S1: 4 Js) () something cus <) | 116 S5: ok, | think the feeling is still

A4y S0 vivid

28 Najdi dialect is the group of Arabic varieties originating from the Najd region of Saudi
Arabia (see figure 1.2). Speakers of this dialect include most Bedouin (nomadic) tribes
historically residing in deserts surrounding Najd.
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3 SIAL 8

118 S5: )4 gl

S 7 5l s Caagile Lo (o) e )
119 S1; aid =i o5 S/

120 S2: s o2n (S

121 S5: 13 ) 4w

122 S1: oo (Sae

(Tlang.GroupB.WK7, Pos. 112-122)

117 S1: first () it is something that you
can remember

Something in the memory

118 S5: | feel like it's a picture in my
head but | don't understand how to
explain it

119 S1: // something that you know
120 S2: something radiant

121 S5: yes like that

122 S1: probably yes

Episode 3 Exploratory talk through tlang (Group B)
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READING

READING 1 | &aadl sbolill o9 &b ladly jotlidsadl gaas

Jsasiy pela Y Gasy U 8,005 g3y National Geographic dacs ;e Jlis ol i
. risky . Ll ool Lle siiay o301 s Lali il oa 3yladll s Labyll 3ylball slal,ll
unit assignment JI 1KY 1y slaslall gaad JEIL giuaio

PREVIEW THE READING
AL Sl e jsal pasits (VI (L Guaiad U 3508 K (J5Y 1 Alaadl T30
check your ideas & .kall

() They don’t think it’s too risky.

(] They secretly want to get hurt.

("] They like a challenge.

(") They love the feeling of excitement.

() 1t makes them focus on the present moment.
("] They want to be famous.

(] Other reasons

cues Jb il paill b oLl gaasl o Lsalad (3l slalSl il e gais
Co olalSll gilas agh b chiseloul

aspect (n.) & perceive (v.) tolerance (n.)
challenge (n.) & precaution (n.) trait (n.)
mental (adj.) & pursuit (n.) vivid (adj.)
notable (adj.)

& Oxford 3000™ words

98 UNIT5 | Why do people take risks?

Figure 4-2 Translanguaged version of reading preview Unit 5: Why do people take risks?
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for years. They weren't going out there to get focus the mind completely on the present.

hurt.” Murphy said the perspective of extreme “Something that makes you begin climbing,
athletes is very different from our own. “We look perhaps, is that your adrenaline flows and you
at a risky situation and know that if we were become very concentrated on what you're doing,”
in that situation, we would be out of control,” Read said. “After it's over there's exhilaration?,
he said. “But from the athletes' perspective, You wouldn't have that same feeling if the risk
they have a lot of control, and there are a lot of hadn’t been there.” Psychologists note that
things that they do to minimize risk.” Statistically, some people seem to have a strong craving for
mountain climbing is not as risky as people think adrenaline rushes* as a thrill-seeking behavior
it is. Our perceived risk of the sport leaves the or personality tralt. As a result, these types
majority of us at the bottom of the mountain. of people may always be driven to adventures
Another key aspect of risk perception may that others consider extreme. “| can enjoy

be something referred to as “the flow” or “the hitting the tennis ball around, because that's
zone.” It is a state in which many athletes my skill level,” Murphy said. “But others might
describe becoming absorbed in pursuits that need the challenge of Olympic competition.”

' exhilaration: a feeling of being very happy and alive

adrenaline rush: a feeling of being very excited and happy,

brought about from the body chemical of the same name

Figure 4-3 Reading text Unit 5: Why do people take risks?

Episode 3 demonstrates students' tlang in the process of using context clues to
comprehend the meaning of words in the reading text, they collaborate to cross the
words they know and find the words in the reading text. In line 112, S3 is indicating to
the group that she found the word 'trait' in paragraph 5 (see figure 4-3), suggesting that
it means 'mental health' but in a hesitant voice asking students whether it has a
different meaning in the sentence. In lines 114 and 115, S1 and S2 agree that the
meaning differs in context, and in lines 116 and 117, S1 and S5 suggest other
meanings for the word through tlang. In line 118, S5 again elaborates that she feels
that the meaning resembles an image in her mind but she's struggling to explain it. S1
and S2 try to help her to find the meaning by proposing more definitions in a process
of finding the correct meaning through interthinking collaboratively.

In tlang episodes 2 and 3, exploratory talk, a means for joint construction of knowledge,
is reflected in students' collaborative tlang in their groups. Allowing tlang enables
students to use their fluid languaging to question, recap, reformulate and elaborate on
their peers' answers in the group.

It was also found that students succeeded in collaboratively solving the reading tasks
rather than asserting individual dominance in finding answers to questions. For
example, students asked each other what they thought, they all participated, and they

seemed to reach consensual decisions.
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The cumulative talk and exploratory talk episodes in this section lay the groundwork
for the next section, which will apply a more microgenetic lens to analyse tlang

affordances.

4.5 Tlang Affordances During the Collaborative Reading Tasks

As a case study, the purpose of this qualitative study is not to measure students'
learning but to identify conditions that enhance their opportunities to learn English.
These conditions are referred to as tlang affordances (see section 2.7 for a review of
the term affordance). As my unit of analysis is tlang episodes (see section 4.3), |
categorise tlang episodes according to their pedagogic functions (Tigert et al., 2019)
by considering the type of talk occurring (Mercer, 1995) and by reflecting the mediating
components of learning (Lidz, 1991) (see Appendix A). Initially, Lidz' (1991) scale was
used to identify and evaluate the mediating behaviour of adults when actively
interacting with a child in a learning experience. However, this scale was potentially
used to observe any type of mediated teacher—learner or learner—learner interaction in
the language classroom (Guerrero and Villamil, 2000). Therefore, in using this scale, |
would argue for its worth to reflect the mediational tools of students' translingual
practices in an expanded zone for learning. This complex analysis is grounded in the
theoretical claim of tlang as a practical theory of language, highlighting the creative
and dynamic linguistic practices that students utilise when adopting tlang as a
pedagogy.

The analysis is also supported by students' written artefacts during the reading tasks
and collaborative weekly reflections (see section 3.4.4), which aimed to record the
"critical moment often resulting in fundamental, higher-level learning" (Li, 2011, p.
1224). The weekly reflections on students' lived experiences of tlang reflected
students' own language use and performance. This is an integral part of my analysis,
as students were encouraged to reflect on their learning every week, and | was able to
identify the critical moments of their learning through tlang as they stepped back and
reflected on their experiences collaboratively (Li, 2011).

Table 4.3 below illustrates the five tlang affordances that shape the analysis of tlang
episodes, which are adapted and modified from the pedagogic functions of tlang in

peer-reading interactions by Tigert et al. (2019).
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Tlang affordance

Definition

1 Negotiating meaning

Use of tlang to understand the meaning of the
text, such as new concepts of which the
students had to clarify the meaning

2 Clarifying language

Use of tlang to clarify definitions and
translations of vocabulary and grammar

3 Checking or confirming

understanding

Use of tlang to check and confirm
understanding of the task

4 Task management

Use of tlang to discuss or explain directions
regarding what to do next in the exercise

5 Building relationships

Use of tlang to show care, affection, and
emotion to build trust and relationships

Table 4-3 Tlang affordances during the collaborative reading tasks and their definitions

Considering the above definitions, | adapted the five pedagogic functions of peer-

reading interactions as a guiding framework for analysing tlang episodes. Table 4.4

below provides a numerical representation of the episodes coded each week in both

level A and level B groups.

Affordance | Negotiating | Clarifying | Checking or Task Building

meaning language confirming management | relationships
understanding

< ] < m < m < m < m
Q. o o o o o o o o o
> > > > > > > > > >
o = o = o = o = o =
) O] ) O] O] o ) O O o

Week 2 1 1 7 6 0 7 3 8 0 3

Tlang

Week 3 4 5 1 3 2 0 0 4 0 5

Tlang

Week 4 3 0 5 3 0 0 0 1 0 2

Non-tlang

Week 5 0 3 2 3 0 0 2 0 2 0

Tlang

Week 6 2 0 1 2 0 0 3 0 0 2

Non-tlang

Week 7 1 2 6 9 1 2 1 3 0 1

Tlang

Total 11 11 22 26 3 9 9 16 2 13

number of

episodes 22 48 12 25 15

Table 4-4 Numerical representation of coded episodes of tlang affordances in group A and

group B per week
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In the following sections, | discuss each affordance separately, providing a
microgenetic analysis of both level A and level B groups exemplifying episodes from
both groups, which are augmented with findings from students' weekly reflections and

written artefacts.

4.5.1 Negotiating meaning

This affordance represents tlang episodes showing how students used their fluid and
flexible tlang to negotiate meaning during the collaborative reading tasks.

The first example from level A demonstrates how students used tlang to negotiate

meaning captured in week 3 of the group observations.

Original Translation

96 S5: what do you think the article 96 S5: what do you think the article will say

will say about advertising? about advertising?

97 S5: faie AlSh (i ol sl o) Mgy 97 S5: he's saying what the topic is talking
about?

08 S6: «ie Al Uiy (1) Olsal e A& Y | 98 S6: no, he's saying from the topic what
will he talk about?

99 S5: e . (Saa (el ) o 99 S5: about any advertisement maybe.. |
don't know

100 S6: «ub 8sh .. olsall (e Jsdidea | 100 S6: maybe the idea, look, from the

Lo slanin (S topic, look, they use it

101 S6: <lleall 8 adis Al S8V (Sa | 101 S6: maybe the ideas used in

clileall 8 o (Sae Al commercials or that can be used

102 .... 102 ....

103 S2: unusual ideas.. _ll \say) 103 S2: meaning unusual ideas

i 48l

104 S2: UNusual 33tz ye 104 S2: UNusual not usual

105 S6: zua 4 105 S6: yes

(Tlang.GroupA.Wk3, Pos. 96-105)
Episode 4 Tlang affordance of negotiating meaning (Group A Week 3)

This episode is from week 3 of allowing tlang where students were given the tlang
versions of readings tasks.

Students translanguaged to negotiate meaning during the reading preview exercise.
The unit topic is Marketing, and the reading is titled ‘Unusual ideas to make a buzz'
(see figure 4-4). Students are answering the question (preview c) of the tlang versions
of the reading preview (see figure 4-4). The question starts with Arabic and ends with
English. However, when S5 is reading out the question for the group in line 96, she
only reads the English part, and she then attempts to translate the question instantly

for her group in line 97, taking the lead to facilitate problem solving through task
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regulation (Lidz, 1991). In line 98, S6 disagrees with her translation and attempts to
repair it by adding the pronoun "¢<" in Arabic (line 98) to indicate that the question is
asking them to elicit the ideas of advertising from the title of the article.

In this short episode, we see the microgenesis of the participants' tlang and scaffolding
at work (Donato, 1994). From several incorrect alternatives (lines 97, 99, 100 and 103)
the students arrive, in collaboration, at better alternatives (lines 98,101 and 104).
This type of group repair reflects how students are interthinking to make sense of the
translation. This is also a demonstration of exploratory talk (Littleton and Mercer,
2013), where students are collaboratively engaging critically and constructively with

each other's ideas.

In lines 103 and 104, S2 explains the meaning of the key word in the title, namely
‘'unusual’, giving two translations and emphasising and raising her voice on the prefix
UN in the word 'unusual’ to indicate to the group that it is the opposite of 'usual’. She
seems to self-repair her translation in line 104, which is agreed on by S6 in line 105 by
using the same form of prefix un+ adjective in Arabic to explain that when this word is
added to an adjective, it gives a negative or opposite meaning. This tlang episode
demonstrates the semiotic mediation in tlang when students connect their existing
knowledge of the form and meaning in their L1 to mediate the understanding of the
target language.The above episode represents a type of appropriation to make
meaning where students are first collectively scaffolding to provide better alternatives,

and second, correcting the translation through self-repair and agreement.
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‘Q [E5  B. Go online for more practice with the vocabulary.

®c. what do you 3asell ce (I JGLI g seall (1 kil lsiadl g1l

PN ouIck WRITE]

TRl ¢ SilgJan ¥ oS Seb s oladidl i Y1 Lany aas 13U

think the article will say about advertising?

holal pe s

WORK WITH THE READING

® A.

why something becomes popular cistia) as uiilis JELl 51,3

Unusual Ideas to Make a Buzz

Every year companies spend millions
of dollars on advertising to create buzz
about their products—in other words, to
get people talking about them. Companies
know that people like to talk about unusual,
funny, and remarkable things. Nowadays,
companies are using many creative ways
to help products become more popular.

One idea that can contribute to popularity
is to do something very unusual. Red Bull™
is a company that makes energy drinks.
They want people to feel energetic when they
think about Red Bull. So they sponsored an
unusual event: 43-year-old Felix Baumgartner
jumped from 39 kilometers up in space to set a

Felix Baumgartner sky diving from space

new world record for skydiving. He traveled
more than 1,300 kilometers per hour in a
space suit with Red Bull's name on it. This is
part of a new trend in advertising in which

companies pay for unusual events, hoping that

customers will talk more about their products.

Some other companies choose to do
something surprising so that people will
remember their product and spread their
idea. A good example is a company called
Blendtec™. Tom Dickson, Blendtec's
owner, had an idea to make his blenders
look more interesting. He made videos
showing his blenders mixing up unusual
things. He put items like smartphones,
rakes, or sports equipment into one of
the machines and asked, “Will it blend?”
People were surprised to see a blender cut
a smartphone into small pieces. Everyone
talked about the videos and wanted to find
out more about the blenders. Dickson was
invited to demonstrate his products on TV
shows. His blenders became much more
popular, and he sold a lot more of them.

.}}} Reading and Writing 5

Figure 4-4 Reading preview: Unusual Ideas to Make a Buzz

Another example in the level A group is episode 5, illustrating how students are using

tlang to negotiate meaning during week 4.
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Original

Translation

45 S6: shu il o Lulul) 3 Sl
46 S5: e (i) Sl royalty?

47 S6: Sk ‘
48 S5: Skl s jaaY)
49 S6: & u= China s sall s ed jaal (Y

50 S5: ¢ Gl L)

51 SS: green .. sl

52 S1: royalty &Skl a

53 S6: 5S4l s slau HAT iy |5 o cuida
Aaulay)

54 S2: 4l s 4 colour has -
55 S2: 28N i aglS Hlaw ATy lan J )

(Non-tlangGroupA.Wk4, Pos. 46-55)

45 S6: the main idea is the last line

46 S5: girls, what is the meaning of
royalty?

47 S6: royal

48 S5: the yellow is the royal

49 S6: yes, in China he's wearing
yellow, look at the picture

50 S5: what about us?

51 Ss: green.. black

52 S1: royalty is royal

53 S6: ok, girls, look at the last line, it's
the main idea

54 S2: yes, it says colour has...

55 S2: the first and last lines are all the
same idea

Episode 5 Tlang affordance of negotiating meaning (Group A Week 4)

Episode 5 took place in the level A group during week 4 of non-tlang, where the reading
topic was How Colours Make Us Think and Feel (see figure 4-5). As this episode
occurred in students' regular classroom with their English teacher, they are using tlang

regardless of the English-only rule. Students are collaboratively discussing paragraph

4 (see reading passage in figure 4-5) with a subtopic titled 'Cultural Meaning'.

124




Cultural meaning

4 Colors also have different meanings in
different cultures. A color may represent
good feelings in one culture but bad feelings
in another. For example, in the United States,
white represents goodness. It is usually the
color of a bride’s wedding dress. However,
in India, China, and Japan, white can mean
death. Green is the color of dollar bills in
the U.S., so green may make Americans
think of money. But in China, green can
represent a loss of respect®. Different colors
sometimes represent the same idea in
different cultures. In European cultures,
purple is the color of royalty for kings
and queens. In Asia, yellow is the color of
royalty. In addition, one color will have many
different meanings within one culture.

a Chinese emperor wearing yellow

Color psychology

s Color psychology is the study of how colors
affect our emotions. Researchers are finding
that colors can change our behavior in specific
ways. For example, one research study showed
that people could lift heavy weights more easily
in blue rooms. Other studies have looked at
how colors influence decisions. Soccer referees
made more decisions against teams that wore
black uniforms. Tae kwon do’ referees gave
competitors in blue clothing higher scores
than competitors in red. In another study,
students who saw the color red before a test

did much more poorly. Of course, these test
results might vary from culture to culture.

s Most people do not realize how much
color affects them. It can affect how people
think, feel, and act. Some colors, such as
those in nature, can have the same meaning
for everyone. Other colors’ meanings may
be different in different cultures. We can
increase our understanding of ourselves
and the world around us by learning about
what colors can mean or represent.

2 respect: the feeling that someone or something is important 3 tae kwon do: a Korean art of self-defense using kicks

l}}} | Reading and Writing 29

Figure 4-5 Reading text: How Colours Make Us Think and Feel

The teacher has divided the students into groups and asked each group to read,
discuss and understand the main idea of their subtopic paragraph. Although the
teacher was teaching exclusively in English and asked students to discuss in English,
collaborative talk was in both Arabic and English. In this episode, students are
negotiating the meaning of the paragraph collaboratively and identifying the main idea

of the paragraph, which they can do, as shown in lines 45, 53 and 55. However, during
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this task, students encounter the word 'royalty’ and are negotiating the meaning
through tlang, mediation and internalisation. In line 49, S6 is looking at the picture of
the Chinese emperor who is wearing yellow to suggest that this is indeed the meaning
of 'royalty' by pointing at the picture and justifying that he is wearing yellow, so it is the
colour of royalty in China.

In this episode, tlang created an opportunity for deeper meaning making, as students
were utilising both languages fluidly to make sense of the reading and patrticularly the
word 'royalty'. In line 50, S5 makes sense of the word by first internalising the meaning
of 'royalty' and then transforming her inner thought into an external question, "what
about us?", causing the other students in the group to think about their shared culture
and answer in line 51, "green, black", consequently facilitating the confirmation of the

meaning of the word ‘royalty" in line 52 when S1 confirmed "royalty 4slll a",

Swain et al. (2009, p. 5) argued that

languaging is an important part of the learning process, as it transforms
inner thoughts into external knowledge (externalization) and conversely,
it transforms external knowledge into internal cognitive activity
(internalization).

In terms of evidence that language learning occurred in the process of tlang in the
above interaction, it is interesting to note that immediately after the class, students
stated in the short weekly reflection sheet that they succeeded in knowing the main
topic and subtopic of the reading (see artefact 1), which they expressed in Arabic.
Furthermore, in answering the second question of the reflection, students noted that
their classmates in the group helped them to translate the two words ‘royalty' and

'respect’ (see artefact 2).

3-In what ways did you succeed or do well in the reading lesson? How do you think you
could improve this next week?

‘.‘?.\\lﬂ\&ﬁ_am.ﬂhﬁ,&&h&ag@?blj}\b&é&,ﬁ,i&;g@bﬂ\yéi*g

Translation: save time by dividing the section between the group,

Artefact 1 Weekly reflection question 3 (Group A Week 4)
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2-How did your classmates in the group help you learn? Give some examples?

ABY) Gany o SH faladll 3 de ganall 8 Dl ) elise b Cas

Translation: translate some words: (respect, royalty)

Artefact 2 Weekly reflection question 2 (Group A Week 4)

'‘Meaning' is an aspect of mediating (Lidz, 1991), which is defined as the promotion of
understanding by highlighting what is important, marking relevant differences,
elaborating detail, and providing related information. Episode 5 represents an original
attempt of mediation to make meaning. It also suggests that students (at least for the
duration of the class) had used Arabic as a mediator of English learning (Swain and
Lapkin, 2000) to appropriate the part of speech of the translation after a process of
collective scaffolding. This is evident in line 46 when S5 asks about the meaning of
'royalty’, with S6 answering in Arabic "S\" (the adjective). However, in line 52, S1
appropriates the tense after the collective scaffolding to the correct part of speech in
Arabic that 'royalty' is "4Sld" (the noun).

In the level B classroom, using tlang to negotiate meaning was also more evident

during tlang weeks. Episode 6 below is extracted from week 3.

Original Translation

197 S6: <reading> why do we talk so much
about the weather..

198 S1: sLi¥ly pakll e & salSiy o5 iy (i) 53l
@ ]

199 S5: dallall ¢ LY dpan )l iV

200 S6: dnasi <Ll g (salSh Y

201 S5: gsbas 05030 g5 05158 Qlie
202 S6:u8all padlall cudl (a3 4 (538

203 SS: 34

204 S6: why do we talk about the weather
() er because we start the small talk a
polite conversation about something much
less important

197 S6: <reading> why do we talk so
much about the weather..

198 S1: because people choose to
talk about the weather and these
things.. //

199 S5: official and international
things

200 S6: and they don't talk about
personal things

201 S5: so that they can converse
202 S6: that's it. | found the concise
summary

203 SS: say it?

204 S6: why do we talk about the
weather (.) er because we start the

127




small talk a polite conversation about
205 S5: a4 something much less important

(B observations\Tlang.GroupB.Wk3: 197— | 205 S5: yes, that's right
205)
Episode 6 Tlang affordance of negotiating content (Group B Week 3)

In this episode, students are doing a summarising activity after they have read the text.
They are discussing the second paragraph of the reading (see figure 4-6) about making
a good first impression and small talk. In line 197, S6 initiates the talk by reading the
first line of the second paragraph in English "why do we talk so much about the
weather?". S1 responds in Arabic by roughly translating the sentence. Her response
is interrupted by S5 in line 199, where she is complementing and elaborating to S1. As
a part of exploratory talk, S6 also complements this answer by adding " sLal oo sl ¥
Lu=ad" meaning “and they don't talk about personal things”. This response gives a
space for S5 to figure out the answer in line 201. As a result, S6 is prompted in line
202, as she states that she now knows the answer. She is setting up the construction
(Lidz, 1991), reading out her summary in line 204, which is followed by agreement from
S5 in line 205. This short episode illustrates how students are using tlang to negotiate
the meaning of the content through exploratory talk where they are collaboratively
mediating within tlang. This is linked to what Villamil and De Guerrero (1996) explain
in their study on peer revision in the L2 classroom. They mention five mediating
strategies, one of which is using L1 to provide scaffolding to make meaning of text,

retrieve language from memory, and explore and expand content.
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WORK WITH THE READING

© A. Read the article and gather information about how to make a good
firstimpression.

Small Talk: A Big Deal

1 Put a group of strangers in a room together, and
they'll probably start a conversation. “Hot today, isn't
it?" one might say. “You said it,” another replies. Soon
enough, comments about today's weather will lead to
other people’s weather stories about getting stuck in
the rain or trying to stay cool during last week'’s high
of 100 degrees Fahrenheit (37.8 degrees Celsius).

2 Why do we talk so much about the weather, and why is
it important? When we first meet people, we don't begin by
telling them our life story. We start with small talk, a polite
conversation about something much less important like traffic
or weather. Sometimes it goes nowhere. We may talk to people
in the elevator, at the store, or on the bus, but the conversation
quickly ends. Many other times, however, small talk can
create something much bigger, including new friendships
or even a better job. It just has to be done the right way.

New Friends and Jobs

3 Research suggests that small talk can build new friendships.
When we begin conversations with new people, we want to
feel comfortable, and so do they. We use small talk to find
common interests. Weather may lead to more interesting
topics like summer fashion or winter foods. Once we have
a common interest, a friendship can begin. The more we
engage in' small talk, the more friends we can make.

Small talk even helps people get hired and perform better
at work. In order to impress at a job interview, you need to
bond with the interviewer right away. Effective small talk
can make that first impression get you the job. Small talk
is equally important after you are hired. In fact, research

! engage in: to take part in something

m | Reading and Writing 5

Figure 4-6 Reading text: Small Talk: A Big Deal

The second episode in group B is part of a task to summarise the reading text (see
figure 4-7) in week 7. The activity is to read the first sentence of each paragraph and
then attempt to discuss collaboratively and write one sentence that summarises the
whole text. After they have read the text in English, students are facilitated to tlang

during the summarising activity.
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Original

Translation

200 S6: Js8 Luaey =a Y taking risks is //

201 S3:
202 S6:

it makes life more exciting
fLdlalledl ge A 8 ey s

203 S5:
204 S3:
205 S6:
206 S3:

< x| avoid you ..

Al i A 2 5

Slallad (2 | ‘5.3\ Y.
‘_5).1534\@}: \),\3“5\ gl b

207 S3: 81 v taking a risk //

208 S6: will get you off your normal
routine

209 SS: eh

210 S5: and you feel

211 S6: will take you away

212 SS: Hhh

213 S6 <writing> taking a risk will take
you away from your daily routine //

214 S5: so you will feel different .. lively
215 S3: Uiy lively

216 S5: lively 4 S

217 S6: 438 and that's why .. people like
to take risks

(Tlang.GroupB.WK7, Pos. 200-217)

200 S6: that's right, we can say taking
risks is //

201 S3: it makes life more exciting

202 S6: how do we say "steps you out" of
life?

203 S5: avoid you?

204 S3: steps you out, isolates you

205 S6: no, | want to write like puts you
out

206 S3: that's ok, you can write Arabic and
English

207 S3: ok, then write taking a risk//

208 S6: will get you off your normal routine

209 SS: yes, yes

210 S5: and you feel

211 S6: will take you away

212 SS: Hhh

213 S6: <writing> taking a risk will take
you away from your daily routine //

214 S5: so you will feel different.. lively
215 S3: what's lively

216 S5: lively is (Arabic translation)

217 S6: wait a minute, and that's why ..
people like to take risks

Episode 7 Tlang of negotiating meaning (Group B Week 7)
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WORK WITH THE READING

€ A. Read the article and gather information about why people take risks.

Fear Factor: Success and Risk in Extreme Sports

Every year in Pamplona, Spain, hundreds of

people run alongside 600-kilo bulls, just for the

fun of it. And every year at least a few of these
people are injured, some seriously. Yet this
does not stop people from
participating in the event.

What is it that drives
some people to embrace
extreme risks, while the
rest of us run to the safety
of the sidelines'? Lester
Keller, a longtime coach
and sports-psychology
coordinator for the U.S. Ski
and Snowboard Association,
says that not everyone
has the mental character
to excel in dangerous
pursuits. He notes that
most of us reach a point
that limits our appetite
for extreme risk and, as a result, our ability
to perform well in dangerous conditions. But
others have a much higher tolerance for risk.
Take the example of Daron Rahlves, a top U.S.
downhill ski racer. “The high element of risk
makes you feel alive, tests what you are made
of and how far you can take yourself,” Rahlves
said in a previous interview with U.S. Ski Team
staff. “I'm not looking for danger. I'm in it for the
challenge, my heart thumping as | finish, the
feeling of being alive,” he said. “I definitely get
scared on some of the courses. It just makes
me fight more. . . . That's when | do best.”

! sidelines: the lines that form the edges of a sports field

3
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The fear that drives many people away from

the risks of extreme sports may be the same

ingredient that keeps others coming back for
more. Mountaineer Al Read has logged many
notable first ascents? over the
course of his climbing career.

told National Geographic News.
“l would say, . .. I'll never
do this again.’ But we'd get
back down, and when we
were safe we'd say, ‘Man
was that great!'” he recalled.
“You forget how scary it was,
and you go back again.”

In addition to not being afraid of risks, certain
people may perceive risk differently from others.
Shane Murphy, a sports psychologist and

Having climbed for over 40 years,
Read says he no longer pushes

to the extremes as he once did—
but the feeling is still vivid. “I can
remember when | was getting into
situations where | thought that at
any moment | could be killed,” he

professor at Western Connecticut State University,

has worked with Olympians and other athletes.
He says he is struck by the way they redefine
risk according to their skills, experience, and
environment. He worked with a group climbing
Everest without oxygen, which to him was the
riskiest thing anyone could do. But the climbers
took every precaution to prepare themselves for
this climb. As Murphy describes it, “To them it
was the next step in an activity that they've done

%ascent: a climb to the top of a mountain

223
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for years. They weren't going out there to get
hurt.” Murphy said the perspective of extreme
athletes is very different from our own. “We look
at a risky situation and know that if we were

in that situation, we would be out of control,”

he said. “But from the athletes’ perspective,
they have a lot of control, and there are a lot of

things that they do to minimize risk.” Statistically,

mountain climbing is not as risky as people think
it is. Our perceived risk of the sport leaves the
majority of us at the bottom of the mountain.

Another key aspect of risk perception may
be something referred to as “the flow” or “the
zone.” It is a state in which many athletes
describe becoming absorbed in pursuits that

focus the mind completely on the present.
“Something that makes you begin climbing,
perhaps, is that your adrenaline flows and you
become very concentrated on what you're doing,”
Read said. “After it's over there's exhilaration?.
You wouldn't have that same feeling if the risk
hadn't been there.” Psychologists note that
some people seem to have a strong craving for
adrenaline rushes* as a thrill-seeking behavior
or personality trait. As a result, these types

of people may always be driven to adventures
that others consider extreme. “| can enjoy
hitting the tennis ball around, because that's
my skill level,” Murphy said. “But others might
need the challenge of Olympic competition.”

? exhilaration: a feeling of being very happy and alive
* adrenaline rush: a feeling of being very excited and happy,
brought about from the body chemical of the same name

Figure 4-7 Reading text: Fear Factor: Success and Risk in Extreme Sports

In this episode, it is evident that through exploratory talk, students are working
collaboratively on summarising the reading by using their full linguistic repertoire fluidly.
They seem to complete each other's sentences (in lines 200/201, 203/204, 207/208
and 210/211) through collective scaffolding. They do this by keeping the interaction
going, engaging one another's attention, and maintaining mutual goal orientation (Lidz
1991). It is clear in lines 202—-205 that S6 is struggling to find the appropriate word in
English that expresses what they are trying to compose. Yet knowing that they can
freely use any language, they continue to negotiate the meaning by suggesting many
translations in Arabic. The concept of translation and tlang is mutually embedded, as

described by Baynham and Lee (2019) (reviewed in section 2.5).

Episode 7 also denotes the function of clarifying language (see section 4.5.2), as
students are trying to explain and clarify the meaning of ‘avoid' in line 203 and 'lively'
in line 215.

One could argue that this type of talk plays an important role in sharing and learning
new vocabulary, which was also supplemented by students' weekly reflection (see
artefact 3 below). For example, in line 201, S3 states that taking risks "makes life more
exciting". After many attempts of appropriation, however, in line 214 S5 suggests the
word "lively", and then not knowing this new vocabulary, in line 215 S3 asks about the
meaning and S5 responds with a translation. Although the interaction between S3 and

S5 ends here, they note in the weekly reflection (see artefact 3) that they have acquired
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new vocabulary. In addition, during a collaborative reflection, students expressed that
they have benefitted significantly from this week's collaborative reading lesson, as they

articulated in their own words (see artefact 3).

| ~Think about what you have learned this week in the reading lesson. Was it useful to use

vour language vanety? How?
Translation: Yes | have learmed
a lot in the reading activity
through sharing talk with my
colleagues which allowed me to
memornse and leamn new words

fak il ol st e sl e i a el L2 g el o et Lugh 5 S

2-How did your classmates in the group help you leam? Give some examples?

e s i Translation: in giving me a
space to express my opinion,
share my thoughts, explain
words, and exchange some
English grammar.

3-In what ways did you succeed or do well in the reading lesson? How do you think you
could improve this next week”

0 il gl 3 s Ly S T 0 B 3 i o S gl e ] Translation: In that we talk
more, share more words with
my colleagues. And leaming
new things in my mind

Artefact 3 Weekly reflection (Group B Week 7)

From a sociocultural perspective, the type of talk in episode 7 signifies an intramental
activity in line 202 when S6 asks the question "..Jd) allll e d A 55 =y " meaning “how
do we say "steps you out" of life?”, thus trying to recall a word in English from her
memory but she is externalising her query in the collaborative context that has acted
intermentally, encouraging the other students to think and act to solve this problem.
Through this repetition in the process of summarising the reading and tlang, the activity
acted as both intermental and intramental activity. Vygotsky (1978) defined this
process through which intermental functioning in the form of social relations between
students and interaction is turned inwards and altered into intramental functioning. This
is evident, as mentioned earlier when in line 202 S6 asks her question and then finds
the appropriate answer through collective scaffolding and appropriation reflected in line
208 when she answers, "will get you off your normal routine”, and then later in line 211,

she appropriates the term by saying "will take you away".
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A pedagogical implication of internalisation in the foreign language classroom is
mirrored in this episode through the enhancement of interactions among students. In
this episode, the role of expert can be applied to those who have internalised an aspect
of language (the meaning of '‘avoid you' and 'lively’) (episode 7), where S5 acted as an

expert.

This task of allowing and facilitating tlang by encouraging students to compose a
meaningful summary of the English reading text collaboratively (see artefact 4 below)
is a demonstration of exploratory talk, as students succeeded in collaboratively
negotiating the meaning of the content and engaged constructively and critically to
complement each other's answers and reach agreement on a written product of a
composed summary. Interestingly, the level of tlang that was captured during the task
was not reflected in the final written output (see artefact 4), as they tend to explain
rather than use the new vocabulary that they discussed. In other words, they write the
expression "take you away" instead of "avoid" and use the expression "the feeling that
they will receive" instead of "feeling lively". This could be an indication that students

were reluctant to appropriate their tlang into a written product.

98 UNIT 5 | Why do people take risks?

[ —

Artefact 4 Written summary (Group B Week 7)

4.5.2 Clarifying language

Clarifying language represents the most frequently occurring affordance recorded in
both group A and group B (see table 4-4). This affordance represents how tlang was
used to clarify grammatical and lexical problems during the collaborative reading tasks

and throughout the different activities.
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Episode 8 in the level A group illustrates how tlang was used to solve a grammatical

problem during week 2 of allowing tlang.

Original Translation

25 S1: | think what's the article talk about | 25 S1: | think what's the article talk
(er) usshasly &b fans (..) a f:aansin (..) about (er) the third one would be fans
(..)af:aansin (..)

26 S6: life of the fans il Y5 26 S6: life of the fans or what

27 S1: el as 27 S1: how do | say it

28 S1: il 3la 4 28 S1: it's the cheerleader's life
29 S5: ks 29 S5: (is) doesn't fit

30 S1: li:fe 30 S1: li-fe

31 S5: life (..) of the (.) a fan's life 31 S5: life (..) of the (.) a fan's life
32 S1: afan life? 32 S1: afan life?

33 SS: yeah 33 SS: yeah

34 S1: s 4ls 34 S1: that's nice

(A observations\Tlang.GroupA. Wk2: 25—
34)
Episode 8 Affordance of clarifying language (Group A Week 2)

In the above episode, students are clarifying the language and solving a grammatical
problem by constructing and reconstructing their answer to question 3/C, originally

written as "what is the article talking about?" (See figure 4-8).
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@ C. EETET L) e gmaly JELI gadoas
1 Solsialle
2. SS e
3, Wl &0t il pe
4. Pipall oéthe team anlls

@ D. write a list. remember to use this agacs Glal¥| ganiia tau S
section for your unit assignments Ladll ags ,al.

WORK WITH THE READING
€ A.how sports make you feel e olaslas gaaals Al 1550

A Super Soccer Fan another Corinthians team color. When I go to

important games, I wear my special hat. It's
big and funny, and black and white, of course.
People really notice me when I wear it!

I'm a huge soccer fan. I love my team, the
Corinthians Football Club in Sdao Paulo,
Brazil. In fact, I'm crazy about them! And
I'm not alone. According to statistics, the
Corinthians are the favorite team of 15 percent
of the Brazilian population. That’s about
25 million people! The Corinthians are the
second most popular team in Brazil. The most
popular team, the Flamengo Football Club
of Rio de Janeiro, has over 35 million fans.

I go to lots of Corinthians games because
they're fun and exciting. Before the
game, fans meet in the parking lot. They

talk about the game and have something Isometimes buy official Corinthians
to eat. During the game, it’s very noisy. shirts at the team store. They’re beautiful.
There’s lots of cheering' and shouting. They have large black numbers and the
Some people chant” and jump around. names of players on the back. Some

I always dress in special clothes for the customers complain that the official
games. | wear a black and white Corinthians shirts are expensive. Some cost a hundred
shirt. Sometimes I wear red, too, because that'’s dollars. That’s a lot of money for a shirt!

! cheering: shouting to show you like a team
2 : .
= chant: to sing or shout a word or phrase many times

m Reading and Writing 87

Figure 4-8 Reading preview: A Super Soccer Fan

S1 starts the conversation by postulating that what the article is talking about is
something related to fans by making suggestions with intermittent pauses. This is
followed by S6's response in her attempt to repair by saying "life of the fans or what?".
In line 27, S1 explicitly seeks help from her peers by asking "\ «<", meaning "how
do | say it"; this statement is a vocalisation of her inner speech in the process of

interthinking. As Swain et al. (2009) argued, languaging plays an important role in
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transforming inner thoughts into external knowledge, which is then transformed into
internal cognitive activity. This is also a representation of how tlang supports students'
responses, as they lacked the correct English words. Thus, as it did for the students in
this classroom, tlang can serve as a tactic for expressing complex ideas through

extended language use (Elashhab, 2020).

The question in line 30 also seems to act as a holding platform (DiCamilla and Anton,
1997) enabling students to think about the grammatical problem. This is followed by
S5 and S1 taking the lead in repairing the suggestion that was given by S6 in line 26.
S5 provides two ideas, "life of the fan" and a "fan's life", which S1 then recasts as a
guestion acting as a suggestion for the other students in the group: "a fan life? ". The
episode ends with confirmation from the students in line 33 suggesting that they agree

on the final answer: "a fan life".

Episode 9 is part of a skimming activity where | asked the group to skim the reading
text (see figure 4-9), close their books and then compose a summary together in their
own words from their understanding and by using their full linguistic repertoire in 2
minutes.

The below episode is part of the group's discussion while collaboratively composing

the summary. More precisely, they are discussing the lexical item ‘courage’ in line 149.

Original Translation

149 S1: 0¥ wide gmd (1) 53 SHl sy 149 S1: | also remember that if you want

e 7 Sl dlaie (5%, // to start a business you have to have al-
courage so //

150 S5: // a4 150 S5: // yes, right

151 S6: // ¢ i) exic 151 S6: // have what?

152 S1: .. 4 palal Je 1385 s all e Qladll | 152 S1: to overcome fear and such so

OsSiadY., that it should be..

153 S6: 3.8 claie 58 a3¥ & 5 il sx 2ie ey | 153 S6: meaning when you start a

<rephrasing> project you need the power

154 S1: of 4de dae o2 b ey il 154 S1: <rephrasing> anyone who

gl e Qlaill e 50l8 oS needs to start a business must have the
courage to overcome fears.

(A observations\Tlang.GroupA. WK7:

149-154)

Episode 9 Affordance of clarifying language (Group A Week 7)
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WORK WITH THE READING

© A. Read the magazine article and gather information about what makes a

family business successful.

A Successful
Family Business

It started with the courage of a young man,
Abduliah Al Hamad Al Zamil. Born in the small
farming town of Onaiza, Saudi Arabla, Al Zamil
was determined to Start his own business.

To do this, he moved from Saudi Arabia 10
Bahrain and began a trading business. It was
1926, and he was only 19 years old. At first,
he traded mostly food items and textiles such
as material for clothing and bedding. In the
1930s, he started his company, Soon, he
decioed 10 expand his business 1o Inciude
real estate: the buying and selling of land

and bulldings. He was a very successful
businessman, and his company grew quickly,

UNITS

steel manufacturing

While running the company, Al Zamil's sons
always remember what their parents taugt
them: to be modest?, honest, hardworking, and
respectful of older generations?, The family makes
decisions by consensus—that is, by making sure
that everyone agrees before moving ahead, This
practice helps keep a feeling of unity. Finally,
demonstrating the sharp business sense’ that they
share with their father, Al Zamil's sons understand
the value of taking risks from time to time, This,
along with the strength in their close family
refationship, has been a kay 10 their success.

! modest: not talking mech about good things you have dose

pencration: all the people in 3 family who weee born around
the same timne

What makes a family business successful?

Al Zamil expanded his business into other areas
as well and bullt what was then one of the
tallest buildings in Al Khobar, Saudi Arabia.

Al Zamil had a large family, and his 12 sons
were always an important part of the family
business. After his death in 1961, the sons
continued to work together to keep the Zamil
Group going. They wanted the business to
continue to grow in the spirit of their hardworking
father, 50 they expanded Into new areas, First,
they invested in making parts for machines,
and later they added the manufacturing of steel
and glass. They worked to design new products
and became experts in new technology.

Today, what began as a small family
business over 85 years ago is now a huge
corporation. The Zamil Group has more than
12,000 workers in over 60 countries. It also
owns many different companies. They manage
construction, ship buliding, plastic, chemical,
and paint companies. They have bought some
smaller companies and also work as a partner
with other companies in India, Germany, and
the United States. Their goal Is to deliver high-
quality products and services around the world.

It is difficult for a family business to remain
strong over the years, The Zamils keep their
company strong by separating the owners from
the managers and by being very professional.
“It IS necessary that the second and third
generations prove thelr . ., . skills to do the job
properly,” says Khalid A, Al Zamil. The next
generation shouldn’t have high positions just
because they are sons of the owners, he adds,
Clearty, the success of the Zamil Group s
thanks to the strong leadership of the famaly
members, combined with strong family values,

' sharp business sense: ability 1o do well (n business
' separating: dividing

Figure 4-9 Reading text: What makes a family business successful?

In episode 9 above, students are working together collaboratively to recall what they
have read. In their conversation in this episode, S1 states that she "remembers that if
you want to start a business you have to have al-courage so //". She uses the word

‘courage’ with the Arabic definite article added to it "al-courage” in line 149 as part of
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the Arabic sentence. This is an example of the fluid and flexible soft assembling of the
English word 'courage' with the grammatical rules of Arabic (definite article 'al). S5
agrees instantly in line 150, but S6 seems confused and asks for clarification by asking

"have what?" (With reference to the word 'al-courage").

S1 takes the lead to translate the meaning into an Arabic explanation of the word. S6
understands the meaning in line 153, internalises it, and rephrases the sentence that
S1 produced in line 149, adding the word '‘power' to the expression " & s il s die  Jay
548l ehie oS 0 3¥", meaning "when you start a project, you need the power”. In line 154,
S1 again reconstructs the sentence in standard Arabic as opposed to spoken or
colloquial Arabic in line 149, and she is generalising the sentence to "anyone" and uses
the plural form of 'fear’ to include other fears. This type of reconstructions reflects the
pedagogical implication of internalisation in the language learning classroom, which

relates to the enhancement of interactions between students and through tlang.

In fact, the skilful handling of both languages by S1 helps to highlight important
connections between Arabic and English. The example of "al-courage" here represents
novel ways of soft assembling features of the language to suit the immediate task
(Garcia and Leiva, 2014). | would argue here that students' knowledge of the form and
meaning of English and the use of Arabic as a semiotic tool mediated their
understanding and learning which was reflected throughout their immediate problem-

solving activity.

Taking this into account, when students were asked for the meaning of an English
word, they recalled the Arabic meaning first and then looked for its English meaning.
Thus, tlang allowed students to clarify the language in this episode. Students tend to
use language practices that they already possess to perfect their English or, in this
case, their Arabic summary. They also think in Arabic to produce an English sentence,
say it in Arabic first and then process it in English after collaboratively discussing the
meaning. This learning strategy was acknowledged in the weekly group reflection

sheet, as shown in artefact 5 below:
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1-Think about what you have learned this week in the reading lesson. Was it useful to use
your language variety? How?
S 94 palll ¢l 23 e dalaie) (e coniiud o Bel il ol 8 & gan) 138 Cualad Lo (g S8

\ ¥ e B " Y -~ -
e L) RN ol 40 5y

Translation: Yes, reading in English then writing the summary in Arabic,

and then translating to English through my linguistic repertoire.

Artefact 5 Weekly reflection (Group A Week 7)

The students' answer to question 1 about whether it was useful to use their language
variety this week and how is: "Yes, reading in English then writing the summary in

Arabic and then translating to English through my linguistic repertoire”.
Artefact 6 below is the written summary that the group produced, where they were
collaboratively summarising in Arabic, as seen in the first three lines. The five final lines

are their attempt to translate, as can be clearly seen in the sentence: "to start a

business you should have the ability of courage”.

Artefact 6 Written summary (Group A Week 7)
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It is clear from the case analysed above how the students engaged in interthinking,
mediating, and internalising the text collaboratively in Arabic first through their tlang

and then translated the whole paragraph into English collaboratively.

Level B students translanguaged to recall what they already know and were making
profound connections between both SA and CA. Episode 10 below is one example
where students are identifying the missing words in exercise D (see figure 4-10) by

reviewing the reading.

Original Translation

220 S6: b S l? 220 S6: what does that mean?

221 S3: Hhh 221 S3: Hhh

222 (..) 222 (..)

223 S3: textiles? (..) 223 S3: textiles (..)

224 S4: Dls swia 224 S4: <saying the Arabic translation
of textiles>

225 S3: <repeating the word Cls swic> 225 S3: <repeating 'textiles' in English>

226 S3: U 226 S3: what?

227 S6: b S (1? 227 S6: what does it mean?

228 S3: Hhh 228 S3: Hhh

229 S1: Jd Hhh 229 S1: <saying the Najdi dialect
equivalent> Hhh

230 SS: (ild 230 SS: repeating the word

231 S2: Jiké <saying it in the Najdi 231 S2: saying the word in the Najdi

dialect> dialect <approving>

(B observations\Tlang.GroupB.Wk2:

220-231)

Episode 10 Affordance of clarifying language (Group B Week 2)
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D. Complete the paragraphs below with details from the reading.

In 1926, Abdullah Al Hamad Al Zamil moved to Bahrain. There he

began a| |business. At first, he traded mostly
1
| |items and |
2 3
Before long he decided tol,, - J his business,
and he became very| . Later on, his
5
sons operated the business. They| lin
5
industrial manufacturing and worked to| ]
7

new products. Their father taught them to be modest, honest,

[ | and respectful. He also taught them

8
that it was a good idea to take] | Today the
5 ;
Zamil Group is a large| |that owns many

10

different companies.

Figure 4-10 Exercise D: Missing details from the reading

In this quite humorous episode, S6 and S3 seem to be confused about the meaning of
the word 'textiles' as an answer for the missing word number 3 in exercise D (see figure
4-10). This tlang episode, also coded for cumulative talk, starts with S6 asking " = Ui
fuk", meaning "what does that mean" in reference to their previous discussion of the
meaning of the word 'textiles'. Her question was met with a laugh from S3 and a short
pause; her laugh signals that she is too confused about the meaning, which becomes
clear in lines 223 and 226, as she repeats the word "textiles?" in a questioning
intonation in line 223. S4 responds through a translation to the word in SA "<ls gt
but S3 still does not quite understand the concept and expresses her confusion by
repeating the word and asking "J4" meaning "what?". S6 joins in and asks for the
second time "k S (4" meaning "what does it mean?”. This causes S3 to laugh
again, indicating that even the effort of her group peers to translate the word was not
successful in resolving her confusion. Finally, as an act of appropriation in line 229, S1
resolves the confusion of the group by using the other synonym of the word commonly

known in the spoken dialect of Arabic or CA "Jilé" followed by a slight laugh. Students
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then approve her answer by repeating the word in lines 230 and 231, where S2

pronounces it in the Najdi dialect.

Here, tlang allowed students to expand their custom of explaining to each other by
knowing that they were free to speak and explain in any form of language. Students
succeeded in using their linguistic repertoire to make sense and clarify the language.
The combination of humour and hesitation was evident in the episode, as students felt
that using their dialect or CA still sounded and felt ‘funny'. However, the episode also
illustrates how tlang was incorporated by students to clarify a word that was hindering
their understanding to complete the task. This allowed for the internalisation of the
word 'textiles’ by having S4 and S1 act as expert learners that take the lead and the

role of the teacher within their group.

4.5.3 Checking or confirming understanding

This affordance represents the use of tlang when students check and confirm
understanding of the task, including checking the understanding of ideas, vocabulary,
or grammar through their collaborative work. It rarely stands alone as an affordance
and seems to overlap with clarifying language (section 4.5.2) and task management
(section 4.5.4).

Episode 11 below illustrates how students regulated and controlled their group talk
through tlang. Moreover, when students checked or confirmed their understanding,
they were trying to manage the task and clarify language as part of their tlang in the
group. In episode 11, students are clarifying the grammatical structure of the word

'manage' and confirming their understanding.

Original Translation

71 S5: manage ¢~ manager ‘= 71 S5: manage from manager right?
72 S6: <) manage =2 &5 72 S6: yes, | think manage is the verb
J=al)

73 S5: manager? iz il 73 S5: manager is the person?

Leal Ul unity design.. | think it's.. unity design..

74 <SS are trying to figure out each 74 <SS are trying to figure out each
word and match it to the sentence> word and match it to the sentence>
(A observations\Tlang.GroupA. WK7:

71-74)

Episode 11 Affordance of checking or confirming understanding (Group A Week 7)
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This is a short interaction between S5 and S6 during a vocabulary preview exercise
where they had to identify the meaning of each word and allocate it to one of the gaps
in the below sentences. The students are discussing the word 'manage’ (see figure 4-
11). S5 starts in line 71 by connecting the word to "manager” in a questioning
intonation. S6 responds by stating that "manage” is the verb, thus clarifying for S5, as
she assumes that the noun is "manager”. Students not only clarified an aspect of
language here but also were successful in confirming their understanding. This use of
tlang can be interpreted as a tool for creating mediational language helping students
to move into and across their ZPD (Vygotsky, 1978).

PREVIEW THE READING

A. VLI TAY Here are some words from Reading 1. Read their definitions.
Then complete each sentence.

corporation (noun) i3 .S 4S,.5

courage (noun) & 1ediga, 2SIl e § 503l when you do something
dangerous or difficult

design (verb) & Ll 5 buass how something will look

expand (verb) & ,S1 raadl or make something become bigger
expert (noun) & als s e ISI Ciyas jodd

manage (verb) & Ls <ol g1 jaddy aSal,

strength (noun) & ol 51 ol gul 5,48 gl 5300

unity (noun) isL3¥!  in which people are working together or in agreement

(“ Oxford 3000™ words

Figure 4-11 Reading preview: Vocabulary (level A)

The occurrence of overlap between clarifying language and confirming understanding

as functions of tlang was also evident in level B classrooms, as shown in episode 12

below.
Original Translation
89 Sb: aspect ¢ i U 89 S5: what does aspect mean?
90 S1: prediction &5 M ) 90 S1: prediction or similar to guess
91 S5: <l Y expect 91 S5: no that's the meaning of expect.
s aspect This is aspect
92 S1: iaal dkaal 92 S1: wait, wait
93 S3: expect o= &5 ) aspect e 93 S3: I think expect is different from
aspect
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94 S2: ld 4l & 5 94 S2: it's not the word but it's similar to
it.
95 S1: okeh 95 S1: ok

(B observations\Tlang.GroupB.Wk7: 89—
95)
Episode 12 Affordance of checking or confirming understanding (Group B Week 7)

cues Jb il . jaill gd LS Gaagl o5 lpualss il Sl ilas Lodle gaus
Co ol gilae agd o chiselial

aspect (n.) & perceive (v.) tolerance (n.)
challenge (n.) £ precaution (n.) trait (n.)
mental (adj.) £ pursuit (n.) vivid (ad].)

notable (ad).)

<(H' Oxford 3000™ words

Figure 4-12 Reading preview: Vocabulary (level B)

In this episode, students are completing reading preview exercise C (see figure 4-12),
in which they had several words that they were asked to understand and underline the
ones they identified and try to guess the words that they didn't know from the reading
text. S5 starts by asking " = (4" aspect?, thus asking her peers for a clarification of
meaning. In line 90, S1 responds by guessing the meaning by providing an English
synonym and an Arabic translation, which was incorrect. At this moment, S5 realises
that S1's response is wrong and corrects her by stating that she has confused it with
the word "expect". This is the moment when S1 is trying to internalise the new
information through her expression "ihal aal" meaning "wait, wait". S3 contributes in
line 93 by stating that "expect" is different from "aspect". Another student, S2, also
contributes in line 94 by stating "it's not the same word, it's just similar to it". Finally, S1
approves through her expression "okeh" in line 95. In this episode, students
demonstrate a great example of making meaning (Lidz, 1991), where learners are
promoting understanding by highlighting important things to notice and commenting on
the difference between the words ‘aspect' and 'expect'. Thus, they have successfully
managed to elaborate collaboratively and to provide information related to grammatical

differences and the meaning of words through tlang.
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Lantolf (2000) suggested that learning in situations of "dialogic mediation amongst
peers is likely to be more effective than the monologic mediation displayed by
teachers". | can argue here that students demonstrated an example of dialogic
mediation in the group since the teacher did not interfere in the talk. In their later
discussion of the task, students managed to find the correct answer through their

mediation, as demonstrated in episode 13 below.

Translation

159 S6: we only have aspect left
160 S2: aspect is similar to reason
161 S5: the key to answer maybe
162 S6: let's see the word before it
163 S5: Means part

Original

159 S6: 8L o= aspect
160 S2: aspect i) reason
161 S5: (Say Jall #lida

162 S6: eld I capls Ja
163 S5: part =

164 S2: risk 0s23L Gyl agd) (e e 3 4

165 S5: <reading the example> another
key aspect .. another key part .. zaa Y1 Y

164 S2: That it's a part of why they can't
take risks

165 S5: <reading the example> another
key aspect.. another key part.. yes, yes

that's correct

166 S6: <Lz aspect = part 166 S6: girls, aspect means part

(Tlang.GroupB.WK7, 59-166)
Episode 13 Affordance of checking or confirming understanding (Group B Week 7)

The above tlang episode is a continuation of the discussion of episode 12 above of
finding the meaning of "aspect" and solving the task by reviewing the reading to find
the answer. This continuation of dialogic mediation helped students to scaffold and
agree on the correct answer (lines 163 and 166). This type of talk is also what (Mercer,
1995) labelled as exploratory talk contributing to the critical and constructive
engagement with each other's ideas, where students were able to provide justifications

and alternative answers until they finally reached the correct answer.

4.5.4 Task management

This affordance describes students tlang to discuss or explain directions regarding
what to do next during a task; this can be a suggestion or a direct command in the
group.

This function is identified by Storch and Wigglesworth (2003) under metacognitive talk,
as they explained that task management is when learners are using the home
language to discuss the requirements of the task among each other, and also find

strategies for dealing with and managing the task effectively, thus reducing anxiety.
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Nevertheless, as mentioned in section 4.5.3, there are cases of intersection between

this code and other codes, such as checking or confirming understanding.

In episode 14 below, students in the level A group are working on a preview exercise
(C) (see figure 4-13 below) during week 2 of tlang that comprises four questions about
the reading, which are originally written as: what is the title?/who is the author?/what

is the article talking about?/what is the name of the team in the picture?).

Original Translation

63 (..) T: anywhere else? 63 (..) T: anywhere else?

64 S1: guys 3 sa LS Litia | 51 8 64 S1: guys, say ours, it's all nice
65 S2: buy the team product 65 S2: buy the team's product

66 XXX 66 XXX

67 Reading and doing exercise C 67 Reading and doing exercise C

68 S1: (am e 430 JS Pgensdi oS, 35 | 68 S1: what do you think if we divide it?
Every three together

69 S5: Uz g (il J8? 69 S5: each two together
70 S6: ldadoaal s JSY 70 S6: no, each one individually
71 XXX 71 XXX

(Tlang.GroupA.Wk2, 63-71)
Episode 14 Affordance of task management (Group A Week 2)

(O PREVIEW [RTW TIPSRV PR [ TP WS
1. SOlsialle
2. SslEl e
3, Sl &0ass Bl oe

4, 7ysall oé the team aulls
Figure 4-13 Reading preview: Exercise C

During this episode, students are tlang to manage the task in lines 64, 68, 69 and 70.
The episode starts with the teacher asking about a previous task: anywhere else? In

response to that, S1 suggests and directs her group to say their answer.

In lines 68, 69 and 70, students are collaboratively trying to manage the task by
suggesting that they should divide themselves into groups of three working together.
S5 suggests that it's better if two are working together. However, in line 70, S6
disagrees and wants each student to work individually. This type of tlang among the
group can be considered a way of regulating the task (Lidz, 1991).
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In group B, Episode 15 below is one example of tlang for task management during

week 2 of allowing tlang.

Original Translation

243 S1: «isparagraph 2 ==? 243 S1: six is paragraph 2 right?
244 S6: \d (s 33 J2 cuba skip? 244 S6: ok, let's skip it?

245 S3: by MF5 245 S3: we will go to the next
(Tlang.GroupB.WK2, Pos. 243-245)

Episode 15 Affordance of task management (Group B Week 2)

In this task, students are working on a vocabulary gap fill exercise (see figure 4-14
below); this task is part of the review of vocabulary after they have read the text. The
paragraph is a summary of the reading, and they are working collaboratively to identify
the missing words.

D. Complete the paragraphs below with details from the reading.

In 1926, Abdullah Al Hamad Al Zamil moved to Bahrain. There he

began a |business. At first, he traded mostly
T
| |items and| |
FJ 3
Before long he decided to| |his business,
.|
and he became very| | Later on, his
5
sons operated the business. They| |in
[

industrial manufacturing and worked to| |
T

new products. Their father taught them to be modest, honest,

| ; | and respectful. He also taught them

that it was a good idea to take| | Today the

Zamil Group is a large| |that owns many
10

different companies.

Figure 4-14 Post reading Exercise D: Vocabulary gap fill

During their work, they are actively tlang to find the answers, although the teacher has
asked them to use English exclusively. The students take a long pause after trying to
identify the correct answers to fill the remainder of the gaps, as they all struggled to

find the answer for gap number 6. In line 244, S6 suggests that they should skip
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number 6 and move to the next gap. She starts the sentence with Arabic but uses the
word "skip". In line 245, S3 rephrases that they indeed need to move to the next gap.
They continue and complete the task successfully. In episode 15, students started by
checking and confirming their understanding and then moved to managing the task to
complete it successfully in the allocated time.

One could argue that this is similar to the function that Song and Cho (2018) named
'meta-tlang’, which is when learners use one language (in this case, Arabic) for
retrospection, monitoring, and/or controlling their own thinking processes and
language choices while reading in the other language (English). Students were
collaboratively thinking and making language choices and most importantly, tlang for

that purpose.

4.5.5 Building relationships

This affordance represents how students translanguaged to show care, affection, and
emotion and to build trust and relationships. This affordance was more evident in level
B groups, as level A groups were more dependent on their Arabic language for
cognitive functions rather than social ones (see previous table 4-4 in section 4.5). In
level B, however, students showed that they are very much in tune with one another
and are working as one, reflecting their confidence and independence in using tlang
for both cognitive and social functions. Furthermore, they have reached a state of
intersubjectivity in which they are able to understand each other's sentences and
explanations about content when they are given using a combination of two languages,

as if students could read each other's minds.

In episode 16 below, students are undertaking a reading preview, which is question
(D) (see figure 4-15). The researcher had asked students to work on the
translanguaged versions of the reading preview before they read the English text. The
reading is about being polite from culture to culture, and the question asks them to

think about some examples that relate to different cultures.
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Original Translation

106 S1: (e oiad (g3 4dnai i Uy Wl 6l | 106 S1: for example, when we have a
J) polite guest, we offer food and drinks, which
is polite

107 el Waaal o 5Y 6 5esll Lnaa 131 el & 531 | 107 also, in Saudi when we offer coffee,
it has to be with the right hand

108 S5: 53 yile aaf ke se 131 108 S5: and if you are invited, you
cannot refuse
109 SS: 4 109 SS: yeah

110 S5: 4¢r i Gl Y Y ¥ J& Wil Je <the | 110 S5: although we say no, no, no
SS are referring to their shared culture until he insists (laughing) <the SS are
and language to answer the question> referring to their shared culture and
language to answer the question>
(A observations\Tlang.GroupA. WK5:
108-110)
Episode 16 Affordance of building relationships (Group A Week 5)

‘Q [EI73  B. Goonline for more practice with the vocabulary.

@ c. what do they tell you about the topic of. JGll i lelival Trlly seall kil
the article ?

D. S5 ga JGLI 5515 Jub cbdhan) o outiliy 6 S SLayit e SR any o polite aa 3l jsa¥la
WV oy

WORK WITH THE READING

© A. Read the magazine article and gather information about what it means
to be polite.

Being Polite from

Culture to Culture

Figure 4-15 Reading preview: Exercise D (level A)

In episode 16, students managed to think of examples related to being polite in different
cultures but reflected their shared Saudi culture. They are collaboratively thinking and
sharing their answers in lines 106—-109. In line 108, for example, S5 is reflecting and
sharing an example that is known among students since they all come from KSA and
share the same culture. In line 109, all the students agree, and in line 110, S5
comments in a humorous way that they usually refuse just to let the host insist on the
invitation, which is also a way of being polite in not accepting the invitation the first

time, resulting in the demand from the host to persist in offering many times. S5 uses
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a CA word in her expression in line 110, " v ol ¥ ¥ ¥ J& Wl " meaning “although we
say no, no, no until he insists” which is a humorous addition under the function building

relationships.

The use of students' full linguistic repertoire and cultural knowledge acted as resources
for learning and meaning-making (Carroll and Sambolin Morales, 2016). From a
Vygotskian sociocultural perspective, the process of tlang for building relationships is
mediated by the social context when students are collaborating in the group. As
students are interacting and collectively constructing knowledge, they are
collaboratively learning and reflecting the social and cultural practices of their shared
community. Since the groups of students are homogeneous with very slight differences
in their Arabic dialects, they managed to understand and relate the examples given in
episode 16, creating a harmonious learning atmosphere. This is another act of
mediation (Lantolf, 2000) occurring through social interactions in the group using

cultural tools such as language and tlang to make meaning.

Another example is episode 17 below in the level B group during week 3 of tlang

illustrating the affordance of building relations, cumulative talk and negotiating

meaning.

Original Translation

32 S2: L e ASIaS jile haliiad 5850 5Y 4o | 32 S2: but there has to be common

s Lalas e points more than different ones

33 S3: 4 33 S3: yeah

34 S6: ¥ same behaviour s sl udi S 34 S6: no same behaviour means same

il o pe (o JS b quietness and same everything, very
boring

35 S2: il o y 35 S2: very boring

36 S3: someone who's gonna complete | 36 S3: someone who's gonna complete

me- me-

37 S6: = 37 S6: yes

38 S5: 4t s dlag) sade Y 38 S5: no way, he's not your husband
Hhh

39 SS: Hhh 39 SS: Hhh

40 S3: Dl iy () dasalls Cal ki 48 58 2 Y | 40 S3: no, | mean there will be missing

¢ hegd ml L J)aad oa M e sagd) aal L) aspects (.) for example, | like calmness
and she likes... er, you get it?

41 S2: shalaly gl 41 S2: it's not always nice by the way

(Tlang.GroupB.WKk3, 32-41)

Episode 17 Affordance of building relationships (Group B Week 3)
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0 UNIT QUESTION

a2 Y g LAl (plan s

®A welidhaa o (ol
L Sseall i lgie oafiad il olivalle
2. b dpis gl Jadll o Bl to make a good first impression Lill 4a jllls
¢ Jaall
Figure 4-16 Reading preview: Unit question: How to make a good first impression?

Students are doing a preview exercise in the unit about making a good first impression.
The researcher had asked them to preview in any language or form as a group. The
episode above is part of their cumulative talk and negotiating meaning. They are
answering the first question (see figure 4-16): "what are the qualities that you are
looking for in a friend?". Students collaboratively share their views on the perfect friend;
however, they seem to disagree on the mutual and different qualities in a friend (lines
32-35). In line 36, S3 comments that a friend is "someone who's gonna complete me".
This is followed by agreement from S6 and disagreement from S5, who comments
humorously, "no way, he’s not your husband. hhh". This comment in Arabic functioned
as building relationships in the group, as all the students laughed, showing that they
are very much in tune with each other. In line 40, S3 further explains what she meant
by her expression in line 36 by giving the example: "no, | mean there will be missing
aspects (.) for example, | like calmness and she likes...er you get it?". Interestingly,
students show that they understand each other's sentences and explanations about
content even when they are given in two languages or incomplete, as if the students
could read each other's minds. Students engaged comfortably in learning practices
that enabled them to use their available experiences in life to reflect and construct
meanings in a light-hearted setting and through socially and culturally contextualised

dialogues.

Findings related to the ‘building relationships’ function showed that encouraging tlang
during weeks 2, 3, 5 and 7 in both groups A and B established the value of students'

multilingual identities, linguistic repertoires, lived linguistic experiences and cultural
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knowledge (Carroll and Sambolin Morales, 2016). As a result, learning became more
personal, authentic, and meaningful for them (Blackledge and Creese, 2010). This
finding was supported in students' reflections after they had completed the 7 weeks of

tlang, as shown in the findings presented in the next Chapter 5.

4.6 Conclusion

This chapter has presented the findings and analysis of tlang affordances during the
collaborative reading tasks in level A and level B groups. Affordances of tlang in the
collaborative reading groups have been revealed via a microgenetic analysis and SDA
of the episodes and supporting artefacts and weekly group reflections. In so doing, |
adapted the pedagogic functions of tlang in peer-reading interactions of (Tigert et al.,
2019) to categorise tlang episodes and interpret my findings reflecting the quality and
type of talk as either cumulative or exploratory (Mercer, 1995). By analysing tlang
episodes, weekly group reflections and artefacts together, | was able to understand
and reflect tlang affordances of learning as a process during the collaborative reading

tasks.

The analysis showed that students' tlang is present in both tlang and non-tlang weeks
of teaching reading during the normal teaching weeks where the teacher employed a
strict "no talking in Arabic rule" in weeks 4 and 6 and when allowing tlang and using

the translanguaged versions of the reading in weeks 2, 3, 5 and 7.

The findings revealed that students applied language practices that they are familiar
with, as they appropriated, internalised, and mediated their languaging to solve the
problems in the different types of exercises during the preview and review of the
reading lessons. In their fluid and flexible use of their full linguistic repertoire, they
showed instances of soft assembling between their languages using morphological or
grammatical rules of the other language. Most importantly, the different affordances
captured how cumulative talk and exploratory talk functioned during tlang, thus

creating better opportunities for learning.

In terms of the main differences between groups A (beginner English proficiency) and
B (Intermediate English proficiency), the findings showed that level A tend to
translanguage naturally regardless of the rule of English only and not when prompted

in the non-tlang weeks. Conversely, the level B groups rarely used Arabic during non-
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tlang weeks, yet they were more comfortable in using tlang for social and affective
functions than the level A groups. Further differences between the two groups are

revealed in how they reflect on their tlang practices in the next chapter.
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Chapter 5. Students' Reflections on Tlang Affordances of
Learning in the Collaborative Reading Groups

5.1 Introduction

This chapter presents the analysis and findings of the second section of the case study
to answer RQ 1.2 and RQ 1.3 regarding how students describe and reflect on tlang
affordances in the collaborative reading tasks with reference to some of their after class
weekly learning reflections, and whether there are differences between the level A and
level B groups. In the previous chapter, | presented the findings of tlang affordances in
collaborative reading classrooms and the socio-cognitive functions that were captured
during the processes of tlang. This chapter aims to complement the findings of Chapter
4 by capturing students' responses after completing the 7 weeks of tlang. The
responses were captured through semi-structured interviews and written DEAL
reflections, as demonstrated previously in table 4-1. The affordances of tlang were
therefore captured as a process of students' learning (Chapter 4) and later reflection
on their learning (Chapter 5). This is an integral part of the analysis, as it captures
students' reflections on their own learning and how they made “sense of their world”
as Li (2011, p. 1224) describes it, in this case, the world of allowing tlang in the
collaborative reading tasks. The chapter presents the thematic analysis of interviews
and DEAL reflections supported by students' quotes coded under each affordance. A
summary of the interrelations found between the affordances is also described under

each theme.

5.2 Reflections on Tlang Affordances

The answer to how students describe the affordances and reflect on their learning is
extrapolated from the thematic analysis of 12 semi-structured interviews with students
in levels A and B (see section 3.4.6) and 12 DEAL reflections (see section 3.4.5). The
process of thematic analysis is not a straightforward one but rather a rigorous process
involving many phases of defining themes, reviewing, and reflecting, as explained
previously in section 3.5.3. Thematic analysis is a useful method to explore the different
perspectives of research participants and identify the similarities and differences
between them, as well as to generate unanticipated insights (Nowell et al., 2017).
Considering that the six-phase method of thematic analysis is an iterative and reflective
process that develops over time and involves constant moving back and forward

between phases (Braun and Clarke, 2006), | present and discuss the ten final
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refinements of inductive thematic coding in this chapter. The below table describes the

ten themes of affordances, their definition, and the number of times they occur in the

data analysis.

Tlang affordance code Definition Number of
occurrences
For languaging When students reflected on their 42
connections metalinguistic awareness by
connecting previous knowledge across
their languages and how they
compared or contrasted elements of
their languages
For communicability When students reflected on their 27
and participation willingness to participate and
communicate their thoughts freely
For cognition and When students reflected on their 59
development cognitive awareness, understanding
and cognitive development
For affect When students reflected on their 44
emotions connected to learning, such
as enjoyment, excitement, pride, and
shyness
For vocabulary learning When students reflected on their 50
learning of vocabulary, and benefits of
translation and linguistic mediation
For grammar When students reflected on 8
associations grammatical connections linked to their
learning
For independence and When students reflected on their 53
empowerment agentive feeling of being more
courageous and independent in their
learning
For inner speech When students reflected on their 28
linguistic consciousness and that they
were thinking in one language and
translating into another
For creativity When students reflected on their 5
creative use and mixing of different
languages and dialects
For collaborative When students reflected on 38

learning

participating in pair and group work to
support their learning

Table 5-1 Definition of thematic analysis tlang affordance codes

These themes appeared after extensive rounds of reading transcriptions, listening to

the recordings of interviews, and repetitively reading, translating, and revising the
written DEAL reflections (Miles, Huberman and Saldana, 2020) using MAXQDA2020

software for the qualitative data analysis.
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The aim of my thematic analysis was to give voice (Braun and Clarke, 2019) to
students' tlang experience in the English reading language classroom and to capture
that process through their own words after they had completed the 7 weeks of tlang.
The questions in the interviews and DEAL reflections were designed and structured to
cover students' learning perceptions in detail. In the interviews, for example, questions
were formulated to reflect students' languaging use spaces, how they enacted their
fluid linguistic repertoires during the tasks, and their reflections on specific aspects of
the tlang task (see Appendix K). Furthermore, the written DEAL reflection framework
enabled a structured examination of the learning reflection that was divided into three
main categories: (A) description, (B) examination, and (C) articulation of the
experience (see Appendix J).

Another layer that | applied to analyse thematically was to trace the relations that were
reflected in the transcripts of interviews and written DEAL reflections. Using
MAXQDAZ2020, | started by retrieving each theme alone and exploring how it cross-
interacted with other affordances. For all ten themes of affordances, | did this manually
by extracting all the quotes under one affordance and analysed the interrelations
between them that students mentioned in their quotes. The MAXQDA2020 snapshot
below is an example of the languaging connections affordance and the cross-themes
that occurred by using the smart coding tool in MAXQDAZ2020.

@ Code System 207  Coded Segments Codes Com
+(@755 DESCRIPTION OF AFF. o frealize that easier to translate haltfhalf, (897, For Independency and empowerment
+(E/1 For Languaging con.. 30" Learning languages really helps. For example, | know this language in Turkish which makes me curious to find the | €¢4. For Affect
+(E512 For Communicabilt.. 13 Mmeaning in English and Arabic and Spanish. In all the languages that | am eager to learn, (©47. For Independency and empowerment
*@g3.For ogoion and .. 43" | do not prefer that because | think we should maintan the Arzbic language identity without the interference of . For Afect oppt
+ (@4, For Affect 30 foreign languages but it happens accidently
+ (&g 5.For Vocab retreival 0

When | read an English sentence | automatically translate it in my mind to Arabic which helps in retaining the (93 For Cognition and development

+ E/6.For Grammar assosl.. 5 language, (cg8.For Thinking internally/inner spee.. X
+ (g7, For Independency ... 28
Se . ) . . = ..
€38 For Thirkinint " It really helped in English and also the techniques that we used | have applied to more than one language .for 2¢3.For Cognition and development relat
Sqoror Thinking interna.. example separating the words, dividing the word when | read it also connecting words, connecting the grammar  (@;/5.For Vocab retrefval gran
+@]9/For Creativity 5 because there are a lot of things that are similar (@/6.For Grammar assosiations

P LY ST I SO Sy

Figure 5-1 Snapshot of MAXQDA2020 smart thematic coding function
For example, the highlighted quote was found to interconnect with the codes affect,
and independence and empowerment. Following this process, | reviewed all the quotes
for each affordance to analyse and demonstrate the relation across all ten affordances.
| used Microsoft Word to build the map, where | used arrows that showed the
interrelations between the affordances based on 378 coded quotes. The result is what

| have created and named as web of affordances (see figure 5-2 below). There are two
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arrow relations in the web of affordances: the single-headed straight-line arrow
indicates the direction of the linkage to the other affordance, and the dotted two-way
headed arrow signifies an interrelated two-way relation between the affordances. For
example, the analysis found that the inner speech affordance in figure 5-2 promoted
the languaging connections affordance and not the opposite.

Throughout the presentation and analysis of the findings in the forthcoming sections, |
exemplify the analysis with the translated quotes from the interviews and snapshots of
the students’ DEAL reflection answers. For each affordance, | summarise the

interrelation findings supported by the web of affordances.

( Inner Speech > R / Vocabulary \
> |

. \\_. Learning J

Cognition and

/7 Grammar
{

]
“_ Associations

Development

.'/ g Creativity \\. !
o N

.\\‘

/" Collaborative

P { Learning )
I AN /
1\ .
\ - -
r} \\\.,_ -
]
1
1
v
— Y ~ - . Eigure Key:
e ™,
" Independence and . /~ ~ Communicability
/ | A e e | s i = | ———— .
\ Empowerment J > \. and Participation / one-way relation
\.h B / - — -
— _— __ __ R two-way relation

Figure 5-2 Web of affordances

5.2.1 For languaging connections

A significant theme that arose from the analysis of interviews and reflections relates to
the affordance of tlang in helping students to draw on their prior knowledge and make
connections across the different aspects of official languages in their repertoire. In 42
quotes, 26 from level A and 16 from level B, during interviews and in their reflections,
students noted that the experience of allowing tlang had a positive effect on their
language maintenance and construction, and they used expressions such as "to
retrieve my language", "to make connections" and to "compare and connect vocabulary

and grammar of languages".
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By activating students' whole linguistic repertoire, they reflected on how this enabled
them to language fluidly and search for connections between the elements in their
linguistic repertoires. The comparison between the level A and level B groups revealed
that level A preferred to make connections between English and Arabic, enabling them
to understand more. In the quote below from S1 in level A, she states that she resorts
to making the connections between languages although students are restricted by the

English-only rule in the classroom.

Slinlevel A

"Feels like | need to make connections between English and Arabic regardless of

the only English rule."

Similarly, S2 in level A approves of this tlang experience in that it helped her to become
more conscious of her linguistic repertoire and make use of it during different activities
in the reading classroom.

S2inlevel A

3. This leaming matters >
. a3 4y e,
because........ xyw.(‘f..d‘»d)w*u ....... '{'JL_H‘-}'L?’*@»’:“,:F

--------------
.....................................
.............

...........

--------------------------------------

......................................

Translation: This learning matters because it helped me to discover the linguistic
repertoire that | have and helped me not to forget it.

When | read a sentence, | instantly translate it to the words | remember.

Additionally, S1 in level B and S2 in level A clearly stated that they were able to
compare and connect the different elements between the languages for the purpose

of learning.

Slinlevel B

"It really helped in English, and also the techniques that we used | have applied to
more than one language, for example, separating the words, dividing the word when
| read it, also connecting words, connecting the grammar because there are a lot of

things that are similar.”
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S2in level A

2. Ileamed this when
AN A 2823 ) B d bborn.. CALASMIEE, it O G AL St g

........................

-------------
----------------
.........
...................................................
-----------------------------
......

....................................

29

Translation: | faced a problem of not understanding the meaning of one word, and
the use of both languages helped me in understanding the meaning, such as the

word (surrender). | don't know how it is written in Turkish, but it's pronounced bees.

The multilingual repertoire can be a rich resource for learners, as it allows them to
make comparisons between different elements of languages at different levels and
trajectories. Therefore, when multilingual learners are allowed and facilitated to use
the resources from their entire language repertoire, they can become more effective
target language learners and users (Cenoz and Gorter, 2020).

For learning to be effective, prior knowledge must be engaged, which includes not only
previously taught information and skills but also "the totality of the experiences that
have shaped the learner's identity and cognitive functioning” (Cummins, 2007, p. 232).
If learners' prior knowledge is encoded in Arabics, they must engage this knowledge
through this language to gain knowledge. | would argue that allowing and facilitating
tlang during the reading preview activities enabled students to retrieve their prior
knowledge, as found in previous 4.5.1.

When interviewed, students supported Cenoz and Gorter's (2011) suggestion that
when learning languages, multilinguals naturally have a tendency to link prior
knowledge to new knowledge. Accordingly, in classrooms with the strict rule of using
only English, students felt that they were prevented from using all their languaging
resources.

Students clearly stated in the interviews and reflections that drawing on their whole
linguistic repertoire enabled them to make connections. | would further argue that
allowing tlang as a pedagogy made students more aware of their language use, that
is, their metalinguistic awareness became more developed (Garcia and Kano, 2014).
The below quotes are some examples of how students described the affordance of

languaging connections.
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S2inlevel B

"Learning languages really helps. For example, | know this language in Turkish,
which makes me curious to find the meaning in English and Arabic and Spanish, in

all the languages that | am eager to learn."

S6 inlevel B

"For example, in the group discussion | didn't understand the meaning of a word in
English and one of the girls said it in Arabic and so it stuck in my head in that moment.

| made a connection."

The above quotes from both level A and level B students reflect their understanding of
their language variety by exploiting their linguistic repertoires to aid their
understanding, and languaging connection. Although not precisely articulated by
students, the findings suggest that allowing tlang developed students' metalinguistic
awareness, that is, to know how to approach and resolve particular types of problems
that entail certain cognitive and linguistic skills (Jessner, 2006). Metalinguistic
awareness helps students to reconstruct the link or the network between different
languages, which | will discuss further in section 6.4.1. In other words, multilingual
students' metalinguistic awareness helped students in both level A and level B to learn

and benefit from their diverse language variations.

Summary of interrelations

The languaging connections affordance is interrelated with other themes of
affordances in the web of affordances (see figure 5-2). The relationality between the
themes is a significant finding that | illustrate through the web of affordances, which
shows how each affordance was connected to another, as noted in the interviews and
reflections. For example, the analysis revealed that the languaging connections
affordance promoted other affordances such as grammar associations and vocabulary
learning. Furthermore, affordances such as collaborative learning, inner speech, and
independence and empowerment promoted the languaging connections affordance.

For example, students noted in the interviews and reflections that it was collaborative
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work and their feeling of empowerment that promoted their languaging connections
(see quote of S6 in level B above).

Additionally, a two-fold relation between the languaging connections affordance and
cognition and development, affect, and communicability and participation is illustrated
in figure 5-2 through the dotted double-headed arrows. This means that when students
were translanguaging to make languaging connections, this was also interrelated with
their communicability and participation, such interrelations will be further discussed

and exemplified in the next section.

5.2.2 For communicability and participation

This theme reflects an important aspect of learning, as students noted in the interviews
and reflections that tlang enabled them to participate more in the classroom.
Classroom participation and active engagement are considered critical components for
student success in a variety of classroom settings. Students stated that allowing tlang
in the classroom enabled them to use their language resources fluidly and flexibly to
participate in group and class discussions. They used expressions such as "l can
participate more", "l am more courageous” and “l am excited to share and speak®. The
analysis of students' quotes revealed that it is not merely for participation, as being
able to express themselves and communicate without the constraint of a named
language promoted the complexity and amount of their talk as they freely expressed
themselves within their groups and in the classroom.

This finding aligns with Garcia and Kano’s (2014) argument that the act of tlang
empowers emergent bilinguals to fully participate in literacy events without the
constraining boundaries of named languages.

The total number of quotes captured for the communicability and participation
affordance is 27, with 10 from level A and 17 from level B. In lower levels of English
proficiency such as group A, students are reluctant to participate in literacy events
publicly. However, level A students highlighted that this experience enabled them to

understand and therefore communicate, as noted by S3 and S6 below.

S3in level A

"l am very shy in the class, but after understanding I can participate.”
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S6in level A

3. What mnd sfrengths/ weaknesses did the reading activity reveal, and how did it
affect the situation positively/negatively?

mu,luﬁ'@ﬂuha;‘uﬁ,waﬂmwﬂlw,‘wm
%@‘ML&&M&&J‘SW"&»‘ - s\Wka)) (ds 642\ 3¢
St

N2 S o\ s -
E Y"”J‘f (SN o 5 48 kX

Translation: The ability to give because using more than one language facilitates

my expression more.

S2inlevel A

"I don't prefer the English-only rule, as it restricts my participation, for example, when
| want to translate a word and ask my friend about it so | can create a sentence, but

I'm not allowed to use Arabic."

For level A students, anxiety about making mistakes in the target language and
shyness restrained their participation, as shown in the quotes of S1 and S6. S2 added
that her communicability is limited because of the English-only rule in the classroom.
Regarding level B students, tlang motivated them to be involved in the group and

increased their willingness to participate in the classroom, as stated by S2, S3 and S5.

S2inlevel B

"Motive to work with the group.”

S3inlevel B

"Time-efficient and also participation.”

S5in level B
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"l learned how to discuss and not be shy."

"Excited to share and participate, too."

In addition, the quote below from S5 in level A taps into an important aspect of fluidity
and flexibility in tlang theory (Garcia, 2009). S5 in the below quote of reflecting her
view on allowing tlang in the collaborative reading tasks described tlang as liberating

her thinking by using the words "using one language can narrow my thinking".

S5in level A

"It enables me to communicate with more people and even in explaining things it is

easier to have more than one language that can narrow my thinking."

Again, S3 in level B uses the expression "freedom in understanding” to describe the
fluidity and freedom that tlang has given students not only in delivering information but
also in receiving it. S3 understands that she is not allowed to use Arabic freely. It seems
that she understands the purposeful use of tlang and how it is made efficient, as she

expressed in the quote below.

S3inlevel B

"Depending on our linguistic repertoire gave us the freedom in understanding and it
was easy to deliver the information among us. We could talk in Arabic if there was a

misunderstanding in English or in any other language.”

The above quotes seem to enact the affordance of communicability and participation
through tlang, which supports the suggestion by Garcia (2009a); Garcia and Kano
(2014) that multilingual speakers choose language features from their linguistic
repertoire that lead to the ‘soft assembling’ of their languaging to fit the communicative
situation. Examples of students' soft assembling in tlang classrooms were discussed
in (sections 4.4.1 and 4.4.2). When students combined those semiotic signs
seamlessly, their languaging became a natural act, and they felt empowered to speak
up in the classroom and participate with more confidence (see further discussion in
5.2.7) and less anxiety. | would conclude that the greater the willingness of students to
participate in problem solving in their groups and to do so via the fluid and flexible

tlang, the greater the learning affordances of the task, as reflected in students' quotes.
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Summary of interrelations

Students linked many aspects contributing to their participation, which is reflected in
their interviews and reflections. The affordances that are interrelated with
communicability and participation are collaborative learning, independence and
empowerment, cognition and development, grammar associations, and affect. These
are the affordances that are interrelated with communicability and participation in the
web of affordances in figure 5-2. The quotes below from S3 and S4 in level B
demonstrate these interrelations with the affordance of communicability and

participation.

S3inlevel B

"The group really helps in understanding grammar. If | don’t understand a point,

someone can explain it for me. The same with vocab. We discuss it and try to solve

it. Time-efficient and also participation.”

S4 in level B

"It also made me more courageous in speaking up because before | was only

listening in the class and didn't participate because | was afraid of making mistakes."

This finding aligns with Jiang, Zhang and Mohamed (2022) suggestion that tlang in the
EFL classroom is viewed as beneficial to boosting communication, efficiency,

scaffolding less proficient students, relieving anxiety, and increasing participation.

5.2.3 For cognition and development

This affordance represents the use of tlang as an affordance for reflecting students'
cognitive awareness, understanding and cognitive development. The total number of
guotes from both groups is 59, with 27 in level A and 32 in level B. Students highlighted
that tlang enhances their understanding by using expressions such as "l can
understand better”, "'my mind is open", "this experience activated my mind" and "I
remember words and recall meanings”. Students also noted that their performance
over the 7 weeks of allowing tlang resulting in cognition and development had also
resulted in developments in aspects such as their communicability and participation
(section 5.2.2), their creativity (section 5.2.9) and their vocabulary learning (section

5.2.5), thus sharing interrelations with other affordances. Moreover, it was observed
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that level A students used expressions related to understanding in general, such as

those in the quotes of S2, S3 and S5 in level A below.

S2in level A

"l can understand what others say and when someone says a word, | can think of

other words from my linguistic repertoire."

S3inlevel A

"l enjoyed this experience because | can understand now."

S5in level A

"Very helpful, saves time, and knowing the meaning of one word in my language
helps us understand the whole sentence.”
"The English-only rule is helpful for practising speaking, but tlang makes us

understand better."

In all the quotes, the word 'understand' in all its forms reflects the affordance of learning
that tlang enables in the reading classroom. In the last quote, S5 acknowledges that
practising English is critical in the second language classroom, but what is more
important is participation with cognition. Through allowing tlang, their cognition was
facilitated, which is an important trait to activate cognitive participation or what has
been captured during the group observations as exploratory talk where students
engaged constructively with each other's ideas (see section 4.4.2). Through
exploratory talk, students are not just interacting collaboratively, they are interthinking
(Littleton and Mercer, 2013). Interthinking is critical for learning, as the term defines
the link between cognitive and social functions of group talk and indicates using talk to
think collectively and to engage with others' ideas (Mercer 1995).

Smith and Robertson (2020) stated in their conceptual paper on integrating
sociocultural theory and tlang that through the physiological act of speaking in both
cumulative talk and exploratory talk, speakers can trigger thinking, as they are filling
gaps and inconsistencies, indicating thinking during speaking. The quotes from level
B below reflect how they described such relation between their thinking and practices

of fluid languaging.
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S2inlevel B

"But now | understand in two different ways, this side and that side, you could say it

awakened my mind."

S3inlevel B

"Positive in that | can think in many things because my mind is open to accept
everything."

“This experience activated my mind, accelerated my thinking, and activated a lot of
words in my mind that | had forgotten, especially with the girls in the group because

some of them knew Turkish."

S6in level B

"Depending on my linguistic repertoire will help me understand more when | come

across something that | don't understand.”

The opportunity that was given to students to reflect on their learning after the tlang
experience mirrored their actual performance in the group through the “critical
moments" of their learning (Li, 2011, p. 1224) to make meaning, expand content, and
retrieve language from their memory (see section 4.5.1). The act of interthinking to
make sense of translations through internalisation was described well above by S2 in
group A and S2 in group B. The expression "it awakened my mind" used by S2 in level
B manifests how tlang regulated students' cognitive processes to mediate the cognitive
activity during the collaborative reading task. It also reflects the metalinguistic
awareness that students acquired through allowing tlang. Students' reflections in their
guotes resemble what Vygotsky noted many years ago:

A word devoid of thought is a dead thing, and a thought unembodied in
words remains a shadow... the speech structures mastered by the child
become the basic structures of his thinking (Vygotsky, 1986, p. 153).

Further discussion on the conceptual integration between Vygotskian notions and tlang

theory is presented in section 6.4.1.

Summary of interrelations
In the web of affordances (see figure 5-2), two focal themes promoted the cognition

and development affordance: collaborative learning and inner speech. Students noted
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that these two main affordances triggered their cognition and development thus
resonating with the concepts of interthinking and collaborative work (Littleton and

Mercer, 2013) as two factors mediating learning.

The second interrelated connection to the affordance of cognition and development is
the dual relations shared and illustrated in the web of affordances through the dotted
double-headed arrows (see figure 5-2). These affordances are languaging
connections, communicability, and participation, affect, independence and
empowerment, and vocabulary learning. The below quotes are examples of how

students demonstrated the interrelations between the affordances.

S3inlevel B
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because......... .M‘AM d\—ﬂ) i;-r“y..‘.-/ .9 {f“-i-.l.—n-v ﬁ__-ly
................................. N\x)\g‘:—-&) ‘\f?a‘-—.\J (f&-ﬁlvv‘ S\—Y

................................ M.USJ..WM.JJ,..W..,M.

- -

------
..................................................................................................

(eoncider how the learning has value both in terms of the lesson and more broader

Translation: It helped in training my mind and helped in retrieving my language.

It developed the sense of team and practice.

S6in level B

"For example, in the group discussion | didn't understand the meaning of a word in
English and one of the girls said it in Arabic and so it stuck in my head in that moment.

| made a connection."

S3 in level B reflected that the tlang experience affected her learning on three levels
related to her cognitive development: vocabulary learning, collaborative learning, and
affect. In the second quote, S6 links the affordances of languaging connections and

collaborative learning with cognition and development.

The affordance of cognition and development represents a key affordance of learning
that was credited to tlang, and this was also captured in the group observations through
exploratory talk episodes in which students were translanguaging to negotiate meaning

(see section 4.5.1).
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5.2.4 For affect

The affect affordance encompasses all aspects of emotions and motivation that
students reflected because of allowing tlang. It represents when students expressed
their emotions connected to learning, such as enjoyment, excitement, pride, and
shyness. Influenced by SCT framework of analysis, this affordance aims to emphasise
and reflect the interrelation between the affordance of cognition and the affordance of
affect, thus signifying that emotions are an integral part of cognition, aligning with
Swain’s (2013) argument that both emotions and motivation are interrelated in
learning; however, they are neglected aspects in the literature on SLA. The role of
emotions is integral to learning, as "emotions are socially and culturally derived and
along with cognition they mediate learning" (Swain, 2013, p. 196).

When students were given the opportunity to reflect on their tlang experience, they
mentioned their emotions such as "being shy", "feeling challenged" and "embarrassed”
many times and noted how tlang positively affected their learning and understanding.
| use the word 'affect’ in that sense to reflect quotes of students where they expressed
their emotional feeling about the tlang experience in a total of 44 quotes, with 11 quotes
in level A and 33 quotes in level B.

The first quote from S3 in level A reflects a clear linear relation between emotions,

cognition, and participation (see figure 5-2).

S3inlevel A

"I am very shy in the class, but after understanding | can participate.”

Another quote from S4 in level B represents the development of her feelings towards
using Arabic in the classroom. After being allowed to tlang, she now feels it is useful

and easier.

S4 in level A

"l would say that the idea of using Arabic at first is wrong, but now it's so much easier,

especially when its written half English/Arabic.”

In addition, S6 commented on the collaborative benefit of the tlang experience, adding

that it not only contributed to her understanding but was also very enjoyable.
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S6in level A

5. How did you all collaborate to understand the text and answer the questions? What
could you have done differently? e Alally palll ad A de yaadll A oS5 la3 (IS S
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Translation: The cooperation was very high, and | found that the way the experience

was presented is enjoyable and understandable.

The quotes below relate to some profound feelings that students mentioned in the

DEAL reflection.

S4inlevel B
3. What personal strengths/ weaknesses did the reading activity reveal, and how did it

affect the situation positively/negatively?
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Translation: | discovered that | have more words and a linguistic repertoire. The

reading activity gave me that personal strength.

Here, S4 highlighted an important aspect of her personal strength, stating that this
activity enabled her to discover the richness of words or what she describes in Arabic
as "a linguistic repertoire”, thus confirming the influence of allowing tlang on her
personal development and metalinguistic awareness. Similarly, S3 was very specific
about the personal strengths that this experience gave her, as it made her realise that
she has many qualities. Again, this relates to my earlier discussion of how tlang raised

students' metalinguistic awareness (see section 5.2.1) and later in (section 6.4.1).
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S3inlevel B

3. What mnﬂ strengths/ weaknesses did the reading activity reveal, and how did it
affect the situation positively/negatively?
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In the above quote, S3 connects her feeling of empowerment through being able to
speak with her group and express herself, realising that she has a rich vocabulary
repertoire when she was allowed to use it during the reading tasks. The second point
that she noted related to communicability and her metalinguistic awareness, as she
referred to it as "my word", which denotes a flexible and fluid notion of using her own
language (Hall and Cook, 2012).

Curiosity and eagerness to learn were mentioned by S2 in level B, who felt that allowing
tlang enabled her to express herself without the boundaries of a named language (see
section 5.2.2), thus giving her the opportunity for self-learning. Her second quote in the
written reflection confirms her strong view, adding that being able to alter between the

languages makes her curious to learn more.

S2inlevel B

"Really, as students, we are facing difficulty in thinking in ... even when ... even if
I'm talking well in Turkish, | want to say a word in Turkish, emm, no, but how I say it
in English. This really helped me. Learning languages really helps. For example, |
know this language in Turkish, which makes me curious to find the meaning in

English and Arabic and Spanish, in all the languages that | am eager to learn.”
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S2inlevel B
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Translation: Yes, changed a lot. First, when | used to think in Arabic, | can't say it in
English and when | think in Turkish, I want to produce the word in English, but | can't.
However, now | can alter between all my languages and dialects, which makes me

happy. Thank you for this trick.

There were many instances in the interviews and DEAL reflections when level B
students mentioned various feelings, such as being more "excited", “feeling special”

and "feeling proud". Some examples are provided below.

S4 in level B

"l think the rule of only speaking one language is wrong because it decreases my

excitement for the subject when | don't understand."”

S5inlevel B

"Positive, | feel like I'm very special and | want to learn more to impress people. | feel
proud of myself."

"l learned how to discuss and not be shy."

The above quotes clarify the affect affordance resulting from allowing tlang. Students'
emotional expression encouraged by the safe space of tlang suggests a need for
compassion and being understood linguistically and emotionally (Canagarajah, 2017).
The quotes indicate that tlang created emotional safe spaces for students to negotiate

their emotional issues relating to their foreign language anxieties.
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Previous EFL research suggested that lower anxieties in the language learning
classroom contribute to better participation and classroom engagement
(Dryden,Tankosic and Dovchin, 2021).

In relation to language learning, there are specific aspects of emotions that are
positively or negatively linked. Dewaele (2010) discussed this extensively in his
distinguished book Emotions in multiple languages, in which he reviews
multilingualism and its complex relationship with emotions. His main argument is that
emotions can be classified into 'good' and 'bad’, where positive emotions such as
high self-esteem and motivation enhance language learning, whereas emotions such
as anxiety or low self-esteem inhibit learning. The findings from students' interviews
and reflections on tlang affordances support Dewaele's (2010) arguments in that
positive emotions are linked with cognition after allowing tlang, for example, in aspects
such as making language connections (section 5.2.1) and learning vocabulary (section
5.2.5). Nonetheless, this is not always correct according to Swain (2013), as cognition
relates to emotion and it is inseparable, as Vygotsky explained. They do not have a
linear relation, as some students can experience negative emotions that can trigger
learning. However, drawing such a conclusion goes beyond the scope and limit of the
current research. The analysis of interviews and reflections did not capture this aspect

of negative emotions triggering learning.

Summary of interrelations

The affordance of affect as discussed in this section shared interrelations with
affordances of languaging connections, cognition and development as described
through students’ quotes. The findings have also showed that affect promotes
affordances of creativity, and communicability and participation as described by S2
and S3 in level B above. Affect affordance is also linked to collaborative learning, and

independence and empowerment. (see figure 5-2).

5.2.5 For vocabulary learning

This affordance describes students’ reflections on their vocabulary learning,
translation, and linguistic mediation. Reflections and quotes from the interviews
confirmed that allowing tlang enabled students to provide translations, explain to each
other, and make languaging connections, thus assimilating the affordance of clarifying
language in Chapter 4 (see section 4.5.2) that was captured during the group

observations. The vocabulary learning affordance occurred 50 times in the interviews
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and reflections, with 27 in level A and 23 in level B, where students referred to their
vocabulary learning through expressions such as "my mind accepts more vocabulary"”,
"building my vocabulary", "collecting words and memorising them" and "recalling words

| had forgotten".

In the below quotes, there are some examples of how students reflected their learning

through the vocabulary learning affordance and other interconnected affordances.

S2inlevel A

"Dependence on the variety of linguistic repertoire in learning can help in building

my vocabulary."

S5inlevel B

"Relying on our linguistic repertoire really helped in the group when we didn't

understand a certain word. We explained to each other what we knew."

S2 in level A and S5 in level B acknowledged their understanding of the linguistic
repertoire when they were interviewed, and therefore they feel that "dependence" and
"reliance"” on it was a great benefit for learning vocabulary. S5 also added the role of
the group (collaborative learning) in explaining to each other when they came across
a difficult word, thus highlighting the interconnection between collaborative learning
and vocabulary learning.

In the below quote from the DEAL reflections, S4 in group B is reflecting her inner
speech learning by noting that after allowing tlang, she has two answers now in two
different languages when she reads a question, which is helping her in "receiving" more

words.

S4 in level B

-

2. Did you change your idea about using only one language in the reading class? How
_was it changed after the reading task?
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Translation: Yes, because when | read the question in my mind, | have two answers

in different languages, which enabled my mind to accept more vocabulary.

This quote is linked to the sociocultural concepts of internalisation and mediation that
are central concepts of SCT in learning (Lantolf,Thorne and Poehner, 2015). In the
reflection, S4 stated that the tlang experience extended her mind's ability compared to
when she was restricted to reading and answering in English only. This freedom makes
her think of two answers in different languages whenever she reads a question,
reflecting her awareness of how she is now internalising knowledge. | can argue that
tlang here facilitated her ability to transform external knowledge into internal cognitive
activity, which was then transformed externally through the tlang space provided in the
reading activities. This is an essential form of mediation that is a fundamental construct
in the ZPD referring to how one internalises external forms of mediation in completing
a task (Lantolf, Thorne and Poehner, 2015). Similar quotes reflecting the awareness of
internalisation and mediation of knowledge were captured, as students emphasised
that they were not only learning new vocabulary but also memorising and recalling it,
as stated by S3 and S4 in level B.

S3inlevel B

"Also, it was very helpful during the group when we were discussing. It felt like | was

recalling a lot of words that | had forgotten."

S4 in level B

"As | wrote in the reflection, when students are explaining in English or even Arabic,

they are giving me more vocabulary and therefore | am collecting words and

memorising them" [and] "when | see the word again, | will be able to recall it."

Again, the role of the group was evident, especially in the level A group when they

wanted to translate words to understand the whole sentence, as noted by S4.

S4in group A

"In our group, we looked at the word, translated it, and then we tried to understand

the whole sentence and the vocab in it."
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The quotes from students in level A and level B confirm the role of pedagogic tlang for
achieving teaching goals that Garcia and Li (2014) clarify. The seven teaching
strategies that they describe include building background knowledge, deepening
understanding, enabling cross-linguistic transfer and metalinguistic awareness, and

building cross-linguistic flexibility (see previous section 2.4.1).

Summary of interrelations

The web of affordances (see figure 5-2) shows that three affordances have promoted
vocabulary learning: inner speech, languaging connections, and collaborative learning.
The only affordance having a dual relation is cognition and development, as students
have linked their understanding of unknown vocabulary to their understanding and
learning in general and vice versa.

The quotes reflected under the affordance of vocabulary learning demonstrated how
allowing tlang in the collaborative reading groups provided better affordances to
promote students' deeper understanding, as students collaboratively translated, made

connections, and benefitted from their multilingualism to understand the text.

5.2.6 For making grammar associations

Interestingly, only level B students referenced the word 'grammar’ in their interviews
and reflections, and only eight quotes were captured under this affordance. In the
analysis of group observations, the clarifying language affordance (section 4.5.2)
revealed episodes of tlang when students in level A and level B were working
collaboratively to solve a grammatical or lexical issue. However, the web of affordances
did not capture any evident relations between the vocabulary learning and grammar
associations affordances. For this reason, it was critical to emphasise the distinction
found in how students reflected on grammar. S3 in level B highlighted in her interview
and DEAL reflection that tlang aided her understanding of grammar, as she made the

distinction between adjectives and verbs, as shown in the quote below.

S3inlevel B

"The group really helps in understanding grammar."
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S3inlevel B
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Translation: To distinguish between the adj and verb through prefixes and suffixes.
How to understand the gist of the text by reading the first sentence of each

paragraph.

Students stated that in their groups, they had learned to recall grammar rules and were
able to make grammatical connections between their languages, as shown in the

guotes below.

Slinlevel B

"I mix languages. | mix in grammar, speaking, reading, and writing. for example, in

English we said conversation and in French we say conversation. In francais we say

bonjour, in Italian we say bonjourno."

S3inlevel B

"Also, the group was very helpful in that if something was missing in understanding,
vocab or grammar, they would fix it. For example, the grammar unit that S5 added
yesterday regarding 'notable’ she said that we can delete the '-able’ and discover the

word. It's still stuck in my mind."

S6 in level B

"The connection is usually made with vocabulary and grammar. For example, one
student in the group helped me correct my understanding of the past simple by
saying an Arabic comment explaining it for me where | made the connection since

then."

The findings from students' interviews and DEAL reflections mirror their cognitive and
metalinguistic awareness resulting from allowing tlang. They stated that they were
making grammatical references and connecting them with other rules in Arabic, for
example. The findings from level B interviews and DEAL reflections seem to contradict

those in previous studies, such as the study conducted by Arshad, Abdolrahimpour
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and Najafi (2015) examining the effect of utilising L1 in the EFL context as an
awareness-raising tool on teaching grammar to the students at beginner and upper-
intermediate levels. They reported that the use of L1 as an awareness-raising tool
helped in teaching grammar to beginner L2 learners. Conversely, students in the
upper-intermediate level did not benefit equally from L1 implementation in teaching
grammar. Their study shed light on the suggestion that learners of different proficiency
levels could respond differently in learning grammar when L1 is used. Nevertheless,
as reviewed in (section 2.10), Elashhab’s (2020) study on Arabic-speaking learners
and the impact of tlang on EFL competence development showed that learners with a
low proficiency level were translanguaging for simple tasks and activities, whereas
learners with a higher proficiency level were translanguaging for more complicated
linguistic processes and tasks. Therefore, | would conclude that regardless of the
absence of quotes from level A students on their grammar learning, there were tlang
episodes in section 4.5.2 that illustrated how level A students were working
collaboratively to clarify language and solve grammatical problems. The absence of
their reflection on learning grammar through tlang could be an indication of its

complexity as a cognitive process in the lower proficiency group of level A.

Summary of interrelations

As noted by students in the above discussion of quotes from the interviews and
reflections, the grammar associations affordance is interrelated with three affordances:
collaborative learning, communicability, and participation, and languaging connections

(see figure 5-2).

5.2.7 For independence and empowerment

This affordance was captured in the interviews and DEAL reflections to show how
students reflected on their agentive feeling of being more courageous and independent
in their learning. Students in level A and level B referred to this affordance 53 times in
their interviews and reflections, with only 17 references captured in level A compared
with 36 in level B. After students were given the space to translanguage in the
collaborative reading classroom, they emphasised and reflected on their feeling of
independence and empowerment by using expressions such as "gave us the
freedom", "gave us the space to think and write", "power”, "I'm not constrained",
"freedom of expression", "no boundaries" and “not be restricted", as well as

expressions such as "with the rule of English only, we feel restricted from participation”.
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Furthermore, this affordance showed that students grew in their construction of self-
identity and "critical metacommentary about language" (Seltzer and Garcia, 2020, p.
34).

From the perspective of the ZPD in the EFL classroom, the teacher is not the only
expert or facilitator in the classroom, as students acted as experts in their small groups
when they were given the freedom and space to use their whole linguistic repertoire;
as a result, they felt empowered and independent in making language choices. This
resonates with the process of scaffolding occurring within the ZPD originally defined
by (Vygotsky, 1978, p. 86) as:

the difference between the child's developmental level as determined by
independent problem solving and the higher level of potential
development as determined through problem solving under adult
guidance.

The role of scaffolding and its conceptualisation in tlang research has challenged the
notion that only a more capable peer can provide scaffolded help, as reviewed

previously in (section 2.6.2).

Summary of interrelations

The analysis of students' interviews and DEAL reflections revealed that students
reported that the collaborative work in their groups made them feel empowered to have
and make choices in their language for the pursuit of learning; this feeling was
associated with courage to participate more (section 5.2.2) and be more creative
(section 5.2.9) that students expressed using terms such as "ability to give", "not being
afraid" and "more outspoken". It was found that the independence and empowerment
affordance was interrelated with communicability and participation, and cognition and
development (see figure 5-2). The independence and empowerment affordance also
promoted languaging connections (section 5.2.1), affect (section 5.2.4) and creativity
(section 5.2.9).

The below quotes are from students in level A.
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S6in level A

3. What perso'nal §hengths/ weaknesses did the reading activity reveal, and how did it
affect the situation positively/negatively?
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Translation: The ability to give because using more than one language facilitates my

expression more.

Not being afraid of using a language other than mother tongue.

S6 in level A reflected that the experience of tlang gave her the feeling of liberation,
stating that allowing the use of more than one language enabled her to express herself
more in the classroom and "she was not ... afraid of using a language other than her
mother tongue”. This statement reflects her understanding that although she is not
allowed to use Arabic in the English classroom, she acknowledges that allowing tlang
made her more courageous in using other languages. This quote was also coded for
communicability and participation (section 5.2.2).

In English language classroom contexts, foreign language anxiety seems to negatively
affect the emotions and thoughts of students, as it diminishes their willingness to
communicate and contributes to their feeling of incompetence, thus affecting their level
of communicability (see section 5.2.2). In the below quote, S6 in level A expresses her
frustration at not being allowed to translate a difficult word to understand the whole

task in the regular setting of their reading classroom.

S6 in level A

"And it's not good when, for example, there is a word that | can't understand the

English definition, making me unable to understand the whole task, while if | was

allowed to find the translation of that word, | would have given more."

The tlang space acted as an aid in the ZPD that allowed students to be more
independent and empowered in their own languaging for the pursuit of learning. In the
above quote from S6, she draws on a scenario with the possibility of allowing

translations to Arabic when students are not able to understand the English definition,
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stating, "If | was allowed ... | would have given more". This expression encompasses
many meanings connected to learning, which | code here to describe the agency and
independence affordance. When S6 was interviewed, she provided further

elaborations to strengthen her position.

S6 in level A

"Yes, definitely, referring to the linguistic repertoire makes me retain English because
as | explained before, | can make connection between the two languages, which
allows me to remember the word more. Not like knowing only the definition in
English."

"Positive: to have more words in many languages to express myself and describe

things."

The expression "l would have given more" translated from the Arabic "iSl sz cis” js
analysed here to inform the evidence of making connections between languages to

acquire and retrieve vocabulary, and to be more communicative.

The feeling of independence was manifested through students expressing their
willingness to use the method of tlang, which they described as "mixing languages" in
other spaces beyond the English learning classroom and in future contexts to aid their
learning and development of a new language, as shown in the comments made by S2
and S6 below.

S2in level A

4. In what ways will you use this activity to im i
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Translation: Mixing the languages that | have to help me learn a new language or

increase my knowledge in it.
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S6in level A

"I mentioned in the reflection that | can make use of this 'tlang' method in the future

when | want to learn a new language.”

S2 in level B highlighted the importance of giving what she describes as "a space” to

practise freedom of expression in the two languages.

S2inlevel B

"I think it's more beneficial to give the student the freedom of expression by teaching
them both languages and giving them a space to learn more than one language,
which lets them benefit from each other.”

"In writing | mix, too, because when | write in Arabic, | mix between standard Arabic

and colloquial/spoken Arabic, which | feel gives me a lot of things."

It is therefore clear that S2 is aware of the mutual benefit of using all her languages
without being constrained. She further elaborates in the interview that speaking is not
the only form, as she acknowledges that using all variations of her linguistic repertoire
in writing "gives me a lot of things". This expression in Arabic" £ «Lal cuhey" s used
colloquially to mean enriches me, empowers me, which is an indication of her feeling
of empowerment and suggests a space for creativity (section 5.2.9). This is also a clear
indication of how tlang raised students' metalinguistic awareness, which will be further
discussed in section 6.4.

Students stated that in their small groups, they used their languages and different
dialects frequently, which made them feel empowered to exercise their agency in tlang
for the purposes of language learning.

Similar to level A students, S4 and S5 in level B noted that the affordance of
empowerment helped them to overcome the feeling of anxiety associated with the

foreign language classroom.

S4 in level B

"It also made me more courageous in speaking up because before | was only

listening in the class and didn't participate because | was afraid of making mistakes."

S5in level B group
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Translation:

How to not be afraid of sharing my idea even if | make mistakes.

Understand different and shared viewpoints.

In the above quotes, tlang seemed to diminish the feeling of being afraid to make
mistakes when participating in the English language classroom, which led to students
feeling more courageous to communicate and participate. Accordingly, the affordance
of independency and empowerment is also associated here with cognition and
development (section 5.2.3), affect (section 5.2.4), and communicability and
participation (section 5.2.2).

Additionally, S3 in level B stated that tlang eliminated the boundaries of speaking, as

she usually feels "suffocated” by the English-only rule.

S3inlevel B
"l also felt free, as there were no boundaries because usually in the English class |

feel suffocated in that | have to talk in only one language and make the effort of

structuring the sentence before | speak.”

With the enforcement of the English-only rule, students feel the pressure of
constructing what they want to say before they speak, which can be a hinderance to
their communicative repertoire. Supporting this finding, Nurhikmah, Basri and Abduh
(2020) confirmed that tlang assisted learners to reduce such affective barriers and to
increase their comprehension through their self-confidence in the target language
classroom.

Although the current study implemented a tlang pedagogy in the reading classes over
7 weeks, students highlighted the effect of this intervention on their performance.
Allowing tlang enabled students to enrich their languaging and academic experiences,

as stated by S4 in level B.
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S4in level B

1. What was different about what you did during the Englisﬁ reading lessons in the last 6
weeks?
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Translation: More outspoken/more social/l can express and discuss my opinion with

colleagues and accept their viewpoints.

S4 emphasises her feeling of being independent in her speaking with her classmates
and in being more social, allowing her to accept the views of others. She further
elaborates in her reflection that her role in the reading activity has transformed from

being a passive listener to a speaker of her own thought.

S4 in level B
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Translation: | was a listener first but through these weeks | developed and became
a speaker with thought, which | didn't feel before. That means | used to be too shy

to say that | don't know this word and was afraid of making mistakes and bullying.

In the above quotes, S4 asserts that she is now using speaking to support her thinking
and not for the mere goal of speaking. The comment from S4 suggests that tlang

allowed her to become more independent and empowered her to speak up with
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thought. Again, this represents the development of students' metalinguistic awareness.
This finding is discussed further in section 6.4 to outline the role of metalinguistic

awareness and collaborative agency.

| would conclude that the independence and empowerment affordance provided
empirical evidence of how providing a collaborative tlang space for learners is linked
to purposeful languaging practices (see section 6.4), which, in turn, interrelates with
other learning aspects such as creativity, communicability, courage and cognition, thus
empowering students to take ownership of their learning in the English language

classroom.

5.2.8 For inner speech

Naturally, the first language is used more frequently than the second language in inner
speech (Resnik, 2018). The analysis of students' interviews and DEAL reflections
revealed 28 coded expressions for inner speech,11 in level B and 17 in level A, where
students used words and phrases such as "I usually think in Arabic in my head and
produce the whole sentence then | translate it to English", "It felt like thinking in more
than one language”, "talking with myself" and "mix internally”.

The expression by students in that they prefer to translanguage or talk with themselves
relates to what De Guerrero, (2005) explains as a distinct aspect of inner speech in
which semantic and syntactic coding take place in a progression of thoughts from
internal to external speech and vice versa. At some point in this progression, inner
speech may be closer to thought than speech; this might be the stage characterised
by Vygotsky (1986) as "thinking in pure meanings" (p. 249) or by Sokolov (1972) as
"thinking in allusions to words" (p. 122). According to students, allowing tlang with their
group in the reading lessons ignited their inner thinking, and therefore they became
more conscious of their mental activity regulation. This is an important finding that |
further elaborate on and discuss in sections 6.4.1 and 6.6.

What was observed is that the space of enabling tlang created collaborative
affordances to aid students' thinking during the reading tasks and their thinking about
the language. Inner speech cannot be heard in Arabics, but their intramental activity
(inner speech) transformed into intermental meanings (interthinking in their social
constructs).

The first quote from S6 in level A is her answer to the interview question about what

language she thinks in when reading. She answered that it's usually Arabic, and when
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she is asked to write in the classroom, her strategy is to create a whole sentence in

Arabic then translate it into English.

S6 in level A

"l usually think and produce the whole sentence in Arabic in my head then translate

it into English and see if it works or | change it."

S6 is reflecting a process of externalising her inner speech through translation, which
then allows her to evaluate and rephrase her produced sentence.

Similarly, S1 and S3 in level A support that even though she reads a sentence in
English, she is automatically translating it in her mind to Arabic, thus confirming that

this method helps her to retain language.

S1inlevel A

"When | read an English sentence, | automatically translate it in my mind into Arabic,

which helps in retaining the language."

S3inlevel A

"Usually, | think in Arabic then translate into English when doing writing exercises

and studying."

In the above quote, S3 acknowledges that she resorts to Arabic as a metalinguistic
function when she is trying to solve complex linguistic exercises in studying and writing
(Antén and DiCamilla, 1999). This suggests that allowing tlang spaces enables
students to externalise their inner speech as a necessity to solve the task and thus
achieve cognitive development.

Further quotes from students' reflections confirm that they employ tlang strategies
without realising that they are doing so. These quotes reflect the spontaneous aspect
of tlang when students brainstorm in Arabic or search on the topic in Arabic and then
translate to English. Interestingly, this strategy was only acknowledged by level A
students who found brainstorming in English or organising their ideas before reading
challenging, thus confirming the view of SCT in that the first language is an important

semiotic tool, especially among second language learners with lower proficiency who
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share the same first language (Lantolf, 2000). S2 in level A exemplifies this notion in

her quote below.

S2inlevel A

"When reading the text, | translate it into Arabic in my head to understand what I'm

reading. Because it's our mother tongue, we revert to it whenever possible."

According to Pavlenko’s (2014) argument that people cannot entirely control whether
or not to use inner speech at all, the language they use in their inner speech is typically
beyond multilinguals' conscious control as well; however, students' reflections after
allowing the tlang pedagogy revealed that they became more conscious of their
languaging practices, thus affecting their inner speech. In the below quote, S2 further
expresses her feeling and how she was thinking in her whole active linguistic

repertoire.

S2 in level A group

"When | was reading the text, it felt like thinking in more than one language.”

De Guerrero (2005) posited that:

When people say that they think 'in language’ or 'in a particular language,’
they are usually referring to the idea that their thoughts appear in their
minds as words (p.19)

In support of De Guerrero (2018) work, inner speech goes beyond the monolingual
frame, especially for those who speak two or more languages or, in this case, are
allowed to benefit from the diversity of their linguistic repertoire. In the quotes above,
students noted the introspective effect given the prevalence of allowing tlang.

Students in the level B group stated that tlang raised their inner speech awareness and
increased their cognition. Examples of this can be seen in the quotes from S2 and S3

below.

S2inlevel B

"Mixing is always with myself because it personally teaches me."

S3inlevel B
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"l used to mix sometimes but internally when | am talking with myself."

"Positive, because it trains my brain, | feel like my brain is really working when | am

talking in it."

Although students do not fully understand the concept of inner speech, they are
positively expressing how they felt when they were allowed to use their whole linguistic
repertoire. Phrases such as "mixing is with myself ... it personally teaches me" and
“internally when | am talking with myself ... | feel like my brain is really working" are
evidence that students are acknowledging consciousness of what languages they are
thinking in and whether this is done privately or explicitly with their group members.
This aligns with the findings of De Guerrero (2005) on the relation between second
language proficiency and its use in inner speech, in that speakers with higher
proficiency use it more. Level B students in this study seem to acknowledge their acts
of fluid languaging use instead of using Arabic in inner speech, as described earlier by
students in level A group.

In the below reflection, S4 in level B highlighted an interesting relation between inner
speech and vocabulary learning, as she not only recognises the effect of tlang on her
inner speech but also states that by having two different answers in different
languages, she is able to receive and retrieve more vocabulary, thus expressing her

consciousness of regulating her mental activity (see section 5.2.4).

S4 in level B

-

Did you change your idea about using only one language in the reading class? How
- was it changed after the reading task?
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Translation: Yes, because when | read the question in my mind, | now have two

answers in different languages, which makes my mind receive more vocabulary.

| would argue here that students described inner speech as an affordance of allowing
tlang that helped in mediating their languaging practices, thus giving them the space

to connect concepts and ideas in one language and express them in another.
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The findings under this affordance of learning provide empirical evidence of what Smith
and Robertson (2020) proposed in integrating sociocultural understandings of
languaging to learn with theories of tlang in practice, thus supporting the transformative
potential of tlang pedagogy. Their focus was on presenting the fundamental role of
inner speech with learning as a higher mental activity, acknowledging the role of tlang

in extending students' inner speech.

Summary of interrelations

The findings from students’ interviews and DEAL reflections demonstrated how Inner
speech affordance of learning promoted three main affordances in the web of
affordances (see figure 5-2): cognition and development, languaging connections, and

vocabulary learning as discussed and exemplified in above analysis.

5.2.9 For creativity

This affordance represents how students creatively enacted and mixed between their
languaging practices and dialects. It represents occasions when students expressed
this directly, using the word ‘creative’, or indirectly through the notion of creativity as
an affordance of learning. The analysis revealed that only level B students referenced
the aspect of creativity in five quotes. Although creativity was captured in both levels
during the collaborative tlang tasks, only level B students reflected on it (this difference
is further discussed in section 6.5.2). The web of affordances (see figure 5-2) illustrated
that creativity is linked to two main affordances: affect, and independence and
empowerment.

The creativity affordance seems to encapsulate Li (2011) definition in that it is “the
ability to choose between following and flouting the rules and norms of behaviour,
including the use of language” (p. 1223).

According to Li, the idea of allowing tlang, or what he termed as 'tlang space’,
embraces two main concepts, namely creativity and criticality, which he suggested are
fundamental but under-explored dimensions of multilingual practices (further
discussed in section 6.5.1).

A previous study revealed that empowerment and creativity share a complementary
relation (Steinhagen and Said, 2021). This was also reflected in the findings of this
study, as students linked creativity with the affordance of independence and

empowerment. S2 in level B clearly stated this in the interview in the below quote.
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S2inlevel B

"When someone is free by nature, they are more creative."”

S2’s quote confirms the definition of tlang in that it promotes the freedom of using one's
linguistic repertoire in the pursuit of learning and communicating.

The findings of this affordance support those of a previous study conducted in the UAE
higher education classrooms, where Steinhagen and Said (2021) found that by
providing creative classrooms that support multilingualism, students were empowered
to take ownership of their learning, thus encouraging creative thinking.

Creativity was not only restricted within the confines of the English language
classroom. For example, S5 stated that she resorts to creating words using her full
linguistic repertoire in scenarios where she does not want to be understood, thus

linking the affordance of creativity and independence again.

S5in level B

"l sometime create words when | don't want people to understand what I'm saying,

Turkish, for example. That's why | want to travel to Turkey."

Similarly, and in support of the tlang pedagogy strategy, S1 in level B was very critical

of the English-only rule, as she stated that it "restrains” students from being creative.

S1in level B group

"The rule of English only is the biggest mistake | think that any university can make

because it restrains students from being creative."

| can argue that tlang gave students the capacity in their languaging to be more
creative, feeling empowered to express complex ideas in any form, thus in turn,
expanding the space of their tlang. Students positively reflected that this 'strategy’ or
'tactic’ allowed them to tap into their different dialects as well and not only languages.
In the below quote, for example, S2 in level B used the phrase "depends on you" to
express her feeling of authority and empowerment in using all the languages and

dialects in her linguistic repertoire to learn and thus be more creative.

S2inlevel B
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1. How did using your language variety make you feel (positively and/or negatively)?
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Translation: | felt positive because | learned how to think in more than one language
and even dialect. From my perspective, this depends on you because | love all
languages and dialects, so when | learn through something | love, | will be more

creative.

As the original aim of pedagogic tlang is to soften the boundaries between the
separated language entities and dialects (Cenoz and Gorter, 2011), students noted
that moving freely between and across their language forms and dialects enabled them

to be more creative and gave them the feeling of independence and empowerment.

5.2.10 For collaborative learning

The last and integral theme emerging from the analysis of interviews and DEAL
reflections is collaborative learning, established by students as linked to six tlang
affordances of learning. The total number of quotes coded for collaborative learning is
38, as level B students reflected on this affordance 25 times while level A students
reflected on it 13 times.

In relation to SCT, Swain and Lapkin (2011) emphasised the strong, mutually influential
relationship between an individual's environment and how that individual perceives and
interacts with that environment. The relation between SCT and second language
education is based on the understanding that students learn best when they are
engaged in a collaborative process of generating meaning and knowledge rather than
passively receiving information. Vygotsky (1978) argued that social interactions play a
key role in the process of learning and acquiring language.

In line with this, the shared space of tlang in students' collaborative reading groups
allowed them to express themselves freely through their whole linguistic repertoire and
helped them to overcome their negative experiences of language learning, thereby
gaining confidence and courage and feeling empowered to communicate for meaning

making. As the sociocultural perspective of learning posits, tlang seems to have
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provided students with the scaffolding tools needed to work within their ZPD (Vygotsky
1978).

Summary of interrelations

In the web of affordances (see figure 5-2), collaborative learning is interrelated with
cognition and development, vocabulary learning, communicability, and participation,
languaging connections, grammar association, and affect. The interrelation that
students reflected on the most is between collaborative learning and vocabulary

learning, as shown in the quotes below.

S2inlevel A

"I preferred the technique of sharing vocab in the group (whoever knows the meaning

shares it and vice versa)."

S3inlevel B
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Translation: Working with the group has its advantages and speaking in all three
languages gives my mind the freedom and trains me to remember my scientific

repertoire. It doesn't restrict me and allows me to delve into my thoughts and allows

me to speak faster.

S6in level B
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3. What is the most important thing that happened during the reading activity?

. . . %t
i e o team | dhink s s
:'ﬂogaEMO%ihg Mhod  happend like when we
work as adeom o the reocalry m;;b@q%,
became S0 much  Run < owd  worsiry

ira Hhe closs
o team s reodly \'\QAP‘?‘”‘\ duriro
ardk araiher -H(\"Nﬂ ;S:—\%cwl- gou
in ey langage Yod ward* 4575
;m.s.t.:cu,om.a;&m,\ (}35—4; . a0 SOty ] 3 The power of crifical reflecton for sppled learming. Joumed ;)‘\
Apphed Learming n Hy Eduzeton, 1Y
like | bowus learh MoR .'H/\*n om'a m

£ with

In the above quotes, S2, S3 and S6 highlight the role of the group or "working as a
team" and how it helped in sharing and learning vocabulary. The first quote by S2 in
level A reflects the role of collective scaffolding , as she states, "whoever knows the
meaning shares it and vice versa". S2 is acknowledging that vocabulary learning was
best attained when students were collaboratively tlang with the aim of sharing what
they knew in their groups.

Moreover, in the above quote, S6 reflects on the affect that was associated with
"working as a team", as she described the reading lesson as becoming more fun. The
tlang space has also created opportunities to learn different words in different
languages through collaborative work.

Students also linked the affordance of communicability and participation (section 5.2.2)
and cognition and development (section 5.2.3) to collaborative learning, with examples
provided in the quotes from S1 and S3 in level A and S6 in level B below when asked

to reflect on tlang within collaborative learning.

Slinlevel A

"Constructing and adding ideas to each other. (It works better with a group).”

S3inlevel A
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5. How did you all collaborate to understand the text and answer the questions? What
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Translation: Working in the group I think helps me a lot in sharing ideas and new

information.

S6 inlevel B

"The experience in the group was better than individual work because first it makes

me more excited, and second it will help you understand the text faster because we

explain to each other the parts that we didn't understand.”

In small group discussions, tlang proved to be a potent strategy for fostering interactive
communication among students, resulting in better construction of knowledge, sharing
of ideas, and better understanding. In the collaborative reading groups using tlang,
students' external knowledge acted as a socially constructed cognitive tool that was
transformed into inner speech. This was only accomplished through the collaborative
dialogue that tlang space had given students. Consequently, such collaborative
dialogue led to opportunities of English learning through the mediation and
construction of knowledge in the groups. The discussion continues in 6.4.2 to highlight
the relation between allowing tlang and collaborative agency. In the next section, | turn
to reflect on some hesitations and arguments against the idea of tlang in the EFL

classroom as described by students in the interviews and DEAL reflections.

5.3 Uncertainties about Tlang

This section represents counterarguments to tlang as an affordance, in students'
uncertainties about the idea of what they described as mixing their languages. Through
the DEAL model questions and interviews, students examined their academic
perspective of the tlang experience based on what they learned and what they liked or
disliked during the collaborative reading lessons. Thus, this part of students' reflection
on their linguistic behaviour demonstrates their increased metalinguistic awareness,

which includes cognition and development (section 5.3.2).
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There were several main arguments about tlang. Even though the students admitted
the great benefit of tlang in their learning (as analysed in the ten affordances of learning
in section 5.2), they also reflected on some hesitations. 23 quotes in the interviews
and DEAL reflections were categorised into three main arguments. The first argument
is about the difference between 'mixing' in speaking and in writing, agreeing that the
latter is not acceptable. Second, they reflected that mixing depends on who you are
speaking with, the topic, and the place, suggesting that it is acceptable to mix in specific
social contexts but not in others, especially with Arabic being associated with heritage
and religion (see section 1.2.1). Finally, there is the argument about mixing in the same
sentence or within a word, which can be confusing. The below quotes demonstrate

students' reflections on each argument.
Speaking vs. writing
In the quotes below, S4, S5 and S3 present their views on the difference between

'mixing' in speaking and in writing, reflecting their metalinguistic awareness.

S4 in level A

"I never mix in writing, but | do when speaking."

S5in level A

"Applying tlang on speaking is more successful than on writing."

S3in level B group

"But in writing, no, | stick to the language | am requested to write in. Arabic = Arabic."

Although students mixed in their writing during the collaborative reading tasks when
they were encouraged to use their full linguistic repertoire, they still seem to maintain
strong monoglossic views about writing regardless of their tlang practices in the
classroom. As | have reviewed in the first and second chapters of this thesis, the Arabic
language is diglossic, and the two varieties of SA and CA are generally separated
according to their functions (Albirini, 2016). Therefore, SA is associated with writing
and academic use, and the shift towards mixing in writing is still not favoured or, as the

students commented, is "less successful".
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Social context

The second argument that students raised about tlang is its social context, reflecting
that Arabic should prevail over any other language, especially outside the confines of
the English language classroom. This emotional feeling originated from their pride,
identity, and voice (Canagarajah, 2011a). The first quote from S3 in level B reflects her
strong view on Arabic. Similarly, S5 states that she can accept the idea and practice

of tlang, but most of her community will not.

S3inlevel B

"If 1 go to a restaurant, | don't like to speak in English because | feel it's my country

and it's an Arabic-speaking country, so | should be speaking Arabic. This comes from

my pride in my language and that they should learn my language.”

S5in level B

"I think mixing is okay for me, but our community and culture, I don't think they accept

that because Arabic is associated with the Qur'an."

S6 in level A expressed a similar view yet admitting the spontaneous nature of her

tlang.

S6 in level A

"Usually mix between two languages in English and other subject classrooms but |
do not prefer that because | think we should maintain the Arabic language identity

without the interference of foreign languages, but it happens accidentally.”

Other views from students suggest that tlang does not occur spontaneously, especially
with complex words, and that 'mixing' in speaking depends on who they are talking to

and the place, as shown in the comment of S1 in level B.

Slinlevel B

"l don't see mixing as spontaneous unless the words that we are used to like okay,
yes, no, but it's impossible to talk naturally with somebody and say the word
complicated or communication. It depends on the person | am talking with and the

place."
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In general, students' reflections suggested that tlang made them feel empowered,
where they took ownership of their learning through an effective strategy that helped
them to understand more. However, they expressed strong emotions regarding their
native language, Arabic (Steinhagen and Said, 2021), suggesting a sense of respect
for Arabic as the sacred language of the Holy Qur'an (see section 1.2), which
represents their identity as native speakers of Arabic. However, the confidence in
students' identity, background and being able to draw on their linguistic repertoire as
resources for communication are positively empowering strategies for multilingual
students (Canagarajah, 2011a). In a previous study, Alzabidi and Al-Ahdal (2022)
referred to Saudi students' identities as an important aspect of language teaching.
They reported that students in Saudi Arabia see English as a language they use
outside, suggesting that the English classroom is not seen as a secure location for
students to construct their L2 identities. Similarly, in the Emirati context, Palfreyman
and Al-Bataineh (2018) found that students expressed strong views on keeping Arabic

and English separate, especially in contexts outside the classroom.

Interlexical vs. intralexical tlang

The third argument represents what students commented on during the reading
observations and in their reflections to some extent. Students noted that the
translanguaged version of the reading preview created some confusion due to the
nature of Arabic script (written and read from right to left) as opposed to English (written
and read from left to right). This was also highlighted in their reflections and interviews
regarding their unfavoured strategy of 'mixing' in writing.

The basic distinction in the scope of languaging is usually between

Inter-sentential switching, or change which occurs between sentences or
speech acts, and intra-sentential switching, or change which occurs
within a single sentence. Some sociolinguists refer to the latter type as
‘code-mixing' (Saville-Troike, 2003, p. 50).

According to (Turnbull, 2020), a further distinction is in intra-sentential tlang practices
as being either interlexical (i.e. tlang between words within a single sentence) or
intralexical (i.e.tlang within a single word in a single sentence). Students have
demonstrated creative ways of intralexical tlang, such as the example of T-shirtathom
in section 4.4.1, yet they seem to find interlexical tlang confusing, as highlighted by S1

and S3 in level A in their responses to their views on tlang as a strategy.
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S1linlevel A

"l prefer not to mix within the sentence."”

S3in level A group

"Mix between languages but | don't prefer that. Dislike talking in Arabic then adding

one word in English, for example. This doesn't give justice to the language, | think."

As reviewed in previous (section 2.10), the shift towards tlang in the EFL context is still
in its earliest stages, and the notion of tlang is often misinterpreted and confused with
codeswitching. Algahtani (2022) argued that Saudi EFL students are still worried that
tlang strategies may not bring their proficiency to the desirable standard, and there is
stil a need for teachers and institutions to be trained and oriented towards
understanding and using the benefits and use of tlang as a pedagogy.

The argument often voiced by students with a lower proficiency level is that they favour
the use of English only in the classroom due to the lack of opportunities in the EFL
context to practise the language (Neokleous, 2017). However, the findings in this
research seem to be supporting those of Alsaawi (2019) in that students with a lower
English proficiency level welcome the use of Arabic in the classroom since their level
of English is not advanced enough. | would conclude that uncertainties about the idea
of tlang are natural and acceptable in a context where English only has prevailed in
teaching in the classroom. The findings reported in this chapter represented in the ten
affordances of tlang and the pedagogic functions observed in the collaborative groups

suggest that the benefits of tlang pedagogy are yet to be uncovered.

5.4 Conclusion

Based on the thematic analysis of students' interviews and DEAL reflections, this
chapter has documented that tlang served as a scaffolding tool to mediate meaning by
creating learning affordances in the reading classroom. Students described ten main
affordances of learning that emerged from their experience of allowing tlang in the
reading classroom. The relation between these affordances is intertwined and
complex, as some affordances are linked to another, which | illustrate in the web of
affordances (see figure 5-2) and discuss further in the next chapter.

According to students, tlang provided affordances for them to perform higher-order

cognitive functions, which they sometimes referred to as occurring through inner
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speech, such as making lexical and grammatical connections between the languages
and negotiating meaning.

Although tlang appeared to be a naturalistic act, students made it purposeful. The
collaborative tlang reading tasks and their weekly learning reflections in their groups
enabled them to understand and reflect on the benefits of tlang, as they became more
metalinguistically aware of their languaging practices, which was captured and
reflected in the wide variety of students’ quotes.

In the next chapter, | present a discussion of the findings in Chapters 4 and 5 to draw
on the conclusions that answer my main research question of how allowing tlang

facilitates learning.
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Chapter 6. Discussion: “Using my own Word” Tlang from
Allowing to Enabling via Collaborative Agency

6.1 Introduction

The purpose of this case study was to explore the tlang affordances of learning during
and after allowing tlang in EFL classrooms in KSA. Specifically, this study sought to
capture the affordances of tlang in the collaborative reading classroom by allowing
tlang in the strict English-only policy context. Affordances of tlang were examined in
two groups with a different proficiency level through observations, weekly reflections,
interviews, and DEAL reflections to obtain students' views on the tlang experience.
Although | employed tlang pedagogy in its original sense of reading in one language
and writing or speaking in another (Williams, 1994), the findings differ from those of
the early research on tlang (e.g. Williams 2002), which suggests that tlang is mostly
judicious for multilinguals who have reasonable proficiency in all their languages and
therefore tlang is used to maintain their languages and not for early teaching of the
second language (Williams, 2002). In this study, SCT constructs of mediation,
internalisation, collective scaffolding, ZPD, and exploratory talk (Vygotsky, 1978;
Donato, 1994; Mercer, 2007; Lantolf, Poehner and Swain, 2018) provided a useful lens
for examining collaborative tlang practices for learning English. Regardless of students'
proficiency level, both groups demonstrated a wide range of cognitive, affective, social,
and linguistic functions that were used for the purpose of scaffolding collective learning
leading to more exploratory talk (Mercer, 2007) in the Bilingual Zone of Proximal
Development (BZPD) (Moll, 2013). Furthermore, when allowing tlang, students
reflected on the development of their metalinguistic awareness. Although they were
given the space to use their full linguistic repertoire, they succeeded in making their
tlang purposeful through the active processes of interthinking, thus suggesting new
mechanisms of how interthinking functions through tlang.

The aim of analysing the findings from the two embedded cases was to produce a
nuanced and multitiered yet holistic and integrated synthesis in this chapter. The
challenge throughout the findings presented in chapters 4 and 5 was to make sense
of the large amount of data, identify significant patterns, and construct a framework
that communicates the essence of what this study has revealed. This chapter
advances the sociocultural understandings of tlang for learning, as it finds principles
within theory across the two cases of level A and level B. First, in section 6.2 and

section 6.3, | reflect on two main notions to understand the role of tlang for learning
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that emerged from the findings, aiming to answer my first research question about how
allowing tlang operates to support learning. This is followed by the explanation of how
students' tlang became purposeful in section 6.4. Second, | provide interpretations of
tlang affordances of learning by looking into the relationality between the web of
affordances and the differences captured between the uses and reflections of tlang in
level A and level B in section 6.5.

Finally, | present concluding remarks on defining and extending the notion of
interthinking through tlang as an active process of learning, drawing on specific ways
that this chapter extends theory in section 6.6. The implications and limitations of this
study, as well as recommendations for future research will be presented in the next

and final chapter of this thesis.

6.2 Understanding the Functions of Tlang Practices and Learning

The answer to the main research question of how allowing tlang as a pedagogy
supports learning is found within the microgenetic analysis, namely the moment-by-
moment unravelling of students' collaborative languaging that was captured when they
were allowed to translanguage. In viewing this, | first categorised the episodes
according to the type of talk (Littleton and Mercer, 2013) as either exploratory or
cumulative, where the exploratory mode of thinking and talking is characterised by
learners questioning, summarising, reformulating, and elaborating (Mercer, 1995).
According to (Mercer, 1995), the social modes of thinking suggest that exploratory talk
affords the principal opportunities for learning through students' IDZ, as introduced in
the review of the literature (see 2.6.3). The findings suggest that more cumulative and
exploratory talk was captured when tlang was allowed than during non-tlang weeks
(see section 4.4).

Smith and Robertson (2020) suggested that the physiological act of speaking during
exploratory talk triggers students' thinking in the task, as they are filling gaps and
inconsistencies during the process of speaking. In line with their argument, this study
focuses on exploratory and cumulative translanguaged talk as being unique to group
and collaborative work where joint scaffolding is manifested to construct knowledge
and articulate concepts. The process of enabling tlang by students (discussed in
forthcoming 6.6) when it was allowed triggered higher quality of exploratory talk as
students interacted consciously to think and reason, building on their collective past
experiences and observations. As reported in chapter 4, tlang episodes captured the

active acts of students when they were negotiating meaning and clarifying language
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(see sections 4.5.1 and 4.5.2). This shared understanding where dialogical activities
of joint thinking take place is the essence of interthinking. An example of this the
episode of group repair described in section 4.5.1 reflecting how students were
interthinking to make sense of translating the word (un-usual), as they were collectively
scaffolding to provide better alternatives, correcting the translation through self-repair
and agreement. This example is also a demonstration of exploratory talk (Littleton and
Mercer, 2013), where students are collaboratively engaging critically and constructively
with each other's ideas (section 4.4.2). Accordingly, when a shared framework of
understanding is created, opportunities for learning are provided during the interaction,
bringing more affordances to tlang.

This research verified that the process of tlang has afforded learning, as students
supported collaborative talk and the learning of vocabulary during the process. This
supports Garcia and Li’s (2014) suggestion that "embedded in this practice [tlang] is
the belief that learning is not a product, but a process” and the idea of Mazak (2017)
that tlang is transformational. Transformation is a constant process, as it continually
"invents and reinvents language practices in a perpetual process of meaning-making"
(Carroll and Sambolin Morales, 2016, p. 251).

During the transformation process, students engaged in discursive practices of
translation that included all their active linguistic resources, which allowed them to
communicate for meaning making while appropriating socially constructed knowledge.
Tlang as part of the process of learning seems to confirm the need for tlang in the EFL
classroom. Another way to perceive tlang for learning is to look at how it functions

within the BZPD, which is discussed in the next section.

6.3 The Role of Tlang in the BZPD

Reflecting on the ZPD (Vygotsky, 1978), a critical aspect in learning the second
language is students' ability to bridge the gap between their actual development level
and their potential level depending on the resources or support provided (see section
2.6.1). Allowing tlang and the flexibility of using their full linguistic repertoire provided
essential support for students in a self-directed way. The analyses of tlang episodes in
chapter 4 under the five cognitive and social affordances — negotiating meaning,
clarifying language, checking, or confirming understanding, task management, and
building relationships — have clearly demonstrated how students were able to regulate
each other's thoughts through natural and fluid discursive practices of their available

linguistic repertoire to solve higher mental problems of the reading tasks. This type of
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participation created opportunities for language learning as students bridged the gap
between their actual and potential level afforded in the ZPD (Lantolf, 2000).

Moll (2013) and his team developed an approach to teaching reading in English
adapted from Vygotsky's ZPD and based on students' advanced abilities in Spanish
as a proximal level of development. They suggested that the level of reading
proficiency in a learner's native language may be indicative of the proximal level of
development, that is, what learners can achieve with support. Moll (2013) termed this
space the BZPD and concluded that the goal of teachers is to create a space of
strategic scaffolding to enable students' progress from their actual level of development
to their proximal level.

| would argue that the tlang approach applied in the reading lessons in this study
adheres to Moll's (2013) hypothesis with respect to advancing the BZPD. Moreover,
during the reading tasks, students in the group read the text in its original English
format of their textbooks (see, for example, figure 4-3 in section 4.4.2). However, the
tlang pedagogy that was applied provided the reading preview in Arabics that | label
as translanguaged versions, which sets their zone for understanding the topic by
scaffolding their vocabulary. For example, when students were allowed to discuss the
reading preview of the topic (Marketing: Why does something become popular?) (See
figure 4-1 in section 4.4.2) for the reading of Unit 1 titled unusual ideas to make a buzz,
they were engaged with the reading. Having the opportunity to preview the topic in
Arabics prepared their schemata, which is known as a process of using the reader's
existing knowledge to understand texts to construct meaning, thus opening a zone for
activating students' full linguistic repertoire. As they moved to the reading, they were
already equipped with the concepts that they scaffolded in their groups and internalised
within the afforded tlang space. This process not only proved deeper meaning making
but again confirmed the role of interthinking, which will be discussed in section 6.6.
The tlang affordances of learning that were available during the process of previewing
in Arabics, reading in English and then discussing through tlang had a significant
impact on students' comprehension by building their background knowledge on the
reading topic and creating a mental framework for better comprehension.

In support of Moll's adaptation of the ZPD in the bilingual context, | utilise his figure

with adaptation to tlang for demonstrating findings of this study (see figure 6-1 below).
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-—-—— —3» Arabics

Actual Actual
Level 1 Level 2

Figure 6-1 The role of tlang in the BZPD (adapted from Moll 2013, p. 64)

The above figure demonstrates the proximal level 1 of English learning and how the
students can reach their actual level 2 in Arabics through the process of enabling tlang.
Most of their tlang was for meaning making in the ZPD, where tlang affordances
enabled them to actively discuss, interthink, translate, and mediate meaning.
Adhering to my definition of tlang affordances (see section 6.5), the resources that
were afforded in the collaborative groups acted as supporting elements that helped to
bridge the gap between the actual level and potential level of learning. In their groups,
students attempted to control the problem-solving tasks by actively languaging to meet
the demands of the tasks collaboratively and through the tlang space afforded. This is
a significant finding since it allowed students to mediate their control over the language
and the procedures of the task (Brooks and Donato, 1994). Vygotsky (1986) labelled
this as regulation, which is one of the major features of cognitive development.

A critical aspect of the ZPD is that it reflects Vygotsky's emphasis on the social genesis
of learning and development. The findings have provided a way of understanding how
tlang affordances of learning were made available through the activation of more than

one language, and during the process of collaborative work in the ZPD.

6.4 Purposeful Tlang in the EFL Classroom: A Natural Act
Originally, the term 'tlang' was developed in an educational context (Williams, 1994) to

denote a pedagogical planned activity initiated by the teacher for the purposeful use of
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Welsh and English in a lesson. Similarly, the aim of this study is to allow tlang in a
context restricting the use of Arabic. It specifically adapted classroom practices for
multilingual collaborative reading from the CUNY-NYSIEB guide for educators (Celic
and Seltzer, 2011) and the preview-view-review strategy of (Freeman and Freeman,
2007), as illustrated in section 3.4.2. The strategy employed pedagogically led to
students' agency in purposeful acts of tlang.

The word 'purposeful’ entails recognising and utilising linguistic resources that students
brought into the classroom for cognitive functions. The findings showed that the use of
purposeful tlang can be linked to students' metalinguistic awareness that has
developed over the seven weeks. The other triggers of purposeful tlang are what | have
termed, collaborative agency and the aspect of naturalness, both of which I discuss
below. A critical finding in this study is that it provided empirical evidence of how tlang
was enabled by students when it was allowed, as students attained purposeful
translingual practices. Tlang was employed purposefully in the reading classroom
when students were allowed and facilitated to use their full linguistic repertoire during
the reading lessons in their groups. The three main triggers of purposeful tlang are

discussed below.

6.4.1 Metalinguistic awareness

First, students became aware of their languaging and made the shuttling between their
linguistic funds purposeful. The influence of students' metalinguistic awareness was
evident in almost all ten affordances of learning described in section 5.2, as it was
observed that by allowing tlang as a pedagogy, students became more aware of their
language use; that is, their metalinguistic awareness became more developed (Garcia
and Kano, 2014). Similarly, the process of activating students' full linguistic repertoire
is related to the development of metalinguistic awareness as described by Cenoz and
Gorter (2020, p. 308) in that

pedagogical translanguaging aims at activating these resources and
developing metalinguistic awareness so that students can benefit from
their own multilingualism.

In the process of allowing tlang pedagogically in the reading lessons, it was found that
students' linguistic resources were activated and maximised, and thus they benefited
from their own multilingualism. Building on the hypothesis of Cenoz and Gorter (2020),
the findings in this study advance the symbiotic relation between metalinguistic

awareness and pedagogic tlang by providing empirical evidence of how tlang is made
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purposeful through students. This is important since it adds to the knowledge of how
students benefit from their own multilingualism through the process of active
languaging to learn.

Empirical evidence of this relation was manifested when students demonstrated in the
tlang episodes that they can make connections between English and either Arabics,
French, Turkish or Spanish (see examples in section 4.4.2). Students also reflected
the influence of allowing tlang, after the seven weeks, as they used expressions such
as "...now | understand in two different ways, this side and that side, you could say it
awakened my mind" (S2 in level B) and "...activated my mind, accelerated my thinking,
and activated a lot of words in my mind that | had forgotten especially with the girls in
the group because some of them knew Turkish" (S3 in level B). More examples have
been provided in sections 5.2.1 and 5.2.3.

The findings from tlang episodes and reflections highlight that students are languaging
with thought since they are making purposeful connections and communicating for
meaning making. The use of Arabics and other languaging practices is not for
communication per se, although there were instances of tlang for task management
and building relations (see sections 4.5.4 and 4.5.5), but more tlang occurred for
cognitive functions where they used their languages with thought (see sections 4.5.1,
4.5.2 and 4.5.3). Moreover, the analysis of students' reflections encapsulated how they
felt during the processes of discursive languaging, for example, when S4 in level B
described her development during the tlang weeks by stating that she is now "a
speaker with thought" (see section 5.2.7). According to Vygotsky (1986, p. 218),
"thought is not merely expressed in words; it comes into existence through them®.
During the process of tlang in the seven weeks in this study, Students’ metalinguistic
awareness grew as they were thinking through the processes of tlang. Having to reflect
collaboratively on their learning every week has also supported their metalinguistic
awareness and hence their tlang practices.

Tlang allowed students to make purposeful languaging choices for the pursuit of
learning, as their communication with each other was not hindered by monoglossic
filters as they had better affordances to think about what they wanted to say, and they
did flexibly and fluidly to communicate meaning. Students' metalinguistic awareness
that was developed throughout the period of allowing tlang provided opportunities for
them to feel empowered and created a sense of strong collaborative agency, which |

discuss in the next section.
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6.4.2 Collaborative agency

A learner's agency is perceived as their sense of control over their learning, as they
take the initiative to recognise and even create learning opportunities (Larsen—
Freeman, 2019; Larsen-Freeman et al., 2021). In this study, | consider agency as a
collaborative act that was achieved socially and through the collaboration of the group
members. According to Larsen-Freeman (2019), agency is not something inherent to
an individual's mind; rather, it is relational and must be considered in the context of the
social world in which the learner is situated. Larsen-Freeman (2019, p. 65) added that
"agency is always related to the affordances in the context, and thus inseparable from
them".

Following SCT framework of this study, the social contexts of the collaborative reading
groups in the two classroom levels of A and B represent the distinctiveness of the ways
in which affordances of tlang were interrelated (see section 6.5.1). Indeed, languages
are developed and shaped in interaction among speakers in specific contexts (Cenoz
and Gorter, 2020).

Supporting the point regarding agency and purposefulness, Toth and Paulsrud (2017)
found in their longitudinal study that tlang processes revealed participant agency in
different contexts, in which "learners understand their role and what they can do with
their linguistic resources” (Duran, 2014, p. 75). The definition of agency here supports
the affordance of independency and empowerment, which was discussed in section
5.2.7. My findings enhance those of Toth and Paulsrud (2017) in that agency in the
classroom can lead to further affordances, as | explain in the relationality factor
between affordances of learning (see section 6.5.1). Apart from Walker’s (2018) study,
to the best of my knowledge, little research has been conducted on linking collaborative
agency with translingual practices. This research further extends the findings of Walker
(2018) of that learners engaged in conscious efforts to create opportunities for learning,
resulting in, for example, increased amounts of exploratory talk. (see examples in
section 4.4). The findings also indicated that collaborative learning provides a
supportive space for learners' language practices to thrive relationally through tlang. In
their groups, students used their named languages profusely as they felt empowered
to exercise their agency in tlang to support each other's language learning. Previous
studies asserted that students harnessed the affordances of tlang using multimodal
resources for the pursuit of learning and through agentive practices such as to build
rapport, resolve conflict, assert their culture and identity, and draw on their knowledge

and abilities across the named languages in their repertoire (Martin-Beltran, 2014;
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Rajendram, 2019; 2021). An expanded linguistic repertoire provided learners with a
resource for further actions (Van Lier, 2004) or interaction, resulting in a form of
collaborative agency (Walker, 2018).

The findings of this study contribute significantly to understanding the agentive role of
students in the collaborative tlang tasks when they were collectively drawing on their
multilingual resources to scaffold each other during the process of languaging. One
reason for this (as discussed in section 5.2.7) may be the alteration in students' roles
in the classroom, as they played the role of experts when they were given the freedom
and space to utilise their full linguistic repertoire.

In addition, the tlang episodes have exemplified how students worked collaboratively
during the reading lessons through interthinking for different cognitive functions. For
example, when students were collaboratively resolving the meaning of the word 'trait'
in the task of reviewing the reading and understanding words from the context, they
successfully collaborated to share what they were thinking through tlang rather than
assert individual dominance in finding the answer. They questioned each other, shared
their contribution and were able to reach consensual decisions collaboratively.
Allowing tlang proved to be particularly valuable in enabling students to engage with
each other's ideas and negotiate meaning, thus empowering an afforded collaborative
agency for learning. These findings are important since they suggest that there is a
significant relation between collaborative agency (Walker, 2018) and tlang for learning.
Collaborative agency, resulting from students actively enabling tlang for learning,
having been allowed to translanguage in the classroom, acted as a mechanism to
move interthinking forward in the group. | conclude this chapter's discussion by
presenting my model of this process as an attempt to define and extend the notion of

interthinking through tlang (see section 6.6).

6.4.3 Naturalness

The third aspect contributing to purposeful tlang is naturalness, that is, the
spontaneous acts of languaging multilinguals demonstrate. The findings revealed that
although the aim of this study was to explore allowing tlang, students benefitted from
their diverse linguistic repertoires for the purpose of learning during the non-tlang
weeks too. In their small groups, students translanguaged regardless of the classroom
rule of using English only. This is a common act since when multilingual students are
in the classroom, they naturally move between their languages (Garcia and Li, 2014).

According to Canagarajah (2011b), tlang occurs with minimum pedagogic effort, so
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despite English-only policies, it is likely that learners will still be translanguaging
(Rajendram, 2021). Indeed, the findings supported this since students reflected fluid
and flexible languaging practices (see examples in section 5.2.8).

Centoz and Gorter (2020) highlighted that pedagogical tlang differs from spontaneous
tlang in that it is planned for the purpose of teaching languages or content. They
explained that

spontaneous discursive practices can be used pedagogically to develop
students’ awareness about the way languages are used in natural
communication (Cenoz and Gorter, 2020, p. 307).

| suggest that when students were allowed to translanguage in the current study, their
spontaneity in using their languaging practices naturally is what made them aware of
the benefit and discursive use of tlang. Examples of students' reflection include but are
not limited to when S2 in level B reflected (see section 5.2.4): "yes, changed a lot, first
when | used to think in Arabic, | can't say it in English and when | think in Turkish, I
want to produce the word in English, but | can't. However, now | can alter between all
my languages and dialects, which makes me happy. Thank you for this trick".
Moreover, students found creative ways to use their multilingual repertoire, such as
including different dialects in inventive and flexible ways to fulfil a wide range of tlang
affordances (see section 5.2.9). This is consistent with the findings of previous studies
such as those conducted by Garcia and Sylvan (2011), and Li and Hua (2013) in that
despite classroom policies or monoglossic norms, students succeeded in creating
tlang spaces for themselves.

To conclude, students made their tlang purposeful through the development of their
metalinguistic awareness and their enactment of collaborative agency; however, it
happened idiosyncratically and fluidly in that the way or form of their tlang was not
dictated. Therefore, what began as allowing tlang became more an enabling of tlang
through students’ collaborative agency as they became more aware of the benefit of
tlang and utilised their multilingualism freely during the period of the study. Again, what

started as allowing tlang became enabled by students.

6.5 Tlang Affordances of Learning

The aim of discussing the findings of tlang affordances here is to redefine what tlang
affordances for learning are in the context of collaborative reading tasks in the EFL
classroom in Saudi Arabia by looking closely at the interrelations found in the web of

affordances and revealing how particular affordances were linked to another. The

209



findings support that when an affordance creates an opportunity for learning and is
used successfully, a wider range of affordances emerge and connect. This part of the
discussion highlights the most prominent relations in the web of affordances and
compares the affordances that were observed in the classroom during the collaborative
reading lessons with the reflections of students in level A and level B.

To reiterate what | have previously defined in section 2.7, affordances are "what is
available to the person to do something with" (Van Lier, 2004, p. 91). Van Lier (2004)
further explained that affordances can indicate an action potential to participants in a
certain environment. Relying on the possibilities of a given environment, affordances
could be perceived as resources or constraints. Thus, “language use may not be a
goal in itself, but rather a relationship between the participants and the environment in

the process of learning” (Van Lier, 2004, p. 53).

This study contributes to the understanding of two main pillars in Van Lier's definition,
which are resources and the relationship between the participants and the environment
in the process of learning. This relationship is not static since it represents the dynamic
and continuous interactions of students as active agents and co-constructers of
meaning (Lantolf, 2014) in that environment. Moreover, Van Lier's (2008a) concept of
affordances relates actions to social context, and learners' actions are believed to be
"mediated by social, interactional, cultural, institutional and other contextual factors"
(p. 171).

Referring to the above definitions, this study situates tlang as an affordance that
provided opportunities for learning in the EFL group environment. It is through the
sociocultural lens of viewing the EFL classrooms that affordances became visible as
available resources for additional action. | would propose that tlang affordances for
learning in this precise context, extending the definition of Van Lier (2004); (2008a),
are the relations between the active learner and elements in the environment.
Furthermore, tlang affordances for learning refer to the dynamic relationships between
the resources and learners that were enabled through tlang in the collaborative reading
group.

It is in this way that tlang acted as an affordance which allowed students to interact,
perceive and act upon the sources in their environment and through their full linguistic
repertoire. Tlang affordances of learning such as languaging connection, vocab
learning, communicability, and participation, and many more represent active

resources that were available for students to perceive and interact through. Such
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interaction was captured in what | presented in section 5.2 as the web of affordances

(see figure 5-2).

The web of affordances emerging from the thematic analysis and findings of students'
interviews and DEAL reflections demonstrates the dynamic relationality between the
ten affordances of tlang. The next section will shed light on the prominent interrelations
that contribute to the advancement and understanding of what affordances are in the
collaborative reading classroom with reference to the findings in chapter 4 of the

affordances of students’ tlang as a process of learning.

6.5.1 Relationality in the web of affordances

Regarding the connections captured in the web of affordances, Kordt (2018) explains
that often the perception and use of one learning affordance can bring about further
affordances. This phenomenon has been defined as "sequential affordances" (Gaver,
1991, p. 82). While sequential affordances are originally attributed to technology
affordance, tlang affordances of learning evidenced similar sequential relations that
are presented in the web of affordances (see figure 5-2). Sequential affordances, or
what | am labelling as relational, are how students interacted with the affordances in
their learning environment. This web of affordances that emerged from the findings is
critical to understand how enabling tlang functioned to mediate learning. In the below

section, | highlight four key interrelations in the web of affordances.

1. Clear links were found between the affordance of affect and cognition.
Specifically, mutual connections were found between the affordances of
languaging connection, cognition, and development, affect, and
communicability and participation. The examples provided in chapter 5 provided
empirical evidence of such connections. These four affordances (previously
defined in section 5.2) represent the dynamic and mutual relations captured in
the findings, thus adhering to the theoretical framework in this study of tlang as
a theory of language and SCT in giving priority to language in social interactions
as a semiotic tool for cognitive activity (Swain, Kinnear and Steinman, 2015).
The SDA and microgenetic analysis of tlang episodes captured many processes
of internalisation, externalisation and appropriating language that were made
available through tlang in the collaborative group and afforded the making of
languaging connections. In other words, students were actively thinking about

their languages and trying to connect concepts and meanings in their linguistic

21



repertoire, including their different dialects of Arabic; for example (see episode
9in section 4.5.2), the use of the word 'al-courage' and appropriation of meaning
using the Najdi dialect. The affordance of languaging connections was
expressed with links to the affect affordance, as students reflected on how they
felt during and after allowing tlang, such as feeling more comfortable in using all
their languages and dialects during the process of thinking and meaning
making, as described by S2 in level B: "... Now | can alter between all my
languages and dialects, which makes me happy..." (see section 5.2.4). Through
the process of enabling tlang, students experienced different emotions that were
connected to their learning, such as enjoyment, happiness, excitement, pride,
curiosity, and shyness, highlighting mostly positive emotions after allowing
tlang. This dynamic relation between the affordances of languaging connection,
cognition, and development, affect, and communicability and participation
encouraged more authentic and personal learning and participation that was
clearly expressed by students (for example, S3 and S4 in level A and S4 and
S5 in level B in section 5.2.4). The emotional safe space that was created
provoked deeper meaning making by making connections between their official
languages by activating their metalinguistic awareness. In that sense, tlang
seems to be emphasising the affordance of affect in relation to cognition. In
addition and building on Van Lier’s (2004) construct of relations between the
environment and learner, such relations are reflected as social, affective and
cognitive elements contributing to languaging practices for the pursuit of
learning. It can be concluded that in this study, the more willing, happy, and
confident students are to communicate and participate by making languaging
connections, and to do so via tlang, the greater the cognitive and developmental
affordances of the activity.

. Asignificant relation from a sociocultural perspective of learning is the evidence
that affordances of collaborative learning and inner speech promoted cognition
and development. The collaborative tlang space was transformational, as it
influenced the interaction between students, triggering more interthinking, and
inner speech. In all the data of recorded group observation when students were
working collaboratively, tlang episodes coded for cognitive functions were more
frequent than those for social and affective functions (see section 4.4 and 4.5).
Students also supported this finding in their interviews and reflections, as more

emphasis was placed on the affordance of cognition and development because
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of collaborative learning (see, for example, S3 and S6 in level B in section 5.2.3).
Students seem to have realised the importance of working together to benefit
through interthinking and to subsequently fill the gaps in each other's knowledge
through the notion of self-talk, which is a distinct mode of inner speech (see
section 5.2.8). The progression of thought and self-talk to external speech in the
collaborative group and through tlang was apparent in students' reflections, for
example, when S2 in level B stated, "mixing is always with myself because it
personally teaches me" and S3 in level B group noted, "...mix sometimes but
internally when | am talking with myself" (see section 5.2.8). These reflections
show how the movement from thought to external speech and vice versa
involved various levels of semantic and syntactic coding during this progression.
The interaction of affordances through the process of enabling tlang here
allowed students to transform, through collaborative dialogue, their external
knowledge into internal cognitive activity that was then renovated via tlang
externally. According to Vygotsky (1986), the relation of thought to word is not
a thing but a process, and he describes the process as constantly changing,
“the relation of thought to word undergoes changes that themselves may be

regarded as development in the functional sense” (p.231).

Consequently, | propose that the process of tlang allowed students to renovate
their words to fit the demands of the task, as it denotes the ability to repair and
rebuild their thoughts during the process of collaborative interthinking. This
process is discussed further in section 6.6. This relational finding supports and
advances the conceptual integration of tlang and SCT in this study, as it
provides empirical examples of the link between SCT and tlang in terms of
linking collaborative dialogue with inner speech and cognition during the
process of enabling tlang.

. The discussion of the inner speech affordance continues, as it not only
promoted cognition and development but was also found linked to students'
ability to retrieve vocabulary and make languaging connections. This relation
linking to the cognitive functions of learning suggests an advancement in the
understanding and benefit of enabling tlang in terms of creating better
opportunities for students to internalise language and externalise their inner
speech in forms of translanguaged talk addressed to themselves (as private

speech) and sometimes to their peers in the group. This process of self-
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regulation known as private speech, and group-regulation serves as an intra-
mental function (Lantolf, 2000), as previously introduced in 2.6. Inner and
private speech functions to "gain control over our ability to remember, think,
attend, plan, evaluate, inhibit and learn” (Lantolf, 2000, p. 88). The interrelations
found in the web of affordances seem to fit well with Lantolf's statement, as
students noted that through the enabling of tlang, their thinking in Arabics and
other languages, and group talk contributed to their ability to better recall
English vocabulary and make languaging connections. The findings presented
in section 5.2.8 suggest that level A students benefitted more from this
affordance than level B students, as shown in the reflections of S1, S2, S3 and
S6 in section 5.2.8. as they were collaboratively interthinking. | would assert that
interthinking was achieved through tlang when the space and resources were
afforded. The role of externalised speech that was available in the tlang groups
created better opportunities for intermental thinking through tlang. According to
Vygotsky (1978), the process of internalisation suggests a reconstruction of the
external mediated activity into an internal plane operating as higher mental
activity. The argument here extending the proposal of Smith and Robertson
(2020) is that it is necessary to understand how inner speech functions naturally
to guide learning activities through tlang as a theory of language in use and as
a pedagogy. Therefore, when students communicate to make meaning and
solve a task, they are communicating effectively regardless of their English
proficiency when allowed or facilitated to use their full linguistic repertoire. Smith
and Robertson (2020) described this tlang activity as students "fluttering
between their thoughts and words in inner speech for higher mental functions”
(p. 223). The findings thus contribute to advancing the role of inner speech as
an affordance to facilitate meaning making during the process of languaging
and connecting vocabulary when tlang is enabled.

. Finally, a clear connection arose from the finding of the affordance creativity
linked to the affordances of affect and empowerment. This relation encapsulates
many concepts in SCT paradigm. The first is that collaborative work during the
tlang task fostered independence and empowered students to participate in the
task actively and creatively, which was evident in the tlang episodes. An
example in section 4.4.1 of this is when students were negotiating the meaning
collaboratively and S4 added her contribution by code-meshing the word "T-

shirts" by creatively adding the Arabic plural pronoun to create the word "T-

214



shirtathom", meaning "the player's T-shirts”. The findings of students' reflections
also supported this relation, as expressed by S2 and S5 and noted in section
5.2.9. Two other concepts are scaffolding and ZPD, as students acted as
experts in their groups, thus reducing the amount of help they required from the
teacher in the classroom, feeling more empowered through the active enabling
processes of tlang. The findings indicate that tlang created empowering safe
spaces for students in both levels to negotiate their emotions relating to foreign
language anxiety. When viewing learning through a Vygotskian lens, cognition
and emotion are inseparable (Swain, 2013). The findings of this study support
this assertion, as according to students’ responses, the affect affordance in the
web of affordances revealed interactive complexity with other affordances. For
example, they asserted that emotions such as enjoyment, happiness and
excitement triggered further affordances, for example, communicability and
participation, and creativity. With the exception of the studies conducted by
(Canagarajah, 2011a; Li, 2011) which do not draw links between affect and
empowerment with creativity, there is little empirical evidence of the link
between creativity and affordances of tlang in the literature; however, their
findings do not link the relationality of affect and empowerment with creativity.
Therefore, the findings presented in section 5.2.7 contribute to our
understanding of the potential of enabling tlang to empower students’ creativity.
Creativity in that sense includes but is not limited to the criticality of students’
languaging in their groups, their code-meshing, and their purposeful use of their
different dialects to create meaning.

| would assert that learner agency is a powerful tool, especially when afforded
in the collaborative context of tlang, thus confirming the notion of learners as
active agents who perceive and act upon valuable affordances in the learning
environment (Ahn, 2016).

To conclude, based on the above discussions, the empirical findings augment

understanding of what tlang affordances mean when framed through a sociocultural

understanding of learning. Based on Van Lier’s (2004 ) definition that affordances are

perceived as the relationship between the participants and the environment in the

process of learning, | would add that tlang affordances are the dynamic and relational

connections that learners made available through interthinking in the collaborative

reading groups. The opportunities afforded by allowing and facilitating tlang in the

collaborative reading groups enabled students to be critical and creative and increased
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their metalinguistic awareness and collaborative agency, thus enabling them to
negotiate and extend their linguistic repertoires purposefully. What started as allowing

became enabling throughout the process and reflection on tlang.

6.5.2 Differences between tlang uses and reflections of level A and B groups
This section discusses the differences found between level A and level B students' use
and reflection of tlang affordances to answer my research question 1.3. This study
includes two unique aspects: capturing the reflections of students about their tlang and
comparing how they use the language in the classroom, as well as comparing across
the two proficiency levels of A and B.

The findings from the group observation analysis show that students in the level B
group tended to use Arabics less during non-tlang weeks (week 4 and week 6) than
those in the level A group, who showed no difference between tlang and non-tlang
weeks (see section 4.5). This indicates that students used Arabic in their English
lessons and with their groups to translate and clarify language, even when not officially
allowed to do so. Specifically, students in group A, the lower proficiency group,
depended on Arabics regardless of the English-only rule in the classroom. Conversely,
students in the higher proficiency group of level B were mainly using Arabic when they
were encouraged to translanguage during the tasks. This was evident when level B
students reflected on their tlang practices to make grammar associations between
Arabics and English, while those in level A did not recall this affordance. Furthermore,
level B students recorded more tlang episodes for social and affective affordances (see
Table 4.4 in section 4.5).

Previous studies, such as those conducted by Cenoz and Gorter (2011); Song (2016);
and Rajendram (2021), suggested that when students translanguage in classrooms
with an English-only policy, they mainly want to draw on knowledge and make
connections between their languages. Moreover, this current study found that students
with lower proficiency utilised tlang to make better languaging connections, thus acting
as a scaffolding tool to bridge their English learning with Arabics for cognitive purposes
(see section 5.2.1). Furthermore, level B students were more able to reflect on their
acts of tlang under the affordance of communicability and participation (see section
5.2.2), thus supporting the finding in chapter 4 that level B students translanguaged
more when encouraged during the weeks when tlang was allowed (weeks 2, 3, 5 and

7). The opposite was found for level A students, as although they were translanguaging
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naturally, they were not conscious of the affordance of communicability and
participation and therefore they did not reflect on it in the interviews and reflections.
Another strong difference is between students' reflection on the affect affordance (see
section 5.2.4). Students in the level B group reflected their emotions, including
language anxieties and excitement, more than those in the level A group, as they
perceived the experience of tlang as an enjoyable one. After the seven weeks of
allowing tlang, students grew in their construction of self-identity and "critical
metacommentary about language" (Seltzer and Garcia, 2020, p. 34). Associated with
that affective affordance is independence and empowerment (see section 5.2.7) since
again, level B students exceeded level A students in their feelings of agency since this
experience raised the level of their metalinguistic awareness, as discussed extensively
in this chapter.

Interestingly, there were no reflections from students in level A on the affordance of
making grammar associations (see section 5.2.6), as only students in level B
mentioned the learning of grammar when allowed to translanguage. One probable
reason for this is students' unconsciousness of their grammar learning since there were
many tlang episodes from level A that were grammar-related (see, for example,
episode 8 in section 4.5.2). Similarly, five quotes from the level B group reflected on
the affordance of creativity, whereas no students in level A reflected on that affordance,
although instances of creative tlang were captured in the episodes (see section 5.2.9).
This comparison could be an indication that there may have been a link between
students' metalinguistic awareness and language proficiency level when they reflected
on grammatical and creative aspects.

| would conclude that the differences found between level A and level B groups are
indicative of the current context and may be subject to the named groups. Therefore,
differences between proficiency levels can differ in a wider sample. More importantly,
the findings highlighted implications for further practice, which | will discuss in the next

chapter.

6.6 Concluding Remarks: Interthinking through Tlang

The process of interthinking (previously defined in 2.6.3) during dialogue is both
collaborative and cumulative (Mercer, 2002), which are key features in the
sociocultural construct of learning. Primarily, the role of languaging is critical to enable
the most powerful interthinking. Therefore, the findings in this study add to the evidence

found in the language learning classrooms that when students were allowed to
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translanguage freely, a wider variation of language use was enacted (Cenoz and
Gorter, 2020). The aim of allowing tlang in the collaborative reading groups was to
activate and maximise students' linguistic resources as they utilised their full linguistic
repertoire. | would argue that it was through the activation of all students' resources in
implementing a pedagogic tlang strategy that students developed their metalinguistic
awareness and thus benefitted from their multilingualism and utilised their tlang
purposefully.

Although spontaneous tlang is a natural phenomenon among students both inside and
outside the classroom, allowing and facilitating tlang in the collaborative reading tasks
revealed languaging features that were activated during the process, leading to
purposeful tlang. In this study, | attempted to capture tlang episodes that were mainly
characterised as either exploratory or cumulative talk, and the microgenetic analysis
revealed found that interthinking is the mechanism of how tlang functioned in the tlang
groups. According to Vygotsky, collaboration among learners is a source of cognitive
development. Moreover, Berk and Winsler (1995, p.20) state that “All higher mental
functions ... are initially created through collaborative activity; only later do they

become internal mental processes”.

In this study, students were able to use their linguistic repertoire freely to practise and
renovate their ideas and answers by sharing it orally in their groups. During this
process, students listened to their own talk as well as the talk of their peers and thus
reflected their understanding of themselves and the world (Lantolf, 1995). Through the
individual and collaborative talk that was facilitated by allowing tlang, students
transformed their language use collaboratively to learn and understand.

Interestingly, students understood the benefit and role of interthinking through their
tlang and therefore reflected on it in the interviews and reflections, as shown in sections
5.2.2 and 5.2.8. Moreover, the findings suggest that students' conscious use of Arabics
including different dialects (see sections 4.5.2 and 4.5.5), constant revisiting of their
previous knowledge (see section 4.5.1), and connection between the aspects of
languaging practices (see sections 4.5.1 and 4.5.2) during the tasks of the reading
lesson highlight the mediating role of tlang in empowering active interthinking. Based
on the findings presented in chapters 4 and 5, as well as this discussion, | would argue
that the role of interthinking made possible through tlang is a significant claim to
knowledge. The recent body of work on interthinking does not specifically examine it

from the perspective of tlang. Perhaps the only exception is the study of Jimenez et al.
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(2015) on middle school readers working together to translate English text into their
native Spanish. Although they did not use the term 'interthinking', they analysed
students' talk during their collaborative work; however, they focused on the lexical,
syntactic, and semantic knowledge used rather than on how students leveraged it
collaboratively and cumulatively.

To the best of my knowledge, to date, no empirical research has been conducted that
explicitly incorporates the term 'interthinking' in analysing multilingual classroom talk
during collaborative meaning making and particularly in the EFL reading classroom.
Therefore, this study should serve as a basis for future studies investigating
interthinking from the perspective of tlang in the second or foreign language learning
classroom given that many previous empirical studies were conducted with L1
learners. According to Littleton and Mercer (2013), effective interthinking also involves
co-production of new ideas and understandings and can encourage the appropriation
of ideas across the group. The role of collaborative agency was found to be
operationalised with metalinguistic awareness, renovated external speech, exploratory
talk, and the relationality of affordances, thus achieving the final pedagogic aim, which
Is to understand how students enabled tlang in the collaborative reading groups. |

conceptualise this process in the below model.
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Allowing and facilitating
tlang

Purposeful tlang
enabled by students

Figure 6-2 Conceptual model of interthinking through tlang

As the main aim in tlang as a pedagogy is to enable translingual practices for learning,
| found that this process is operationalised through interthinking. The ability to interthink
through the active process of putting talk through tlang to work in the collaborative
reading classroom is empirical evidence of the role of tlang in learning and the
usefulness of tlang as a pedagogy in the EFL reading classroom. | could conclude that
what was operationalised in the afforded collaborative tlang space enabled
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interthinking as not only a tool for thinking together but also a dynamic cognitive and
social process that facilitated students' learning. Students were using their full linguistic
repertoire to work together in the learning process, and this was helping them to
expand it to create a monolingual final product that is required in the EFL classroom.
An example of this is when students previewed the English reading text through tlang
and then completed the remaining exercises in the target language.

To conclude, tlang as part of the learning process contributed to the development of
what Vygotsky (1987) described as a gradual move towards control and self-regulation
through the processes of participation and internalisation. The findings suggest that by
affording students the opportunity to translanguage, they used it as not only a resource
for learning the second/foreign language but also a tool to practise many functions
within the afforded BZPD. Therefore, tlang transformed learning as a process of
cognitive, social, and affective development. Specifically, the discussion provided
empirical examples from the EFL classroom of what tlang as part of a learning process
looks like. This is exemplified in how interthinking is operationalised through the active
collaborative agency of students, their metalinguistic awareness, their cumulative and
exploratory talk, and their renovated external speech (see figure 6-2). Furthermore,
this active process of interthinking is transformed through the dynamic and relational
affordances of tlang into the outcome of purposeful use of tlang for learning in terms
of what has been produced in the collaborative reading tasks in the EFL environment.
Considering the discussion in this chapter, | can conclude that by allowing the use of
students' full linguistic repertoire when learning English during reading lessons,
students were able to use the full extent of their linguistic resources as it was activated
in the process of learning in their small groups. By activating these resources and
developing metalinguistic awareness, pedagogical tlang enabled students to benefit
from their own multilingualism (Cenoz and Gorter, 2020). Nevertheless, considering
the current discussion based on the findings presented in Chapters 4 and 5, | still
believe that this endeavour is undoubtedly a work in progress. The arguments
presented highlight the huge potential of enabling tlang in the context of Saudi EFL
classrooms and can be used as a framework for future studies to understand how
interthinking is operationalised through tlang.

Based on the discussion in this chapter, | present the implications and limitations of
the study, as well as recommendations for future research in the next and final chapter

of this thesis.
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Chapter 7. Conclusion

7.1 Introduction

Having presented and discussed the research findings in Chapters 4, 5 and 6, in this
concluding chapter | begin by providing an overview of the research questions and a
summary of the main findings. Subsequently, | provide an evaluation of the method of
allowing tlang. This is followed by an overview of the study's methodological and
pedagogical contributions and implications. Finally, | highlight the study's limitations

and provide recommendations for future research.

7.2 Overview and Summary of Findings
This study aimed to explore the affordances of tlang for learning during collaborative
reading lessons in the EFL classroom of university-level students in KSA. It addressed

the following research questions:

RQ1. How can allowing tlang in the EFL university-level classroom in KSA support

learning?

RQ1.1 What are the tlang affordances of learning that students demonstrate during the

collaborative reading tasks?

RQ1.2 How do students describe and reflect on the tlang affordances of learning in the

collaborative reading tasks?

RQ1.3 Is there a difference between level A and level B use and reflection on tlang

during and after the collaborative reading tasks?

When | started this research, these questions seemed to be of interest for the
exploration of allowing tlang in the EFL classroom; however, as this study progressed,
more in-depth insights were gained during the analyses and the writing of the findings
and discussion. The richness, depth and authenticity of the interactions that were
captured and reflected in the analyses contribute to the strength of this study. However,
for credibility purposes, | did not change the research questions even though the
findings seem to extend the scope of this study. The answer to the main research
question, RQ1, on how allowing tlang in the specific context of the reading classroom

in KSA supports learning, was synthesised in Chapter 6.
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By allowing tlang, it was important to recognise that learning was afforded mainly
through the process of collaborative interthinking that empowered students to
creatively translanguage and renovate their external speech in a free space of using
their full linguistic repertoire and within the BZPD (see section 6.3). Having been given
the opportunity to employ their entire linguistic repertoire, students were able to make
their tlang purposeful through the active processes of interthinking in their groups. This
suggested new mechanisms for the way interthinking functioned through tlang, as this
study has defined and extended the notion of interthinking through tlang as an active
process of learning (see section 6.2). The findings revealed the significant role of
metalinguistic awareness, collaborative agency, and the aspect of naturalness in
making students' tlang purposeful for learning (see section 6.4).

Moving to RQ 1.1, | presented the answers in Chapter 4 through the SDA (Mercer,
2007) of level A and level B group observations and weekly group reflections, and the
microgenetic analysis (Siegler, 2006) of tlang episodes to identify the five pedagogical
functions of tlang in peer reading interactions (Tigert et al., 2019). The five affordances
of tlang in the collaborative reading groups are negotiating meaning, clarifying
language, checking, or confirming understanding, task management, and building
relationships. Furthermore, | categorised tlang episodes and interpreted my findings
according to the quality and type of talk as either cumulative or exploratory (Mercer,
1995). The findings from the observed tlang episodes indicate that a wider variation of
cumulative and exploratory language use was evident when students were allowed to
use their full linguistic repertoire fluidly and discursively.

RQ 1.2 was formulated to capture the affordances of tlang that students described and
reflected on after they were allowed to translanguage. To answer this question,
Chapter 5 has presented the thematic analysis (Nowell et al., 2017) of interviews and
DEAL reflections from the 12 students in level A and level B group. The findings are
represented through ten affordances sharing either a one-way relation or two-way
relations in the web of affordances (see figure 5-2 in section 5.2).

The final research question, RQ 1.3, compares the findings of students' tlang
affordances in their groups and their reflections in terms of the two proficiency levels
of A and B. The answer to this question was summarised in section 6.5.2. The findings
reveal that level B students translanguaged more for social and affective affordances
than level A students, who usually depended on Arabics to translate vocabulary and

clarify tasks among their peers. In general, the group observation did not capture major
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differences between the two groups, as key differences were documented in students’

reflections after they were allowed to translanguage.

7.3 Evaluation of My Method of Allowing Tlang

As my research aimed to allow tlang in the context of a strict policy of using the target
language only, it was important to implement a well-structured strategy of allowing and
facilitating tlang. | would argue that the strategy in allowing tlang has successfully
facilitated students’ tlang within both the two notions of fluid and fixed tlang (see section
2.3.1 and 2.3.2). The structured framework of teaching the English language was
modified by a more fluid strategy where | applied my own multilingualism to modify the
reading preview lessons to allow and facilitate tlang. In so doing, the structure adapted
from the CUNY-NYSIEB guide for educators (Celic and Seltzer 2011) explained in
section 3.4.2 enabled me to structure students' spontaneous tlang that was happening
regardless of the English-only rule. The reflections of students after they had
completed the tlang weeks reveal their understanding and the success of the method.
Students reflected on their tlang fluidity and how it facilitated their cognition and
development (see section 5.2.3). The fluidity in tlang was therefore used purposefully
by students (see section 6.4).

Although this strategy was appropriate for my research purpose and study, some
limitations arose during the research process. A major challenge in my method of
implementing the tlang strategy was planning and structuring the reading lessons in
accordance with the curriculum of each classroom. In my role as a visiting researcher,
| had to plan each classroom visit carefully to comply with the curriculum of the
classroom and prepare the translanguaged versions of the reading lesson accordingly.
In addition, my role was not only an observer, | was also a teacher and facilitator during
the tlang weeks. However, during non-tlang weeks | attended as an observer of the
usual setting of the classroom and observed the same group while their teacher taught
her reading lesson. This allowed me to observe whether students' acts of languaging
differed and whether they were using Arabic in their groups (see Appendix P for the
outline of observations). There are some limitations to this approach as | found that
being there as an observer after allowing tlang affected students' performance. It is
possible that my presence as an observer permitted students to use their full linguistic
repertoire in some way regardless of the teacher's effort to control the classroom by
enforcing the use of English only during the lesson, which may have affected students'

languaging practices. Another limitation that is exclusive to the Arabic language
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reported by a few students as problematic is that Arabic script is written from right to
left. Consequently, they noted that the translanguaged versions of the reading preview
were confusing.

Moreover, the method of allowing tlang in this study as explained in section (3.4.2) is
idiosyncratic in nature. Consequently, the sustainability of this approach would depend
on the individual teacher practices to engage with tlang in a way that is meaningful and
helpful within a particular context. As for trustworthiness, the validity lies in the ability
to replicate the study particularly in KSA and in Arabic speaking contexts, given the
depth of explanation provided herein.

In practice, two factors affected the data collection: the restricted time of my outside
study period to conduct the collaborative reading tasks, and the restricted time to meet
the students individually for interviews and reflections before the end of the semester.
Consequently, | had to meet students to conduct both the interviews and reflection
sessions at the end of the 7 weeks of tlang. A probable limitation of this study is that
interviews were conducted, and the final written reflections were collected
concurrently. The findings from the interviews might have been different if they had
been conducted later after the observations, which could be a methodological

consideration for future studies.

7.4 Implications of and Contributions to Methodology

Despite the above-mentioned limitations, the robustness of my method of data
collection and analysis is in how | combined tlang affordances of learning captured in
the classroom as a process of learning with the reflections of students through
interviews and structured weekly and DEAL reflections after completing the
collaborative reading tasks. This approach empowered students and enabled their
agency in leading purposeful acts of tlang, and therefore their reflections on their
learning were rich and enlightening. In addition, my study helps to fill the gap in
capturing students' reflections through a rigorous learning model adapted and
developed from Ash and Clayton's (2009) work. By allowing students to reflect on their
weekly progress and their learning, at the end of the 7 weeks | was able to capture
students' views on tlang in the EFL classroom. The model that | have developed (see
section 3.4.5) makes a significant contribution to a retrospective method used to record
the affordances of tlang based on the learners' experiences and views. Furthermore,

this model of constructive reflection on learning is viewed and structured through SCT
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and a tlang theory of understanding learning and therefore contributes to future
research examining the students' reflections on learning through tlang.

Through obtaining students' perspectives on their learning, new insights were gained
into the affordances of tlang for learning, which can be employed in an EFL classroom
to help students tap into their full linguistic repertoire. Thus, my strategy of allowing
tlang proposes implications to methodology regarding how tlang affordances were
captured in the classroom and reflected upon by students through a strategic and
structured method.

In addition, a significant contribution to the method of allowing tlang in this study is the
design of preview-view-review in the translanguaged versions of the reading tasks (see
3.4.2). The design of the collaborative reading tasks attested to bringing students’ full
linguistic repertoire in the process of languaging to solve the tasks and increase the
amount of exploratory talk contributing to learning. The collaborative tlang tasks,
facilitated better affordances for learning that were enacted through their metalinguistic
awareness and collaborative agency as discussed in 6.4.

Moreover, the robustness of the analytical method in this study where | combined SDA
of tlang episodes with thematic analysis of reflections has provided new insights and
contributions to understand the potential of allowing tlang as a pedagogy in the Saudi
EFL classroom. Finally, this study has developed and introduced a new concept in the
tlang realm that | term 'web of affordances’ (see section 5.2). The web of affordances
emerging from rigorous levels and processes of thematic analysis of students’
reflections visually displays the complex relation of tlang affordances and how it
functions as an active process to mediate learning. This web of affordances could
serve as a methodological tool to aid future research in understanding the potential of
tlang for learning when replicated and applied in different learning contexts and within
different levels of student proficiency.

In the next section | highlight the study's implications and contributions to theory, and

its implications and contributions to policy and practice in section 7.6.

7.5 Implications of and Contributions to Theory

This case study research contributes significantly to the development and extension of
two theories by extending the scope of its application (Yin, 2018). Yin (2018, p. 43)
clarified that "analytic generalisability” from a particular set of findings to a broader
enduring theory is possible. The findings of this case study presented in Chapters 4

and 5 along with the discussion in Chapter 6 reveal how this was achieved. In the next
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section, | reiterate and highlight aspects from the findings that contribute to theory
according to two aspects: extending concepts within SCT through the process of tlang
in section 7.5.1 and extending tlang for learning through the lens of SCT in section
7.5.2.

7.5.1 Extending concepts within SCT through the process of tlang

Adapting the sociocultural theoretical framework to view and understand the process
of learning through tlang has proved effective. | would argue that this research has
developed a valuable extension to the scope of applying sociocultural and tlang theory
together in providing empirical evidence. The findings and discussion presented in this
thesis seem to align with aspects of the existing SCT with a focus on an extension of
the concepts of scaffolding, private and inner speech, and the BZPD (Vygotsky, 1978;
Donato, 1994; Fernandez et al., 2015; Littleton and Mercer, 2013; Lantolf,Poehner and
Swain, 2018), as discussed extensively in Chapters 4, 5 and 6.

The students' reflections and the analysis of tlang episodes showed how interthinking
is operationalised through tlang to create better learning affordances. In the reflections,
students acknowledged the progress of their thinking from 'intermental’ functioning to
'intramental’ functioning (see examples in section 5.2.3). | would argue that students
were able to regulate and mediate their cognitive tools within the social activities in the
group when tlang, as they were not merely interacting but collaboratively interthinking.
This empirical evidence adds to the scope of advancing sociocultural concepts when
framed through the process of tlang.

It appears that in tlang episodes, new opportunities were created for renovating and
repairing students' words and thoughts to fit the task requirements. An important
aspect that arose from the findings and suggests implications for theory and practice
is my conceptual model of interthinking through tlang (see figure 6-2 in section 6.6). |
asserted that within processes of interthinking, the feeling of collaborative agency,
development of metalinguistic awareness, episodes of cumulative and exploratory talk
and renovation of external speech acted in tandem to create purposeful acts of tlang.
Furthermore, the active and relational affordances through collaborative enactment
that | explained in the web of affordances (see figure 5-2 in section 5.2) contribute
significantly to the understanding of how affordances function in the collaborative
reading classroom. This is not only an advancement of the definition of affordances of
tlang for learning but also a contribution to understand and extend how the practice of

allowing tlang functions through the dynamic interrelations, for example, the relation
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between the affordances of affect and cognition, as revealed by the analysis in Chapter
5 (see sections 5.2.3 and 5.2.4). The relativity of emotions and cognition is highly
related to students’ motivation for learning, as proposed in the work of Macintyre
(2002); and Swain (2013) and many other scholars in SLA research. However, there
is still a lack of research investigating the role of allowing tlang in the relation between
affect and cognition as affordances for learning. The findings in this study help to clarify
this relation.

Furthermore, this study extends the scope of SCT in terms of pedagogical
implementation through the process of tlang. The use of SDA and microgenetic
analysis as part of SCT (see 4.5.2) was used as an assessment tool to capture

students’ affordances of learning.

7.5.2 Extending tlang for learning through the lens of SCT

The second aspect addresses a theoretical gap in terms of viewing tlang for learning
through SCT in the Saudi EFL classroom. Implementing the use of students' full
linguistic repertoire was previously mainly approached from codeswitching and first
language use in the second and foreign language classroom, and as an effective
method in the EFL classroom for scaffolding, for example, in the work of Bhooth,
Azman and Ismail (2014); Al Masaeed (2016); and Almansour (2016). This study,
however, contributes to the literature on tlang as a pedagogy and as a tool for learning
in the Saudi context and specifically during reading lessons. Tlang for learning is
reflected through how the affordances interacted in a space where students were
allowed to strategically use their full linguistic repertoire. As a tlang space has its own
transformative power (Li, 2011), students showed and acknowledged the
empowerment in making their own linguistic choices creatively by mixing their different
dialects to fit the purpose of the task.

According to Li Li, tlang embraces both creativity and criticality (Li, 2011; Li, 2018),
which, as he suggested, are underexplored dimensions of multilingual practices. The
findings of this research have thus embraced both aspects in first reflecting the
creativity in students' tlang in their collaborative groups by renovating their words to
meet the demands of the task by repairing and rebuilding their thoughts during the
processes of collaborative interthinking (see previous examples in sections 4.5.1 and
4.5.2). Regarding the aspect of criticality, | would conclude that as students'
metalinguistic awareness developed by allowing tlang, this created better prospects

for their criticality. Li's definition of criticality is "the ability to use evidence to question,
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problematize, and articulate views" (Li, 2018, p. 23); however, | would add that
students' criticality was demonstrated through how they became aware of their
languaging choices and the linguistic connections that they made between their named
languages. As discussed in Chapter 6, students became aware of their languaging and
made the shuttling between their languages purposeful (see section 6.4).

Moreover, tlang for learning fits well into SCT lens of learning when it is done

in a planned, developmental, and strategic manner, to maximize a
student's linguistic and cognitive capability, and to reflect that
language is sociocultural both in content and process (Baker, 2011,
p. 290).

Nevertheless, the highlight of this research is in how students enabled purposeful tlang
when it was allowed and facilitated by bringing greater cognitive and developmental

affordances of the reading tasks.

7.6 Implications of and Contributions to Policy and Practice

In view of the findings and discussion in this thesis, several implications are highlighted,
and recommendations are made that could prove beneficial for teaching and learning
English in the language classrooms in KSA given the rapid change and development
in language planning and policy in the country. The implications that can be drawn are
specific to the context and experiences of the sample in this study.

The findings of this study reveal that tlang is happening naturally in EFL classrooms
regardless of whether it is allowed by the teacher or not, as learners naturally and
spontaneously use their tlang repertoires (Cenoz and Gorter 2017a). However, by
allowing and facilitating tlang in this study, implications for professional practice
suggest that teachers should start thinking about how teaching can make systematic
use of students’ languaging practices rather than try to exclude the use of the Arabic
in the EFL classroom. The process of enabling tlang that was captured in the
collaborative reading classroom advocates that allowing and facilitating tlang to a
certain extent led to cognitive and social benefits such as collaborative agency,
interthinking, and deeper meaning making within the BZPD.

By setting out the affordances of tlang for learning as presented in Chapters 4 and 5,
this study contributes to the understanding of how purposeful tlang can tap into
powerful learning opportunities.

The analysis and discussion of the findings seemed to reveal more than how allowing

tlang supports learning and what affordances were captured and reflected upon during
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and after the collaborative reading tasks. The students' voices concerning their
apprehension in the non-tlang classroom and the increase in their metalinguistic
awareness revealed their motivational factors and best practices for learning English.
Such insights are vital for understanding learners' needs and reassessing the policies
of teaching in this study's context specifically and other EFL contexts generally.
Nevertheless, some students still seemed to be reluctant to change and hold strong
principles regarding the Arabic language (see section 5.3), which | have labelled as
uncertainties of tlang and categorised as either uncertainty of tlang in speaking vs
writing or in interlexical vs intra-lexical tlang. Furthermore, some reservations about
the idea of tlang have been attributed to the social context of using tlang. Although the
idea of students benefitting from their full linguistic repertoire in the English classroom
is welcomed, further pedagogical practices and policies are needed to validate it as a
norm in the Saudi EFL classroom.

With that said, | am cognisant of research that argues against the theory and practice
of tlang in the second and foreign language classrooms precisely, promoting the
pedagogical positionings of one language only in teaching and learning. Common
arguments relating to the transformative potential of tlang are based on political
positionings, as reviewed in the work of Block (2018) and Jaspers (2018) in section
2.4.2.

As an implication of this study to policy and practice, | would like to conclude by saying
that in allowing tlang and exploring the affordances of learning in the collaborative
reading classroom and as a reflection of learning, this study may offer valuable
evidence towards a more formalized pedagogy for EFL contexts. | have exemplified
through this case study that tlang practices do exist regardless of the English only
policy, and by allowing tlang, students enabled it to assist their learning through
collaborative agency as expansively reflected in this study.

As a teacher in this context who had the opportunity to give voice to tlang regardless
of the tensions and uncertainties from educators, and policy makers, | would like to
reflect on this experience by highlighting several aspects. First, as the traditional aim
of language teaching is to develop the communicative competence in the target
language, | would suggest that language learners and users who can use resources
from their entire linguistic repertoire can be more effective in learning and using a target
language, as multilinguals have a rich repertoire that encompasses not only linguistic

elements but also their whole trajectories as language learners. Thus, by enabling
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tlang, students were able to make connections as a natural tendency by linking prior
knowledge to new knowledge (Cenoz and Gorter, 2011).

By allowing students to use their fluid resources cross-linguistically, they can make
comparisons flexibly between all their linguistic funds as they become more
metalinguistically developed, and therefore their communicative competence is
developed. As a teacher, | feel that it is unfair to restrict students' natural languaging
practices when the classroom discourse has attested to tlang presence. From the
perspective of language education, Leung and Valdes, (2019) have argued that by
focusing on actual ways in which students use their own languge reportiore would
provide descriptive and analytic approaches to langugae teaching which could tap into
their background knowledge and current communicative reportiore effectively.
Another aspect that most teachers, including me, struggle with is students' reluctance
to participate during the class. This study has found that students are more comfortable
and motivated to participate when there are no languaging boundaries to restrict their
communication for meaning making (see section 5.2.2). A more detailed account of
the study's limitations and the recommendation for future studies is presented in the

next section.

7.7 Limitations and Recommendations for Future Research

In general, there are limitations that are common to the critique of qualitative research
and other aspects that are specific to the design of the case study. The first concern
pertaining to qualitative research is the researcher's subjectivity in thinking and making
the choices of analysis. Researcher bias was a major concern in designing this case
study, as being both a participant and a non-participant observer and teacher during
the group tlang activities meant that | had to be vigilant to my own ideas, assumptions,
and perceptions. To address this limitation, | applied construct validity, as proposed by
Yin (2018), since | used multiple sources of data collection to evidence the affordances

and reflections of tlang (see section 3.6).

The second limitation pertains to the sample size of the case study. Dornyei (2007)
advocates that case studies are context-specific and therefore have limited external
validity. The two cases in my study represent the theoretical understandings of how
language functions in EFL classrooms. Therefore, the tlang affordances of learning
that have been explored represent two groups of students in two classrooms and with
two proficiency levels, and therefore this context cannot begin to cover the great
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diversity of students and English learning settings in universities or schools. Yin (2018)
noted that the careful use of theory can be addressed to external validity in single case
studies. External validity is achieved here since the specific context of the two cases
of level A and level B in the EFL classroom can be transferable to other EFL contexts
following the strict method of teaching in the target language only.

Another limitation relates to participants in this study being only females because of
cultural, social, and institutional policies of gender segregation in the university campus
in KSA. Therefore, my access as a teacher and researcher was limited to the female
campus. Contextually, group observations were conducted in one university in KSA
that follows a strict English-only rule in the classroom. Additionally, the analysis of
students' tlang was conducted during their English language learning classes only.
Therefore, students' language practices may be different in other subject areas, other
universities, or school contexts with a different language policy or medium of
instruction.

Notwithstanding the limitations outlined above, | recommend that future studies should
explore further tlang strategies that provoke collaborative interthinking in other
language skills and subject classrooms. Furthermore, future studies could address the
functions of the different languages that students used during the collaborative reading
tasks (e.g., Turkish, Arabic), possibly through quantitative or mixed method research.
Another limitation is the absence of video recordings of the group due to cultural
restrictions as previously discussed in 3.4.3. Future research could benefit from video
recordings to focus on a multimodal approach of analysing tlang affordances.

A natural progression that occurred during my analysis is my awareness that
comparing the proficiency levels when investigating the affordances of tlang was not
as vital to my study as originally conceived. Future studies could enrich the aspect of
comparing the two proficiency levels by conducting a longitudinal case study or by
adopting a quantitative approach that may produce better data for comparing the two
proficiency levels.

Finally, a possible exciting research direction arising from this study's findings is to
explore how institutional policies limit the use of tlang approaches, as well as how
instructors/teachers negotiate such policies in their enclosed classrooms and whether

their views confirm their actual performance in teaching.
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7.8 The Study's Achievements

To conclude this thesis, | outline this study's achievements. The main achievement is
in providing empirical evidence of how tlang affordances have proved meaningful and
beneficial when theoretically and analytically framed within SCT. The second
achievement of this study is that the study proposed its own working definition of tlang
affordances, as it situates tlang as an affordance that provided opportunities for
learning in the EFL group environment. Therefore, tlang affordances for learning refer
to the dynamic relationships between the resources and learners that were enabled
through tlang in the collaborative reading groups.

The current study is one of few empirical studies that have combined the reflections of
students after they were allowed to translanguage with their performance in the class
in terms of tlang affordances of learning. Moreover, it legitimised the use of students'
full linguistic repertoire as a teaching approach in a context where the use of Arabic in
the EFL classroom is banned, thus opening better affordances for learning that
students have shown and reflected on through tlang, with reference to the limitations
and challenges that tlang may pose.

As a teacher in this context and a researcher in the future, | hope that the findings from
this research will be published to improve my colleagues' teaching competences in
how to apply tlang in their classrooms and provide myself and my university with
opportunities to develop teaching pedagogies and policies in CFY KSU and the EFL
context in KSA in general.

As a final point, | would like to reiterate my personal aim when first embarking on this
quite long journey, which is to make a change in teaching policies by better
understanding the potential of allowing tlang practices in the collaborative reading

classrooms in the context of EFL.

While doing the PhD, | also attended and presented numerous conferences,
workshops, and seminars, which significantly contributed to the development of this
thesis during its different stages. Through my research and future publications from
this thesis, | hope to continue to inspire educators and teachers and encourage them
to implement tlang pedagogies to reveal the diverse learning affordances of
multilingual learners’ languaging practices, thus creating more collaborative, equitable

and transformative classrooms.
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Appendices

Appendix A Lidz’s (1991) Twelve Components of Adult Mediating Instruction

TABLE 1
Lidz’s (1991) Twelve Component Behaviors of Adult Mediating Instruction

1. Intentionality. Consciously attempting to influence the child’s actions. This involves making efforts to
keep the interaction going, engage the child’s attention, inhibit impulsive behavior, and maintain goal
orientation.

. Meaning. Promoting understanding by highlighting for the child what is important to notice, marking
relevant differences, elaborating detail, and providing related information.

3. Transcendence: Helping the child make associations to related past experiences and project himself or
herself into the future.

4. Joint regard: Trying to see the activity through the child’s eyes; looking at an object that has been
brought into focus by the child; using “we” to talk about the experience.

5. Sharing of experiences: Telling the child about an experience or thought that the mediator had and of
which the child is not aware.

6. Task regulation: Manipulating the task to facilitate problem solving; stating a principle of solution or in-
ducing strategic thinking in the child.

7. Praise/Encouragement: Communicating to the child, verbally or nonverbally, that he or she has done some-
thing good; keeping high the child’s self-esteem.

8. Challenge: Maintaining the activity within the limits of the child’s ZPD. This implies challenging the
child to reach beyond his or her current level of functioning, but not so much that the child will feel
overwhelmed and get discouraged.

9. Psychological differentiation: Keeping in mind that the task is the child’s and not the mediator’s; that the
goal is for the child to have a learning experience, not the adult. Avoiding competitiveness with the
child.

10. Contingent responsivity: The ability to read the child’s behavior and to respond appropriately. It can be

compared to a well-coordinated dance between two partners who are very much in tune to one another.

11. Affective involvement: Expressing warmth to the child; giving the child a sense of caring and enjoyment in

the task.

12. Change: Communicating to the child that he or she has made some change or improved in some way.

]

Note. This table represents a synthesis of information from Practitioner’s Guide to Dynamic Assessment, by Carol S.
Lidz, 1991, New York: Guilford Press. Copyright 1991 by The Guilford Press. Adapted with permission.

Lidz’s (1991) Twelve components of Adult Mediating Instruction, Cited in De Guerrero
& Villamil (2000, p.53)
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Appendix B Students’ Multilingual Profile

Multilingual Student Identification and Profile

Level:

Name:

)

1- Languages other than Arabic
(LOTA*) spoken or heard consistently

at home:

Gl Lgismanst ol Lgadansi ) Ay jall pe clalll-)

2-What dialects of Arabic do you
speak?

fleifianti Ll Ay jal) Slaglll ale -Y

3-Country (ies) where you have lived

since birth:

4-Country (ies) where you have gone

to school since birth?

33 5 dia lgd o ya (Al Jgall- €

5-Multilingual use at home
Do you/or your family speak:
Arabic exclusively

Arabic and LOTA .What
languages?................

Only LOTA

Gl B daxiinial) clallfao
s elilile o) il aal of /opdaats Ja
01 Ay yal) dalll

ISR VR | RYP R EN JCH EY P SRS [ EA]

6-Multilingual friends
Do your friends speak:
Arabic exclusively

LOTA exclusively

e By il

‘it o liliaal Chaaty Ja
L A yal) 4Ll
L 5 Al culal
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Arabic and other languages

AT Cilad g Ay a1l 4zl

7-Multilingual exposure in the life of
the student

| use LOTA in places outside the
English classroom:

No, only inside the English Classroom
Yes

If yes, where?......coooeeeieiiiiiieieeeeeen,

dila B o AY Clall a i)y
g Sl A el e s AT clal ot Ja
A el Asll Joad
L 4y 5alas¥) Aall Jead Jala oY
and
caxd ilal s 3

8-Education in LOTA

Have you been taught in LOTA
Yes, In my home country only
Yes, In other countries:
(where?................. )

No

sl 8 s AT Gl Aal A
b p

O-Literacy in LOTA

| can read and write in LOTA:
Yes, well

Yes, but not well

No

G AY) Clallly 3o Al g Ag))-4

el e oAl il il caf o gt
A (5 sl pxd
i ne (5 shuay (Slg pas
M

10-English Education
Have you been taught English:
In home country only
In home country and other countries

(WHEere?. .

4 ety A5l alasid

s Al Al Caalas o
Lo clila g

v ds Ay ik 4

"u.g\ ‘Lg)';i

Adapted from Garcia, O., Johnson, S.1., Seltzer, K. and Valdés, G., (2017, pp.170-

171). The translanguaging classroom: Leveraging student bilingualism for learning.

Philadelphia, PA: Caslon.

*LOTA: Languages other than Arabic 4 !l 4l e clsll
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Appendix C Ethical Approval

Application for Ethics Approval

Name of applicant Nada Bin Ghali

Email address n.bin-ghali2@newcastle.ac.uk

Category [please delete as appropriate] PGR student

If “Other” please specify

Programme (if applicable) PhD in Applied Linguistics

- ; School of Education, Communication and

If “Other” please specify Language Sciences

Name of supervisor [students only] Dr Heather Smith and Dr.Elaine Lopez
Enabling Translanguaging in the EFL Classroom in

Title of research project Saudi Arabia: The Case of Collaborative Reading
Tasks
Pilot study in March 2019 and full study in

Date of start of research [must be a future date] September 2019

Is the research funded? Yes

Name of funder Saudi Arabian Cultural Bureau

Name of Co-Is if applicable [staff only]
Is this application subject to external ethical review? No

If “yes" please specify who

FOR OFFICE USE ONLY

REVIEWER RESPONSE

Approve@w
Reviewer Comments TUuSs teAllem) v Q-—frv Nﬁd .
Reviewer signature fw%—essw LWOQ/\AQ, “ ol ~alomrts

bate Moron (3w 2013 |
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Appendix D KSU Approval to Conduct the Study

(034) sgeau ecllof acals asngaull @as gl a4 Lol Q=g o=\
Y966 114694006 wila 1450 s 18 2454 . 0 gs2sudllo
4966 114694555 Luéla www ksuedu sa = Jl
King Saud University
a5 el Jgli ol balos
A Lglaaan SLE able (ol Sdu (a0 fada L)

Wl g al B 33 @Sule a3
V8 sl Ll LA S5 g ed iy 53k B e 1l ) 3505
— pi—esll @l s ST Gl Ly a YoM L VY Gl _a Vi (5
'Enabling Translanguaging in the EFL Classroom in Saudi Arabia’
Slolls Jd e leat ol AU ol iy y5all Sl ¥) Al s J) Lo g i1ty
LAl Sl (st (i o Jadll 2 e gl s d8mya AL SV Ll
S wdblally Ldall Llaa Ml el el IS e il dig o paill e g8 3 T yjyal

ALl g Zotail

Ayt Al oV sl ae 2 L Sl bl 3odas e L e i
Sl sl Lgalanl 2 psm doceaybo w3 VEE /N EYY il ot
galpll cimgly o YoV L VA Bl V€ L 8 VY sty
FESI LA (I RN Cdlal JUs s e gama e Ml slal 3 alas Lo
e e I VA -1 TSR [N N | PRSPPI L S P
byl ] s 535 s Ao Al J oW1 Ll 5ol e Ll V1 (g5 &1 A leny
wiheo g5 25l (e

Gedsilly plandll s Lol ase

FRPRR U Baleat Jusoy

‘,agaJl.La.a.pu._;aL..a.a

A5 RRl J VL e Salacad Ll pe ) 0m
L/ E/XEVINA
A\t LN/ \R
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Appendix E Student Information and Consent Form in English and Arabic

b o

<

Newcastle University : School of Education, Communication &

Language Sciences

1. You are invited to take part in a research study entitled “Enabling
Translanguaging in the EFL Classroom in Saudi Arabia: The Case of
Collaborative Reading Tasks”

2. Please read this document carefully and ask any questions you may have before
agreeing to take part in the study.

3. The study is conducted by Nada Bin Ghali as part of their PhD studies at
Newcastle University.

4. This research project is supervised by Dr. Heather Smith and Dr. Elaine Lopez
from the School of Education, Communication & Language Sciences at
Newcastle University.

5. The purpose of this study is to research how translanguaging promotes learning
in collaborative reading tasks inside the EFL classroom.

6. You have been invited to take part in this study because you are studying
English at the Common First Year.

7. If you agree to take part in this study, you will be asked to take part in the
collaborative reading task that will be voice recorded during your class time
where you will reflect your learning every week. You will also take part in
individual/ group interviews after the final reflection.

8. Your participation in this study will take approximately (1 hour during class
time) once a week over a period of 7 weeks. In addition to (5 minutes weekly
reflection and 20 minutes final reflection) and (15 min interview) if you agree to
take partin it.

9. Personal data will be kept anonymous, and all names will be replaced with
numbers and pseudonyms.

10.You are free to decide whether or not to participate. If you decide to participate,
you are free to withdraw at any time without any negative consequences for
you.

11.All responses you give, or other data collected will be kept anonymous and

confidential. The records of this study will be kept secure and private on a
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password protected computer on the university server. In any research report
that may be published, no information will be included that will make it possible
to identify you individually. There will be no way to connect your name to your
responses at any time during or after the study. The data will be kept for one
year after the end of the study for publication plans.

12.1f you have any questions, requests, or concerns regarding this research,
please contact me via email at n.bin-ghali2@newcastle.ac.uk or by telephone
at 00966555089003 or 00447365883733.

This study has been reviewed and approved by the School of Education,

Communication & Language Sciences Ethics Committee at Newcastle University
(date of approval: 19" March 2019)

Faithfully yours

Nada Bin Ghali
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S

Newcastle University : School of Education, Communication &
Language Sciences
5 pall 4y julaiy) 42l 4010

S 1y A Raa 5 aSle WSl

Ll salee 4 Jalad W) ARl acdy yualacdl) U ¢ palall iy 8 oS3 jlie dlSa) (e aSILY ladd) 13 oS) (S
Aleall ¢ JulS 5 dralan 8 iy salll ol g3l Aol el Wl A G 5 gas Ll daalany 48 jidall (V)
‘)yJSU.JS\JJLQMJ:\;&Awv\su\)ﬁa\@@jb\)}ﬁﬂ\&%&;ﬁ@@\)ﬂ\DJA Jdaatiall

Aadsl Al A 5o ¢ ulacl) Al ales J gaad 8 4 sadll Al 50 HW) (S "0 ging i 8 AS Ll & g
el e 4y el doal 50 3V S il Al jo ) Caagd G S Ll Be )l

ol 8 AS HLially 4880 gall J8 al (sl e Vel 5 dn IS il glaall 48 ) 5 360 58 Glia | s |

4 ke ARl Jead DA 48 Ll se ) il Lol 84S HLiall elie (il Al all b @l syl e ol se dic
eloa) A (e s Lo sl dlaled Sl alll e 4y elie Callag LS L gun GBS jlie Jaasd s s

Sl AT e AlaY) an eleafApadd GO

Glas 0 N ALY canlul 7 3ad & sal IS 56 a8l Jhad JOA 4880 T 0 (ol La (5 prdiasin A Hall 8 Gl L
CALNEA) o) el dads Y0 5 ulSadl JAY AdEy Yo ol Leg due ganY) clalad (ulSas) Al e Aa

IS Hliall 458 e iUy Gl 4l Cam JulS g Aala J (e B02aal) Apalall CLEMAY) JalS a5 Al )
CIVEOPR POIPL| NPT PR R TS TOPE FEWRSY - WRLI L PV [FEVEN IOV APRR YR PR 3 PR DV [ SUENTY [P P T
coaladl Gl o jad A jall oLl amy s Bl Ly LAY alaas 5 (5 a3y

iy gl A ALl e eV el el il LSl jall 8 @l 1Y) 8 Gl ) A gally 3al) el
(SN 3l 3ok e e Jaal sl i jladind o g ol @bl S 13

n.bin-ghaliz@newcastle.ac.uk

00966555089003 /00447365883733. J'sall i

o8 A alll aglall g Joal il 5 il ZS 3 alall Candl il J8 (e sl 03 e 388 sall 5 dnal e s
YO AP A b ulS s daals
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Appendix F Teacher Information and Consent form in English and Arabic

S

§ Newcastle University : School of Education, Communication &
Language Sciences

Declaration of Informed Consent

¢ | agree to participate in this study, the purpose of which is to research how
translanguaging (using language varieties) promotes learning in collaborative
reading tasks inside the EFL classroom.

¢ | have read the participant information sheet and understand the information
provided.

¢ | have been informed that | may decline to participate or withdraw from the study
at any point without penalty of any kind.

¢ | have been informed that data collection will involve the use of recording devices.

¢ | have been informed that all classroom recordings will be kept confidential and
secure, and that | will not be identified in any report or other publication resulting
from this research.

¢ | have been informed that the investigator will answer any questions regarding the
study and its procedures. The investigator's email is n.bin-
ghaliZ@newcastle.ac.uk and they can be contacted via email or by telephone on
00966555089003 or 00447365883733

¢ | will be provided with a copy of this form for my records.

b\)ﬁ\&k)ﬁ'um\yg&i

s A& G pmali g s AL Ly ja ) dpalad) Al Hall 84S jLaall e ) e gl oLl s sall BT o
Aol Al J gead 8 A0S 5Ll 3o 3N DA andailly L il Al 5o Ay salll Al 50 31 S ) Cangs

L Aaiall il ) a5 Al yall o il agd 2S 51 g Canll e glaa 485 5560 0 B @

g gl Al Al e calanaW) ol AS HLiall by (8 Bal) gl l aley 3 e

i Ol A e (58 e laall waan Gls Al jall i jal (s diaasd e Sl ) aley 3 o
i) Ja e e Al e g (B ansll g e
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(s A 2l 31k e Canall 8 S jlie iy Sladial gl e uaie Dald) o aley 3T @
51 00966555089003 :44ull A& Y1 5 n.bin-ghali2@newcastle.ac.uk

.00447365883733
L4 balaia U Gaald) wmtﬁ.:g})ﬁelum\us °

Any concerns about this study should be addressed to the School of Education,
Communication & Language Sciences Ethics Committee, Newcastle University via

email to ecls.researchteam@newcastle.ac.uk

Date Ul Participant Name (please print)  axY! Participant
Signature & sl

| certify that | have presented the above information to the participant and secured

his or her consent.

Date Signature of Investigator
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Appendix G Outline of Pilot Tlang Exercise and Reading Preview Materials

Outline of the Pilot Study

The main idea of the research is to look closer at the patterns and practices of
students when they are enabled to use their first language through a method named

translanguaging.

For pilot study purposes only two groups will be voice recorded. The remaining of the

class can work on the text in their books.
I will mention a few points to ease the process:

e Two groups (5 students each)

¢ Information and consent forms to be given to these two groups only.

e Both groups will not be using their books. They will be given the extracted
documents instead to be returned to the researcher for analysis.

e The task will be to collaboratively preview, read, discuss, and solve vocabulary
and main idea questions (expected time to finish the task is 1hour)

e Itis recommended that groups are seated as far as possible to gain good
quality voice recordings. (Please make sure that the voice recorded is
positioned well for clear recording)

e Details of documents to be given out are explained below.

1-The normal group:

This group will be following the norm of the ELSD classroom (they are not
allowed to discuss or write in Arabic but can use their phones to check the
meaning of the words in English). Please give out the following documents to

be completed in this order and start the recording:

“Q5 U2 Preview”

“Q5 U2 Reading”

“Q5 U2 R2 Main Idea”
“Q5 U2 Vocab”

A
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2- The translanguaging group:

This group is encouraged to use both Arabic and English interchangeably in
their group discussion and writing notes or translations. They are also allowed
to use their phones to search for Arabic translation or English synonyms.
Please give out the following documents to be completed in this order and

start the recording:

“Arabic Preview”
“Q5 U2 Reading”
“Arabic Main Idea”

“Q5 U2 Vocab”

I

Thank you
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1- The non-tlang group reading preview

READING 2 @ Tae Kwon Do for Health

M You are going to read an article from Black Belt Magazine about tae kwon
44 | Tae kwon dois a martial art (a fighting activity like karate or judo) that

originated in Korea and is now included in the summer Olympic Games.
Use the article to gather information and ideas for your Unit Assignment.

PREVIEW THE READING

A.[IETET Do you think martial arts like tae kwon do are sports or leisure
activities? Why? Write three reasons.

B. [ X TILg What characteristics does a sport need to be included in
the Olympic Games? Write for 5-10 minutes in response. Remember to
use this section for your Unit Assignment.

C. Check (V) the words or phrases you know. Then work with
a partner to locate each word or phrase in the reading. Use clues to help
define the words and phrases you don't know. Check your definitions in
the dictionary.

boost (v.) itdawned on me (phr.)

devotion (n.) pass your prime (phr.) R
emerge (v.} £ regard as (phr. v.) P o )
estimate (1) & rhythm (n) &

evolve (v sophisticated {ad].)

execute (v.) strategy (n.) £

‘h Oxford 3000™ words
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2- The tlang group reading preview

el A ] g

ol i dlE sl n s ) il o pliall a8 e o8 a0 e s S e e e o e a g
e alls el ) ) e o Y g L s (sl

e ) o ol
(TERUWE-CLRESPE i L Y P S SO S BPRPRCE -1 ) P -1 P OV ) P

[Axtadyl i dos ) At A it )

(- DR PR (PR SRS E - PPy [P B P PPLE - FERIY (RS PRV DU [JER IR N Rt e

ity hadl
pamalls Adatf) a5y ea Lgiol o o080y el el L',-‘_:..Ji A cbgrsalat Al il il g el oS int dos | 2
A gall Aalll | 1 a8l e gl

Boost (v) it dawned on me [phr.}

Devotion (0} pass your prime (phr.)

Emerge (v) regard as (phr.v)
Estimate (v) rhythm {n.}
Evolve(v)

sophisticated (adj.)

Execute (v) strategy (n.) |
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Appendix H Teachers’ Multilingual Profile Sheet

Multilingual Teacher’s Background

e Name:
e Nationality:

e Last Degree:

e Do you know Arabic? If your answer is no, could you understand what the

students are saying inside the classroom?

e What languages do you speak?

e What dialects or versions of languages do you know?

e Years of teaching experience:

e Have you taught English in countries other than Saudi Arabia? Where?

e Do you agree or disagree with the regulation of using English only? Why?
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Appendix | Weekly Group Learning Reflection

Week: & sua)
Group: Juadll
Name: oY)

Answer the following questions in any form that would make sense to you, it

can be in: (any language, drawings, and diagrams. Etc)

Al o s 5 vl Jie oAl daaa b s 40 LAY Sy & saul) 138 dlic sana b agialad lae g e

L e

1-Think about what you have learned this week in the reading lesson. Was it useful

to use your language variety? How?

S f salll @i Al e elilaie] (e conial Ja el il Lol 8 & s 138 Caaled Lo (5 S8

2-How did your classmates in the group help you learn? Give some examples?

ALY Glany (g S Salaill b Ao ganall 8 @l ) elidelu oS

3-In what ways did you succeed or do well in the reading lesson? How do you think

you could improve this next week?

¢ adall g guad Gl gl Sliay S Tl 3l Tl 8 <l 65 ) canad a1l (e 6l B
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Appendix J DEAL Reflection Questions

Name: o]

A. Description 4 aill Caag

(Describe the following questions objectively and in some detail. Reflect on key

experiences noting significant or reflection-worthy experiences

(s ya (pe ABYT (ary HS3 ae Ay guin ga 5 Sy 4000 ALY e ua]

1. What was different about what you did during the English reading lessons in

the last 6 weeks?

$apalall Al a1 O34 Be ) 3l Juad 6 Calis) 53 Lo

2. What was your role in the reading activities? s¢/_all ilaiil & &l 50 S 13k

3. What is the most important thing that happened during the reading activity?

9yl dga g (g Be) Al Talis 8 Jeasle aal (5 S0

B. Examination 4 aill auss

(Examine the experience based on what you learned during the last 6 weeks: <&
(Bl a1 IO aialat Lo Sl ol 4 2l
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1. How did using your language variety make you feel (positively and/or

negatively)?

¢ 4 el A gl e g5 e caie] g Ll L) @ yed 130

2. Did you change your idea about using only one language in the reading class?

How was it changed after the reading task?

S aill 02 ¢ gua 8 el st oS i) Al Jhab b saal 5 da) Lo alaieY) i el ) @ da

3. What personal strengths/ weaknesses did the reading activity reveal, and how

did it affect the situation positively/negatively?

ke 5l L) 4 ) e i (a5 9168880 4 pail) caaales i) Canaall i 5 58 Laliil

4. How would you evaluate your group’s performance in using their language
varieties during the reading activity? aec s Ao aaslaic] i clic gena ol (pasdi Cas
9300 all Ll JA (5 sl

5. How did you all collaborate to understand the text and answer the questions?
What could you have done differently? Layls gaill agd A de ganall 8 oS5 glad S o
fdilide 44y yhay oo ay e ) Ja $ALLYI o

C. Articulation u=ill

What have you learned from the reading activities as a whole: &l ¢« 4gialaile (5 <3
ale US4

1. Ilearned that Ol Caalas 2l



(Express an important learning and your understanding of it)

(dgﬂa@}whucd‘)r_)

2. llearned this when Cralast a8l
Ladie &1

(Connect the learning to specific activities that helped you learn)

(Al e eliaeli Al Adadi¥) S5 e 4y pail) IS 4gialaile G ) )

3. This learning matters e« 4ialzila

(consider how the learning has value both in terms of the lesson and more

broader terms such as the community, and other courses)

(Jad)) s pasinal 5 paddl) dmall e Jadll b agialed L dpaal ala)
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4. In what ways will you use this activity to improve yourself and the quality of
your learning in the future? clasi 5 siwe sk Slusdi j slail 43 a3l 2 (o (pafindis (2
Sl
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Appendix K Semi-structured Interview

Level:

Name: sy

Themes of Interview questions:
A. ldentity labelling 4:sed) Ciiuss

1-Do you identify yourself as bilingual? (Speaking two languages) or multilingual

(more than two languages)?

(0 e SIS Gfianti) Clall) sadsie ol (Cpiad (pfians) Aadl) 4005 eluds Gadiat da

2-How do you feel about speaking two (or more) languages? What are the

advantages or disadvantages?

el gl Ll oale € ST 1 il eliaa Jus ) snd 58 e

B. Language use spaces 4l aladiul ¢Skl

3-Do you mix languages in other subject classrooms?

S AV U saail) Cile uin s 8 Lifian ) Clalll uhalas Ja

4-Do you have the opportunity to use all your language variety outside university?
Where?

9l Faalall 7l 4 galll el il aladind daa i bl Ja

5-Do you usually mix between your languages when you speak or write? Give some

examples.
ALY (am 5 S S G Cuaall vie clalll oy Jalal) elisle (e Ja
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C. Reflection of the translanguaging task (can draw to their answers in the

reflection sheets to further elaborate)
6-How did you find the reading activity? Did it help you understand and learn more?

¢ alaill gy agall b chise L Ja $ae) jall b 4y a8 culS CasS

7-How did you use your language variety to answer the questions with the group?

e ganall pa paill Ainl oo Alal) b4 gl @l il e cadie) (as

8-When you read the text, did you think in all your language variety or one particular

language?

§ de guiall 4y galll @l iy o saal g 4ol @ ySE Ja (paill i 8 Lanie

9-Can you talk more about your collaborative reading activity throughout the last

weeks?

Spcalall ) 84S Ll se ) Hall 4 yad e Canal) SlilSaly Ja

10-What strategies did you use to understand the text and answer the questions?

And how did you use them?

T ALY o a5 paill pedl Lelentinl (Al it Y] ale

11-Do you think allowing the use of language variety in the reading lesson helped

you understand the text? If yes. How has it helped you?

4381 gally Ay CilS 1Y) 5 Soaill agh b Slaclu el j8ll Juad b 4y salll 3 5a 3 o slaie W) oS ol cpatiag Ja
$aac Luall il Caa

12-How do you feel about not being allowed to use all your language variety in the

English language classroom?
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) Jaad b i gall) 5583 e slaie W) ade s Wl su ()50 32a) 5 Aa) Jlanial (i sd el e Jls @il L
€4, laiy)

13-Do you think that allowing the use of language variety helps you learn and
maintain English?

Sleale Laliall g 4 jalasy) Axll) alas 8 clac Ly 3y salll 3583 e slaie V) o cpaiied Ja

D. Further information

14-Is there anything you would like to add?

faiilial (pagi AT e o5 lia Ja
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Appendix L List of Transcription Conventions

S Identified student, using numbers (e.g., S1, S2, S3)
SS Several students at once or the whole class

T Teacher

(3.0) Numbers in parentheses to measure pauses in seconds
XXX inaudible

e:rthe:: indicates lengthening of the preceding sound

Hhh Audible laughter

() very short untimed pause

(..) Longer pause

word Underlined word indicates speaker emphasis

?

rising intonation, to ask a question

<code-meshing>

Words between angle brackets indicate further

explanation

Uncompleted talk

Il if inserted at the end of one speaker's turn or at the
beginning of the next speaker's adjacent turn, it
indicates that there is no gap at all between the two turns

CAPITALS loud sounds relative to surrounding talk

Underlined Underlined words or part of words to reflect emphasis
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Appendix M Classroom Observation Notes as a Non-participant Observer

9.4 - 10:05 o1 bt e
Descriptive group observation/evaluative comments
Date: 4/idf Zof Classroom/group: A Week: 7

Chapter/Topic: | ), i
Ust 5 / 8} L gl % gl e /me)

— o spiedd b 250 Jpes wmt 5P

7

TLi tﬂ“_'f [‘a‘-r/: {u(‘-( ‘l')"' 4 L} ij '/’;“ S a2 - h‘j ‘/\‘W h

N ot (0 am (/:M-u;,-,) U Webd ]‘ﬂ'ﬂf.’).

- | m o wer ’:‘U"(: ? of .ﬁ' .‘)d"‘k- A. //"‘%,"'" 4 o C(". n (‘, /4} 4

o, »
Mt 2} 3 “V:,'V'_l(»’k.//' 12 o

- 1 Madder ﬁy ‘-m..,w;f.j e  Arviev ?M/»mn P Tt

7

- Ths vy S ey 45’7 g gast S kalh ok e
+o fal,e ylv.( Voites

~

(/':./ Jf./ Th "7{ #'( /m J -,/"

o GIIUAJ “/lf,' )4‘7-’//’( 7 ( Qf.nf) ("!,l(q 5 T >

\ . ‘

- 52,‘/‘ a'r./iv.l-v/ ) ,J,,'/‘_j @
oyt weble [V olods? y

0 e "j o ikl ‘7 oares il o wach e (&%
a (-//i’//.t""( Sec v

N
-t (-'/r'k-'!l';lj

d 3§ ms talsr )WM { (:)/,;; ?/(,—,a ) bewsn 53
i At in Alay j’a’f"
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Appendix N Original Sample of the Reading Preview

READING

READING 1| Money and Sports

_m You are going 10 read an artiche about money and professional soccer teams,
Use the article to gather information and ideas for your Unit Assigament,

PREVIEW THE READING

A, [EZITEN Here are some words from Reading 1. Read the sentences.
Then write each underfined word noxt to the correct definition.
L. Sultan is tall for his age, so be has an pdvantige when be plays hasketball

2. Our baschall team was very strong. We won the state champsonship
3 When | compsis against my brother in tenais, 1 esually lose

4. Ahmad's mew bike had an immediate clloct on his results, He woa his next
three races
S. The tcam’s Loanc situation is wery bad. They doa't have enough moocy

1o buy new uniforms.
6. My favorite sports [nclude volleyball and soccer.

The Liult for the number of people allowed in the club's swimming pool
Is 45, It s unsafe with more than 45 people

-~

8. Our soccer coach had a siution %0 our problem. He had us change positions,

al J(verd) to try to win o achicve somcthing

b (verd) 10 huve someone or something as a part of
the whale

' | J(moun) a series of competitions to find the best player
Or team

d | J(moun) a change that is caused by something: a result

el (mown) something that belps you or that is useful

(A | (moun) the greatest amount of something that is
possible or allowed

gl J(moun) the answer o a question or problem

h| Jadjective) connected with money

7 UNITA | What makes & competition undass? ¥ o
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Appendix O Tlang Version of the Reading Preview

READING

READING 1 | %alillg ouglddl

v

LT 4

WY Sl i JUN e Tl el
Uit ASSIGNMENL laelly N1 paa b JELL piac.

PREVIEW THE READING
A. (EITYTINTE Here are some words from Resding 1.
masall il Llie bi Ltad ol SLEH pand ob Sy Jasd | 00
1. advaniage when he plays basketball s J3 e b el e Jpkl e
2. slate champlonship.. Lid s la @l Jssemsd | s
A When | compete el il el i il s
A Ly T Gl g s vl e IMiMiBiate @MECT o saa e

S, FUIW UNHGINS o)t ) U e i o e FIRANGCIALY il gy

6. LA 3.5, wall0 3 S include il LSl

7, e Bemit say aded £0 o 81 B9 g ifal0 Mo i o gt a2 sl

B Ll sl R LSECA) SOIIBON 4ad S5 2Bl 55 e

| :l:lq'.l'.!ll o ATy by vl o chibewe mn'u,-|]1|ns

b :I:r:'rb] o have soemenne or somsething a8 a part o
thse whiole

€| [{ragin) & series of competitions to find the best player
0r [Eam

.| [Krane) & change that is caused by something: a result

e[ [ Kreaiat) soamsething that helps you or that is wseful

f. :I:I'Hlll'.ll:l the greatest amount of something that is
i'".“!llhl‘l’ af allenwed

& :I:Hillr.ll:l the answer to & question or problem

h |lacdjective) connected with money

What makes 3 Comipetition undain? ra
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Appendix P Outline of Data Collection Per Week

How do sports

make you feel

R1 A super

soccer fan.

What makes a
family business

successful?

R1A
successful

family business

Research | Term Studying Level A Level B Group
Quarter | Week/Date | Group
Week
Arrival 4 (22 Sep- | 22-23 National day official vacation
26)
24-26 meeting with vice-chair/ teachers and
visiting classrooms to introduce topic and
prepare materials according to curriculum
1 Trial Q1 5(29 Sep- | Task 1 Task 1 Qskills | Note on
3) Qskills1 2 level A: the
teacher
Unit 4 Unit 4
was
Physiology: Sociology:
y 9 9 changed
What makes What makes a
for Q2 and
you laugh? competition .
was given
unfair?
R2 Laugh the
more and R1 Money and | consent
stress less. sport form
2 Tlang Q1 6 (6 Oct-10) | Task 2 Task 2
tasks Qskills1 Qskills2
Unit 5 Unit 5
Psychology: Business:
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7 (13 Oct-

17)
. . Midterm Exam
continuation
of Ch5 and (7t Nov)
Revision
8 (20 Oct-
24)
Revision
3 Tlang Q2 9 (27 Oct- Task 3 Task 3 Note: in Q2
tasks 31) Qskills2 Qskills3 level A are
doing
Unit 1 Unit 1 .
QSkills 2
Marketing: Sociology: How )
g & (meaning
Why does do you make a
that U4
somethin ood first
g g and U5
become impression?
that was
popular?
R1: Small Talk: K conducted
R1 Unusual | A big deal for level B
ideas to make will occur
a buzz. for level A)
and Level
B are
doing
Qskills 3
4 non- Q2 10 (3 Nov- |Task 4 Task 4 Qskills | Note on
Tlang 7) Qskills2 3 level B: the
teacher
Unit 2 Unit 2
was
Psychology: Nutritional
y 9 exchanged
How do colors | Science: What .
for the first
affect the way | makes food PM
we feel? taste good? .
session

11:35-
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R1 How colors | R1: Knowing 12:50 pm
make us think | your tastes (Monday is
and feel off)
5 Tlang Q2 11 (10 Nov- | Task 5 Qskills | Task 5 Qskills | Note on
tasks 14) 2 3 level B:
The
Unit 3 Social Unit 3 .
recording
Psychology: Information
y 9 was only
What does it Technology: .
25 minutes
mean to be How has
as the
olite? technolo
P 9 class was
affected our
R1 Being polite | . reduced
lives?
from culture to due to
culture R1 Carsthat | Preparation
think for another
subject
exam.
6 non- Q2 12 (17Nov- | Task 6 Qskills | Task 6 Qskills | Note on
Tlang 21) 2 3 level B:
Short class
Unit 4 Unit4
(2 absent)
Sociology: Marketing:
What makes a | Does
competition advertising
unfair? help or harm
us?
R1 Money and
sport R1 Food
advertising
tricks you
should know

about
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7 Tlang
tasks

Q2

13 (24 Nov-
28)

Task 7
Qskills2

Unit 5
Business:
What makes a
family
business

successful?

R1 A
successful
family

business

Task 7 Qskills
3

Unit 5
Psychology:
Why do people

take risks?

R1 Fear factor:
success and
risk in extreme

sports

Interviews and DEAL Reflections

14 (1 Dec-5)

15 (8 Dec-12)

Revision Week /Final Exams
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Appendix Q Observation Transcription Example of GroupB.Week7

MAXQDA 2020

Tlang.GroupB.WK7

1

10

11

12

13

14

15

16

[0:00:00] Trans level B WK 7 Unit 5
R: who can read<s sl cpin S oSas

yes please S5

S5:¢ Gl Hhalay 1l

Ricub (i g smi Il (o I8 T

S5: ahla el 388 e o ikl

S3: he jump

R:is it safe ?

ss:¥no no

R: whatis it ?

SS:usalhe risksgines il

R: risky excellent

so risky is the main word today ok
Risky is the adjective whats the noun?

S: risk
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17

18

19

20

21

22

23

24

25

26

27

28

29

30

31

32

33

34

R: excellent.§ =L

SS:s ki

Rigia acld (g guid o 43 o yhalda ) asaniving walking oY (o dulls e dwinges s Lkl

S3: wingzls s A

R: its very risky don't do it

—uhyou have 123 questionsuas: g a il

[00:02:54] ss discussing the questions

S2: 45 13ktake a risk ?

S5: yhlas

S1: to do something you never did before

S2:yes

S4: to do something U

ss: you never did before

S5: u s ak do it before ! W risk

SS: 4

S5: 5 ki Led

S5:lb s gudo it beforec s asdrisk! stuald ae |

S6ﬁ‘5.\.1\uynﬁu\ Jaa L“;Ah: u.ub“_smc o9l Y ya8lla 4y gul
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35

36

37

38

39

40

41

42

43

44

45

46

a7

48

49

50

51

52

S2:yes yes (..) it depends on eeeh

S3: il (pgmst o5 Nia aie Ly b 4ia-

S2: 4l 4

S3: liy e il SEl

S3icub Ja Jdad Jlgad) SE ;s cailrisk takerd culS elila) aniy Lad o & g5 jlalaall €
S6: sometimes<é gl JS sa

S5: bunji jumpinge_= (sl 4 sl

S6: skydiving

Riclis seda i o)) o yhalaall ¢ o5 cilizaly Il Lasd

SS:al )l Al As Y

slaally <lil ) j8

S3:a Jrriskyaliag e b il

( ss sharing their experiences of things that they did)
R: so% Jarisk taker ?

S3: sometimes but | want to be

R0 52855 58l (5

S3:05sST cuya JS 8 3lally

S ST iy (s
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53

54

55

56

57

58

59

60

61

62

63

64

65

66

67

68

69

R:ui) laclug Ll 0y su 138 & il e £ LGV €

Ss-m .”- :.S.. -

S4: Al

S5: i 0o linadd s slally

R: 0k SO 0528 55 aie 33 )l

SS:cetaking risks

Ridsal gl 8

S6:J gepsychology

S1iSae osSe Al A8 8 oLl L 55 gan 1S5
R: sports very good i ss Wl (il

SS:Jl uepicture

R: Ok SO0 (San i ol sil)

S3isani casall § gl 5 halaall 5 8 claly )l 3 5khall ¢ Gl i Jie e dlae JU 530 @li) 8 g
it 13l ey Gl (s sy ilialy 1 5 5l lml gl o pladl) o claly Sl ) Sy
Fale T Al Llirisky el Jally gond Cila sheall JISEY1 5 i sall Caiad

R: ok very good , so4 s 4 Jslpreview the reading<ub

Ol Alaad) (Y1 OS5 58 ey @yl cpdass ¢l i Jisentences ) cpaix ) 33 5 50 $l

lagdskimmingsé,
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70

71

72

73

74

75

76

77

78

79

80

81

82

83

84

85

I pmdld ) 13La) (ppaint Gy GBI 0 5a 58 ) saly S cilialy N1 3 ubaaliput & tickels) aSleile

o8 JS Jarticle just skim , the first sentence of each paragraph
S5:la glie pan e 4e )58 o5 iy cula( dividing the paragraphs among them)
[00:09:52]

R: done,u=ayou dont need al that time , put a tick banatle) ¢ sias ) oLy i)
Jlsudlla a_sl‘: ke

S1: they love the feeling of excitement, it makes them focus on the moment

S1:im w4l 5 a1y I sa
St sV R 5 x5 dualall

R: socly il sall ()

( ss giving the correct answer)

R: EX o dlliul (plast dadle i clalS U1 L a5 1315 Lt sela Ly 33 ansilly Lanial 5

Jicues i B Jicuesgs s ¢

Ricub i 8 L

aspect/challenge/mental/notable/receive/precaution/pursuit / tolerance / trait/

vivid
LSl ) i jas  as adie eli ) 5 Lgid jatle Lenddl aa @lDle ) (B gy (982 53 90

S3: mental S » & paragraph one (.) adsi L) dpasi 4, e 4, -
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86

87

88

89

90

91

92

93

94

95

96

97

98

99

100

101

102

103

S1: mental a3 e Alls 5l
S3: fra(l) dmedpadd

XX

S5: aspect’ s Sl

S1: predictionad sy A s
S5:¢hw Yexpect

s»aspect

S1l:ikaldkal

S3: expectu &5 Slaspect e
S2: se A 4l

S1: okeh

S3:Al AR ) Laaay clS i €
S5: pursuit

S1: vividuss) &) giad G (5% (s
S ol e

S5: Vivid pe i des ) 28 LA

S1: tolerence s ise deladll € 4 3 al €

S2: 4
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104

105

106

107

108

109

S6: aspect—us (Sa

< séanother key aspect of risk of risk ..

S5:3 ks

S1: = (Sareason -

S6:4 Ul B o

S3: s s J2 culareason (1) maybe..

110 ...

111

112

113

114

115

116

117

118

119

120

121

[00:15:50]

S3: 8 i Slitrait paragraph 5

S3: mental healthisa Jae

RIRAPEN Epge

Sliay) Al Sl Lia oSy e

S2:4y) o G aladiny)

S5:ubkthe feeling is still vividas) & 53
S1:Js) Lssomethingadl o s 4y S
5 SIAlL &

S5is 4l el

w}\w\fwu&@uuﬁcﬁ\eﬁ
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122 S1iais =3 o5 S/

123 S2:e e i

124 S5:1S ) 4

125 Sliza (Ses

126 S3: ( exclaiming as she just remembered ) notableladu
127 SS:f k4l

128 S3: 4c pu e siulla

129 S5:kldlablecenote

130 Notecr=able

131 R:able? Ji) Aan

132 S5:noun

133 R:k=adjective

134 able iz 5,38 snote sz pul s sl Laadla

135 ...

136 S6: vivid A ) ..

137 ....[00:18:34]

138 S5: banat [precaution]ad sil 13 (e Lgiki a8 i) 13X 1 53 S adaal
139 (reading the sentence) the climbers took every precaution .4l JS 4, J=y
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140

141

142

143

144

145

146

147

148

149

150

151

152

153

154

155

156

157

S2: i JS llasiny] o) IS £ LY
S5: 4

S6:¢ oS Ll oyl

S:4

S6: tolerencegd sil 3,3l a
feub 8L

S3: aspectt Uy S s

S4: 3k pslreason

S3: pursuitk!_sactivity
pursuitess 5 <l dmentald shle
S5: tolerencecs siue Wil &8 55
S2:5 5,38 4 &

S2:challenge

SHigaad

S6: U4

Challenge eh

S5: for the challenge ..l U, gasill jiay

S5:L1 i aggn Ul sk
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158 S2:Jsa A zelin 4geeed

159 S6:.48L =aspect

160 S2: aspects_reason

161 S5:0Se Jall Lt

162 S6:da casis Sl Leld

163 (~=part

164 ) e e agdl 0503l (s2abrisk

165 (reading the example: another key aspect .. another key part ..zz= ¥ ¥
166 S6:=lwaspectspart

167 [00:22:42]

168 R:ceall il phexcercise B ,usi s Gl Syietwo options
169 ( doing the exercise together)

170 ...

171 SS:teammates

172 S6: teammate iz G 8 5 s ¢

173 S5isin paal b 0 55 Bk g (1) Ope il e 3a €

174 SS: hhhhh
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176

177

178

179

180

181

182

183

184

185

186

187

188

189

190

191

192

G A eliac]

S1:8) 500 i € a8

S5: s Yactivities , teammates

S6:Ul Jdliteammatesay K5 e Jisports il el e su

..... [00:26:23]

[00:29:43] answering with the R and she is explaining the meaning of the

words

[00:38:48]R:aSkal (g pmaias I (8 3kaa 50 o3 Lo i€ G la 08l 55l o0 1) | 53 Jithe first
sentence of each paragraphcub ¢ 5 shae dlea 3a g padli Mo 54 8 e (s oadalits ok

S5: 1 would like to take risks

S6: taking risks is different from ..

R: sentence » <liphrasesle 4 sh

S6: taking a risk is different from one to another

S3: the feeling

S5: you will feel different

SLY G peal S sl oo aals, U o elia) s Jifeeling
Logad Ul 34 (g (sl (o8 (g1 8dalin Lla il g (um 4 € g 480G ans-
SSiza 4l

S6: oh ok taking the risks is different from one to another but they have one

common which is their feelings
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193 S3:3L 1S | e glsh (o5

194 S1:oks A8 i

195 S3:ikalilal

196 S5: the normal lifesJsis s Jhilas Ll
197 S3:lis ol Jsis o) sbal) iakai o5,

198 oiSas 5wV (55

199 Sl:uw Asummary A 4 f JoS e el gausiintroductiongs) 1
200 S6:d 58 ey za Yitaking risks is //

201 S3:it makes life more exciting

202 S6:aS S d Agi geallall JS

203 Sb5:¢b a3, avoid you ..

204 S3:elljid A

205 S6:Y o S) iny clalli |

206 S3:cub ale 1S ose (g

207 S3:58 cwbktaking a risk //

208 S6: will get you off your normal routine
209 SS:eheh

210 S5: and you feel ..
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211

212

213

214

215

216

217

S6:will take you away

SS: hhhh

S6 ( writing) taking a risk will take you away from your daily routine //

S5: so you will feel different .. lively

S3:uislively

S5: livelyd g S

S6:438:and thats why ..people like to take risk

218 ...

219

220

221

222

223

224

225

226

227

[00:43:12] S6: and thats why people .. like itg s sall J shai (il

(e S J 58 aanie Jifeeling

S3: there is just one relationship between them

S2: there is common

S3: theres a common..Jds& Ybecause ..Jidlike it because // of the feeling they

got ...

[00:45:05] ( trying to rephrase their ideas together )

S6: because of the feeling they receive from it ..

(refer to the scanned copy of the summary)

(in filling out the weekly reflection S3 states that she learned new grammatical

rules through there translanguaging and she gives an example of the
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note+able stating that it will help them in the final exam) (Trans level B WK 7

transcription, Pos. 1-210)

304



Appendix R Interview Transcription Example of S1 from level A group

(Bold text is the researcher, regular text is the student)

J13 La e gl Cpmllal (g g L (S0 rling e g Al dhibas | (1S (4230 24 )
interview & 4esa dlini ce 5 kereflection (e Omalsi eli) cilSaly 1T | Gual A s 35 A

Lo 3] e gf s o g A L oo L ) e gl 51 s iVl il S i o) (o ol
Crgmd (Saa JIsdl diaeskip, NO pressure. Yy ceoadl dalsh ot 4 g¢d) civiai ga A fas

T mlal

(42) ol I

SOk, (irg Aadll Badaia gf Aadl) Al cludl cpdiaal A1) A Sl il CiS ) gl Ay ggd) Ciaal
A5t (e SIS paallts

Bel JAll Ll agd s o laiual 5 Caa 3 yae LgSLal N ZAEN 2ol (€1 Al (S8 (iialile diie 43) dals (pe 43d 4005 1T L
RSP

ST P

REBES

ClalS duic g Lgiiagdl clif Lallla 43y Basatia (p puliad (ry o 5 (i piad G L g) 088
sadA 4line

Jb Lepand  cilall) Bamia ) AiliasEnglish multilingual. CpelSs 513 & jsad oo La Cpaad ()
Tl 3a A g A Cppaund (b flad COEN (o0

Jb O salSh Ll e aials Lae Jual s il qu je pad s g8 sl 250l W 43) WWNENglish, -l

U o2 a3 Le (5 S padd 8 ) e (5 KU1 slae Jual SIENQLiSh, | can . sSIL 4ae (IS
e s 43 el EON sda (Sas o) liconfused, ey b agin day ) UH 31 508 se Ul 1Y) e
JU Wlies culan g jedly 2l 8 o) Wi il GuENglish Gile ¢ sSas agin 8 ) il sla g 55800

agd O ¥ g ALalS Dia Alan (i€ Mia ¢80 2 gl (588 Ja (g s8Ik D
alail (Sae da ji i Cilae o) (K1 £ guia sall Comaaind STy ya 2 OS) Gaanil 5 agd

Ok interesting. aSi) e 2 80 L aSi) caadd a5 o guSally SHIA5 WU g A 4y il 28 g
J my Afily ) 54 10 dBgil g g dn aSHAL (e gl (glgladreflection. () osbel) Gl qub
O o 5ataiYl Sia cplalds 5) gy € day ARl o0 g crlaviudteacher ¢l dlla gama (g &l g
aS.ic Slia A 3 ally g Sla)
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Chemistry, statistics.

9 salad) g gl (s Da G Vg (s alail g A e A3 (el Ja

Class JEnglish Ju ¢S s pulaiYl S5 Lustatistics J)schemistry .o ae ouialiy
J gieteacher $aslaaus

)

i) i ) Gsbaring € AS) (i)

s ool Llle

pSSiSy s WEENglish fze

English.

English ok $cusy daaal) g & 45 gl ol dd aladin) da 8 dhal Ja 11 cub
(335 5 4l Caaa) Tl

S Al Jath )Y e el B

il ae Al Saa Tl 4

Ok

S0 58S (e

BT CRTRTCS)

alae 43) Ly s 530 s, SENglish Ju elas ASSGENQlish.

oIOK 338 (el g 38 (el Jay dua jd daic Al pldle

4 S eaaly e CalSi g Cadlia adineS iy gale 5 (g

A slila

st Walae Joal 5l € 555 Laluaa il sle Lo G

@ opla ol aB gl sltwitter aS 4 adgil i (ul Rl sludl ¢l ¢ LA sigroup

LEIL daigae 5 5 s8N 2l CuS Ul 5 aglinala 8 o yadl alaii il ajnteresting.
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Jlaall 138 CUaEs LA 490 g Lgmanl Ay 5498 (et ) agd) Lay dllia da il g cilall) 4318 ALa) (5 53 a8 )
O Caaally Sy o UKl A o) g (Bl G Gubalds i) sl cpa S 1T oday AN 1) 1T Guda  laS
speaking? flails (pladl i) culglai Vg

JI 8l e ) i Ll Juadl ) Jslalreflection s las) LS dlaadl LIS (585 4K ) Sl Jaadl 43)
Lol ()55 L) Juail | el L 5y o3 a5l Jsh e T s bl Ll a3 W WENglish &S s
s il 138 skl iy Ul o ye

Ok ' .ubreflection so in general (28 e Al blis €351 81 3 iy a8 Muadli (Sea (i
N Y agdll A daelu | ala Al 5 A 138 ()

du s Ul @ S Tireflection J) & iime 5 50 485kl laa laa S ual Clparagraph, V) 2l
Lo el Ua) A Cilallaiaally LgaiSs cpaes Liagh cauay (o=l eSS da lleasy | Ludl Ua) LeiSs

€ g salad) ilals Mia 5 83 Cppaunt ay 9130 il (i

b 438 4y el & S35 g)ENglish, e eiSH oy sl tuiey o a1l Leies SENlish 4555
J aasial ) a8l el Len i U ) Lay Wb sef Ul D) clallaadll cuadiul sENglish ST s

J AL phal) (o 3n Lgdga 03 D ¢ S5 La (il qub ruateacher J) aSxSEnglish gl b gswai Yy
Sallaand

S 504y wisil L Tlliteacher JENglish .agle conaad el ¢ 5alS3

J) v ddteacher 11 qub ¢ sagdlhy agdl (Sas 43l aadie Mok, So 13 o Al A5 o @880 Ly i
Azl oo Ad g 0 La 1T Ae ganal) pa ail) Aidd o LY A A glll & pdd e JSaaie) s J) gl
NI

.95‘)3\.4
Cdpan S5 (A gt g (o salls e Agh 85 Cpma 5 gl (318 131 D T (g (4) )

JIdleall T8 Wl Lulul GIENglish e dalS bl | (5S35 50 o8 138 5 all lpan sy Jsba e 3
J il ) slaal L seteacher .lalhaadll 8 Lgiual g 4 alll S5 0A0 Gaua Lganal Ll 135 Gulad e

disvocabulary des il (b gl day i) cpldali ) o jdal) ga Agle Ul ad g o & ST Y 30
Ty 0 (g Saladly L pudl (e S ¥ 5 5yl

Ju a yudl 3 Juadl YENQlish Jb Wiegd WENQlish deall 3 basas e e ol Goans lgas il aan )
el oSl 1) ) @il
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Ok perfect oo sk 5 ol Qhatl Thasilll iy ol Banly Al (8 dh (ol (A Lasie 1184
85 sl
Ju IENglish (sl S8 Gany

9 U 1T cubiskip 11,5 080 Lgudany dgd oY AL) Garilok. 88180 &l oo diaadl) dilaly Ja
dpalall aulull) B 4 L)

(55 3 Cana)

5 A fAAT o A Addual ¢ 4dnumber 9 question number 9

Lo glally (o L ) g (B s e e an Lesanan 5588 5 S0 G Jay Lgilind 5 e ]
@4

8as) 5 A alad L ageddind Ha8s (g aial 48) TT o 300 13a ) glat i) (o aAl) el 5 (ag Lgdan Banaa 3 S48 Cil<a
e Sinteresting (e Lalad saclus gla 3 e IS8 Gl (e e sane ae iS5 S S N As) pa

(e e o o8 (S8 Licand Lghuai g HISEY) (may 528l 1 53S ) (iamy | (ymny

Jdd) Sia oS o8 daal s 71y Al o) B ssiindividually $ie saxa ga Judi ¥ g dlilad ) ay
_Mi 39}4;-4 &

Uar e (9 SET iny oS Sl Y

&)

alaiok. J) )i Ll aill A Lgilania) g Lgihed 5 ddma Cliadil i) 48 Tiireading? 4 Cpaad
strategies 333y JS Cpwad Vg alal) £ o) A g (Y 5N (i (5 g Ul £ gl IS ia Aina

?J...x':;‘;&éy.ﬁ

Lt I LSl 5 il s ail) Al gl il e 3k A )l Wl ey Wl Licapital letter
et (s3ed Ll

Jb A0 alaireflection daa i 8 Ayl cila jiall Coleniog dli) Ll zdal g S Le g 8o A4S
e Sad) A i (B A ) il jhall Cpplenids G Ay alady) il yial

J T SmEnglish Js sl b lle sl Jxy 05180 Jxy o jie S TTTAENQlish as) 6l 4l

e oS Ll G aadind Basl 5 o3 ALK ey lda) je ey g 1T ST claa) ja L]

2 Adaad) a Jra aS
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A Alaadl 8 el 138 (ol e Led Alead) (s3a A hala ) AISH 638 3 5a g addid 43) o pedlh Aleadl Cana
ol A 13g8 o jadly 138 Caal jall L

Ok J) g3 ) cpaliai cuha 1T Jmaastrategy Sagdl) & daclu i pdld o cpaaiad oli) 48y jhl) o3
fualll agd

040 9k i Al g A3) ot ¥ g sdadl Wy £ el S

A L ) Ul el e aENglish 4s 43 ead Bl ui g sla o o | yals dea il Jsha e
Ju el 8 s el oS A (g siall bbal 43) e ilsEnglish.

A Ao S Gaadiad La () €li) e o) G o B e bl 4d gl 8 i
Jl e € adel Y English.

1T qub glok. J) Jgmadll 8 Uais Ma day $Baa) g 4 Jlaninal G o ) eVl &l liteachers
I A AN AU Aall) Galaatiod dlighy b o) daalad) B Laie (g e guoidal) B 06 GIENglish. o
NITHEV BRI JUR

O Al L) jlacai 4d) ixy 0 sl 138 (e again e MENQlish. il sa (8 e .o sS sim 4nal Cailall 138
A ala] Al o Ll ) ey () (G da 53 L) 2lisd (JleS Lia) Aok Lalies () casla Lol ye Lia)

o A aladY) Aall A a3 81 bl (il 138 b € allclass JENglish e aga e Laily JS5
Jali st U IaFnglish.

J) ¢ s Mal cbia¥ Ul guteacher sed s b g0 Wl e (1 salS (paeld Sual ali) Sa ol 485
gl ) i Ay pasatty () 9 a8 Le i) iy (95885 La

i rndl slad Al i U) Ulal jlacaid 2y ) 22l 29 Wil (S A5Y G A oSa a8 Lo ) ge 52
Llsls 4l

aSi) ¢y g bauiad A8lida AY) ST () 9SE (e (S (e Baa) g JS Dlia A o ddd aSaic La Mia gl cpaad g5 ay s
@ lad) () gl

Jl el jhaas ~1English.
2l sy

.5

g
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OK. .o aal 13 Slgple Blial) g o sulady) alad o daela 45 all) 5 a0 Lo daldie] ¢ Gpaiiad Jigw AT
M s o i ol (b giistrategy lalad e g 1) B g Y g g uladY) G ekl il
€05098 (el i) Lay g 458 gf (5 ulaY)

Lo a3 ) A Aai) i e las O (6 5alas ) Apeaine A Qi) (e il lad) 8 Gl sa T

Ul oms a5 (2l Lgma Tl g i) Al el )y lannll iine s U (o 2l 6 5,800 ol
Ju daall Giany ST uSa 2 lasy) g A pall Aall) G day )l S8 i) o jall une I Gl (e
English Jb WiSi z sl Sia ayalls i€l iny AalS Alea 52l sENglish.

oal gl Cphal La g ALls

JU e S J8 V5 skl ula )45 k) o cilss ALK LT YENglish sas)s S S5 A5l
J) e teachers il iila W AENglish 13 casfle A g il e Wls cllid) o 2 ja) s culs
JN b e Laals ¢ dlichallenge i o &) shs

H ool Cpadal (it 54 AT cub dile ) Ll interview? .ol L $45 83 L g b 43
i) il Caa e S ) e | SE B ey Ll Lea LU ad las & el o3 IS e g0l e

Al Y 1S
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